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This PhD thesis contains a descriptive multiple case study of summer bridge pro-
grams aimed at supporting underrepresented students during their transition 
into higher education. A critical narrative and inclusive support strategy allows 
students from non-traditional backgrounds to explore their hybrid, layered and 
silenced identities that are of true importance to become actively and academi-
cally engaged.

To all those social justice allies and outreach workers in the field of (higher) ed-
ucation, this research exists by the grace of your engagement and your ability 
to unravel counter-perspectives. To all those students, transitioning into Higher 
Education Institutions, your stories matter and are at the essence of transformative 
educational innovations

‘Don’t stop sharing, be safe, be brave and be daring!’
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RATIONALE FOR THE STUDY 

With the migration and ongoing globalization, Dutch society has transformed considerably 
over the last fifty years. Since the arrival of immigrants ever since the sixties and seventies of 
the twentieth century, the Netherlands has changed from a relatively homogeneous nation to a 
heterogeneous society. For the field of education and multicultural education in particular, this 
continues to have major consequences. Not only has the Dutch system provided educational 
and remedial measures to overcome language barriers of migrant children, but they also had 
to respond to the diverse (diversity of the) classroom with its challenges concerning emergent 
cultural, religious, and ethnic tensions (Inspectie van het Onderwijs 2007, 2009; Radstake 
2009). Therefore, since the early eighties, the Dutch government has intervened with all kinds 
of remedial and deficit-oriented educational interventions to enhance the access and success 
of migrant children and students in the Dutch educational pipeline. This so-called ‘educational 
achievement gap policy’ comprises various nationally funded interventions to stimulate the 
social and professional interaction with non-western migrants at both the student and the 
teacher level (Rijkschroeff, Duyvendak & Pels 2003; Meinen 2004; Lowe & Cook 2003). 

Over the last decades, the national policy has shown a number of developments, of 
which some approaches aimed at repairing the achievement gap of non-western migrants 
in the Dutch educational pipeline, whereas others were directed at all underprivileged 
students. However, these kinds of policies are not unique for these underrepresented groups 
accessing higher educations. There has been a long international tradition of investigating 
and optimizing transition processes to HE, since it is seen as a moment of change that causes 
stress, drop-out, low retention and feelings of personal failure when students are not able to 
‘take this leap of faith’ (Pascarella & Terenzini 2005, Harvey, Drew & Smith 2006, Engle, Bermeo 
& O’Brian 2006; Tinto 1993, 1998, 2012). The lack of stable funding and continuous monitoring 
of achievements in conditioned facilitations, and also the burden of self-evaluation, interfere 
with an effective achievement gap policy ( Jungbluth 2003; Nanhoe 2012). To this very day, the 
need to intervene remains valid, since second and even third generation non-western migrants 
still suffer from an achievement gap, taking into consideration the various reasons of ‘being 
an outsider in a majority context’ (Gándara 1995, 2011; Severiens & Wolff 2008; Wolff 2013), in 
spite of the progress they have undoubtedly made at the social, economical, and educational 
level. Especially the first year attainment rates are reasons to develop transition and bridge 
programs in order to support all students, and underrepresented students in particular during 
their access into HE, taking into account causes of the achievement gap addressing (1) personal 
background variables like the literacy at home, expectations concerning study careers, the 
support of siblings. (2) school variables like the support strategies of underrepresented groups, 
the perceptions of parent involvement and the (low) expectation management teachers hold. 
(3) educational system variables that show disquieting tendencies in the Dutch educational 
selection system that determine pupils’ academic pathways early on, partly because of early 
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childhood education policies as well as the early selection model of the Dutch educational 
system and the importance of social and cultural capital to navigate the higher education 
system (Wolff 2013; Sociaal Cultureel Planbureau 2009, Nanhoe 2012; Tinto 1993). From a Dutch 
national perspective, this situation has been salient up to this day as marked by i.a. the Dutch 
Inspectorate of Education (Inspectie van het Onderwijs 2016, 2017) and the Dutch Ministry 
of Education that stressed the importance of support strategies and programs to successfully 
enroll into HE (2013, 2015), especially considering the policy objective of ‘the right student 
in the right place’ with its special aim to ‘increase first year retention rates’ (Ministry of 
Education, Culture and Science 2015). 

If you look at the as yet remaining achievement gap between non-western migrant 
and native Dutch students, studies show that, compared to Dutch (social-economically) 
underprivileged children, non-western migrants start their educational career with an even 
bigger gap (Gijsberts & Herweyer 2007; Kruisbergen & Veld 2002). This gap remains a salient 
feature in their future study career. When looking at the retention rates there are also significant 
differences. Firstly, non-western minority students drop out of the educational pipeline more 
frequently (Severiens 2010; Van Esch 2010). Secondly, in secondary education, non-western 
minority students have lower attainment rates than their native Dutch counterparts. Thirdly, 
as regards higher education, non-western minority students are relatively underrepresented 
(Inspectie van het Onderwijs 2007). Their attainment rates are relatively lower and their study 
time is longer as compared to native Dutch students (Ooijevaar & Zorlu 2008). Non-western 
minority students not only lag behind in access and success in education, but also in access 
and success concerning their transfer to the labor market in terms of labor force participation. 
This pattern indicates that there is a permanent need for support from both the public sphere 
(governmental-, educational institutions) the private and social sphere (outreach community 
service activities, self-support systems, family, friends). This means that although non-western 
migrants are making progress, on the whole their output lags behind when compared to 
native Dutch students with similar socio-economic backgrounds ( Jennissen & Hartgers 2007; 
Gijsberts & Hartgers 2005; Wolff & Crul 2003; Tesser 2003). It is remarkable that there exist 
several studies concerning the causes of the above-mentioned achievement gap, yet little is 
known about the outcomes of specific transfer and support strategies in Higher Education 
Institutions (HEIs). 
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RATIONALE MULTIPLE CASE STUDY 

From 2007 to 2011, activities, strategies and interventions aiming at optimizing the access and 
success of first generation and minority students in Dutch HEIs have been funded nationally 
by the Ministry of Education and formed part of a strategic agenda of this ministry.1 Taking 
into account the theoretical state of the arts and the need of support when transitioning 
into university (Lowe & Cook 2003; Inkelas, Daver, Vogt, & Leonard, 2007; Porter & Swing 
2006; Pascarella & Terenzini 2005; Meeuwisse, Severiens & Born 2010), the Vrije Universiteit 
Amsterdam (VUA) partly invested the received funding in the curriculum design of a summer 
course to stimulate underrepresented student to matriculate successfully at university, i.e., 
to achieve as much as possible during their first year. The goal of the summer course was to 
achieve social and academic integration and reflection on study choice, in order to support 
students in a successful transfer to academia, including feelings of ‘belonging’ (Tinto 1993, 
1998; Engle, Bermeo & O’Brien 2007; Walton & Cohen 2011; Meeuwisse, Severiens & Born 2010). 

During these summer courses, VUA students had to write an essay on their narrative in 
relation to their study choice and career. As a part of this biographic study, students experienced 
the full cycle of empirical research. In addition to these research skills, students received 
training in the academic skills of writing, reading and working collaboratively. A narrative 
approach (Taylor 1987; Ganzevoort & Visser 2007; Ricoeur, 1985, 1991; Bohlmeijer 2007, Goodson 
& Gill 2011, 2013) made it possible for the students to not only write their own narrative, but to 
reflect also on the narratives of first generation UCLA students who participated in a similar 
summer course in the Academic Advancement Program (AAP) at UCLA. They reflected on 
their own 'identity capital' (Coté 1996, 1997; Coté & Levine 2002; Coté & Schwartz 2002) and 
the counternarratives (Solórzano & Yosso 2002) of AAP students. These essays reflect the rich 
and diverse experiences first generation students expressed on two sides of the Atlantic Ocean 
and show that communicating about your narrative with ‘significant others’ could help you 
identify your (layered) identity and struggle in relation to (study)achievements, aspiration 
and motivation (being a first generation student and being a minority student). Key to this 
approach was to stimulate self-understanding of the students by use of reflection on their and 
others’ layered and hybrid identities ( Jackson 1997; Ankersmit, Doeser & Kibédy Varga 1990). 
Using ‘empathic witnessing’ (McLeod 1999), addressing differences and similarities on one’s 
narrative as point of departure, is key to deeper understand oneself and the other in their 
respective transition process. 

In 2011, the learnings of the first pilot were applied to a new bridge program that again 
was designed and executed during the summer. During this second year, a full team of 
educational developers, managers, researchers and supporting staff was included during the 

1 Nationally known as G4/G5 projects, concerning the five (research) universities in the Dutch 
urban area within the four largest cities. The project title is ‘Highest Good’ [Hoogste Goed]. 
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execution process, since the VUA obtained national funding. Not only the development and 
execution of the bridge program were aims of the inclusive support strategies, also teacher 
professionalization courses and research on the effects of the intervention in its entirety were 
part of the scope of the project. Unfortunately, because of the retrieval of the national funding 
the program had to stop before its intended closure and the research was executed partly, 
consisting of the student voice, i.e., narratives of underrepresented students who participated 
in the summer bridge 2011. In 2015, the learnings were replicated2 at Nevada State College in 
Las Vegas, using similar curriculum design and teacher professionalization didactics in order 
to investigate the effects of the inclusive and narrative support strategy when implemented 
in a different context. 

The development, execution and findings of the particular curriculum design of these three 
interventions form the rationale for this PhD thesis. The summer bridge programs are marked 
as support strategies to enhance students’ achievements and to support students’ matriculation 
at HEIs. The particularities of the design – the praxis, and the theoretical foundations of these 
kinds of support strategies are central to this thesis. 

2 See Empirical Studies for comments on the use of the term ‘replicate.’ 
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AIM OF THIS RESEARCH PROJECT

This thesis tries to elaborate on the theoretical notions that shaped the curriculum design 
of summer bridge programs to support underrepresented students into HEIs on the one 
hand, and exemplifies the development and execution process and findings of such summer 
bridge programs on the other hand, including the cases between 2010-2015. There has been 
sufficient research on the reasons to design support strategies and interventions targeting 
underrepresented students and, in addition, the beneficial effects of such support strategies 
(Ackermann 1991; Porter & Swing 2006; Tinto 1993, 2012), There are, however, less descriptive 
and theoretical notions and practical implications when putting the aim to support 
underrepresented students into practice. In spite of the necessity and need of empirical 
support for the effectiveness of these kinds of support strategies (Van Herpen 2019), the 
present study does not take this particular effectiveness rationale as a point of departure. 
Although effectiveness is addressed by the illustrated ‘self evaluation’ scores students reported, 
the key components of this thesis involve (I) the specific theoretical notions as prevalent 
in the field of outreach and support strategies as learned by the researcher (the I, subject in 
this thesis) and (II) the practical implications when commencing, designing, executing and 
implementing inclusive support strategies in HEIs. This PhD thesis will analyze on a macro level 
how the process of implementing diversity policy in an institution of higher education evolves. 
In what way do outside enforcement and inside activism play a role in creating and executing 
diversity policies in HEIs? On a meso level, this multiple case study entails the curriculum 
design of such an intervention aiming to optimize the access and success of first generation 
and minority students in Dutch HEIs, which is theoretically and practically based on a critical 
and narrative pedagogy, and is part of an inclusive support strategy. What are the leading 
theoretical assumptions and premises and how are they used in the designed curriculum and 
applied pedagogical didactics? On a micro level, the experiences of the participants of these 
support strategies as shared in the student voice (narratives, essays, biographical interviews) 
from cases 2010-2015, represent the voices that are collected by means of narrative inquiry and 
autobiographical interviews. These stories shed a personalized and specific understanding 
of students’ experiences, when reflecting on their academic pathways and their process of 
matriculating at university. 
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OVERALL RESEARCH QUESTIONS 

In what way does an interpretative critical narrative and inclusive support strategy enable 
underrepresented students to participate in order to create success through empowerment in their 
academic pathways in HEIs?

Questions section I: theoretical studies
1. What are the key concepts, notions and lenses (interpretative understandings) of the studies’ 

aggregated ‘sensitizing concepts’ that have iteratively evolved during the design and execution of 
the curriculum design of the summer bridge interventions?

2. How can the researchers’ involvements be understood as interpretative and being a subject in this 
research when constructing a theoretical understanding of the intervention?

3. Why do these key concepts and notions and the interpretative approach lead to the concept of 
‘bridging the third voice’?

Questions section II: empirical studies
1. How has this curriculum design developed and evolved over a period of 5 years, what emergent 

understanding has proven to be salient?
2. How does a specific curriculum design of a critical, narrative and inclusive learning and teaching 

approach works, paying special attention to the used pedagogies and didactics?
3. What do the written and visualized student voices unravel?
4. What do the autobiographical audiotaped student voices unravel when one listens closely to their 

life stories, academic pathways, turning points (critical incidents) and evaluative remarks?
5. What can be learned on a managerial level when one puts theory into practice by using a critical 

narrative and inclusive learning and teaching praxeology?
6. How does outside enforcement and inside activism play a role in working with students, teachers 

and supportive staff when executing summer bridges?
7. What are the overall lessons learned?
8. What are specific lessons learned?
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RESEARCH DESIGN AND METHODOLOGY

Since this PhD thesis comprises a theoretical and empirical section, the research design 
applies two distinguished methods. Overall (a), both sections are the effect of a descriptive 
multiple case study approach (Stake 1995; Yin 2009) that started from a qualitative research 
design developed by Creswell (2013), that marks the assumption and use of interpretative and 
theoretical frameworks that inform the study of research problems by addressing the meaning 
individuals or groups ascribe to a social or human problem. I used an emerging approach to 
examine ‘the collection of data in a natural setting sensitive to the people and places under 
study, and data analysis that is both inductive and deductive, and establishes patterns or 
themes (Creswell 2013, p.44).’ For the theoretical section (b), the presented framework evolved 
by an iterative process of collecting parts of the data previous to the analysis of the theory 
and data. The theoretical understanding of designing and executing interventions of the 
summer bridge programs came after the executed interventions of 2010 and 2011. Accordingly, 
the importance of stressing this iterative process of emergent conceptual and theoretical 
understanding of used ‘sensitizing concepts’ from a grounded theory research approach is key 
to this first theoretical section (Strauss & Gorbin 1998; Creswell 2013, Glaser 1978; Padgett 2004; 
Patton 2002; Bowen 2006, Charmaz 2003). On that account, the iteratively evolved qualitative 
theoretical framework reflects a dialectic3 rather than a linear process (Wolcott 1994). For the 
empirical section (c), a multiple case study approach (Stake 1995; Yin 2009) has been used in 
order to analyze multiple bounded systems across time through detailed and in-depth data 
collection that involves multiple sources of information (participant observation, interviews, 
audio-visual materials, documents, lesson plans, reports, written narratives and student voices) 
(Creswell 2013, p.97). In this section, in accordance with Schramm (1971), the paragraphs try to 
illuminate a decision or set of decisions, why they were taken, how they were implemented and 
what the results have been. In the present multiple case study, the summer bridge program is 
taken as issue or concern and is selected again to specifically illustrate the issue between 2010 
and 2015. By using a multiple case study approach, one can offer and attain robust analytical 
conclusions that increase external validity (Yin 2003) and, in addition, multiple cases are 
collected to compare cases systematically (Creswell 2013) as will be addressed in the cross 
case analysis paragraph. In order to overcome the common critique, measurements suggested 
by Yin (2003) which are known as ‘design parameters’ will be taken into account, including 
(1) construct validity, (2) internal validity, (3) external validity, (reliability) and an appendix 
containing the case study protocol with all the consulted reports, data and notes available. For 
the entirety of the research (d) a narrative research approach has been salient in theory and 
praxis by taking one’s life story as axiom of understanding while stressing the subjectivity of 

3 See Theoretical Studies for comments on the used terminology and epistemological 
understanding of ‘dialectic.’ 
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interpretation. Object and subject are both part of the research content, which implicates that 
specific assumptions do play a role in the interpretation and understanding of one’s narrative. 
This holds also for the empirical section, as both interlocutors co-construct the communicated 
narrative and meaning in narrative interviewing; hence there is no intention of being objective 
in any sense (Riessman 2008, p.23; De Groot 2013, p.45; Jackson 1997). In the present study, the 
narrative turn, i.e., including the lived experiences of people and the researcher in terms of 
their own meaning-making and theorizing about this in insightful ways, is part of the used 
narrative research methodology ( Josselson 2011, p.225; De Groot 2013, p.44). 
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READING GUIDE

This PhD Thesis consists of two main sections that respectively address the main and sub 
questions as stated above. In order to give the reader a deeper understanding of the theoretical 
notions and constructs used in the design of the curriculum (summer bridge program) and, 
additionally, to systematically outline the empirical process of designing and executing an 
inclusive support strategy, this thesis firstly presents the theoretical study. However, one 
can read the two sections independently and/or intertextually, since there are intertextual 
references in both sections (visible by intertextual text boxes). Secondly, the empirical 
study chronologically outlines the design and execution of the three cases and includes a 
comparative analysis with the cross case analysis. The outline of the two sections comprises:

Theoretical study 
	• I have been: in this paragraph the nature of the research, being an iterative process of 

emergent understanding over a period of six years, is discussed. The research design of 
a grounded theory as well as the use and meaning of sensitizing concepts is explicated 
as well as ‘a priori’ concepts, marking the researcher’s view and lens at the start of the 
research project. 

	• I am: integral framework of sensitizing concepts: in this paragraph the leading lenses and 
interpretation of these angles are discussed, including (1) dialogic, narrative and critical 
encounters, (2) inclusive orthodoxy and (3) multicultural curriculum design. 

	• I might be: bridging the third voice: a student-teacher encounter: in this paragraph, the 
sensitizing concepts are ‘bridged’, i.e., synthetically analyzed which leads to key ingredients 
of curriculum designs that offer an inclusive support strategy as well as key theoretical 
notions of understanding when designing such curricula as presented in the final 
paragraph of this section ‘bridging the third voice: a true student-teacher encounter.’ 

Empirical study
	• Introduction & methodology: in this paragraph the overall research design of a multiple case 

study is explained, especially regarding this current PhD thesis. Subsequently, the narrative 
research approach that has a substantial role throughout this thesis is explicated, with 
reference to the particular methods of narrative inquiry and autobiographical research. 

	• Multiple case study: in this paragraph the main and sub questions of the empirical section 
are displayed as well as a reading guide. 

	• Case study 2010: in this chapter, the first case of 2010 is presented, following the next 
outline:
	→ Why: addressing the subject, the I in the curriculum design, the rationale of the first pilot 

study, the preparatory field study in 2009 and the initial project proposal summer bridge 2010. 
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	→ How: addressing the project management of the summer bridge with its managerial layers of 
execution, the developments of the curriculum design by marking learning and teaching strategies 
and the execution of the summer bridge program 2010. This execution paragraphs consist of the 
synopsis of the program, the content of the teacher and student reader and the execution process. 

	→ What: addressing the student voice by illustrating selected written narratives and analyzing 
self-reported evaluation forms of participants of the 2010 summer bridge program.

	→ Validity case study 2010: addressing the validity of this single case by elucidating construct 
validity, internal validity, external validity and reliability. 

	• Case study 2011: in this chapter, the second case of 2011 is presented, following the next 
outline:
	→ Why: addressing the subject, the I in the curriculum design, the rationale for this second case 

highlighting the G5 agreement, the development of an integral project proposal including three 
faculties and three work packages and the initial project proposal G5 2011. 

	→ How: addressing the project management of work package I (summer program and student for 
students) with its managerial layers of execution, development of the curriculum design by marking 
the renewed teaching and learning strategies such as the train the trainer 2011 and the student-coach 
training and the final execution of the summer bridge program 2011. This execution paragraph 
consists of the synopsis of the program, the content of the teacher and student reader and the 
additions and changes in relation to summer bridge program 2010 and the execution process.

	→ What: addressing the student voice by illustrating selected fragments of the biographical 
interviews that were conducted after the summer bridge and the analyzed self-reported 
evaluation forms of participants of the 2011 summer bridge program. 

	→ Validity case study 2011: addressing the validity of this single case by elucidate construct 
validity, internal validity, external validity and reliability.

	• Case study 2015: in this chapter, the third case of 2015 is presented, following the next 
outline: 
	→ Why: addressing the subject, the I in the curriculum design and the emergent understanding 

of working with inclusive support strategies as educational consultant between 2011-2015, and 
the context and rationale of the Nepantla program and the involvement of the researcher in 
this particular bridge program. 

	→ How: addressing the aims and goals of the consultancy assignment of the Nepantla program, 
the curriculum design and execution of the train the trainer with its various readers and exercises 
and the final curriculum design and execution of the Nepantla bridge program inclusing a 
timetable, synopsis of student reader and exercises and the lecture of ‘decolonizing pedagogy.’ 

	→ What: addressing the student voice by distinctively illustrating all the collected data 
comprising written exercises (future letters, diagnostic writing, free write secret identity, 
Socratic definitions, drawn exercises, final submission) and the biographical interviews. 

	→ Validity case study 2015: addressing the validity of this single case by elucidating construct 
validity, internal validity, external validity and reliability.
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	• Cross case analysis: in this chapter the chosen methodology of the cross case analysis is 
discussed, including the ‘Wholey’s Program Logic Model’, the descriptive and chronological 
units of analysis (the early, middle and late case history), the four design parameters 
reviewed and, in conclusion, the overall quality of the multiple case study reviewed. 

	• Conclusions: in this chapter, the conclusion addressing the entirety of the empirical study is 
discussed. Firstly, by marking important learnings and dynamics involving the managerial 
implications when implementing an inclusive support strategy. Secondly, by marking 
lessons learned for the entirety of the empirical section. Thirdly, by answering main and 
sub questions of the empirical study. 

The discussion chapter contains a synthetic overview of the learnings of the two sections and 
its implications for critical reflections and discussion. The essential pedagogical implications 
of this PhD thesis, are abstracted in a pedagogical concept addressing the emergent 
understanding of the iterative process of developing and executing a critical narrative and 
inclusive support strategy. This concept of a Pedagogy of CIND Encounter (Critical, Inclusive, 
Narrative and Dialogical) finds its theoretical foundation in the theoretical study and its 
practical implication in the empirical study. 

The conclusion chapter summarizes key findings and answers to the main- and sub questions 
of this thesis. 





Theoretical
Studies

BRIDGING THE THIRD VOICE

FOSTERING DIALOGIC, CRITICAL, 
COUNTER-NARRATIVE AND 
INCLUSIVE ENCOUNTER
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CHAPTER INTRODUCTION

This theoretical section presents an overview of the aggregated sensitizing concepts that 
have iteratively and dialectically evolved during the execution of this curriculum design 
study. These concepts include elemental qualities of a dialogic, critical, counter-narrative 
and inclusive encounter praxis. The curriculum design model ‘Bridging The Third Voice’ will 
provide an opportunity to bridge the theoretical – empirical gap by offering specific features 
of a true encounter which engages and supports all students to succeed in Higher Education 
Institutions. 

Quick Reading Guide Theoretical Section 
	• I have been: introduction paragraphs provide insight into the iterative process of 

theoretical and empirical understanding, the use of sensitizing concepts, the specifics of 
the chosen pedagogical and developmental psychology lenses. 

	• I am: integral framework of sensitizing concepts paragraphs provide insight into the 
iterative process of theoretical and empirical understanding by situating the specific 
sensitizing concepts of, firstly, an overarching hermeneutical lens with specific attention 
to narrative and critical pedagogy; secondly, an inclusive orthodoxy lens with specific 
attention to social inclusion theory and inclusive pedagogy and, thirdly, a curriculum 
design and multicultural education lens. 

	• I might be: bridging the third voice, a student-teacher encounter paragraphs provide 
understanding of what happens when the sensitizing concepts are bridged. Specifically, 
this paragraph formulates the fundamental ingredients of a curriculum design that 
fosters a third voice, the voice of deeper understanding one’s layered and true, unraveled 
identity that is often silenced or marginalized in a former majority teaching and learning 
community. 

	• Intertextual reading boxes will guide the reader through this theoretical section. In this 
way the reader can simultaneously examine the empirical section. These boxes not only 
illustrate the empirical implications of the formulated theoretical understanding, they 
also mark the dialectical evolution of the iterative process of understanding. 





I Have Been: 
Introduction
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I HAVE BEEN 

The theoretical study has evolved during a period of several years as a result of the 
execution of the three case studies using a multiple case study approach (Stake 1995; Yin 
2009). Since the design of the curriculum was influenced considerably by field trips to 
Higher Education Institutions (HEIs), an emergent awareness of the theoretical notions 
that underlie such curricula of widening participation and social inclusion interventions 
arose. In the following section, this process of emergent theoretical awareness over time 
will be explained systematically, showing the iterative process this theoretical study entails. 
Although this section particularly addresses the evolved and distracted theoretical lenses, the 
empirical section and praxis affected the specific routing of this current section because of 
the inherent connection between these two sections. The apparent logical classifications of 
the theoretical lenses of understanding are coincidently distracted from particular learnings 
from the empirical praxis. Epistemological hiatuses are, therefore, clarified in this theoretical 
section, whereas empirical praxis used a Gadamerian hermeneutical approach and, therefore, 
started from theoretically preconceived notions of understanding. Consequently, the specific 
questions that will be addressed in this theoretical section are:

1. What are the key concepts, notions and lenses of the studies’ aggregated ‘sensitizing concepts’ that 
have iteratively evolved during the design and execution of the curriculum design of the summer 
bridge interventions?

2. How can the researchers’ involvements be understood as interpretative and being a subject in this 
research when constructing a theoretical understanding of the intervention?

3. Why do these key concepts and notions and the interpretative approach lead to the concept of 
‘bridging the third voice’?
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AN ITERATIVE PROCESS 

Using a qualitative research design developed by Creswell, starting point is that ‘qualitative research 
begins with the assumption and the use of interpretative/theoretical frameworks that inform the 
study of research problems by addressing the meaning individuals or groups ascribe to a social 
or human problem. To study this problem, qualitative researchers use an emerging approach to 
inquiry, the collection of data in a natural setting sensitive to the people and places under study, and 
data analysis that is both inductive and deductive, and establishes patterns or themes’ (Creswell 
2013, p.44). The resulting ‘complex reasoning through inductive and deductive logic’, normally ‘gives 
researchers the ingredients to build their patterns, categories and themes from ‘bottom up’, by 
organizing the data inductively into increasingly more abstract units of information. This inductive 
process involves researchers working back and forth between the themes and the database until 
they establish a comprehensive set of themes. Researchers also use deductive thinking in that 
they build themes that are constantly being checked against the data. The inductive-deductive 
logic process means that the qualitative researcher uses complex reasoning skills throughout 
the process of research (ibid. p. 45).’ This complex reasoning marks the challenge of writing a 
theoretical chapter that includes a framework that has evolved by an iterative process of data 
collection and analysis (Charmaz 2011) and that evolved iteratively over time through inductive 
and deductive logic. With this in mind, it illustrates a process of iterative conceptualization rather 
than of description (Bryant & Charmaz 2007; Glaser 2001; Glaser 1978; Strauss & Gorbin 1998). In 
addition, the qualitative research process has been emergent, which means ‘that the initial plan 
for research cannot be tightly prescribed, and that all phases of the process may change or shift 
after the researcher enters the field and starts collecting data (Creswell 2013, p.47). In other words, 
the outlined theoretical framework has evolved and expanded with every execution of a case that 
marks a period over 5 years, and thus illustrates ‘the common feature of qualitative research and 
its openness to alternations of the research question, theoretical framework and research design’ 
(De Groot 2013, p.47). All in all, this iteratively evolved qualitative theoretical framework reflects a 
dialectic rather than a linear process (Wolcott 1994). 

The described dialectical evolution that overarches both the theoretical and the empirical 
section, stems from a Hegelian dialectic approach that intends to overcome the difference 
between opposites and discusses the challenges that occur when two poles collide. The 
challenge and its arising debates and arguments lead to a forward and upward understanding 
of encounter, as is the case in this PhD study. In effect, the poles and differences between 
traditional and underrepresented students, privileged and underserved, dominant and counter 
narratives, oppressor and suppressor, top down and bottom up engagement, and inclusion 
and exclusion are constantly dialectically contested, questioned and challenged. The iterative 
process of understanding is, therefore, inherently critically contested and refuted, from top to 
bottom, from right to left. In the end, a dialectical evolution comprises and challenges deeper 
and fundamentally argued understanding of the concept of ‘true encounter.’ 
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Sensitizing Concepts
In order to develop the theoretical framework, sensitizing concepts are used, which are 
extracted from a grounded theory approach. Grounded theory is ‘a research approach that calls 
for a continuous interplay between data collection and analysis to produce a theory during 
the research process’ (Bowen 2006, p.2). The purpose of a grounded theory study is to move 
beyond description and to generate or discover a theory, a ‘unified theoretical explanation’ 
(Corbin & Strauss 2007, p.107; Creswell 2013, p.83). Data collection, analysis and theory stand in 
a reciprocal relationship to one other (Bowen 2006, p.2). Whereas a grounded theory research 
design follows the notion of theory development as generated or ‘grounded’ in data from 
participants who have experienced the process (Strauss & Gorbin 1998; Creswell 2013, p.83), the 
present iterative qualitative theoretical framework uses sensitizing concepts, in a deductive 
manner. To put it another way, these sensitizing concepts are used as interpretive devices 
and are, in contrast to a classic interpretation of grounded theory, used as starting points 
for our qualitative study (Glaser 1978; Padgett 2004; Patton 2002, Bowen 2006, p.4). To take 
the perspective of Charmaz (2003) who refers to sensitizing concepts as ‘those background 
ideas that inform the overall research problem, they offer a way of seeing, organizing and 
understanding experience and they provide starting points for building analysis’ (Charmaz 
2003, p.259; Bowen 2006). Thus, in this theoretical framework, sensitizing concepts are points 
of departure from which to study the data (Charmaz 2003, p.259), which in this multiple case 
study is evolved iteratively. Although the sensitizing concepts offer a focus and flashlight 
on the presented data, it does not mean that hypotheses or preconceived notions are used. 
Instead, in accordance with the inductive nature of grounded theory, it involves the attempt 
to discover, understand and interpret what is happening in the presented research context 
(Blaikie 2000; Bowen 2006, p.3). From that point of view, the original meaning of a sensitizing 
concept as stated by Blumer (1954) is salient in the presented approach since the concept can 
be tested, improved and refined during the research. 

In the present theoretical framework, a leading proposition is the pedagogical utility and 
anthropological meaning of the elaborated sensitizing concepts as theoretical windows to 
interpret the empirical reality of the conducted case studies. 
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PEDAGOGICAL LENS

Working with students (adolescents) in higher education means that the interaction 
involves learning and meaning-making processes. Therefore, there is a need to address 
some very influential pedagogues and pedagogies that have affected the way students are 
seen and understood from a teachers’ view and regarding the role as a teacher, the object 
of teaching, the nature of teaching, the nature of identity, personal, professional, moral and 
political development (De Groot 2013, p.15; Dieleman 2012; Veugelers 2007; Wardekker 1996; 
Miedema 1999). Taking this starting point as a premise implies that ‘pedagogy and instruction 
are interrelated since the pedagogical perspective of a teacher influences his curriculum 
development, instruction, the engagement with students, parents, colleagues and in the end, 
society as a whole’ (De Groot 2013, p.15). Gage already defined pedagogy as ‘the science and art 
of teaching ’ (Gage 1978). The commitment to children’s and students’ overall development, 
attributes and personality are a vital addition to a mere focus on formal learning outcomes 
that are normally associated with education (Brown 2016, p. 14). 

Some epistemological premises that influence the design of the presented curriculum 
stem from a critical humanism vision of learning. This vision does not regard learning 
as the a; of cognitive abilities and context, but rather sees learning as ‘an interplay of to 
and fro dialogic encounters the core of which is an enhanced understanding of oneself, 
others, one’s place in the world, and a course of action more aligned with one’s values, 
beliefs and worldview’ (Goodson & Gill 2011, p.88; Plummer 2001, p.14). This illustrates a 
wider vision of pedagogy where pedagogy encompasses a more wide-ranging development. 
For instance, the importance of dialogue and the quality of relationships were stressed by 
the influential pedagogue John Dewey who, in fact, implied that relationships are key to 
establishing a trusting dialogic environment (Dewey 1916). Encounters allow individuals 
to form intense friendships and through encounters, a community takes shape (Goodson 
& Gill 2011, p.89). Alternatively, Vygotsky’s wider perspective on pedagogy as ‘the science 
of the upbringing of children’ (Van der Veer & Valsiner 1991; Vygotsky 1991, p.37) ‘extends 
beyond curricular objectives and activities to concern for the nurturing of children’s all 
round growth and development by family, educators and even society as a whole’ (Brown 
2016, p.17). This wider perspective stresses the importance of the other, with his concept of 
‘zone of proximal development’ in helping a student to understand and master new and 
unknown knowledge and skills. Another important pedagogue, who will be discussed in 
more detail in next sections, is Paulo Freire who can be seen as the founder of the South 
American and Anglo-Saxon critical pedagogy. Freire’s pedagogical philosophy is tied to the 
democratic view of education which Dewey already stated around 1938 and that posits that 
‘the responsibility of a democratic society is to develop in children the ability to question 
the status quo in order to create better processes and functions within society’ (Vassallo 
2013, p.564). This vision reflects a key starting point of Freire’s philosophy and provides the 
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foundation to support children’s efforts to shape themselves and their realities in order to 
mitigate inequality (ibid, p.564) that played a decisive role on the present PhD study. Without 
neglecting the critical pedagogy of the (European) continent, the Anglo-Saxon stream has 
been predominant because of the close connection of the researcher’s education to this 
interpretation of critical pedagogy, with its origin in the UCLA tradition of a social justice 
driven Critical Race Theory and their understanding of Freire’s Pedagogy of the Oppressed. 

All in all, the above brief outline of some influential pedagogues and visions on pedagogy 
provides insight into what has been important for the design of the curriculum, thereby 
taking into account the axiom of the significance of a more ‘holistic approach to teaching and 
learning.’ Not only cognitive formative learning outcomes are seen as the field of educators 
but also the overall development of children and students. This stresses the significant role 
of the teacher as facilitator who not only creates space for transmission of knowledge (of 
self, environments and skills), but also acknowledges the importance of dialogic and critical 
encounters in a secure learning environment that provides transformation of all interlocutors 
(Van Oers, Wardekker, Elbers & Van der Veer 2001). The importance of several pedagogies 
will be more comprehensively illustrated in this theoretical framework, with special interest 
in narrative pedagogy, critical pedagogy, decolonizing pedagogy, pedagogy of the oppressed, 
inclusive pedagogy and pedagogy of excellence. 

Developmental Psychology Lens  and Identity Formation Angles 
Intermezzo: intertextual reading boxes
In the next paragraphs and chapters of this theoretical section, intertextual reading boxes will 
guide the reader in simultaneously examining the empirical section. These boxes not only 
illustrate the empirical implications of the formulated theoretical understanding, they also 
mark the dialectical evolution of the iterative process of understanding. 

In the empirical studies, the developmental psychology lens and identity formation angles will be 
particularly salient in the analysis of the student voice, reflecting essays, voicing, counter-narratives, 
and autobiographical interviews. 

See Case Studies, particularly the ‘WHAT’ paragraphs covering student voice ‘written narratives,’ 
‘biographical interviews’ and ‘written exercises.’ 

In the developed curriculum design, which aims to explore, develop and achieve a successful 
academic identity, identity formation processes seems to play a vital role in addressing 
reflective and explorative teachings and exercises. Following a holistic approach to (academic) 
identity formation implies that there are several identity markers and identity formation 
lenses that influenced the current curriculum design and, more importantly, the preferred 
interaction with students in HEIs. A key question here seems to be, ‘whom are we addressing 
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in our teachings, didactics and methodologies?’ ‘What group are we targeting’, and ‘what kind 
of identity formation strategies are beneficial for them to explore and develop a successful 
academic identity?’ 

There are many names for the group of students who are targeted in several social 
inclusion and widening participation interventions. The aim to mitigate the effect of first 
generation students as (being) a risk factor is the overlapping theme in addressing these 
groups of students. When talking about these students, they are often classified as first 
generation, underrepresented, minority, non-western migrants, students of low income groups, 
black minority ethnic. These students reflect ‘intersections’, i.e., ‘groups in society who have 
in common that they often experience various forms of exclusion and oppression.’ There is 
general consensus that matters and questions of social justice and (in)equality are common 
across these intersections (Gibson 2016, p.38)

In a curriculum design that takes the first generation student as object of study, there is a 
tendency to pay special attention to the development of the students’ intrinsic motivation and 
the skillful use of various forms of capital (identity, navigational, academic, social, human capital) 
in relation to academic performance and learning attitude. Therefore, by means of a narrative 
learning strategy that will be explored in the section on narrative pedagogy, students are invited 
to explore this layered (academic) identity in their own life story, and especially in their academic 
pathways. In the light of a developmental psychology approach, one must pay special attention 
to the understanding of identity development, which in fact ‘acknowledges that identity and 
meaning-making processes are culturally embedded’ (De Groot 2013, p.5; Bruner 1990), and that 

people have multiple affiliations and multiple voices (Bakhtin 1981). Giddens regards 
self-identity as a ‘reflexively organized endeavor’ and as ‘robust’ and ‘fragile’ at the same time 
(De Groot 2013, p.15; Giddens 1991, p.5), i.e., if self-identity remains relatively stable, it is more 
robust whereas if self-identity only shows a particular combination of voices, including other 
voices that influence one’s story and self-image, then self-identity is more fragile constructed 
(De Groot 2013, p.15). When we take adolescence and early adulthood as periods of identity 
formation that are relevant because of the teacher-student interaction, identity then can be 
seen as ‘a combination of essential psychological qualities that make a person distinguishable’ 
(Van der Werff 1985). Identity covers those features that give a person a sense of authenticity 
and continuity, while making that person ‘one and unique’ when seen through the eyes of others 
(ibid. p.127). The concept of self-esteem, that influences identity (in particular self-image) that 
is constructed during adolescence and early adulthood, reflects ‘the appreciation of a certain 
feature or characteristic as positive, neutral or negative’ (ibid, p.126-127). The appreciation of 
oneself is not only driven or affected by cognitive features. Social and affective features play an 
ever so important role to self-esteem, particularly the acceptance by others and peers (ibid, p.134). 

Taking Erikson’s theory of ego formation into account, an identity is achieved after a 
period of exploration and experimentation. This process has an impact on self-esteem, health, 
confidence, self-efficacy, success, life satisfaction and wellbeing (Erikson 1950, 1968; Slot & Van 
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Aken 2007, p.127). When looking at Erikson’s stage model, adolescence and early adulthood 
(stage five and six) are of importance to the student population that was studied in the case 
studies. During the adolescence stage, which covers the identity formation (age 12-19 years), the 
sense of identity reflects the experience that although circumstances and time may vary, the 
feeling of being a person stands strong. The own past, present and future are seen as coherent 
and meaningful, and one can feel recognized and appreciated by his social environment (ibid. 
p.127). However, this stage is marked by a crisis of identity versus identity confusion where 
youngsters experience feelings of diffusion and disenfranchisement (ibid. p.128). Adolescents 
have to integrate all the changes that emanate from their choices and explorations during this 
stage, and they have to choose their role and place in society. Obviously, these expectations 
lead to identity diffusion for a lot of adolescents (ibid. p.128). Marcia’s research (1966; 1980; 
1993) proceeds from the works of Erikson and pays specific attention to the stage of identity 
achievement in adolescence that marks a moment of choice (search) of finding one’s position 
in adult society (Slot & Van Aken 2007, p.136). Without going deeply into this theory of identity 
development, some elements are important in working with students in higher education 
institutions and their layered (academic) identity achievement search. 

Marcia’s approach focuses on the one hand on the exploration and trial and error 
process of choices and options of youngsters, concerning education, professional field of 
interest, relations, politics and worldview. On the other hand, his approach focuses on the 
exploration of the degree to which youngsters are committed to their choices. Following 
Marcia’s approach, youngsters ought to have commitments concerning the named fields and 
those commitments show a clear and steady sense of identity (ibid. p.136). If youngsters lack 
such commitments, it indicates identity confusion. More important in his approach is the 
specific way in which youngsters explore and experiment their identity formation (Marcia 
1966). Four identity statuses are identified which reflect the ways youngsters cope with the 
quest for identity in their late adolescence (Marcia 1980). The exploration reflects the period 
in which youngsters are choosing among alternatives. Commitment reflects the personal and 
individual engagement the individual shows (Marcia 1966). The four identity statuses are: 
Identity Diffusion Status, if youngsters did not experience an identity crisis, nor made identity 
commitments. Foreclose status, if youngsters make (strong) identity commitments based on 
external influence, without individual exploration. These youngsters tend to conform their 
commitments toward expectations of their environment. The exploration of youngsters in 
this stage has ended prematurely. Moratorium status, if youngsters are still exploring and 
experimenting with options, but no commitments are taken on. There is an active identity 
exploration going on where the focus is to compromise between individual needs and 
capacities and the requirements society imposes on certain roles. There are no sustainable 
choices made and no social commitments are taken on. And finally, the Achieved identity 
status if youngsters went through an identity crisis, explored options and choices and made 
commitments. Youngsters in this identity status are flexible and open to ideas and experiences, 
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and have developed inner criteria to criticize them (Slot & Van Aken 2007, p.136-137). The 
identity statuses as defined by Marcia have been extensively studied, and further research 
and various progressions and alternations are available. For the present theoretical framework, 
Marcia’s vision on identity development marks a theoretical starting point from which other 
identity formation theories have been taken into consideration, especially when a more 
minority oriented identity formation model is used and interpreted as in the next sections. 
However, the Eriksonian and Marcian identity formation theory gives a better understanding 
of the stadia some students find themselves in and the challenges they face, if one only takes 
this angle of identity formation in consideration, let alone the scope of social and academic 
integration into academia as an unknown place for these groups of students. 

On a more abstract level of identity formation, several scholars stress the importance 
of the strong connection between one’s identity and the notion of ‘the good’.1 In this sense, 
Taylor (1989) refers to this framework as our moral and spiritual intuition and thereby makes 
the problem of identity more than a social or political construct or a psychological state of 
achieved self-concept (Goodson & Gill 2014, p.11). As Taylor puts it: ‘my identity is defined by 
the commitments and identifications which provide the frame or horizon within which I 
can try to determine from case to case what is good or valuable or what ought to be done or 
what I endorse or oppose’ (Taylor 1989, p.27). In other words, my identity is the horizon within 
which I am capable of taking stand (Taylor 1989, p.27; Goodson & Gill 2014, p.11). From a social-
constructivist perspective, identity development is seen as an on-going narrative process (De 
Groot 2013, p.35; Goodson, Biesta, Tedder & Adair 2010, p.2). The narrative structure of identity 
development implies the continuous process of meaning-making through the creation of a 
personal story (Schwartz, Luyckx & Vignoles 2011). From a social constructivist viewpoint, 
identity is seen as a sense of self which continuously develops in relation to one’s multiple 
voices, one’s location, the narratives and frames through which a person is positioned, the 
internal and interpersonal narration of one’s life story and one’s reflection on the ‘refraction’ 
or processes of ‘refocusing, redirecting and reinterpreting that take place’ (De Groot 2013, p.35; 
Goodson & Gill 2011, p.120). 

In short, the notion of identity development gives a better understanding of the specific 
identity markers, self-esteem, the ways of exploration and experimentation that are of 
high importance when designing a curriculum for students in their adolescence and early 
adulthood. Bearing in mind experiences and feelings of diffusion and disenfranchisement, 
teachers and educators have to be informed on the various stages of identity formation and 
achievement in order to explore any layered (academic) identity. Using a holistic identity 
formation approach creates room for the various stages and forms of identity exploration, 

1 In addition, many scholars, who are not specifically mentioned, have influenced the researcher’s 
understanding of (narrative) identity formation, such as Bertram-Troost, de Roos & Miedema 2006, 
Ricoeur 1992, Ganzevoort & Visser 2007, and Coté et al., 1996.
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awareness and markers that play pivotal roles in adolescents’ and students’ lives. Only by 
knowing the degree and sense of identity makes it possible to interact with the student in 
and out of classroom settings, since they are carrying such different identity achievement 
biographies. Therefore, the need of a true encounter in a classroom becomes more salient and 
will be further explained in the coming chapter. 





I Am: 
Integral Framework of 
Sensitizing Concepts
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I AM 

Metaphysical postulates
The next two chapters in this theoretical section address the used sensitizing concepts that 
iteratively created understanding of the dialectics between theoretical assumptions and 
empirical praxis and reflection. This PhD thesis presents a continuous intertwined dialectic 
of theoretical and empirical understanding that is visually separated into sections, yet 
practically and inherently interconnected. The figure below illustrates the relation of the a 
priori theoretical assumptions (before commencing the PhD project) while simultaneously 
marking the continuous development of this theoretical understanding. Consequently, the 
empirical section, describing the praxis of critical narrative and inclusive teaching and learning 
strategies, affected the theoretical understanding. In other words, these sensitizing concepts 
have dialectically and continuously evolved over time (2009-2018), and ultimately led to the 
integral framework of sensitizing concepts.

In the third chapter of this theoretical section, the sensitizing concepts are ‘bridged’ referring 
to the various theoretical interpretations of bridging the third voice.  The practical learnings 
of bridging a third voice are explicated in the empirical section of this thesis, addressing 
the student, teacher and managerial implications. Both the theoretical and the practical 
implications of bridging a third voice indicate a prescriptive pedagogical discourse. 

Iterative proces of understanding

Hermeneutics 

Narrative 
pedagogy 

Critical 
pedagogy 

Social 
inclusion 

theory

Inclusive 
pedagogy

Multicultural education 

Form external lifeline

Content internal lifeline

Upbringing Education
Physical 
welbeing

Passion
Work 

experience

Family
Wellbeing
Ethnicity

Origin, Culture 
Values Intuition Dreams

Figure: bridging the sensitizing concepts
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1. DIALOGIC, NARRATIVE 
    AND CRITICAL ENCOUNTERS 

Since this theoretical framework applies a qualitative research method (Creswell 2013, p.47), the 
overarching hermeneutical lens has been part of the background and theoretical education (of 
the researcher) and needs to be addressed as influential and guiding theoretical framework. 
This lens informs the understanding of concepts and especially those concerning awareness 
through methods of narrative encounter. That is why in the following paragraph, the key 
elements of such a lens are presented in order to take a similar point of departure in addressing 
both narrative and critical pedagogies. 

Overarching Hermeneutical Lens
‘The life history research process creates a pre-figured space whereby, through a hermeneutic 
dialogue and narrative encounter, individuals are given the opportunity to re-configure their 
own understanding of self, other and the world (Goodson & Gill 2011, p.74).’

In the empirical studies, the overarching hermeneutical lens that offers a dialogic approach of 
understanding, resulting in a ‘fusion of horizons’ which creates common ground for true encounters, 
will be salient through all the student to student, students to peer educators, and student to teacher 
encounters. 

	• See for case study 2010 paragraph ‘HOW’ - execution summer bridge – content teacher and student 
reader in the empirical studies section for the integration of dialogic approach of hermeneutic 
understanding into the curriculum design and its specific exercises, where students and teachers 
dialectically understand self and other in a narrative and meaningful manner. For case 2011, see 
paragraphs ‘HOW’ –development curriculum design and execution Summer Bridge 2011. For case 2015, 
see paragraphs ‘HOW’ –curriculum design and execution train the trainer. 

	• See paragraph covering the `WHAT’ in the empirical studies section for the working of a dialogic 
approach of hermeneutic understanding as used in the curriculum design, seen from the students’ 
perspective as reflected in the ‘student voice.’ All cases illustrate the students’ perspective, from 
written and audiotaped voices. 

	• See paragraph ‘WHAT,’ - Socratic definitions of case 2015 in the empirical studies section for 
examples of ‘narrative turns’ in students’ life stories, marking ‘critical incidents and ‘moments 
of truth’ that impinge on students’ (academic) study pathways and narrative identity formation. 

Taking a hermeneutical approach, theory and methodology or ‘the art’ of interpretation and 
understanding (verstehen) as axiom, there have been two scholars particularly influential 
with their philosophy developed along the Heidegger-Gadamer axis (Vattimo, La Religion, 
p.2). Hermeneutics can be seen as the philosophical theory of the interpretative character of 
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every experience of truth, when defining hermeneutics from a religious pedagogical point 
of view (Lombaers & Pollefeyt eds., 2004). To begin with the ontological hermeneutics of 
Hans-Georg Gadamer, who was in his turn substantially influenced by his teacher Martin 
Heidegger, Gadamer argues in Truth and Method (1960; 1989) that there are four main 
characteristics of the hermeneutic approach: ‘(1) it applies to things that have some kind 
of intentionality, even derivatively, (2) interpretation is usually contrasted with the logical 
positivist idea that applies in the methodology of natural sciences, (3) interpretation is 
holistic, i.e., to understand is also to understand a web of interrelated meanings embedded 
in the concepts of contexts of the thing to be understood, (4) interpretation is inherently 
historical, and when people seek to understand anything, it is necessary to employ concepts, 
ideas and presuppositions that form part of their historical tradition’ (Goodson & Gill 2011, 
p.74-75). According to Gadamer, understanding starts from projection. This initial projection 
(fore-projection [G: Vorverständnis]) is the ‘pre-figuration’, which is constantly revised, or 
‘re-configurated’ as both the author and teller, and the reader or the listener continues to 
penetrate the meaning throughout the encounter (ibid. p. 75). The only thing to do is to 
ensure that ‘we remain open to meaning of the other person’, but this openness ‘always 
includes our situating the other meaning in relation to the whole of our own meanings or 
ourselves in relation to it’ (Gadamer 1989, p.271; Goodson & Gill 2011, p.75). The condition 
necessary for understanding is sensitivity and an awareness of one’s own bias as a listener, 
without which the story cannot present itself in all its otherness and loses the potential for 
understanding (Gadamer 1989; Goodson & Gill 2011, p. 76). 

The ‘hermeneutic task’ attempts to ‘resolve the dissonance in the experience of the 
unknown.’ Through our own familiar and common understanding (prejudices/judgments 
[G: Vorurteil]), it is possible for everyone to venture into the unknown, the alien, and thereby 
broaden our horizon and our experience of the world. Understanding begins when we, as 
human beings, are prompted by strangeness (Goodson & Gill 2011, p.76). The hermeneutic 
circle for understanding involves the interplay between the parts and the whole. We must 
understand the whole in terms of the detail and the detail in terms of the whole (Gadamer 
1989, p.291). Understanding then, as the fusion of horizons, occurs in a conversational or 
narrative exchange, when the listener tries to discover the other’s viewpoints and horizon. 
This in turn requires the listener to have a good knowledge of his/her own standpoints 
and horizon. ‘Discovering the other’s horizon occurs through ‘transposing’ to the other’s 
position, which is not just by empathy, or by subordination; it is neither self-relatedness nor 
acknowledging and respecting the other: it is both.’ Eventually, as the listener continues to 
encounter something new in the other, there is a fusion into ‘something of living value’ (ibid. 
Gadamer 1989, p.305; Goodson & Gill 2011, p.78). In sum, this makes Gadamer’s philosophy a 
dialogic approach to hermeneutic understanding, resulting in ‘a fusion of horizons’ (Goodson 
& Gill 2014, p.5), which creates a common ground for ‘true’ encounters that will be clarified 
in the coming paragraphs. 
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In addition, the phenomenological hermeneutics of Ricoeur who, in his turn, has 
been influenced substantially by Heidegger and his ‘hermeneutic circle’ and existential 
understanding, involves fundamental concepts that have been salient during the design of 
the case studies and interaction with the students. One of the key concerns of hermeneutics, 
according to Ricoeur, is the dialectic understanding of self and other in a narrative and 
meaningful manner. Ricoeur concurs with Gadamer in his approach to understanding through 
the ‘fusion of horizons’, in that the narrator’s perspective and his cultural context and symbolism 
can be brought together with those of the reader/listener, resulting in new interpretations 
of human action within the context of history and culture. Within the temporal nature of 
human action, narratives link the past to the present and place the present in the context of 
the aims for the future (Ricoeur 1991; 1992, p.8; Goodson & Gill 2011, p.106). Ricoeur, together 
with other scholars like Macintyre (1981), argues that life and narratives are internally related 
and that human life is interpreted in narratives (Ricoeur 1988; 1992). With that, human life 
can be perceived as a process of narrative interpretation, i.e., life is meaningful, but meaning 
is implicit and can become explicit in narrative and through narration. According to Ricoeur, 
narrative identity is a statement about an individual or a group of people in terms of ‘who 
did what?,’ ‘who is the agent’ and ‘who is the author?’ (Ricoeur 1988, p.246). Ricoeur asserts 
that ‘self understanding is an interpretation, the self, in turn, finds in the narrative’ (Ricoeur 
1992, p.114). Ricoeur argues that to answer the question, ‘who?’ is to tell the story of a life, and 
thus, narrative identity, ‘constitutive of self-consistency, can include change, mutuality, within 
the cohesion of one life time’ (Ricoeur 1988, p.246; Goodson & Gill 2011, p.7-8). All in all, the 
concepts that are derived from a dialogic approach to hermeneutic understanding, the fusion 
of horizons, narrative identity and interpretation can be seen as an overarching theoretical 
hermeneutical lens where this current study departs from. 

Narrative turn, the third voice and the transformative nature of a dialogic and narrative encounter 
‘Indeed this was originally the claim of social science - to be neutral, cut off, objective. 
Researchers took their ‘subjects’ as ‘objects’ - probing and prodding, poking and peeking, testing 
and measuring as if they were studying molecules or mice rather than ethnically engaged 
human beings (Plummer 2001, p.205).’

The shift of interest in individuals’ and groups’ narratives and stories marks a ‘narrative turn’ in 
social research’ (Polkinghorne 1988; Czarniawska 2004; Herman, Jahn & Ryan 2005; Goodson & 
Gill 2011). This shift has to be understood in a context of a ‘new wave of philosophical discussion 
on the relationship between self, other, community, social and historical dynamics’ (Goodson 
& Gill 2011, p.18). The aim of such a shift was to support researchers to move away from a 
more positivist approach to a more holistic and interpretative approach of understanding 
the social world (ibid. p.46). With the encounter between object and subject, interviewer and 
interviewee and/or educators and learners (so called ‘interlocutors’) attentiveness of the other 
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and otherness is required. Furthermore, in a more interpretative and dialogic encounter, one 
must see each other as equal partners (ibid. p.78). From a pedagogical point of view, McLean 
and Abbas (2009) state that students’ different positions and interpretations form part of the 
subject of study and that biographical learning can be viewed as a pedagogic method by which 
learners’ life stories and narratives form an entrance to teaching and learning specific ‘subject 
matters’ in educational interactions, referred as a ‘biographical turn’ (McLean & Abbas 2009).

A narrative approach to meaning-making and learning develops new understanding of 
self, context, and relationships with others and with the wider world. This so-called ‘new 
understanding’ is seen as ‘the third voice’, a result of the fusion of horizons that emerges from the 
encounter between interlocutors, and consequently, this is the voice of a dialogic collaboration. 
The third voice grows out of listening relationships because the interlocutors are at the same 
time listener and narrator. In other words, the third voice resonates the voice of the collaboration 
between the people involved in a narrative encounter. To arrive at the new insight, an intimate 
relationship and an intense process of narrative encounter are required (Goodson & Gill 2011, 
p.138). Following Gadamer, a narrative encounter is ‘an interplay ever pregnant with possibilities 
of new understanding, confrontations, misunderstanding and transformations’ (Meyerhoff 1992; 
Hogan 2000; Goodson & Gill 2011, p.79). That being said, a true and genuine encounter involves 
the fusion of horizons. For Gadamer, language is key to dialogue and key to self-understanding 
in the encounter. The fusion itself is an active seeking for a more inclusive and self-critical 
understanding (Goodson & Gill 2011, p.80). Within a narrative encounter, there emerges a process 
of creating a new understanding through dialogue and with that, within communication 
between the interlocutors. This encounter becomes the site for ‘fluid and flexible’ narrative 
responses to new circumstances and opportunities. In a dialogic encounter, the opportunity is 
provided to maximize learning readiness, agency possibilities and ongoing identity construction 
(Goodson & Gill 2011, p.110-111). The attitude, and the regulations of emotions of the interlocutors 
play a pivotal role in the narrative encounter. They have to be engaged as whole persons, i.e., both 
parties must be engaged showing their emotions, intuitions, thoughts, cognitive capacities and 
dispositions (Goodson & Gill 2011, p.81). In a narrative encounter, a ‘double interpretative process’ 
is embedded (Ricoeur 1992), the interpretation can be analytical and reflective at the same time 
and, furthermore, be motivated by feelings and emotions and with that, they are potentially 
transformative (Goodson & Gill 2011, p.83). The emotions embedded in the narrator’s telling 
and the emotions that find resonance in the listener create opportunities for interpretations, 
meaning-making and also new action. In such intimate exchanges, the interlocutors can develop 
‘deep and emotional understanding’ of shared lived experiences through bringing in their own 
voices and language as well as their emotional selves and biographies; consequently, these 
encounters are executed on the level of identity awareness and development (ibid. p.83-84). 
With this open emotional attitude and intention, the interlocutors become immersed in the 
emotional world of the other, which might lead to a ‘re-storying’ experience in a powerful and 
empathic way (ibid p. 85). 
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The transformative potential lies in the creation of spaces in which the collaborators can 
also consider their (shifting) identities and shifting narratives. Narrative encounter pivots on 
relationships where meaning emerges between people in social and historical particularity 
within dialogic environments (Riessman 2005; Goodson & Gill 2011, p.87). The dialogic 
environment is characterized by the reciprocal relationship between the narrator and his/
her audience or the narrative collaborators. The reciprocal relationship between narrative 
collaborators does not place one person over the other; rather they mutually facilitate each 
other’s narrative reflections (ibid. p.87). Certain ‘attitudinal qualities’ (Rogers 1969) embedded 
in the personal relationship can yield significant learning, such as genuine trust in each other. 
This is followed by the establishment of an environment or space where there is a feeling of 
acceptance of each other and an empathic atmosphere. Following Rogers (1969), empathy is ‘the 
attitude of standing in the other’s shoes, of viewing the world through the other’s eyes’ (Rogers 
1969, p.112; Goodson & Gill 2011, p.87). These qualities could lead to significant understanding 
and transformation. Such a relationship might allow fixed narratives (closed and recurring) (I 
have been…therefore I am), to evolve within the encounter, which is an ongoing process that 
allows shifts and transformations to ‘I have been, and I am and therefore I might be…’ which 
is open, retrospective and also prospective (ibid. p.88). As a result, transformative educational 
experiences demonstrate powerful changes in students’ learning, identity development and 
view of the world. With this in mind, enriching learning spaces that push students to their 
(intellectual and emotional) limits enable students’ meaningful, authentic ways to express 
their narratives and ideas (Scorza, Mirra & Morell 2013, p.17). 

Narrative, narrative learning and narrative pedagogy
‘Narrative pedagogy is more than a technique for teaching or transmission: instead, narrative 
pedagogy embraces the educator/facilitator’s identity and integrity and involves, among other 
things, reciprocal narrative sharing, a caring relationship, respect and love (Goodson & Gill 
2011, preface xv).’
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In the empirical studies, the use of narratives, narrative learning and pedagogy forms the foundation 
of the curriculum design since students research their own life stories and share narratives with 
all interlocutors in summer bridge programs. Students are invited to connect their narrative to 
academic identity formation and self-awareness in relation to study choice, intrinsic motivation, 
study skills and identity assets. Furthermore, all interlocutors are motivated to engage in a narrative-
learning encounter that fosters safe and dialogical interactions. 

	• See, amongst others, the ‘WHAT’ paragraph of case 2015, covering the written exercises in the 
empirical studies section for examples of how narratives can act on students and affect them 
in profound and transformative ways by enabling narratives to be open-ended which enables 
students to respond flexibly to new transitions.
	• See, amongst others, the ‘HOW’ paragraph of Case 2011, covering development curriculum design - 

student-coach train the trainer in the empirical studies section for the ‘spiral process of narrative 
learning’ in the curriculum design that critically displays how one’s narrative invokes a ‘re-
storying’ whereby interlocutors revise their courses of action and anticipate new understanding 
of healing and reconciliation, being a direction with integrity, meaning and purpose.
	• See the ‘WHAT’ paragraphs in the empirical studies that displays the ‘third voice’ as being 

specifically invoked by narrative as pedagogy, and that reflects the voice of the collaboration 
between the people involved in the narrative encounter, in particular for case 2011 biographical 
interviews and evaluation and for case 2015 final submission and biographical interviews.

On narrative
When using narratives as a starting point of any encounter, pedagogy and/or learning strategy, 
there has to be a specific understanding of what exactly is meant with narratives. In a more 
functional way, a narrative is ‘a story with a plot and existence separate from the life of the 
teller.’ Narratives provide the organization for our actions and experiences, since we experience 
life through conceptions of the past, present and future (Ojemark 2007, p.4). According to 
Bruner (2004), one keeps control over his/her life by means of reconstructions of one’s life in 
a narrative, and with that the telling of the story of a life as narrative means a more or less 
coherent account of events and interpretations. Narratives seem to rely on the stories nature 
embedded in human experience and the inherent meaning that participants extrapolate 
by selecting events and creating an overarching plot (Goodson & Gill 2011, p.23). According 
to Hitchcock, Hitchcock and Hughes a research approach using life narratives facilitates a 
deeper appreciation of an individual’s experience of the past, living with the present and 
a means of facing and challenging the future (Hitchcock, Hitchcock & Hughes 1995, p.186). 
Narratives incorporate inherent human ways of constructing and communicating meaning 
and expressing human horizons of experience and aspiration (Goodson & Gill 2011, p.93). In 
narratives one can organize facts and interpretations into a balanced unity in which one’s 
own responsibility is related to the contextual circumstances (Matthys 2012; 2014). In addition, 
all narratives need an audience, even if it is the narrator himself in an internal conversation 
and, furthermore, all narratives have a meaning, that is to say the moral of the story and/
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or the narrator’s interpretation of meaning (Goodson & Gill 2011, p.93). At the heart of the 
narrative is the plot, defined by Ricoeur as ‘an integrating dynamism that draws a unified and 
complete story from a variety of incidents that transform this into a unified and complete 
story’ (Ricoeur 1992, p.8). According to Ricoeur, the narrative process can only become complete 
when the reader/listener refigures the plot and reinterprets the meaning of narrative. With 
that, a text or narrative can act on the reader/listener and affect that person in a profound 
and transformative way (Ricoeur 1992; Goodson & Gill 2011, p.104). Especially when taking into 
account that narratives can be ‘closed’ or ‘open’: in closed narratives the central script seems 
pre-determined and therefore determining for future actions, whereas open narratives offer 
considerable change at the point of transition, that is to say, the person (narrator) is able to 
respond flexibly to new transitions (ibid p.69). 

When one uses a narrative approach, one also needs to take into consideration some 
critical notions. The most discussed critique focuses on what is termed by Bourdieu as ‘the 
biographical illusion’ and, to put it more concretely: ‘do people seek and present a so-called 
core self in their narratives and can life narratives bring out a true self, is there such a thing 
as a ‘core identity’ and ‘essential self ’? (Goodson & Gill 2011, p.95). According to Bourdieu, 
life history research tends to impose logic and order on otherwise chaotic lives as lived, 
forcing false coherence and continuity (Bourdieu & Passeron 1990; Goodson & Gill 2011, p.101). 
However, when you see narrative as a process, as a journey that leads to learning, agency and 
better understanding of oneself, others and one’s purpose in the world (ibid p.102), the literal 
importance of a potential biographical illusion is less relevant, since the emphasis on the 
journey and process of narrative learning is key in coming to the understanding of self and 
one another in narrative encounters. 

(Critical) Narrative learning and pedagogy
According to Goodson and Gill, a narrative learning process can lead to transformation and 
even reconciliation when this narrative inquiry is facilitated by empathetic listening, critical 
distance and a caring analysis. When one sees learning as Goodson & Gill and also Freire, as a 
process that enables us to ‘become more fully human’ (Freire 1996, p.37), one sees learning and 
human becoming in the context of narrative, critical reflection and dialogue (Goodson & Gill 
2011, p.2-3). Transformation refers to the renewed self-awareness and understanding of our 
relationship with fellow human beings and our social world as well as our action with it whereas 
reconciliation is about being able to come to terms with the past experience and meaning, 
life journeys, one’s purpose in the world, present and future direction and action. According 
to Goodson & Gill, who in their turn take Freire’s learning assumption as axiom, ‘the dialogic 
nature of narrative reflection makes that learning is at once critical and holistic’ (Goodson & 
Gill 2014, p.3). Through engaging in critical narrative, learning is an act of developing a ‘deeper 
social story and meaning’ (Lederach 2005). Being critical towards one’s narrative invokes a ‘re-
storying’ whereby individuals revise their courses of action and anticipate a new life, a life of 
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healing and reconciliation, a life direction with integrity, meaning and purpose (Goodson & Gill 
2014, p.4). A critical approach strives at ‘naming the self’ and in doing so, the self needs to know 
and understand his narrative. Education, in its turn, is regarded as the most significant way to 
actually transform the critically analyzed individual and the world around us, in conformity 
with Freire (Freire 1996). This implies the premise of Freire where learning is not understood 
as a pure transmission of ‘the acquisition of knowledge, information and employable skills’, 
but learning is ‘to become more fully human’ and this implies a ‘returning and reaffirming of 
one’s humanity and the humanity with others’ (Rogers 1951). Since a Freirean epistemology 
departs from the need to become more fully human because of oppression and/or injustice, 
Freire refers to the endeavor of education as a kind of ‘mutual humanization’, where social 
struggle for meaning and becoming involves the return to and the affirmation of humanity 
(Goodson & Gill 2014, p.8). This is, in essence, the starting point for liberation from oppression. 
For Freire, ‘to become human implies our striving for the emergence of consciousness and 
critical intervention in reality’ (Freire 1996, p.62; Goodson & Gill 2014, p.8-9). 

In this more pragmatic field of reality, the construction of a personally elaborated narrative 
is in fact a site of action and learning. Narrative construction seen as ‘primal learning’ reflects 
learning within ‘the central heartland of selfhood’ and is deeply engaged self-development 
(Goodson & Gill 2011, p.85). As stated before, narrative encounter becomes a site for ‘fluid and 
flexible’ narrative response to new circumstances and opportunities, and especially the dialogic 
encounter provides the opportunity to maximize our learning readiness, agency possibilities 
and ongoing identity construction (ibid, p.110-111). Narrative learning as a lifelong process has 
an open agenda, and narrative learning draws heavily from one’s life and lived experience as 
well as depends on the individual’s narrative characters, the nature of his life’s visions and life 
course and stage. It is not problem-focused and does not intend to resolve dissonances (ibid 
p.118). There is a necessity to create a space for dialogic narrative encounter between people 
because that by it self is the beginning of ‘narrative modification’, which begins with new 
stimuli that provide the opportunity to engender an additional life episode or new version 
of a life story (ibid p.119). The encounter with existing narrative frames evokes processes of 
reframing, which fosters a process of negotiation, often interior, that is conducted as an 
internal conversation whereby the new is incorporated into the existing narrative frame. So 
the conversation is in fact a conversation between the different voices one has with oneself. 
‘Reframing’ reflects an internal negotiation with these different voices and results in a person’s 
decision in terms of what constitutes his commanding voice at the time and this can lead to 
a shift in voice in the life story (ibid p.119-120). Goodson and Gill state that ‘when narrative 
modification and reframing takes place, the new stimulus enters through the personal ‘window’ 
frame but is refracted on a similar way to a light wave as it enters a window, in a variety of 
directions’ (see refraction, Allen 2002). This is the refocusing, redirecting and reinterpreting 
(Goodson & Gill 2011, p.120). The ‘I’ in the narrative construct is the integration of subject and 
object and makes narrative learning a ‘spiral-like process’, never ending, but with a forward and 
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upward momentum. Whilst the person’s life stories integrate shifts from the past, the present, 
to the future, he unfolds the episodes to be (re)lived so that they are more in line with current 
understanding, beliefs and values. (ibid p.120-121). An awareness of the multiple landscapes 
within a person’s own narrative terrain can empower him to begin to choose a life trajectory 
more in tune with his nature, identity and perception of his purpose in the world (ibid p.121). 

Goodson & Gill present a narrative learning process that is dialogic and collaborative and 
which develops a personal narrative. It contains a spiral of construction and re-construction 
in a cycle of narration, collaboration and location that also consists of theorization and 
integration. According to Goodson & Gill, the building of episodic bridges to the universal 
is one of the major pedagogic routes to be explored in the process of narrative learning (ibid 
p.125-128). This spiral process of narrative learning has been of major importance in the design 
of the curriculum of the current thesis. In this paragraph the fundamentals are only briefly 
touched upon, whereas the concrete practice and output is elaborated in more detail in the 
empirical section dealing with the curriculum design of the summer bridge program. 

Re-constructing personal 
narrative and new action

Dialogic conversation 
and interaction

Narration

Collaboration

LocationTheorisation

Integration/
integrity

Narrating one’s life and emplotment

Understanding the third voiceConceptualizing human experience

Figure: Spiral Process of Narrative Learning (Goodson & Gill 2011, p.126)

According to Goodson and Gill, one must start with creating a space for narration, preferably 
the life story has been reflected upon before narration to ensure the difference between a 
pre-active and interactive phase. The pre-active phase covers the engendering of new events 
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and stimuli through framing refraction and narrative incorporation. At this stage, the teacher/
educator also shares his own narrative which is important in order to place the teacher and 
student as equal participants of this process rather than experts or, even, voyeurs. Second is 
the collaborative event where stories and interpretations are exchanged and reconstructed 
and revisited. At the end of this collaborative endeavor, new understandings of one’s life and 
new interpretations of events can be achieved as a result of intense conversation, dialogue, 
questioning, negotiating meaning and critical collaborative interpretation. By means of ‘intense 
listening’ as proposed by Dewey, or in other words the ‘listening-in-conversation’ attitude. 
Intense listening allows the facilitator and others in the group to enter the same circuit of 
narrative encounter and to enter the reciprocal relationship. Listening-in-conversation allows 
the narrative to be co-constructed in the conversation and collaboration (ibid p.128). The 
role of the facilitator is key in inviting the students into open dialogue and the aptitude for 
asking good questions and listening that goes beyond hearing what was narrated to hearing/
what is unsaid (silenced)(Palmer 1998). Through collaboration, learners come to locate their 
own narrative in historical, cultural and social spaces. Third, location provides a degree of 
understanding as to why individuals tell their story in this way at this particular moment. 
Stories often integrate the characteristics of particular periods and elements into an ongoing 
process of narrative bricolage, made from a variety of ‘bits and bobs’ of experience. This reflects 
an ‘endless spiral’, people join at different points of the cycle and move in a spiral manner, 
revisiting themes and experiences. Fourth, sometimes life stories move into theorization, that 
is to say ‘a more abstract understanding of a person’s stories.’ This offers a bridge between 
what has been reflected, philosophized and articulated. The last and fifth step is a takeoff 
point for developing a strategic approach to living a good life as Goodson & Gill state. From 
an Aristotelian sense, persons present a holistic sense of themselves and assume a direction 
in life that shows their integrity and with that, marks an integral narration. In this spiral 
process and by moving through location, theorizing and integrity, narrative learning becomes 
transformative and one ‘can now begin to live an examined life, a good life’ (Goodson & Gill 
2011, p.129).1 

As these storylines are invoked during a spiral process of narrative learning, certain 
identities (racial, academic, hybrid etc.) are made available, imposed or closed down and 
influence the engagement and learning in school settings (Nasir, Snyder, Shah & Ross 2012, 
p.288). Narrative as pedagogy invokes the earlier described ‘third voice’, that reflects the voice 
of the collaboration between the people involved in the narrative encounter. For this reason, 
a profound closeness between the facilitator and participants and a true involvement seem to 
be pivotal to bring about a reciprocal engagement that creates a pathway to significant forms 
of intervention. Narrative as a pedagogic process can ‘nurture a positive shift in one’s sense of 
self and with that, it involves a reflective self-construction and an ongoing pattern of periodic 

1 Using a Heglian dialectic method involving constructing a thesis, anti-thesis and synthesis. 
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reflexivity.’ At its heart, as Goodson & Gill state, is the belief in an ‘emergent and evolving ‘moral 
self’ which can mediate between selfhood and personal and social action.’ That is why the need 
is so emergent to create a trusting and safe place for an open atmosphere where individuals feel 
comfortable to share their lived experiences in narratives (Goodson & Gill 2011, preface xii-xv). 
Goodson & Gill define narrative pedagogy as ‘the facilitation of an educative journey through 
which learning takes place in profound encounters and by engaging in meaning-making 
and deep dialogue exchange.’ They propose a framework of narrative pedagogy consisting of 
four key elements: 1. teachers’ authentic engagement including sharing personal narratives, 
2. deep caring relationships, 3. respect, 4. love (integrity) (ibid p.123-124). Narrative pedagogy 
is an invitation to enter another individual’s mind, emotions and spirit as well as values, 
worldviews, traditions, and moral and personal dilemmas. It is about showing respect and 
appreciation for an individual’s nature, disposition, talents and aspiration. It depends on the 
teachers’ ability to identify with the learners as persons and fellow human beings, and to be 
open to the learners’ self-knowledge, current needs, narrative capacities and characters, lived 
experiences of the past and present and their capacities for consolidating, modifying and 
transforming their narratives towards their wellbeing and flourishing (ibid. p.125). It ultimately 
respects human dignity and aims to help individuals to ‘discern what is integral’ to their 
personhood and make choices about what constitutes their integrity so that each becomes 
whole (ibid. p.125). Pedagogic learning has an episodic nature, so that the spiral of narrative 
pedagogy and learning is in endless flux. ‘Moments of integrity are followed by moments of 
ambiguity, moments of transformation by moments of consolidation.’ This is a process of 
endlessly ‘returning to go’-each time the learning threshold has been built at a new level- the 
process of being and becoming is therefore cumulative and with that a sort of upward ‘ratchet’ 
effect. The purpose of narrative pedagogy is ‘to maximize this cumulative process in ways that 
facilitate human meaning-making and ultimately, human happiness‘(ibid p.130) 

Critical Pedagogy
‘Critical pedagogy’s focus on issues of marginalization, power, justice and social transformation 
can mobilize new theorizations with regard to the complex nature of disability and the ways in 
which disabled students are socially and educationally positioned. Rather than concentrating 
on issues of students’ individual and family pathology, the emphasis is placed on questioning 
whose values and interests shape dominant educational discourses that oppress and 
marginalize certain groups of students (McLaren 1998).’ 
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In the empirical studies, critical pedagogy forms a second foundation of the curriculum designs 
since teachers, students and staff are critically invited to reflect upon the mitigating effect of 
marginalization and oppression of certain groups in society as a whole, and education in particular. 
In doing so, they are addressing social justice, opportunity and equality in education and the ways 
to resist and transform, and challenge the status quo of power and inequality in the face of race, 
gender and class inequality. 

	• See paragraph, amongst others, the ‘HOW’ paragraph of case 2015, in particular lecture decolonizing 
pedagogy in the empirical studies section for raising questions about issues of inequality with 
a view to empowering oppressed groups of students to pursue justice and emancipation from 
within the curriculum design. Critical pedagogy demands that people (students and teachers) 
repeatedly question their (own) role in society as either agents of social and economic 
transformation, or as those who participate in the (typical) asymmetrical relations of power and 
privilege, and as such it is directed against class exploitation, racism, sexism, homophobia and 
other (/any) form of oppression. 
	• See the ‘HOW’ paragraphs of all cases and in particular case 2015, curriculum design and execution of 

train the trainer in the empirical studies that showcases dialogic education whereby teachers set 
conditions that facilitate reciprocal conversations and debates that include students’ experiences 
and indigenous ways of knowing. This paragraph illustrates examples of counter story telling 
methods that enable teachers to use narratives, anecdotes and experiences that contradict and 
defy leading negative stereotypes, and that will be illustrated in a didactive manner. Thus, it can 
be a tool to challenge white supremacy, inequality, homophobia, etc. Hearing such standpoints 
of oppressed people can lead to a heightened awareness of the multiple levels and forms of 
oppression in society. 
	• See the ‘HOW’ paragraph in the empirical studies, particularly case 2011, student coach train 

the trainer and for case 2015 train the trainer lecture and peer mentor exercises that explains how 
emancipatory education enables to dissolve the teacher-student dichotomy with the leading 
axiom that students are co-producers of knowledge, which allows for pushing the ontological 
boundaries. With this in mind, a foundation is constructed to support youngsters and students 
to shape themselves and their realities in order to mitigate inequality. With that, a pedagogy of 
the oppressed involves students actively through this praxis in controlling their own education, 
and therefore students have to be part of the managerial process of diversity management in 
education from bottom up. 

Stemming from ‘a critical emancipatory paradigm’ that addresses issues of social justice 
and marginalized and oppressed people (Creswell 2003), the Anglo-Saxon/South American 
critical pedagogy finds its most important thoughts in the pedagogy and epistemology of the 
influential and recurrently cited pedagogue Paulo Freire and others like Henry Giroux and 
Peter McLaren, who have been concerned with the interweaving nature of multiple forms of 
oppression (Barbules and Berk 1999; Freire 1998; McLaren 1998; Liasidou 2012). These scholars 
have in common that their work concentrates on raising questions about issues of inequality 
with a view to empowering oppressed groups of students to pursue justice and emancipation 
(Liasidou 2012, p.170). A critical pedagogy demands that ‘people repeatedly question their 
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(own) role in society as either agents of social and economic transformation, or as those 
who participate in the (typical) asymmetrical relations of power and privilege and is situated 
against class exploitation, racism, sexism, homophobia and other (/any) form of oppression’ 
(Kirylo, Thirumurthy, Smith & McLaren 2001, p.333). From a pedagogical and educational point 
of interest, schools and universities can play a major role in alleviating social inequalities 
and minimizing the achievement gap between privileged and advantaged groups of students 
on the basis of their ethnic, racial, linguistic, social class and so forth characteristics (Bass & 
Gerstl-Pepin 2011, Liasidou 2012, p.170). In the current theoretical framework, special attention is 
paid to the ‘North American Paradigm’ (also referred to as Anglo-Saxon/South American) with 
its aim to contribute to the academic, political and cultural empowerment of urban youth and 
other intersections (Lee 1995, p.17). Theoretical pleas for ending oppression and marginalization 
of certain groups of students have been extensively argued in scholarly works on critical 
pedagogy (Giroux 1992; McLaren 1998), particularly Freire’s ‘pedagogy of the oppressed’ 
is salient for the present study being ‘a philosophy of praxis’ that becomes a ‘decolonizing 
pedagogy’, seeking to revitalize and develop indigenous epistemologies. A critical pedagogy 
recognizes the importance of indigenous ways of knowing as well as the threat to annihilate 
indigenous rights and oppositional narratives (Kirylo et al. 2001, p.333). For this purpose, the 
explored ‘resistant capital’ youngster (intersections i.e. groups in society who have experienced 
various forms of exclusion and oppression (Liasidou 2012) acquire from within a decolonizing 
pedagogy, referring to knowledge and skills fostered through oppositional behavior that 
challenges inequality (Freire 1970; 1973; Giroux 1983; McLaren 1994; Bernal 1997; Solórzano 
& Bernal 2001) which is grounded in the resistance to any subordination. More precisely, 
educators (and sometimes also parents) consciously are instructing youngsters to engage 
in behavior and maintain attitudes that challenge the status quo of power and inequality 
in the face of race, gender and class inequality (Yosso 2005). According to a Freirean ‘Critical 
Consciousness’ (Freire 1970), youngsters show resistance and take a ‘transformative form’ by 
the recognition of the structural nature of oppression and the motivation to work toward 
social and racial justice. That is why ‘transformative resistance capital’ includes knowledge of 
the structures of racism and the motivation to transform such oppressive structures (Pizarro 
1998; Villenas & Deyhle 1999; Solórzano & Yosso 2002; Yosso 2005). 

Since the pedagogy and learning epistemology of Freire plays such a pivotal role in 
a critical pedagogy, one has to be cognizant of other key elements of his critical thinking 
framework. A case in point is the concept of ‘banking education’ (Freire 1970), where teachers 
approach students from the viewpoint of a ‘deficit model’ whereby ‘the teacher assumes the 
students to be empty of knowledge and in lack of life experience.’ Apparently, teachers also 
presume to know what students need without ever having asked them about their experiences, 
lives, situations etc. This one-way information transmission denies students opportunities to 
develop their own voice or to oppose the presented discourse (Kirylo et al. 2010, p.333). Freire 
argues all in all, as illustrated in the former paragraph, that we need to embrace a ‘new’ type 
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of education that is more dialogic and emancipatory. With dialogic education teachers have 
to set conditions that facilitate reciprocal conversations and debates that include students’ 
experiences and indigenous ways of knowing (Moll, Amanti, Neff & Gonzalez 1992). 

‘Counter Story Telling’, which will be discussed more comprehensively in further paragraphs 
that will address the ‘critical race theory,’ enables teachers to use narratives, anecdotes and 
experiences that contradict and defy leading negative stereotypes. With that, it can be a 
tool to challenge white supremacy, inequality, homophobia, etc. Hearing such standpoints 
of oppressed people can lead to a heightened awareness of the multiple levels and forms of 
oppression in society (Yosso, Smith, Ceja, & Solórzano 2009). Furthermore, with emancipatory 
education the teacher-student dichotomy has to be dissolved with a leading axiom that students 
are co-producers of knowledge, which allows for pushing the ontological boundaries. Within 
such an approach, all involved actors become active agents in writing their own histories and, 
consequently, reinventing themselves from what social conditions have made of them (Darder, 
Baltodano & Torres 2009; McLaren & Kincheloe 2007). This marks a democratic view of education 
as proposed by Freire and in the same way as Dewey (1938) argues, i.e., that the responsibility 
of a democratic society is to develop in children the ability to question the status quo in order 
to create better processes and functions within society (Vassallo 2013, p.564). With this in 
mind, a foundation is constructed to support youngsters and students to shape themselves 
and their realities in order to mitigate inequality (Vassallo 2013, p.564). In addition to these two 
education styles, two fundamental notions in Freire’s work are that of the oppressor and the 
oppressed, hence the former is anybody who denies the humanity of another and from a Freirean 
perspective, this deny is facilitated by banking education because of the transmission of only 
static knowledge which in its turn serves to render individuals adaptable to a particular social 
order (ibid. p.565; Freire 2000). According to Freire and other critical scholars, there is hope to 
mitigate oppressive social arrangements and relationships (Freire 1987; 2000; Apple 2000; Giroux 
2009; Greene 1988; McLaren & Kincheloe 2007). The oppressor as well as the oppressed have the 
power to react and resist; this involves the earlier mentioned critical consciousness that implies 
efforts to (re)form social configurations in ways that affirm the humanity of others. The ever so 
important ‘praxis’ of a Freirean pedagogy incorporates action and reflection as key elements of 
critical consciousness (Vassallo 2013, p.567) and with that, a pedagogy of the oppressed involves 
students actively through this praxis in controlling their own education (Aronowitz 1993, p.11). 

Critical Race Theory and Counter-Narratives/Storytelling
‘Critical Race Theory in education forms a theoretical and analytical framework that challenges the ways 
race and racism impact educational structures, practices and discourses. It is conceived as a social justice 
project that works towards the liberatory potential of schooling. This acknowledges the contradictory nature 
of education wherein schools most often oppress and marginalize while they maintain the potential to 
emancipate and empower. Critical Race Theory in education refutes dominant ideology and white privilege 
while validating and centering experiences of people of color’ (Primer 1999; Solórzano & Yosso 2001). 
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In the empirical studies, the Critical Race Theory influences the social justice driven dimensions of 
the curriculum design and diversity management by addressing the importance of race and gender 
as lived experiences by taking the centrality of non-dominant people and communities’ experiences 
as a starting point. Furthermore, it challenges dominant ideology and with that, it challenges white 
supremacy. In doing so, it refutes the claims that educational institutions make to objectivity, 
meritocracy, color-blindness, race neutrality and equal opportunity.

	• See paragraph the ‘HOW’ paragraph of case 2015, particularly development curriculum design in 
the empirical studies section that addresses the centrality of experiential knowledge of people of 
color as legitimate, appropriate and critical for understanding, analyzing and teaching about racial 
subordination during the train the trainer modules. 
	• See the HOW paragraph of case 2011, particularly student coach train the trainer in the empirical studies 

that exemplifies the use of the lived experiences of people of color and other oppressed groups by 
including storytelling, biographies, narratives, and testimonials in the summer bridge curriculum 
design. 
	• See the WHAT paragraph of all the cases in the empirical studies, particularly case 2015: future letters, 

final submissions and autobiographical interviews that illustrates the lived experiences of intersectional 
students suffering and going through micro aggressions as told in their papers, essays and narrative 
testimonials through the summer bridge project, and that displays the everyday exchanges that 
convey denigrating messages. These messages are often unintentionally and unconsciously delivered 
in the subtle snubs, dismissive looks, gestures and tones. These micro aggressions are ‘subtle, stunning, 
often automatic and non-verbal exchanges which put down black and other oppressed groups by 
offenders. 
	• See the HOW paragraph of case 2011, particularly student coach train the trainer and of case 2015 the 

WHAT paragraph, particularly Socratic definitions in the empirical studies that illustrates how students 
are provided with appropriate resources to create counter-narratives and ‘positive racial identities.’ 
Such places where counter narratives can be unfolded may have positive effects on identity formation 
because of the challenging of the dominant racial storyline, the development of a sense of agency, and 
the facilitation of positive racial and academic identities as illustrated in these paragraphs.

The historical background of the Critical Race Theory (CRT) lies in a legal scholarship and reflects 
a response to the Neo-Marxist ideology in legal studies. It was only introduced in education in 
1995 (Ladson-Billings & Tate 1995). The epistemological background reveals postmodern and post 
structural elements and sees identity as social construction whereby discursive practices shape 
and constrain identity. Identities are not equal, in fact institutions and institutional practices are 
complicit in the construction of identity. Because of these axioms, CRT stresses the importance of 
race and gender as lived experiences and furthermore, it advocates a critique towards capitalism, 
colorblindness and liberalism (Howard 2010). CRT takes the centrality of non-dominant people 
and communities’ experiences as starting point, it has a strong commitment to social justice and 
it uses transdisciplinary perspectives. Daniel Solórzano, an influential scholar in the field of critical 
race and gender theory in education and critical race pedagogy, names five tenets of CRT for the 
field of education, that are relevant for the present theoretical framework. 
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Firstly, the inter-centricity of race and racism with other forms of subordination. CRT 
starts from the stated premise that ‘race and racism are central, endemic and permanent 
and a fundamental part of defining and explaining how the (American) society functions’ 
(Bell 1992; Russell 1992; Yosso 2005). There are, so to speak, ‘inextricable’ layers of racialized 
subordination, based on gender, class, immigration status, surname, phenotype, accent and 
sexuality (Crenshaw 1989, 1993; Valdes et al. 2002; Yosso 2005). Secondly, CRT challenges 
dominant ideology and with that, it challenges white supremacy. Furthermore, it refutes the 
claims that educational institutions make towards objectivity, meritocracy, color-blindness, 
race neutrality and equal opportunity. Therefore, it challenges the neutrality of research and 
the objective nature of researchers by exposing deficit-informed research that silenced, ignores 
and distorts epistemologies of people of color (Bernal 1998; Ladson-Billings 2000; Yosso 2005). 
A leading critical thought of this particular tenet is that traditional claims of power and justice 
act as ‘a camouflage for self-interest, power and privilege of dominant groups in society’ (Bell 
1987; Calmore 1992; Solórzano 1997; Yosso 2005). Thirdly, CRT is committed to social justice and 
with that, offers a liberatory or transformative response to racial, gender and class oppression 
(Matsuda 1991; Yosso 2005), and reflects similar praxis as a critical pedagogy proposes. This 
tenet exposes the ‘interest-convergence’ (Bell 1987) of civil rights gains in education and works 
towards the elimination of racism, sexism, and poverty as well as the Freirean empowerment of 
people of color and other subordinated groups (Freire 1970; 1973; Solórzano & Bernal 2001; Yosso 
2005). With interest-convergence the interest of people of color in achieving racial equality 
will be accommodated only when their interest converges with the interest of whites (or other 
dominant groups) in positions of power (Bell 2004; Howard 2010). Fourthly, CRT recognizes 
that the centrality of experiential knowledge of people of color is legitimate, appropriate and 
critical for understanding, analyzing and teaching about racial subordination (Bernal 2002; 
Yosso 2005). Consequently, CRT draws on the lived experiences of people of color and other 
oppressed groups by including methods like storytelling, biographies, narratives, testimonials 
etc (Bell 1987; Solórzano & Yosso 2000, 2001, 2002; Yosso 2005). Fifthly, the transdisciplinary 
perspective exposed the tenet that CRT goes beyond disciplinary boundaries to analyze race 
and racism (Delgado 1984, 1992; Yosso 2005). 

Besides these five tenets, CRT comprised three themes that strongly relate to the above 
described tenets. To begin with ‘micro-aggressions’, which reflect everyday exchanges that 
convey denigrating messages, often they are unintentional and unconsciously delivered in 
the subtle snubs, dismissive looks, gestures and tones. They are particularly salient in the 
context of relational dynamics and inherent in power dynamics, which further complicate 
the impact (Howard 2010; Solórzano, Ceja & Yosso 2000). Pierce and his colleagues (Pierce 
1974; 1995) have defined racial micro-aggression as ‘subtle, stunning, often automatic and non-
verbal exchanges which put down black and other oppressed groups by offenders’ (Pierce, 
Carew, Pierce-Gonzales & Wills 1978, p.66). These offensive mechanisms are often unconscious 
and the cumulative weight and their never-ending burden form a major ingredient in black-
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white interactions (and oppressor-oppressed interaction) (ibid p.66). Micro-aggressions are 
automatic acts of disregard that stem from unconscious attitudes of white superiority and 
constitute a verification of black inferiority (Davis 1989). In and on itself a micro-aggression 
may seem harmless, but it is the cumulative effect that creates a burden of a lifetime of 
micro-aggressions that contributed to increased mortality, augmented morbidity and flattened 
confidence (Pierce 1995, p.281) and, furthermore, can contribute to self-doubt, frustration 
and isolation. Specifically in a classroom setting, micro-aggressions give students (of color 
/underrepresented) feelings of being invisible, the opposite, experiences of being omitted, 
distorted and stereotyped and they create segregations in in-class groups. At a faculty level, 
faculty-students’ interactions reveal situations whereby the intellect is doubted. Because of 
the tiring and ‘push to the point of exit’ effects of micro-aggressions, tangible counter-spaces 
have been introduced as response (Howard 2010). 

Besides the micro-aggression theme, CRT promotes to unravel the voices and counter 
stories of minority and underrepresented (or oppressed) students. This coincides with the 
fourth described tenet, and exposes the praxis of recognizing the experiential knowledge of 
people of color in order to counteract the stories of the dominant group (Matsuda, Lawrence, 
Delgado & Crenshaw 1993, p.6). These voices and narratives are treated as ‘valid’ forms of 
‘evidence’ to document inequity or discrimination, which means that this voice is required 
for a complete analysis of the educational system (Ladson-Billings & Tate 1995, p.58). From an 
educational science angle, the incorporation of counter stories in curricula have been a topic 
of interest, research and praxis during the last decades, specifically promoting innovative and 
inclusive curriculum designs with a special interest in Freirean critical thinking skills, where 
students learn how to build (experiential) knowledge themselves. 

Finally, the nature of prejudice marks a third theme the CRT exposes and which reflects 
key thoughts of the founder of this concept, namely Gordon Allport (1954). Coming to the 
understanding of prejudice can help people of color/oppressed groups how to navigate not 
only at an institutional level (within a classroom setting or faculty) but gives them the 
opportunity to understand and consolidate meanings and effects of systematic experiences 
of prejudice (and racism). The nature of ethnic prejudice is an antipathy based upon a faulty 
and inflexible generalization, which may be felt or expressed. Furthermore, it may be directed 
towards a group as a whole or towards individuals because he is a member of that group. 
According to Allport (1954), there are five stages that reflect a hierarchy of prejudiced actions 
(racism), namely antilocution, being a more or less mild degree of antipathetic action, reflecting 
freely expressions of antagonism towards oppressed groups/people of color. Avoidance come 
into existence when the prejudices are more intense and even lead to avoidance of members 
of the disliked groups, however, the bearer does not inflict harm upon the group he dislikes. In 
the case of discrimination, the prejudiced person makes detrimental distinctions of an active 
sort, to put it in another way, he undertakes to exclude all members of the group in question 
from certain types of employment, housing, political rights etc. In addition, segregation reflects 
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an institutionalized form of discrimination, enforced legally or by common custom. Physical 
attack occurs under conditions of heightened emotional prejudice and may lead to acts of 
violence or semi-violence (Allport 1954; Howard 2000; Solórzano, Ceja & Yosso 2000). The 
explication, navigation and research of the nature of prejudice allow students of color and 
oppressed groups of students to not only understand their lived experiences in classroom 
settings, they also come to understand the nature of prejudice in society as a whole. With this 
understanding and education in these dehumanizing practices, their stories and the stories of 
their parents and ancestors become (finally) known and told, that is to say ‘unsilenced.’ This in 
itself offers reconciliation for individuals, groups of students and communities of immigrants, 
first generation students, undocumented students etc. as a whole. 

As described in the above paragraphs of narrative encounter and critical pedagogy as 
well as in the current paragraph reflecting upon the tenets and themes of CRT, the praxis 
of counter-storytelling and the development of adaptive counter-narratives seem to play a 
significant role in critical narrative encounter methods and pedagogies. Counter Narratives 
are stories of those individuals and groups whose knowledge and histories have been 
marginalized or forgotten in the telling of official narratives (Peter & Lankshear 1996, p.2). 
These counter-narratives challenge the dominant discourse, they speak of lived experiences, 
they disclose the hidden curriculum and they provide the opportunity to develop trust in 
peer mentor relationships (ibid). The development in classroom settings of adaptive counter-
narratives allows students to reject the common negative racial storyline and give them the 
opportunity to re-author their identities in a positive and productive way, quite similar to 
the discussed narrative pedagogy. This re-authoring and re-writing of their narratives creates 
the opportunity to engage in learning settings more deeply (Nasir et al. 2012, p.288). These 
counter-narratives challenge in a particular way what society takes for granted as common 
sense about racial and ethnic groups (ibid. p.289). All in all one can state that positive messages 
about one’s race are necessary for people of color in order to develop a healthy identity and 
support them in mitigating the impact of racism (Stevenson 1994; Nasir et al. 2012). In fact, 
positive and affirming messages about one’s race have been found to positively influence the 
individual’s social emotional development in many ways, including one’s racial identity, self-
esteem, academic performance and ability to cope with racism. 

Alternatively, negative messages about one’s race have been found to lead to less positive 
perceptions about one’s racial group, lower academic preparation and less adaptive methods for 
coping with racism (ibid. p. 291). In the same way, the ‘stereo type threat theory’ of Claude Steele 
(1988, 1992, 1998) addresses this negative and self-fulfilling tendency of negative stereotypes 
upon one’s academic performances. Because of the fear of living up to negative stereotypes 
about one’s (or the group’s) intellectual capacity, and if the fear is strong enough, it may 
interfere with performance and, moreover, long-term exposure can lead to ‘dis-identification’ 
as a psychological defense mechanism (Steele & Aronson 1995; Aronson, Quinn & Spencer 1998; 
Massey, Charles, Lundy & Fischer 2003). Thus, the process of racial authoring has important 
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implications for academic self-authoring and for the ways students participate and learn 
in school (Nasir et al. 2012, p.292). From a Freirean angle, students do not simply accept the 
identities ascribed to them by virtue of a racial storyline anymore, they resist, draw up counter 
narratives and position themselves outside the scope of the standard racial storyline (Carter 
2005; Davidson 1996; Nasir & Shah 2011). The ascribed racial storylines limit students’ access 
to academic opportunities and, furthermore, they can produce cognitive impediments to 
learning that facilitate disengagement (Nasir et al. 2012, p.297). Therefore, the counter racial 
storylines but also the tangible counter-spaces may help them to combat the negative impact 
of these traditional, dominant racial storylines (ibid. p.297). So in essence, in these counter 
spaces a community of learners is facilitated in order to provide students with appropriate 
resources to create these counter-narratives and so called ‘positive racial identities.’ Research 
has shown that such places can have positive effects on identity formation (Lee 2009; Nasir 
2012; Woodland, Martin, Hill & Worrell 2009) because of the challenging of the dominant 
racial storyline, the development of a sense of agency and the facilitation of positive racial 
and academic identities (Nasir et al. 2012, p.298). 
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Ethnic and Empowered Identity Development Theories

In the empirical studies, the ethnic and empowered identity development theories influence the 
reinforcement strategies and didactics of working with the intersectional students and the main 
objectives of teacher professionalization courses. When referring to empowerment as ‘a process 
whereby individuals achieve increasing control of various aspects of their lives and participate in the 
community with dignity’, the empirical study will elaborate on ways of empowering intersectional 
students and their transforming the mindsets of the teachers, peers and staff they encounter.

	• See the ‘HOW’ paragraphs, particularly case 2010 content teacher and student reader and in case 
2011 student coach train the trainer and execution summer bridge 2011 in the empirical studies section 
that addresses the stages of an empowered identity formation process intersectional students 
go through in entering HEIs from within the curriculum design. The specific exercises include 
the four stages of personal empowerment namely, entry, advancement, incorporation and 
commitment. In these exercises, positive self-efficacy is seen as fostering confidence in ways that 
enhance participation and taking initiative and supports students from feelings of powerlessness 
to a sense of personal control.
	• See the ‘HOW’ paragraphs, particularly the train the trainer peer educators modules for the 

specific role of others (peers/mentors/teachers/role models) who play several roles with 
participants including believing in the person, providing appropriate information at the right 
time, demonstrating initiative so that the person could envision new possibilities, and challenging 
the person to change and participate.
	• See the ‘HOW’ paragraph of case 2011, particularly training and for case 2015 particularly lecture 

decolonizing pedagogy that addresses the role of the educators and teachers in helping to find 
one’s racial or ethnic identity. Intersectional students must deal with negative stereotypes, 
resist internalizing negative self-perceptions, and affirm the meaning of ethnicity for oneself. 
So, especially teachers/educators have to take into account how they can properly and discretely 
make experiences of underrepresented and marginalized students visible without tokenizing 
them. This ambivalent balance between explicating and hearing the silenced and oppressed voice 
and (unconsciously) label and stereotype and impose identities, stresses the need of the proper 
didactics used in classroom settings and teacher-student interactions. 
	• See the WHAT paragraphs of all the cases in the empirical studies section that addresses the 

lived experiences of intersectional students reflecting their identity awareness and formation 
processes as written and told in their autobiographical essays and interviews. They highlight the 
becoming aware and conscious process of one’s suppressed and unreflected identity and even 
feelings of ‘powerlessness,’ reflecting build-up of factors and experiences that developed into 
a dis-empowering situation and the abandoning of this dis-empowering situation. Since they 
were involved in a crisis or ‘life transition, acting on anger or frustration, responding to new 
information and building on inherent strengths and capabilities. 
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Empowered Identity Development 
Stemming from the proposition that identity is an important mediator in one’s access to 
learning in that learning requires engagement which is facilitated by students’ identities 
within learning settings (Nasir et al. 2012, p.286), one must pay special attention to this specific 
(academic) identity awareness and formation, particularly taking the ‘oppressed’ groups into 
account with their hybrid and bicultural identities. To continue on the described track of 
identity formation in earlier paragraphs (especially paragraph Developmental Psychology Lens 
and Identity Formation Angles), the shift in focus in this paragraph will highlight some leading 
axioms in the field of racial or ethnic identity development and will expose the ‘minority 
identity model’ and the ‘empowered identity development’ thoughts, without claiming to set 
a thorough state of the art within this field. 

To begin with the description of the more overarching theory of ‘empowered identity 
development’ of Kieffer (1984), that substantially influenced the encounter of oppressed/of 
color students in higher education institutions within the executed case studies this thesis 
reflects. Empowerment can be defined as ‘a process whereby individuals achieve increasing 
control of various aspects of their lives and participate in the community with dignity (Lord & 
Hutchison 1993, p.4). According to this theory, personal empowerment is seen as a process, more 
specifically a developmental process that includes four stages namely, entry, advancement, 
incorporation and commitment. The entry stage appears to be motivated by the participant’s 
experience of some event or condition threatening to the self or family, what Kieffer refers 
to as an act of ‘provocation’. In the advancement stage, there are three major aspects that are 
important to continuing the empowerment process: a mentoring relationship; supportive 
peer relationships with a collective organization; and the development of a more critical 
understanding of social and political relations. The central focus of the third stage appears 
to be the development of a growing political consciousness. Commitment is the final stage 
- one in which the participants apply the new participatory competence to ever expanding 
areas of their lives (Kieffer 1984; Lord & Hutchison 1993, p.3). The importance of this theory in 
working with students of color and oppressed groups lies in the notion of the opportunity to 
critically evolve one’s position in school settings and society as a whole by becoming aware 
and conscious of one’s suppressed and unreflected identity and even feelings of ‘powerlessness,’ 
reflecting build-up of factors and experiences that developed into a dis-empowering situation 
(Lord & Hutchison 1993, p.8), in order to flip this coin into personal empowerment. Impetus 
for change, to abandon the dis-empowering situations are amongst others, being involved in 
a crisis or ‘life transition, acting on anger or frustration, responding to new information and 
building on inherent strengths and capabilities (ibid. p10). 

In this vein, Bandura’s concept of self-efficacy (Bandura 1986) can shed a more concrete 
light on the practical implications of empowerment. Self-efficacy is defined as people’s 
evaluation of their capabilities to organize and carry out activities required to attain personal 
goals (Bandura 1986). In this sense, positive self-efficacy is seen as fostering confidence in 
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ways that enhance participation and taking initiative and supports students from feelings 
of powerlessness to a sense of personal control (Lord & Hutchison 1993, p.12). Furthermore, 
building on people’s strengths is seen as the way to facilitate personal empowerment (Dunst, 
Trivette & Deal 1988; Rappaport 1987; Lord & Hutchison 1993). Therefore, the mentoring stage 
Kieffer proposed forms a significant aspect of the empowerment process. Mentors play several 
roles with participants including believing in the person, providing appropriate information 
at the right time, demonstrating initiative so that the person could envision new possibilities 
and challenging the person to change and participate (ibid. p.14). Empowerment principles 
that have been influential in the curriculum design of the case studies incorporate the need 
to comprehensively understand empowerment, especially when interacting with students 
that are oppressed and marginalized by society. Furthermore, concerned professionals like 
teachers, educators and faculty staff can work to eliminate the systematic barriers that 
have been created which oppress, control and disempower oppressed students/students of 
color. More specifically, to listen to the concerns, stories, feelings, experiences and hopes of 
these youngsters who feel powerless could form the basis for broadening people’s awareness 
of their oppression. This interaction should be executed in a dialogic and critical manner 
that supports mutuality and reciprocity amongst the interlocutors. That is why teachers 
and staff in school settings need to build upon the strengths and capacities of students 
and, moreover, need to avoid focusing on deficits (ibid p.21). The next paragraphs/chapter 
will expose the specific ingredients of the executed curriculum design with i.a. dialogical 
and critical counter storytelling didactics, and will illustrate practical implications of the 
‘empowered identity formation theory’ and the importance of peer education and mentoring 
more precisely. 

Racial, Ethnic Identity Development and Minority Identity Models
Rationale for questioning explicit racial and/or ethnic (hybrid/bi-cultural) identity 
development lies in the ever-existing presence of racial and cultural oppression that has been 
part of the periphery of underrepresented/oppressed groups of students in education. There 
are several models and theories that shed an interesting light upon this specific identity 
development, such as the model of Phinney of adolescent ethnic identity development (1990, 
2000), Cross’s Black Identity Development Model (Cross, Parham & Helms 1991), Arce’s Model 
of Chicano Identity (Arce, 1981; Bernal & Knight 1993), Kim’s model of Asian American Identity 
(Kim 1981), Integration Models and the Minority Identity Development Model (Atkinson, 
Morten & Sue 1989, 1993). Understandably, there are even many more models to highlight, but 
for the purpose of the present theoretical framework there will be given more emphasis to 
the models of Phinney and Atkinson, Morten and Sue in order to better understand specific 
processes and evolvement of perceived self awareness and identity formation amongst 
students of color, oppressed groups and other groups that show a marginalized position in 
education and society as a whole. 
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First of all, the model of adolescent ethnic identity development of Phinney (1990, 2000), 
which is grounded in the illustrated Eriksonian understanding of adolescence, is made up of 
three stages. The first stage reflects an unexamined ethnic identity, when race or ethnicity is 
not particularly salient for the individual. The second stage reflects an ethnic search, when 
individuals are actively engaged in defining for themselves what it means to be a member of 
their own racial or ethnic group. The third stage reflects an achieved ethnic identity, and marks 
a stage when individuals are able to assert a clear, positive sense of their racial and ethnic 
identity. According to Phinney, an achieved identity develops over time in a predictable fashion 
where experiences of encounter often lead to the exploration, examination and eventual 
internalization of a positive, self-defined sense of one’s own racial or ethnic identity (Phinney 
1990, 2000; Tatum 1997, p.39-40). However, to find one’s racial or ethnic identity, one must 
deal with negative stereotypes, resist internalizing negative self-perceptions and affirm the 
meaning of ethnicity for oneself. Especially teachers/educators have to take into account how 
they can properly and discretely make experiences of underrepresented and marginalized 
students visible without tokenizing them (Tatum 1997, p.165-166). This ambivalent balance 
between explicating and hearing the silenced and oppressed voice and (unconsciously) label 
and stereotype and impose identities, marks the need of the proper didactics used in classroom 
settings and teacher-student interactions. The need for counselor, educator, teachers and 
staff to reflect upon their own values and biases, which invariably reflect one’s racial and 
cultural values, beliefs and biases, reflects key components of needed multicultural counseling 
competencies and that will be addressed in the ‘multicultural education’ paragraph at the end 
of this chapter (Sue 1996; Arredondo et al. 1996; Sue, Arredondo & McDavis 1992; Kwan 2001, 
p.269-270). 

Secondly, the Minority Identity Model (MID) of Atkinson, Morten and Sue (1998) is 
anchored in the belief that all minority groups experience the common force of oppression 
and as a result, all will generate attitudes and behaviors consistent with a natural internal 
struggle to develop a strong sense of self- and group-identity in spite of oppressive conditions. 
Consequently, such frameworks are helpful to better understand the attitudes and behavior 
of minority individuals in relation to their ethnic development. In the continuous process, 
stages of identity development blend and can even overlap; also, people may stay positioned 
at a certain point. The stages of MID are, conformity, dissonance, resistance and immersion, 
introspection and synergistic articulation and awareness. The stage of conformity ‘shows 
an unequivocal preference for the dominant culture values over those of their own, with 
an inherent effect of perceiving the dominant group as more positive.’ The second stage of 
dissonance ‘evolved gradually and often appears after an incident or encounter that reflects a 
positive reinforcement out of the in-group. The former feelings of shame turn into feelings of 
pride toward the in-group, and marks a beginning of questioning the conformity.’ The third 
stage reveals resistance and immersion, and persons ‘will fall back into their ‘own’ culture/roots. 
Now, they even reject dominant culture and resist the perceived oppression. Experiences and 
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feelings of ‘being a victim of racism’ are apparent and they start to discover and unravel their 
own history whereby specific minority values are endorsed.’ The fourth stage of introspection 
shows ‘feelings of discomfort towards the rigid attitude that all whites people are bad/
oppressors. Because of the achieved feelings of comfort with their ‘own’ identity, that is to 
say, with ‘who they are’, a shift towards a more nuanced attitude is noticeable, ‘there is good 
and bad.’’ In the fifth and latter stage of synergistic articulation and awareness, there is ‘a sense 
of self-fulfillment whereby the discomfort is resolved, people feel comfortable with who they 
are as a group and with whom they interact (between groups). 

All things considered, there is more appreciation towards others and others are also seen 
as individuals’ (Atkinson et al. 1998). Especially when executing pedagogies of the oppressed, 
decolonizing pedagogies and critical counter-narrative pedagogies, teacher, educators and 
supporting staff have to be aware of these types and stages of minority identity development. 
If curricula, methods and didactic only reflect typical ‘white-adolescence identity formation’ 
idiom, one can foresee anxious interactions and encounters between students and staff or 
between the interlocutors that form part of the narrative encounter. Consequently, these 
encounters will not always reflect a comfortable development or evolution, in fact they will 
most often show a spiral learning process that evolves dialectically, humping and bumping 
into new ways of understanding oneself and one another with true interest of the experiential 
knowledge of the perceived self of the oppressed groups. 
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2. INCLUSIVE ORTHODOXY 

‘The case for inclusion of a diverse population is a matter of social justice a commitment to fairness and 
social justice would suggest that universities have a responsibility not only to allow access to this newly 
diverse population but to meet their complex and differing needs, rather than merely assimilate them into 
the existing system (Brewster 2016, p.115).’ 

In the empirical studies, the inclusive orthodoxy claims, axioms and ideologies influence the social 
inclusion praxis including the design, execution and evaluation of the curriculum of summer bridge 
courses as executed at the teacher and policy level in HEIs. Social Inclusion approaches address 
‘models of possibility instead of deficiency’ and they include ‘critical and transformative pedagogies 
of hope that reverse the focus on disadvantage and deficit and look towards positive development, 
lifelong and life-wide learning and empowerment.’

	• See the ‘WHY’ paragraphs in the empirical studies section, particularly for case 2010 the why: pilot 
study summer course 2010, for case 2011 the why: G5 agreement and the summer bridge that takes into 
consideration the classical division of inclusion into presence, addressing the question ‘who gets 
in university?’, participation, addressing the question ‘what happens when they get there?’, and 
achievement, addressing the question of students’ degree attainment, and the attainment gap 
these students experience referring to the persistent discrepancy of outcomes. In addition, see 
the initial project proposals 2010 and 2011. 

The second section of this integral framework of sensitizing concepts portrays the various 
inclusive claims, axioms and ideologies as experienced during the praxis of this PhD research 
project. This section illustrates a more teacher and policy centered approach that has been 
evolved during the various case studies and have been executed on a teacher and policy level 
as well, including the design, execution and evaluation of the curriculum of summer bridge 
courses. For this reason, this section is on the one hand an illustration of key concepts and 
elements that have influenced the used praxis and on the other hand, it is an illustration 
of leading claims and axioms that have been present in the field of inclusive diversity over 
approximately the last three decades. 

Social Inclusion 
Inclusion and Four stages of Social Inclusion
The outline of this section, incorporates four stages of Gidley’s Social Inclusion Theory, 
which are used to address the various inclusive claims, axioms and ideologies as encountered 
in our case studies, taking into account that social inclusion often is seen as a contested 
term both in academic and policy literature because of the scope of preferred meanings and 
actual interpretations. Researchers have regularly documented that race and racism can have 
‘detrimental effects’ on the socio-emotional development of young people and ‘negatively 
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influence their academic performance and access to important resources for health and well 
being’ (Eccles, Wong & Peck 2006; Neblett, Philips, Cogburn & Sellars 2006; Nasir et al. 2012). In 
describing theoretical elements as used in the various cases that have been undertaken in order 
to optimize the participation of non-western minorities/ underrepresented students and to 
strive for success in HEIs, an inclusive holistic support strategy shows some usual distinctions 
drawn from the social inclusion theory (Gidley, Hampson, Wheeler & Bereded-Samuel 
2010). This theory with distinguished layers of ‘social inclusion as access, social inclusion 
as participation or engagement, and social inclusion as success through empowerment’ 
provides a useful framework for situating the causes and the need for developing a support 
system (the access and success argument). According to this social inclusion theory, ‘there is 
a need for a human potential approach’ to facilitate the success of non-western minorities/ 
underrepresented students instead of the counterpart of inclusion, namely social exclusion. 
A crucial starting point according to inclusion theories, takes into consideration that access 
to and participation in HEIs are not enough to succeed. Therefore, these inclusion approaches 
address ‘models of possibility instead of deficiency’ (ibid, p.136) and they include ‘critical and 
transformative pedagogies of hope that reverse the focus on disadvantage and deficit and look 
towards positive development, lifelong and life-wide learning and empowerment’ (ibid, p.136; 
Freire 1995; Montuori 1997; Kincheloe, Steinberg & Villaverde, 1999; Visser 2000; Hart 2004, 
Giroux 2003; Bassett 2005). 

Social inclusion orthodoxy
The continuous drive to widen participation in university education and to include a greater 
number of students from non-traditional backgrounds and underrepresented groups has been 
salient within the educational scope of ‘western societies’ worldwide. Taking the assumption 
into account that ‘education benefits individuals in terms of enabling higher earnings, 
intellectual development, personal growth and access to social networks’ (Riddell, Tinklin & 
Wilson 2005) triggers the question whether these benefits are equally disposed and available 
to all, in other words: ‘are these benefits also available for disadvantaged and underrepresented 
groups?’ (Brewster 2016, p.114). This question of inclusiveness addresses the disproportional 
distribution of (un)equal opportunities in education. The concept of inclusive education is 
usually applied to compulsory educational provision where it is concerned with the ‘presence, 
participation and achievement of all children and young people’ (Ainscow et al. 2006, p.25; 
Brewster 2016, p.114). Although entry to HEIs has been selective, accessible to those with the 
right qualifications, there is a growing support for more inclusive higher education provision 
based on equality for all members of a diverse population of learners (Brewster 2016, p.114). 
Inclusive education is even more complex, multi-faceted and ever changing since there has 
been no fixed definition of what is meant with inclusion and in the case of education, this 
leads to confusion and misinterpretations. When taking Brown’s definition of inclusion as 
‘considering the educational needs of all learners’ (Brown 2016, p.1) whereby there is a focus 
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on the need to value all learners and view differences as a resource to support learning (Booth, 
Ainscow, Black-Hawkins, Vaughan & Shaw 2000; Winter 2006, Brown 2016). In this chapter, 
inclusion and inclusive education is seen as an ongoing process of development and explicitly 
seen as ideological. In order to be fully inclusive, educational settings ‘need to adapt their 
provisions, resources, methods and implementations of the curriculum to accommodate 
the needs of all learners in their setting’ (Cline & Frederickson 2009; Brown 2016, p.1). Some 
scholars argue that inclusion has become a new orthodoxy in educational and social sciences. 
As a process, inclusion does not ensure equality but rather ‘it evokes multiple ideologies of 
academic achievement, functionalist ideology and enforceable civil rights’ (Brown 2016, p.11). 
With this in mind, HEIs designed originally for the privileged minority of white, male middle/
upper class and non-disabled students is expected to cope with a much more diverse student 
population; hence the diversification of the HE student population is the new reality, especially 
with the ongoing migration and international student exchanges (Brewster 2016, p.115). 

There are three aspects of inclusion that are frequently mentioned, firstly presence, 
addressing the question ‘who gets in university?’ Secondly participation, addressing the 
question ‘what happens when they get there?’ And thirdly achievement, addressing the question 
of students’ degree attainment and the attainment gap these students experience referring 
to the persistent discrepancy of outcomes (Brewster 2016, pp.116-118). There is a growing 
tendency towards making HEIs more inclusive for all students, building on students’ identities, 
cultural backgrounds and individual knowledge (Caruana & Ploner 2010; Brewster 2016). A fully 
inclusive university should be one ‘where all individuals, with their unique and multi-faceted 
identities, strengths and needs will learn and develop and, furthermore, contribute to the 
diversity of the student population’ ((Brewster 2016, p.123). Instead of maintaining a deficit view 
of non-traditional students, there should be ‘a shift away from supporting specific student 
groups toward equity consideration being embedded within all functions of the institution 
and moreover, treated as an ongoing process of quality enhancement’ (Brewster 2016, p.125). 
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In the empirical studies, the social inclusive theory with its distinguished layers of ‘social inclusion 
as access, social inclusion as participation or engagement, and social inclusion as success through 
empowerment’ will be mirrored in situating causes, needs and praxis of such a support system since 
access to and participation in HEIs are not enough to succeed.’

û	See the ‘HOW’ paragraphs, particularly of case 2010 content teacher and student reader and for case 2015 
curriculum design execution Nepantla bridge program in the empirical studies section that addresses this 
first layer of access, taking into account that access to higher education often works from models of 
deficiency whereby social exclusion can be interpreted as the restriction of access to opportunities and 
limitation of the capabilities required to capitalize in these. Therefore, access tragedies that navigate, 
mobilize and develop identity assets and skills (social, academic, identity and cultural/community 
capital) are explored and empowered in these showcases exercised in the curriculum design as well as 
the ‘intervention access strategies’ as taught in the Teacher Trainer Courses. 

û	See the ‘WHAT’ paragraphs particularly for case 2015 written exercises in the empirical studies that will 
illustratively elucidate these various forms of capital, assets and skills as mentioned in the student 
voice which displays how students perceive this lack of skills and how they encounter and navigate 
new skills and assets in their access to HEIs. 

û	See the WHY paragraph, particularly the project proposals of 2010 and 2011 in the empirical studies 
section that addresses the second layer of social inclusion as participation addressing a rationale 
within the Teacher Trainer Courses with elements of a pedagogy of excellence, being a successful 
widening participation strategy that influenced the design of teacher trainer courses and the 
curriculum design. 

û	See the ‘HOW’ paragraphs, particularly for case 2010 and 2010 the project management in the empirical 
studies section that addresses the second layer of participation through engagement by highlighting 
pragmatical insight into the dynamics that occur when putting social inclusion and widening 
participation policy into practice in the field of higher education. It describes the implementation of 
diversity policy as a process to overcome or deal with exclusion. Tracing processes of power, cultural 
interaction and incremental change at an organizational level (mission, vision, norm and values) and 
at a structural level (rules and regulations, promotion plans, policies) is key in analyzing the power 
dynamics. These power dynamics within the casestudies addressing Inclusive Diversity Policies will 
showcase outside enforcement – inside activism dialectics. 

û	See the ‘HOW’ paragraphs, particularly the development curriculum design of case 2010, 2011 and 2011, 
marking train the trainer ingredients in the empirical studies section that addresses the third layer 
of social inclusion as success by emphasizing the role of the teacher, his teaching skills (didactic) and 
his pedagogical training. First of all, inclusive pedagogy will be illustrated as being addressed in the 
curriculum design (see case 2011, train the trainer), and secondly inclusive teaching and learning axioms 
will be exemplified, particularly by addressing the (used) ingredients of an inclusive teaching and 
learning toolkit, i.e., use of counter-narratives; create engagement in order to create change; create 
inclusive spaces with climates of trust; interaction with interlocutors; hearing voices, narratives and 
biographies; being reflective, intuitive and critical (see case 2015, train the trainer reader).

û	See the ‘WHAT’ paragraphs, particularly the evaluation of all the cases in the empirical studies section 
that addresses the fourth layer of social inclusion as success through empowerment by addressing the 
layers and levels of this empowerment within a holistic support strategy. 
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Access 
Since social inclusion terminology endures contested meanings and interpretations, one 
can start by addressing a more narrow interpretation of social inclusion as access whereas a 
more broader interpretation to be discussed in coming paragraphs covers the social justice 
dimension of participation and even more wider interpretations involve the human potential 
lens of social inclusion seen as empowerment (Gidley, Hampson, Wheeler & Bereded-Samuel 
2010). However, the access dimension of social inclusion is strongly linked to the ideology of 
neoliberalism dated from the 1980s of the last century. To quote Gidley et al. on this vision: 
‘increasing social inclusion is about investing in human capital and improving the skills 
shortages for the primary purpose of economic growth as part of a nationalist agenda to 
build the nation’s economy in order to better perform in a competitive global market’ (ibid, p.2). 
When applying this to higher education theory and policy, one of the ways that this ideology 
may appear is through the notion of social capital seen from a Bourdieusian perspective and 
addresses ‘the reproduction of social class divisions and inequalities of power’ (ibid. p.3). Access 
to higher education from this neo-liberal dimension often works from models of deficiency 
whereby social exclusion can be interpreted as the restriction of access to opportunities and 
limitation of the capabilities required to capitalize in these (Hayes, Gray & Edwards 2008, p.9; 
Gidley et al. 2010, p.3) 

Multi forms of capital: social, cultural, identity, aspirational, linguistic, familial, navigational and resistant 
Notions of this ‘needed’ social and cultural capital in order to access HEIs, are used by sociology 
of education to describe and analyze context variables that affect changes of students in HEis 
(Bourdieu & Passeron 1977; Evans 1996; King 2000). Why individuals are able to go beyond the 
social and cultural conditions? For many reasons, however, individuals coming from specific 
social groups do not make use of the profits of these educational incentives. This can be caused 
by factors such as the social condition of the families, upbringing practices, ethnical or gender 
related determinations (Archer 2006; Archer, Pratt & Phillips 2001; Reay 1998, 2004, 2005; Reay, 
Davies, David & Ball 2001; Reay, Ball & David 2002; Tett, 2000; Matthys, 2015, o.e.). According to 
a positivistic approach the Instrumentalists interpret social and cultural capital as ‘resources 
and guiding rules of life’ (De Graaf 1996) or ‘parenting practices’ (Kingston 2001) (see also Matthys 
2012). According to Kingston, school success is related to parents’ and teachers’ attention for 
personal traits and not to differences in cultural capital: ‘class related differences in cultural 
capital (defined in terms of elitist culture) cannot explain why socially privileged students 
are more successful than unprivileged ones’ (Kingston 2001, p.49). In other words, rather than 
the mere presence of books, music and art, crucial is how parents and teachers make use of 
these in education and childrearing practices (Matthys 2012). Anette Lareau (1989; Dom 2004) 
examined the meaning of the social network of the parents. In the higher classes help for an 
underachieving child is obviously present in the close environment: teachers used to be a 
part of the network of the parents. One of the meanings of networks is ‘to find each other to 
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open the entrée to the labor market’ (Horvat, Weiniger & Lareau 2003; Stanton-Salazar 1997). 
The problem with social networks in the lower classes is that they are organized according to 
family lines. Even when accepting the wish of the children to go to university, parents from 
these classes do not change their ideas about work and the labor market participation, it is all 
about surviving and realizing material security. That is why ‘these students are left to their own 
devices in searching for resources and networks outside their familiar milieu’ (Matthys 2012). 
Bourdieu refers to the general meaning of culture as ‘a persistent mechanism of inclusion 
and exclusion.’ Belonging to a social group is a question of ‘the right behavior and attitude, 
the right social codes and proper speak, not a question of economical or professional 
status.’ ‘Cultural capital’ is thus not primarily a question of ‘high culture’ but of ‘habitus’ 
or ‘incorporated culture’ (Bourdieu 1984), expressed in the body and recognized, accepted 
or rejected by the social network you (want to) belong to. Cultural capital does not mean 
the inevitable taste to or possession of higher culture as a condition for social mobility. 
It is all about the attitude and intuition to make social distinctions by incorporated 
cultural means. This means can change (Daenekindt & Roose 2014), but the intuition is 
incorporated by socialization. ‘One can easily learn to enjoy a classical symphony or to 
communicate as required in the higher classes, what cannot be learned is to utilize this 
habitus properly to make social differences’ (Matthys 2012). In spite of all educational 
resources, in spite of adequate help of good teachers, and in spite of high rates at the 
university and excellent professional achievements, the final selection criterion to acquire 
professional status is seldom a cultural one. At this point the individual social climber 
is confronted with the ‘symbolic gatekeepers of the social elites’, a situation plentifully 
illustrated in the research to the careers of university graduates with a working class origin 
(Matthys 2010; 2012). The question is ‘whether individuals are able to free themselves 
from the pressure of social reproduction.’ Even when this is possible, feelings of being an 
outsider and loyalty conflicts (where do I belong) can cause identity diffusion (Matthys 
2012; Matthys & Thijssen 2013; see also Dews & Law 1995). Agency, interpreted as ‘the 
individual possibility to negotiate and to change sociocultural and mental conditions’ 
(Bourdieu 1994), supposes a complementary psychological approach to explain the 
competence of the subject to ‘manipulate and negotiate the structural conditions of his 
biography.’ In a certain sense it could be possible for individuals to free themselves from 
the pressure of social reproduction, to quote Matthys: ‘a working class girl can become a 
surgeon or a CEO’, however feelings of being an outsider and loyalty conflicts (where do I 
belong to?) can cause identity diffusion (Matthys 2012; Matthys & Thijssen 2013; see also 
Dews & Law 1995). Elucidating his concept of habitus, Bourdieu principally recognized the 
subjective possibility of intervening in the social context and changing his conditions of 
existence (Bourdieu 1994; Taylor 1992). The problem however is the operationalizing of this 
notion of intervening. The suggested ‘agency’ supposes a ‘complementary psychological 
approach to explain the competence of the subject to manipulate and negotiate the 
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structural conditions of his biography.’ The concept of identity capital developed by Coté 
(Coté, 1996, 1997, 2006; Coté & Levine 1988, 2002; Coté & Schwartz 2002) can be seen as the 
psychological complement of social and cultural capital. (Thijssen, Matthys & Leisink 2015; 
Coté 1996, 1997, 2006; Coté & Levine 1988, 2002; Coté & Schwartz 2002).

Coté’s conceptual framework of identity capital is derived from Becks’ individualization 
theory (Beck & Beck-Gernsheim 2002) and his belief that in modern society social differences 
are individualized since traditional social ties (e.g., social class; family; churches) did loose 
significance for the organization of their lives. This means that individuals in constructing 
identity are confronted with various identity strategies accompanied by the demand to explore 
gender, ethnicity, organization and professional identities. As an ‘intelligent strategist’ the 
individual has to negotiate with these claims and, therefore, to have at his disposal a ‘portfolio 
of psychological skills’ – which cannot be reduced to an effect of socialization and education, 
in other words to the possession of cultural capital (Coté 1996). Coté speaks about ‘tangible 
and intangible skills.’ Of interest here are the intangible skills: ‘ego-strength, self-efficiency, 
cognitive flexibility and an internal locus of control, a life goal and critical thinking.’ These 
are capacities that make it possible ‘to learn who we are; where we stand; what comprises and 
drives modern society; and to negotiate about whom we want to become and what needs 
to be done to reach that goal.’ Just as the tangible sources are fundamentally centered on 
‘the mastering of the social and cultural context’, intangible sources constitute ‘an universal 
individual quality, regardless of social-class background, gender, or ethnicity, to attain ego-
strength and a sense of time-space continuity’ (Coté 1996; Matthys 2012). According to 
Matthys, it is important to see ‘the coherence of identity capital with social and cultural 
capital’ (Thijssen, Matthys & Leisink 2015). ‘Identity capital’ stresses the pivotal role of the 
subject and agency in the process of social mobility. In realizing this process the question is 
not if and how much social and cultural capital can be acquired by the individual, but how to 
mobilize and develop the identity capital the individual possesses. Social and cultural capital 
refers to ‘contextual conditions that can only be changed by subjective intervention, by efforts 
to create networks and acquire new attitudes.’ But therefore the subject needs ‘psychological 
competences’, in other words: ‘ego-strength is a necessary condition.’ According to Matthys 
(ibid.), the three forms of capital compensate each other: ‘social and cultural capital – based on 
the class origin – can compensate a lack of identity capital and vice versa.’ The fewer available 
sources there are for social and cultural capital, the more weight identity capital assumes, to 
facilitate the realization of social and professional transitions (ibid; Matthys 2012; Lubrano 
2005).

The above-mentioned Critical Race Theory (CRT) (see paragraph Critical Race Theory and 
Counter-Narratives/Storytelling) expands as well as Coté, on the social capital theory of 
Bourdieu by differentiating various forms of capital. In the histories and lives of communities 
of color, ‘accumulated assets and resources’ are revealed, especially when looking at their 
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community wealth as ‘an array of knowledge, skills and abilities and contacts possessed and 
utilized by communities of color to survive and resist macro and micro forms of oppression’ 
(Yosso 2005). These communities nurture cultural wealth through at least six forms of capital, 
which are not ‘mutually exclusive, or static, rather they are dynamic processes that build on 
one another as part of community culture wealth.’ 

First of all, aspirational capital refers to ‘the ability to maintain hopes and dreams for the 
future in the face of real and perceived barriers.’ The often shown resilience is evidenced in 
those who allow themselves ‘to dream of possibilities beyond their present circumstances 
and these stories nurture a culture of possibility in a deficiency orientated reality’ (Gándara 
1995; Yosso 2005). Secondly, linguistic capital includes ‘the intellectual and social skills attained 
through communication experiences in more than one language and refers to the value of 
bilingual education.’ In other words, students of color arrive at school with multiple language 
and communication skills and they often have been engaged in storytelling traditions that 
may include listening and recounting oral histories, parable, stories and proverbs. Skills that 
are practiced reflect ‘memorization, attention to detail, dramatic pauses, comedic timing, facial 
affect, vocal tone, volume, rhythm and rhyme.’ Bilingual children often have to translate for 
their parents and with that gain ‘multiple social tools of vocabulary, audience awareness, cross-
cultural awareness, real-world literacy skills, math skills, metalinguistic awareness, teaching 
and tutoring skills, civic and familial responsibility and social maturity’ (Orellana 2003, p.6; 
Yosso 2005). Thirdly, familial capital refers to ‘cultural knowledge nurtured among the family 
and that carries a sense of community history and memory of cultural intuition’ (Bernal 1998, 
2002; Yosso 2005). ‘It engages a commitment to community wellbeing and expands the concept 
of family to include a more broad understanding of kinship.’ Family capital is nurtured by the 
extended family, which may include immediate family as well as aunts, uncles, grandparents 
and friends who are considered to be family. In essence, from these kinship ties, the importance 
of maintaining a healthy connection to the community and its resources are learned. Fourthly, 
social capital interpreted as earlier described with the special interest of a CRT approach is seen 
as ‘networks of people and community resources that can provide instrumental and emotional 
support to navigate through society’s institutions.’ Historically, people of color have utilized 
their social capital to ‘attain education, legal justice, employment and health care and shared 
the attained information and resources with their social networks.’ This system of sharing 
capital is known as ‘mutual aid societies’ in which people of color and immigrants created 
and maintained social networks (Gómez-Quiñones 1994; Stevenson 1996; Yosso 2005). Fifthly, 
navigational capital refers to the skills of maneuvering through social institutions, especially 
the ability to maneuver through institutions not created with communities of color in mind. 
By comparison of the earlier described identity capital, the concept of resilience reflects ‘a 
set of inner resources, social competencies and cultural strategies that permit individuals 
to not only survive, recover or even thrive after stressful events, but also to draw from the 
experience to enhance subsequent functioning.’ Particularly students of poor and immigrant/
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first generation (underrepresented) backgrounds draw on various social and psychological 
‘critical navigational skills (Solórzano & Villalpando 1998; Yosso 2005) to maneuver through 
structures of inequality permeated by racism. ‘Navigational capital acknowledges individual 
agency within institutional constraints, but it also connects to social networks that facilitate 
community navigation through places and spaces, including schools, the job market, health 
care, and judicial systems’ (Williams 1997; Yosso 2005). And, finally, the sixth form of capital 
refers to the earlier described resistance capital, that ‘shows knowledge and skills fostered 
through oppositional behavior that challenges inequality’ (Freire 1970, 1973; Giroux 1983; 
McLaren 1994; Bernal 1997; Solórzano & Bernal 2001; Yosso 2005). This form of cultural wealth 
is grounded in the legacy of ‘resistance to subordination exhibited by communities of color.’ 
Parents of color are consciously instructing their children to engage in behavior and maintain 
attitudes that challenge the status quo. Resistance may include different forms of oppositional 
behavior, such as ‘self-defeating or conformist strategies that feed back into the system of 
subordination.’ Seen from the Freirean perspective, critical consciousness and recognition of 
the structural nature of oppression and the motivation to work toward social and racial justice 
shows a resistance that takes a transformative form. This ‘transformative resistant capital’ 
includes cultural knowledge of the structures of racism and the motivation to transform such 
oppressive structures (Solórzano & Yosso 2002; Yosso 2005). 

Identity Asset & Skills
In addition, when describing these various forms of capital in order to succeed in (social, 
economic, academic) life, the individual and psychological qualities and assets a student 
masters do play a role in overcoming an access and later an achievement gap in the educational 
pipeline. Identity capital (Coté, see above), briefly described as the psychological complement 
of social and cultural capital, stresses the pivotal role of the individual and his agency in the 
process of social mobility. Identity capital requires psychological competences, especially the 
intangible skills of ego-strength and self-efficacy are seen as necessary. ‘Agency’ (Bourdieu, see 
above), interpreted as ‘the individual’s possibility to negotiate and to change sociocultural 
and mental conditions’, is seen as a complementary psychological approach to explain the 
competence of the subject to ‘manipulate and negotiate the structural conditions of his 
biography.’ Furthermore, resilience (Yosso, see above) is seen as ‘a set of inner resources, social 
competencies and cultural strategies that permit individuals to not only survive, recover, or 
even thrive after stressful events, but also to draw from the experience to enhance subsequent 
functioning.’ In addition, personal empowerment (Kieffer, see above) is seen as a ‘developmental 
process that fosters the opportunity to critically evolve one’s position in school settings and 
society as a whole by becoming aware and conscious of one’s suppressed and unreflected 
identity and even feelings of powerlessness, reflecting build-up of factors and experiences 
that developed into a dis-empowering situation’ in order to flip this coin into personal 
empowerment. Self-efficacy (Bandura, see above) sheds a more concrete light on the practical 
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implications of empowerment and is defined as ‘people’s evaluation of their capabilities to 
organize and carry out activities required to attain personal goals whereby positive self-efficacy 
is seen as fostering confidence in ways that enhance participation and taking initiative, which 
supports students from feelings of powerlessness to a sense of personal control.’ Particularly, 
building on people’s strengths is seen as the way to facilitate personal empowerment while 
simultaneously including a guided ethnic search that fosters students to be actively engaged 
in defining for themselves what it means to be a member of their own racial/cultural group. 
These concepts are abundantly completed by even more concepts like the ‘capability approach’ 
and ‘agency orientated tutoring’, in order to enhance students to master and envision their 
capacities, strategies and abilities seen from their academic pathway. For the purpose of this 
chapter the emphasis is to stress the importance of these various concepts without explicating 
them all in detail. This chapter involves those concepts that influence the design of the 
curriculum of the summer bridge programs. However, these various and abundant and related 
concepts are known amongst teachers and supporting staff that interact with first generation 
students. Therefore, these concepts are from this point forward grouped together as ‘Identity 
Asset Skills’, that reflect individual psychological competencies to overcome lack of resources 
of first generation students.
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In sum, the various forms of capital and (psychological) skills are indirectly required for 
students’ access and success in higher education. Underrepresented students (minority, first 
generation, low income etc.) seem to have less familiarity with social and academic capital, 
therefore, these other forms of capital and skills could considerably improve their assets and 
skills set in order to overcome the lack they carry because of their background. Of course, this 
does not mean that these forms of capital and skills do not play essential roles in student 
lives in general. However, because of the distinctive circumstances underrepresented students 
experience, these forms of capital, assets and skills help them to overcome the gap they 
experience on a social, academic and personal/identity level. The student voice chapter will 
illustratively elucidate these various forms of capital, assets and skills, bearing in mind that 
all students need to adapt to their new learning environments and that complicated transfer 
experiences are part of the academic pathway to higher education. 

Access Strategies and Policies in HEIs
The influential theorist in the field of access and success in (higher) education, Vincent Tinto, 
extensively writes about the importance of social and academic integration in order to support 
students in a successful transfer into academia (Tinto 1998). The main arguments involve 
programs that can help students’ academic preparedness for higher education, especially for 
those students whose parents did not go to HEIs. Tinto, and other education theorists presume 
that first generation and underrepresented/low income/minority background students face 
a number of challenges that make it more difficult for them to not only get into HEIs, but 
also to get through successfully. Using the access and policy lens and taking into account 
a more sociological and educational science orientated explanation model, first generation 
students are seen as ‘those students whose parents have not attended college and have not 
earned a college degree.’ Therefore, they are much less likely to go to college than their peers 
from traditional/privileged backgrounds, especially compared with regard to retention during 
the first year of enrollment. Various characteristics of these students, such as coming from 
low-income families, having delayed entrees into postsecondary education, needing remedial 
coursework, are associated with lower rates of college attendance and degree attainment and 
they are interrelated (Engle, Bermeo & O’Brien 2006). 

Over the last three decades, the question for educational researchers has been ‘what 
factors affect how students successfully get into and through college and gaining insights 
into how to help the effects of this so called ‘first generation status’ as a risk factor for this 
population.’ In short, there are significant factors that affect access to HEIs and, in addition, 
there are some that negatively affect the chances of students whose parents did not complete 
any education beyond high school, including lower levels of academic preparation, lower 
educational aspirations, less encouragement and support to attend HEIs, less knowledge 
about the application process, fewer resources to pay for education/housing. These factors 
reduce the likelihood that they will choose to go to HEIs as well as limit the types of colleges 
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that these students consider attending and this influences their chances of completing their 
degrees. Especially academic preparedness that is supported by parents that did go to HEIs, 
seems to play a crucial role in improving chances for these students (Choy 2001). Also, their 
aspirations for HEIs are influenced by the level of expectations they foster concerning the level 
of education they will receive. The most significant factor affecting whether students aspire to 
and enroll in college is a strong encouragement and support from their parents. However, first 
generation students report to receive less encouragement and support and sometimes even 
discouragement. Often, first generation students and their parents lack important knowledge 
about the process of preparing, applying and paying for postsecondary education, the college 
knowledge is limited due to barriers such as language and resources. Whereas students whose 
parents are college educated tend to experience college as continuation of their academic and 
social experiences in high school, for first generation students this transfer often constitutes 
a ‘disjunction’ in their lives and the lives of their families. They have to make much more 
complex academic, social, cultural transitions to academic life, especially during the crucial 
first year (Terenzini et al. 1994; Engle et al. 2006). The previously described forms of capital and 
skills will influence the successful adjustment and navigation into academia. Since they lack 
preparation, they often require more remedial coursework and study and time management 
skills. Often, they experience more difficulty in navigating the bureaucratic aspects of academic 
life and, furthermore, they experience less confidence in their academic abilities (Terenzini et 
al. 1996). Alternatively, first generation students also face barriers in cultural adaptation, due 
to discontinuities between the culture of their families and communities and the culture that 
exists on college campuses. ‘They live simultaneously in two vastly different worlds while not 
being fully accepted in either’ (Rendon 1992, p.56; Engle et al. 2006). The extent to which first 
generation students can participate in and transition across these two worlds has a significant 
impact on whether they can be successful in college (Phelan et al. 1993; Engle et al. 2006). 

The impact and benefits of pre-college and summer bridge programs and services for 
first generations and other ‘at risk-student’ populations have influenced the access and 
policy agenda considerably and have stimulated the design of the summer bridge program as 
described in this PhD thesis. Main arguments to intervene are centered on the aim to increase 
college attendance and completion rates in order to expand postsecondary opportunities to 
underrepresented /at risk students. Moreover, these interventions ‘are critical to the social 
and economic wellbeing of a city, region and a nation’ (Engle et al. 2006, p.7). Accordingly, 
three momentums have to be highlighted along the pipeline to college where support is most 
helpful in making a successful transition from former education, namely; ‘raising aspirations 
for college’ (further/secondary education), ‘navigating the college admissions process’ and 
easing the initial transition to college.’ These and other steps have been significantly helpful in 
designing the summer bridge program and will be demonstrated in more detail in the empirical 
chapters of this thesis. For the purpose of the current chapter, highlighting important elements 
of transfer programs fosters a good relationship of trust with students of staff involved in 
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pre-college/university programs. Preparing for and going to college is ‘a leap of faith’ because 
no one else in the students’ families has done it before them, so trusting the program staff 
is essential since they are literally their guides during these programs and allow them to be 
receptive to the messages and services of these programs. The next table briefly highlights 
the different intervention strategies to enhance transferring to HEIs, which are thoroughly 
illustrated in the empirical chapters (especially the curriculum paragraphs). 

Table: Intervention Access Strategies (Engle, Bermeo & O’Brien 2006)

Raising Aspirations Easing Transition

	• Connecting college job and career affects 
	• Perceiving themselves as college material
	• Providing opportunities for learning beyond 

the scope of high school curriculum 
	• Understanding that college is possible 
	• Presenting identifiable role models 

outreaching to secondary education 

	• Addressing gaps in preparation through 
tutoring and counseling
	• Engaging students with role models
	• Getting personal and being persistent about 

college 
	• Pre-college program to ease the academic 

transition by increasing ‘college preparedness’ 
by tutoring and supplemental academic course 
to close the gaps
	• Developing study skills
	• Academic enrichment courses and programs 

with advanced subject content and skills 
allowing them to leap forward
	• Creating a bridge to college: student develop 

study habits and skills 
	• Continuing support through the first year of 

college 
	• Acclimating students to the college 

environment 
	• Navigating campus life 
	• Connecting with peers in order to socialize 

student to the norms and expectations of 
college life
	• Balancing social life with academics
	• Involving parents in the transition to college
	• Helping students to manage the financial 

aspects of college

Participation and Engagement 
Widening participation and deficit thinking models 
Internationally, there has been a continuing awareness and with that, drive to widen 
participation in university education, to include greater numbers of students form non-
traditional backgrounds and underrepresented groups. All the described interventions thus 
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far are aimed at addressing various aspects of the noticeable and perceived inequalities 
between students in HEIs, including the provision of support for ‘students thought to be 
at risk of underachievement’ (Brewster 2016, p.113). With widening participation strategies 
the purpose is ‘to support individuals in terms of enabling higher earnings, intellectual 
development, personal growth and access to social networks’ (Riddell et al. 2005). Although 
these aims are manifest and intentional, the actual incorporation of groups of students 
who traditionally have been less likely to go to HEIs has not proved to be ‘straightforward’ 
(Brewster 2016, p.114) and, therefore, the need for active facilitation to promote their full 
inclusion has given rise to the widening participation agenda over the last three decades, 
with the emphasis on addressing the participation of disadvantaged groups in HEIs (Ibid 
p.114). Interventions can be directed at two stages in the student’s career namely, all actions 
aiming at ‘raising student’s early educational attainment and actions that may attempt 
to change the way HEIs recruit and support students from non-traditional backgrounds 
in order to maximize their chances of completing their studies (retention) and achieving 
highly’ (ibid. 122). 

Since the way in which first-generation students and underrepresented students attend 
HEIs affects the level of academic and social integration (Richardson & Skinner 1992), there has 
been a great emphasis in literature on these manners of attending college in order to overcome 
the forthcoming lack/gap in achievements compared to ‘the majority of more privileged 
students’. In other words, ‘what happens when they get there?’ taking into account the 
disproportional number of students from disadvantaged family backgrounds who ‘prematurely 
discontinue their careers in HEIs’ (Brewster 2016, p.118). Students, as mentioned earlier, 
experience feelings of alienation and running in the outside lane, since the indispensable social 
and cultural capital has not been available and familiar to them. Although social climbers can 
be successful, the way to success is experienced as hard and complicated. For this reason, they 
not only feel alien to the institution and majority of students, they also are more likely to live 
and work off campus, which amplifies these feelings of alienation such as: ‘what am I doing 
here; being an imposter (no rights of being there) and inadequate expectations’ (a degree 
guarantees success); experiences of exclusion because of lack of knowledge of the social codes 
and unwritten rules in students’ life in academia; inconvenient feelings with informal meetings 
in a formal context; feelings of competing loyalties, where do I belong (which class/group). All 
these factors create an overall feeling of ‘being an outsider in an unfamiliar majority context’ 
(Matthys 2010, 2012) and, therefore, feelings of disenfranchisement and disengagement. But 
what happens on a student, teacher, staff and policy level when the former minority in fact 
becomes the majority? When the former routes and codes are no longer serving the student 
population, and when the gaps are becoming more salient in achievement and attainment in 
terms of persistent discrepancy of outcomes between different groups of students (Forsyth & 
Furlong 2003). Where do the interventions begin and find their way along the academic route, 
and which population is taken as point of reference? 
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In the classical student retention and dropout literature there has been a prevalent 
idiom of ‘deficit thinking models’ that target the minority and underrepresented students 
as ‘students at risk of underachievement’ who, consequently, have to be supported by 
all means of interventions and strategies, to fit the (majority) system and to close the 
achievement gap (Nieto & Bode 2008). Although students do have a shortage of normative 
cultural knowledge and skills and often are less supported by parents who not value nor 
support education, which leads to poorer academic outcomes. The tendency is that this 
deficit view of non-traditional students – ‘widely held but also contested by many’ - 
emphasizes and labels them according to what they cannot do, rather than what they can 
(Brewster 2016, p.123). In spite of the existing lack of motivation, family support, social 
networks, academic skills, good learning attitudes and poor language skills, an inclusive 
thinking framework or ideology challenges these deficit-thinking models by countering 
the ‘terminus a quo’ in addressing ‘who are we serving?’ the minority, the majority or 
all students? A Copernican Revolution in addressing a paradigm shift that takes into 
consideration the minority is, in fact, reflecting the ‘mainstream’ students population 
in times of world-wide migrations and social upward bound mobility and change. This 
revolution could not only permanently question the traditional status quo but, more 
importantly, it takes the new reality of super diversity and new majorities as sine qua non 
in addressing issues of equality, equity, access and success in education. In other words, 
what happens when the former minority has become the new majority? 

Engagement and Diversity Management
When pinpointing the participation dimension of social inclusion, the above widening 
participation agenda has evolved as a more policy based approach and comes forth 
from, as mentioned earlier, the social justice dimension that addresses the inequality 
and discrepancies between students of different backgrounds in education. In his social 
inclusion definition, Gidley alternatively mentions the importance of engagement when 
referring to participation. This engagement at a policy and, consequently, institution 
level covers the managerial layers of staff (administration, student support), teachers 
and management. For students, the lack of engagement as described earlier coincides 
with the perceived barriers of a lack of familiarity with how university works, familiarity 
with study methods and finance policies as well as a lack of good advice concerning 
study pathways, aspiration and career information. Furthermore, the low aspirations of 
their former schools and neighborhoods gave them feelings of fear and doubt, especially 
in relation to costs and debts. Just like the described cultural barriers that affect feelings 
of disenfranchisement, because of their unfamiliarity with the HEIs, especially for their 
ingroup peers. This makes it hard to ‘feel engaged and to shift fluidly and fit smoothly into 
the institutional and academic life’ (Forsyth & Furlong 2003; Brewster 2016, p.121). A key 
concept of inclusive teaching and learning, that will be addressed in the ‘inclusive teaching 
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and learning’ paragraph, is ‘academic engagement’, incorporating the effect that students 
who are academically more engaged are more frequently occupied in doing student-
centered activities, that support them to accommodate more effortlessly into academia. 
Academic engagement comprises ‘learning that is personally meaningful, relevant and 
engaging for students’ (Hockings 2011, p.192-193). 

Widening Participation (and Social Inclusion) policy has been introduced in various 
universities worldwide. In some cases, these policies have been the effect of national 
educational policies, whereas in other cases, universities and local government collaborate 
in facilitating the fruitful enrollment of these policies. There has been a great rise of 
Inclusive and Social Justice departments in HEIs that has led to rich critical studies 
addressing questions of inclusion, access and widening participation (Ahmed 2012; Allan 
2010; Burke 2002; Gibson 2015; Brown 2016, p.38). However, the more neo-liberal framing 
of inclusion by means of widening participation policies did not take account of ‘deeply 
embedded and complex histories of exclusion, inequality and misrecognition’ (Gibson 
2016, p.41). ‘Policies and practices in the name of inclusion continue to emerge, while 
there is growing awareness that much more is needed to establish and sustain education 
spaces and practices that are positively responsive to the many histories, backgrounds and 
cultures of the diverse student population’ (ibid p.41). So, there is a discrepancy between 
the aims of widening participation and social inclusion policy and the actual effects 
and reality. Is this, as some critical scholars argue, due to the continuation of a majority 
perspective in universities, without the time and space needed to challenge this through 
dialogue groups, pressure groups, and the ever needed engagement of the excluded groups 
(ibid. p.42). This discrepancy between the targeted policy of inclusion and the perceived 
reality of exclusion puts forward the policy and management agenda dimension that 
covers inclusive and diversity management in HEIs. Often, the widening participation, 
social inclusion and diversity agenda is managed by representatives of the dominant and 
majority group, particularly the included population. The interlocutors, intersectional 
students (minority and underrepresented students) and staff and especially the excluded 
population have to be engaged in this managerial process of power and ‘incremental 
change’ (Cox 1993; Zanoni, Nilsson, Janssen, & Wahlin 2010). For more effective inclusive 
practices the answers must be found within the student body itself and university policy 
development and related pedagogical practices should emerge from conversations held 
with these students. The future contribution of inclusive education relates to its ‘ability 
to retreat from histories of ‘identity assess diagnose help’ into a more examining way in 
which schools enable the community and encourage students’ belief in themselves as 
members of an academic community of learners’ (Thomas 2013, p. 486; Gibson 2016, p.42). 
So, on a policy and managerial level, there has to be a shift in hearing student stories, being 
proactive in listening to them, and empowering them in order to become core change 
agents for ‘effective inclusive provision.’ These relation and student-centered forms of 
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engagement relate strongly to a more Freirean critical encounter that challenges the status 
quo by incorporating stories and perspectives of oppressed groups. In addition, retention 
and success strategies are best addressed by approaches which seek to develop ‘supportive 
peer relations’ that foster meaningful interactions between staff and students. That is, 
‘there is a need to work collectively across and with various groups of stakeholders in HEIs 
in order to create changes that are in fact student-centered, not only in design, but also 
and more importantly transformational in effect’ (ibid Gibson 2016, p.45). 

With the rise of migration and diversification of HEIs, there is not only a need for a 
solid inclusive support system, but also for a systematic reform of educational institutions 
on an organizational and structural level. During the last years, European universities with 
a large number of minority students have gained considerable experience in incorporating 
diversity management strategies and ways of enabling multicultural education policies. 
However, there have been few empirical studies on the complexity of implementing 
successful strategies and policies in educational innovation. This means that it still needs 
to be discovered what happens at the ‘in between’ policy-level and the teaching and learning 
practice in HEIs in implementing diversity policy. It also raises the question of what the 
characteristics of the process are when diversity policy finds its way into practice, and how 
the dialectic process between outside enforcement and inside activism (Acker 2006) could 
be seen in terms of processes of power, cultural interaction and incremental change when 
we look at the different organizational levels (organizational culture and structure) (Cox 
1993; Zanoni et al. 2010). In the empirical chapters, the present study offers more insight into 
the dynamics that occur when putting policy into practice in the field of higher education. 
It describes the implementation of diversity policy as a process in order to overcome or deal 
with exclusion (Ghorashi & Sabelis 2013). 

From a managerial theory lens, an ‘integral approach to diversity,’ with the focus on various 
levels within organizations to observe and trace processes of power, cultural interaction, and 
incremental change in order to analyze diversity as a process HEIs is used (Cox 1993; Zanoni et al. 
2010; Ghorashi & Sabelis 2013). From this approach onward, tracing processes of power, cultural 
interaction and incremental change at an organizational level (mission, vision, norm and values) 
and at a structural level (rules and regulations, promotion plans, policies) are key in analyzing 
the power dynamics (Cox 1993; Zanoni et al. 2010) Using such an integral approach to diversity 
management enables to shed light on dynamics of power, engagement, leadership and reflexive 
qualities of supporting, teaching and managerial staff and in fact offers concrete lenses to address 
the managerial case study angles. The often accessible visionary statements of sameness and 
difference in ‘diversity and inclusion mission statements,’ are persistently present and diversity 
evolves as a process, consequently followed by an ongoing learning process in order to overcome 
or deal with exclusion (Ghorashi & Sabelis 2013). Interesting for HEIs are the dynamics that occur 
when implementing a diversity strategy that has both essentialist and generic as well as specific 
aspects, as is often the case. Theoretically, these elements showcase fast and embarked concepts, 
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however, the realization will appear much more diffuse and challenging.2 On a visionary level, 
statements of sameness and difference challenge the ongoing inclusion and diversity debate, 
whereas on a strategy level, essentialist and generic as well as specific approaches challenge 
the implementation process. Top down, an inclusive excellence orthodoxy can be proclaimed 
and is powered by outside enforcement and shows a dependency on senior leadership and 
accountability. Bottom up, a social justice driven approach engages staff, students and faculty 
and fosters an inside activism with a concrete inclusive and critical praxis that is aiming to 
break down the structures.

In the figure below (Power Dynamics Inclusive Diversity Policy), the different elements of the 
above described power dynamics that occur in executing and managing an inclusive diversity 
policy, are visually exposed to gain more insight in these power dynamics that play a vital role 
in these managerial processes in HEIs and that will be explicated in the empirical chapters. 
From the top, the inclusive excellence orthodoxy, as formulated by policy and management 
representatives, impinges upon the strict or loose execution of this orthodoxy. Outside 
enforcement, therefore, creates a top down management style, with a strong preference for 
specific leadership(styles), pre-defined inclusive strategies, specific understanding of sameness 
(equality versus equity discussions), and reflecting the vision of few decision makers. From 
the bottom, the social justice driven approach advocates inside activism by engaging not only 
the representatives at the bottom (students – staff – faculty), but also tries to engage (senior) 
management in breaking down the structures, preconceived notions of sameness and difference, 
and the empty boxes of perceptions of equality and equity. Subsequently, this second approach 
of inside activism is practically orientated and includes all layers that need to be transformed in 
order to create change through empowerment. Ideally, these power dynamics dialectically affect 
one another, since engaged outside enforcement can be fostered by inside activism, whereas 
effective inside activism can be empowered by outside enforcement. 

2 The mentioned essentialism is contested and solely mentioned because of its existence as opposed 
to a ‘situative use of sameness and difference’ as suggested by Ghorashi and Sabelis (2013). The 
epistemological premises of essentialism are explicitly rejected by the author’s epistemological 
terminus a quo. 
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Figure: Power Dynamics Inclusive Diversity Policy: Outside Enforcement – Inside Activism
Pedagogy of Excellence

A concrete example of a successful Widening Participation Strategy is the Pedagogy of Excellence, 
developed by Adolfo Bermeo and executed at the University of California Los Angeles (UCLA). 
This pedagogy has been strongly influenced by a Freireian critical thinking framework and uses 
the praxis of decolonizing and narrative pedagogies starting from a transformative learning 
approach. The curriculum design of the empirical case study as presented in this PhD project 
has been strongly inspired by the AAP program3 (Academic Advancement Program) of UCLA 
that executes a Pedagogy of Excellence. AAP is the nation’s largest university-based student 
diversity program and has been running for more than 40 years, promoting access, equity and 
academic excellence. The program serves more than 5.600 UCLA undergraduates from diverse 
populations. AAP’s mission is built on the principles of social justice and is threefold: 1. To ensure 
the academic success and graduation of students who have been historically underrepresented in 
higher education. 2. To increase the numbers of AAP students entering graduate and professional 
schools and 3; to develop the academic, scientific, political, economic and community leadership 
necessary to transform society. Students in AAP come from high-need families, are the first in 
their families to go to college, and are recent immigrants, come from populations that have been 
historically underrepresented at the university. 

3 See https://www.aap.ucla.edu 
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In the 1980s, Adolfo Bermeo introduced the pedagogy of excellence. This pedagogy is 
grounded in the belief ‘that all students have the right to an education, have capacity to learn, 
have the potential to excel and are at potential rather than at risk.’ Therefore, the PoE aims at 
high levels of expectation but gives high levels of support. It requires the commitment of the 
institution in words, actions and resources. The results of this shift lead to: 1985 Graduation 
Rates for African American and Latino/a Students in AAP: 45%, 2005 Graduation rates for 
African American and Latinx students in AAP: 83%. The highest graduation rate for historically 
underrepresented students of any public research university in the US. AAP manages to 
do this by using a holistic approach: AAP programs and services are linked together by an 
underlying belief that all AAP students have earned their academic right to be at UCLA and 
have demonstrated the academic potential to excel at, and graduate from, UCLA. The mission 
is carried out in a coordinated and integrated manner by a professional and para-professional 
student staff that share a common vision and sense of purpose. The programs and services are 
‘proactive rather than reactive, comprehensive rather than fragmented, and oriented toward 
furthering the long- term academic and personal growth of AAP students - rather than merely 
solving or mitigating immediate problems’ (Bernal 2012). The leading motto of the program 
is that ‘excellence comes thorough diversity.’ Finally, the conditions to develop a pedagogy of 
excellence are taking into account the different actors within the educational context: the 
students, allies, institutional commitments, financial resources and human resources. The 
program manifests itself by facilitating peer learning (tutoring), academic programs, academic, 
personal, and career counseling, graduate and professional school mentoring, scholarships, 
research opportunities and stipends, opportunities to participate in innovative science 
programs, internships, and study abroad programs (ibid.). 

Success 
The previous paragraphs dealt with the social inclusion dimension, that stressed the 
importance of the social justice driven argument to include all interlocutors in HEIs, and 
the access dimension with its widening participation angle, that stressed the importance of 
facilitating access in transfer and support strategies towards and in HEIs by engaging students 
early in the educational pipeline seen from the human potential lens of engaging students 
by means of Identity Assets Skills exploration. The present paragraph addresses success in 
HEIs by emphasizing the role of the teacher, his teaching skills (didactic) and his pedagogical 
training by abandoning the thought that underrepresented groups need to ‘fit’ the system. 
On the contrary, many scholars agree that the problem of access and success is not with the 
students, since students are bearers of culture instead of bearers of problems (Carroll & Ryan 
2005) but with the schools and educational systems (Allen & Boykin 1992; Nieto & Bode 2008; 
Wlodkowski & Ginsberg 1995). Therefore, in the next paragraphs special attention will be paid 
to inclusive teaching and learning strategies as exemplified in Inclusive Pedagogy. 
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Inclusive Pedagogy
Bearing in mind the classical pedagogical and educational axioms highlighted in the beginning 
of this theoretical chapter, as a consequence the inclusive teaching and learning paragraph 
departs from a vision on learning that states that ‘learning is not the transmission of cognitive 
abilities and context only, in fact it is ‘an interplay of to-and-fro dialogic encounters at the core 
of which is enhanced understanding of oneself, others, one’s place in the world and a course 
of action more aligned with one’s values, beliefs and worldview’ (Plummer 2001). Furthermore, 
relationships in any learning setting are key to establish a trusting dialogic environment 
(Dewey 1916). That having stated again, a specific inclusive teaching and learning vision should 
pervade the entire learning environment in order to be successful, taking into account the 
different layers in the educational system, institutions and academia (McGee Banks & Banks 
2007; Nieto & Bode 2008). According to Lee (Lee 1995), a rationale for inclusive pedagogy seems 
to be partially caused by a ‘non-implementation or lack of teaching strategies that support 
effective approaches to learning that serve the intersections’ (underrepresented, minority, 
low income, first generation, minority students) (Lee 1995; Scorza, Mirra & Morrell 2013, p.17). 
Inclusive pedagogy can be interpreted as ‘an approach to teaching and learning that supports 
teachers to respond to individual differences between learners, but avoids marginalization that 
can occur when some students are treated differently’ (Florian & Spratt 2013, p.119). 

In spite of the axiom of inclusive education as a new orthodoxy, there is little guidance 
in literature how exactly an inclusive pedagogy should be executed in classroom settings 
(Florian & Spratt 2013, p.120). So, when using inclusive education, it is required that students 
are not only present in school (the access dimension), but that they all have opportunities to 
participate in meaningful learning (Kershner 2009; Florian & Spratt 2013, p.121). It requires a 
thorough theoretical understanding of the ways different types of students learn and their 
interrelated issues of social justice that impinge upon students’ experiences which in their turn 
are enacted in the choices that teachers make in classrooms. When departing from an inclusive 
pedagogical approach, a teacher commits himself to a primary responsibility for the learning 
of all students in the classroom ( Jordan, Schwartz, & McGhie-Richmond 2009; Florian & Spratt 
2013, p.121). In order to act inclusively, teachers particularly need to know about theoretical, 
policy and legislative issues concerning inclusion, need to put their knowledge into practice 
by action based learning and need to believe in their actual and real support to all students 
(Florian & Spratt 2013, p.121). Moreover, teachers must be aware of their choices and actions 
since their implicit messages and values reach beyond the formal classroom setting (Alexander 
2001; Hart, Dixon, Drummond & McIntyre 2004; Florian & Spratt 2013, p.121). Therefore, they 
have to be more sensitive to the ‘associated, unintended and negative outcomes of specialist 
support.’ Yet, they do have to take responsibility for all learners, including those who are 
experiencing difficulties. These difficulties are seen as dilemmas for the teachers themselves, 
rather than reflecting deficits of students. In other words, ‘teachers have to specify, adjust and 
conform themselves to their learning communities instead of the other way around.’ 
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One of the most fundamental premises of inclusive pedagogy states that the approach 
‘rejects ability labeling, especially in trying to remove limits from the expectations of both 
teachers and students by providing opportunities for all students to learn within classroom 
communities that explicitly do not make judgments about ability’ (Hart et al. 2004; Florian 
& Spratt 2013, p.121-122). Inclusive pedagogy radically abandons ‘fixed ability thinking’ and 
takes into account that there is a clear vision of increasing participation of students and 
reduce their exclusion from the curricula, cultures and communities of local school and 
further education (Florian & Spratt 2013, p.122). That being said, teachers are encouraged to 
provide a range of options that are available to everybody in the classroom, rather than a 
set of differentiated options for only some students. To put it differently, in an inclusive 
pedagogical approach ‘human diversity is seen as strength rather than as a problem, and 
explicitly fosters an open-ended view of each student’s potential to learn’ (Florian & Spratt 
2013, p.122) and, more importantly, teachers do make a difference in the learning strategies 
and outcomes of students. In fact, achievements in learning are indirectly the result of 
relationships and dynamics in classroom communities. In that light one must understand 
the inclusive pedagogical proposition that ‘predictions often place a ceiling on what teachers 
think students can achieve’ (Florian & Spratt 2013, p.122), which is why an inclusive pedagogy 
‘seeks to provide appropriate support while avoiding the stigma of marking certain students 
as different’ (ibid. p.133). 

Inclusive Teaching & Learning
In enabling access and success for all, and in facilitating inclusive education, one must deal 
with the so-called ‘dilemmas of difference’; teachers have to choose between emphasizing 
similarity or dissimilarity amongst the learners they serve. Either way, in recognizing the 
difference or ignoring it, both options have negative and implicit implications because of 
‘the risks of stigmatizing, devaluation, rejection and/or denial of opportunities’ (Norwich 
2008, p.448; Brown 2016, p.19). Therefore, scholars shifted their attention away from 
deficit and label thinking frameworks towards understanding the nuanced experiences 
of all students within highly diverse student groups (Hockings 2011, p.191). According 
to Hockings, inclusive teaching and learning is about ‘the ways in which pedagogy, 
curricula and assessment are designed and delivered to engage students in learning that 
is meaningful, relevant and accessible to all.’ ‘Individuals and individual differences are 
seen as sources of diversity that can enrich the lives and learning of others’ (Hockings 2010, 
p.1; Hockings 2011, p.192). That being stated, the shift towards awareness and acceptance 
of difference and diversity and, even, diversity seen as strength, asset and source in a 
(critical) learning environment, the students themselves often share the desire to just ‘fit 
in’ at university and in academia, to be like the other without standing out (because of 
his differentness). Especially this individual approach of students proves to be successful 
for the engagement of student in HEIs (ibid p.192). 
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This engagement in a learning setting and community and especially academic 
engagement and integration has been mentioned several times already in the current text, 
and is an agreed key concept of inclusive teaching and learning. Academic engagement is 
about ‘learning that is personally meaningful, relevant and engaging for students’, so a crucial 
aim in developing inclusive curricula is to actually get the intersections engaged in their 
unfamiliar learning community. According to Hockings (2011), in order to get the students 
engaged, Participatory Action Research (PAR) (Carr & Kemmis 1986) offers pragmatically tools 
that could bring ‘change and improvement in learning settings’ (Hockings 2011, p.194). For the 
purpose of this paragraph, some essential elements are taken into account to help formulate 
ingredients of ‘an inclusive teaching and learning toolkit.’ First of all, The PAR departs from 
the principle that teaching, working, researching with interlocutors begins with an interaction 
‘with’, rather than an interaction ‘on’ the students, in other words: students are agents in 
their teaching and learning environment and teachers have to take this into account in their 
communication. Secondly, this impinges upon the earlier described use of counter-narratives 
and the competence to recapture them. Thirdly, a PAR approach emphasizes participation 
and action, so teachers are engaged as the students and vice versa and the aim is to actually 
create change. Because of this aim, a true reflective nature of all participants is needed by 
enabling inquiry grounded in experience. Fourthly, inclusive spaces need to be created in 
order ‘to feel less alienated and isolated’ and thus to engage as many as students as possible 
(Hockings 2011, p. 195). Essential for spaces like these is a climate of trust (Hooks 1994), and 
creating a community (of critical learners) in a classroom (Freire 1973). Teachers have to be 
sensitive to the actual learning environments of classroom settings, taking their students 
into consideration. So, having knowledge of their interlocutors beyond a formal classroom 
setting. Fifthly, hearing voices by incorporating the explicated ‘biographical turn’ (McLean 
& Abbas 2009), by incorporating and enclosing biographies, narratives with their different 
interpretations and positions as part of the subject of study in order to make abstract concepts 
more understandable and relevant to the student’s own life (Haggis 2006, p.532; Hockings 2011, 
p.196). Within such an atmosphere of acceptance of a wide range of backgrounds, teachers 
can enable, challenge and even seduce students into a level of interest and commitment that 
has been unfamiliar to them up to that point and that allows students ‘thinking space’ and 
space for their (third) voices to be heard. The incorporation of these voices ‘deepens academic 
engagement by increasing student capacity for thinking deeply and critically’ (Hockings 
2011, p.198). And finally, ‘being reflective, intuitive and critical’ forms the sixth element for 
an inclusive teaching and learning toolkit. McLean argues that being reflective disposes 
‘understanding the influence of power in classrooms, institutions and the world’ (McLean 
2006, p.146). Also, being reflective shows a turning back on oneself as a process of self-reference, 
taking into account the notion of ‘positional reflexivity’ requiring the examination of place, 
biography, self and others to understand how an analytic exercise is shaped (Grbich 2007, p.71; 
Hockings 2011, p.199). 
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The above highlighted elements of an inclusive teaching and learning toolkit reconcile various 
earlier described resources, tools, pedagogical skills and so forth. In the final paragraph of 
this chapter, a synthesis of all these sensitizing concepts will be presented in order to gather 
the most important and decisive ingredients of a critical, narrative, dialogical and inclusive 
teaching and learning encounter. 

Use of 
counter-narratives

Create engagement 
in order 

to create change

Create inclusive spaces 
with climate of trust

Interaction with 
the interlocutors

Hearing voices, 
narratives, biographies   

Being re�ective, 
intuitive and critical

Inclusive learning 
and teaching toolkit

Figure: Inclusive teaching and learning toolkit
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Empowerment 
At the beginning of this section, Gidley’s Social Inclusion Theory was taken as point of 
departure in addressing the different dimensions of social inclusion in HEIs. In order to 
create an inclusive holistic support strategy, these various elements are intertwined and are 
working in a catalyst way. For instance, if students have entered a higher education institution, 
and with that have succeeded in transferring to academia, their success is considerable if 
their participation in academia is supported in an empowering manner. That is to say, taking 
into account the elements and criteria of creating inclusive and engaging critical learning 
environments in order to optimize participation and engagement if not only the intersections, 
but also the teachers, trainers and supporting staff in HEIs are engaged, committed and aware 
of the need of such an holistic support strategy. This agglomeration of students, teachers, 
staff, institution and management dialectically support success through empowerment in 
every nerve of the higher educational institution. To break down these layers, in the following 
paragraph a brief summary will be given of every level and its actors that play decisive roles in 
the actual success of an inclusive educational setting and a preview will be presented of the 
actors that will be reenacted more descriptively in the empirical chapters. 

The first layer of the institutional policy and managerial execution level often departs from an 
ideological neo-liberalism that addresses the investment in human capital and improving 
skill shortages that intersections encounter, through the eyes of these managerial actors. For 
this purpose, a Bourdieusian social capital theory approach is utilized in order to tackle the 
reproduction of social class divisions and inequalities of power. On an executional teacher/
staff level, this leads to a deficit-orientated approach of completing human capital resources 
of students and especially interlocutors. An outside enforcement (Acker 2006) that comprises 
inclusive excellence orthodoxy axioms often is typical for this policy and managerial level and 
incorporates a social justice argument that addresses the inequalities and discrepancies of 
students from different backgrounds. The forthcoming widening participation policies have 
created departments of widening participation and social inclusion in HEIs, and as stated in 
the above paragraphs, the inside activism (Acker 2006) of teachers and staff who work with 
the interlocutors, play pivotal roles in running these widening participation and inclusive 
education departments. 

The transition to the second layer of teachers and staff level becomes salient at this point, 
since their critical and social justice driven engagement is needed in order to reach and 
outreach to the students. The need of awareness of the complexities and specificalities of 
the target group (intersections) comes or falls with the incorporation of dialogue and use 
of pressure groups reflecting this student body itself to solve the divergence between policy 
and praxis, between outside dogma’s and orthodoxy and inside experiences and beliefs, and 
between suppressed and oppressed representatives. To create effective inclusive provision, a 
shift toward a student-centered approach is needed that takes the stories, biographies and 
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experiences of the targeted student population as point of reference, specifically incorporating 
stories and perspectives of oppressed groups in order to engage them socially and academically. 
Therefore, teachers have to be trained in knowledge of their student population as well as skills 
to engage and encounter inclusively. The inclusive teaching and learning toolkit showcased 
six essential elements teachers have to take into account in interacting with these (and all) 
students. Especially the element of ‘being reflective, intuitive and critical’ will be descriptively 
showcased in the empirical chapter on teacher trainer courses and will show the salient 
resistance of teachers in being diversity trained. The actual pivot towards a true critical and 
inclusive learning environment fosters space for all learners, including teachers, to become 
vulnerable and learnable; and that in particular appears to be rather challenging. 

The third layer of the curriculum level takes the lived experiences of the targeted student 
population into account. That is to say, not only will counter-narratives, biographies and 
experience play an emergent role in curriculum design, also the knowledge of the ongoing 
effects of biased assumptions, low management expectations, and the use of micro aggressions 
in teacher praxis are addressed in teacher trainer programs, that are substantially influenced 
by representatives of the interlocutor groups. Knowledge of not only the social and academic 
challenges these students perceive are taken into account in designing inclusive courses, but 
also the adjustment of exercise level is incorporated. These key adjustments will be illustrated 
in the empirical chapter reflecting the curriculum design and teacher trainer courses. 

And, finally, on the fourth students level, students are considered holistically, to put it 
differently: students are seen as individuals, belonging to certain groups, having particularities, 
but foremost are seen as students who have rights to be included for whom they are. On the 
one hand students are triggered to explore their identity assets and skills in order to overcome 
the access and achievement gap, so indeed they will learn how to accommodate socially and 
academically by means of specific transfer courses that address gaps, deficits, hidden knowledge 
and hidden social codes and with that, offer a certain degree of habitus training. On the 
other hand, and for this thesis ever so important, students are engaged in their new learning 
environments by means of social inclusion that is offered through the engagement of teachers, 
staff, policy agents that facilitate the institutions to be a safe and secured place to learn and 
explore academic, social, aspirational, resistance, navigational, identity capital in profound 
ways. These layers in itself are strongly organized and therefore addressable. However, because 
of the processes of power, inter- and intra-cultural interaction and incremental change within 
the institution (Cox 1993; Zanoni et al. 2010), the strong and effective efforts and output of the 
various layers face ongoing provocations in the light of organizational changes in mission, 
vision norms and values as well as structural rules, regulations, promotion plans and policies. 
The integral approach to diversity management that will be used in the empirical chapters 
will try to shed even more concrete and comprehensive light on these dynamics of power, 
engagement, leadership, reflective qualities of supporting, teaching and managerial staff (Cox 
1993; Zanoni et al. 2010; Ghorashi & Sabelis 2013). 
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3. CURRICULUM DESIGN
    AND MULTICULTURAL EDUCATION

Having highlighted the first sensitizing concepts clusters that dialectically and iteratively 
influenced the curriculum design of the case studies, there now is a need to address some 
relevant notions of curriculum design in order to comprehend this capacious field of educational 
theory, curriculum theory and teaching and teacher education. Since this theoretical chapter 
has the intention to discuss the elementary ingredients of a critical, narrative and inclusive 
curriculum design, one cannot proceed without reflecting upon this capacious field. There is, 
however, no claim of a comprehensive analysis of this broad discourse. Moreover, it reflects a 
specific and pragmatic reading of educational and curriculum theory and teacher education 
in such a way that the sensitizing concepts of the above two sections find their relevance and 
meaning in a pedagogic and didactic manner. 

Education and Curriculum Design
‘Curriculum is crucial for the well-being and effectiveness of higher education (Barnett & Coate 2005, p 7).’ 
From a very minimalistic interpretation, ‘education aspires to bring about change’ (Biesta 
2015a) and ‘education is always about transmission and acquisition of something’ (knowledge, 
skills, dispositions), the so-called qualification domain of education. The socialization domain 
of education is reflected in the presentation, communication and initiation of traditions, 
practices, ways of doing and being and covers the second domain of education. Although this 
is partly an explicit aim of education, it also works ‘behind the backs’ of students and teachers, 
for example in the ways in which education reproduces existing social structures, divisions 
and inequalities (Biesta 2015b, p.77). The subjectification domain states that education always 
impacts on the human person and forms the third dimension of education that has to do 
with the way in which children and young people come to exist ‘as subjects of initiative and 
responsibility rather than as objects of the actions of others.’ (Biesta 2015b; Biesta 2015a, p.18). 
Based on these three functions of education, curriculum in the present study is seen ‘as the 
foundation of the teaching and learning process which involves developing study programs, 
teaching strategies, allocation of resources, specific lesson plans and assessments of students 
and faculty development’ (Khan & Law 2015, p.66). One can see the importance and relevance 
of a systematic and profound curriculum design. In fact, ‘should curriculum design not be 
a prime concern for all stakeholders in higher education, including not only educators and 
managerial policy makers, but also parents and (local) governments representatives?’ In other 
words, the scope of qualitative, innovative and adequate curriculum design stands or falls 
with the support of the educational pipeline as a whole to ensure accountability in the field 
of execution: the classroom (ibid). 
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In the empirical studies, the multicultural curriculum design angle that focused on improving access 
and the academic achievement of the traditionally underrepresented population (and interlocutors) 
in academic and socioeconomic positions of leadership will address the major goal of multicultural 
education of ‘reforming the schools and other educational institutions so that students from diverse 
socio-cultural groups, particularly representing the intersection group, experience educational 
equity’, by highlighting the specific multicultural teaching and learning strategies as used in the 
case studies. 

	• See the HOW paragraphs, particularly for case 2011 development curriculum design and for case 
2015 curriculum design and execution train the trainer in the empirical studies section that addresses 
hard and soft skills and the interplay of the different theories of curriculum design and didactics 
as exemplified when referring to the academic capital learning strategies, the social, identity 
capital learning strategies, and narrative and dialogical encounter competencies from within the 
curriculum design content.
	• See the ‘WHAT’ paragraphs, particularly the evaluations of all the cases in the empirical studies 

section that addresses the challenging and complex dynamics from within the managerial layers 
of change management and accountability of diversity (change) management strategies as 
experiences in HEIs during the period of the execution of the case studies. 
	• See the ‘HOW’ paragraph, particularly for case 2011 training and for case 2015 in the empirical 

studies that addresses interpretations of a culturally relevant pedagogy that attempt to create a 
schooling experience that enables students to ‘pursue academic excellence without abandoning 
their cultural integrity.’ Within this pedagogy, teachers aim to support learners’ academic 
achievement, cultural competence and critical consciousness. In addition, the project proposals 
address this culturally relevant pedagogy as well. 
	• See the ‘WHY’ paragraphs of all the cases, particularly the project proposals of case 2010 and 

20111 and the ‘HOW’ paragraphs, particularly the development curriculum design of case 2011 and 
the curriculum design and execution of train the trainer of case 2015 within the empirical studies 
that addresses the goals and processes of multicultural education taking into account its five 
dimensions, namely: ‘content integration, knowledge construction, prejudice reduction, equity 
pedagogy and empowering campus culture.’ 
	• See the HOW paragraph, particularly for case 2015 the curriculum design and execution Nepantla 

bridge program within the empirical studies that addresses white privileges, white supremacy 
in teaching and learning within the curriculum design. Students as well as teachers face various 
challenges in being positively engaged and these challenges are assembled around themes on 
discrimination, implicit associations, negative stereotypes, high and low expectations, privilege, 
equity and racism. Ambivalence between being an ally, a helper whitey, being white and privileged 
and being white and unconsciously supreme will be critically addressed. 

Taking as a point of departure the well-known objective that ‘education should help 
students gain knowledge and basic skills’ (Bounds 2009), one can argue extensively on the 
ways this curriculum is designed and in what way such a curriculum is taught, taking into 
account all learners (including the targeted intersections in this particular study). Although, 
theoretically, curriculum and education are defined and interpreted differently, in practice 
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they are interrelated and inseparable. Ornstein and Hunkins (2009) suggest that ‘curriculum 
development encompasses how a curriculum is planned, implemented and evaluated, as well 
as what people, processes and procedures are invoked’ (Ornstein & Hunkins 2009, p.15; Khan & 
Law 2015, p.66-67). From an American and English speaking countries angle, curriculum theory 
refers to ‘a body of concepts, models and discourses concerning the relationship between school 
and society, the nature of schooling, curriculum planning, development and implementation 
or enactment in school and classroom’ (Hopmann & Riquarts 2000; Westbury 2000; Deng 
2016). The field of curriculum development comprises more than only the teachers, moreover 
it should also take into consideration the context variables surrounding the institution, such 
as pedagogical strategies that are used to implement the teaching and learning activities 
envisaged in the curriculum; graduate competences that have to be developed and educational 
institution leadership that is required for successful implementation and execution (Khan & 
Law 2015, p.67). 

There are many definitions available for curriculum design. The definition in the present 
study reflects a descriptive view and states that ‘curriculum is about all the learning activities 
that are carefully planned and guided by the education institution involved and carried out 
by learners in groups or individually, in-classroom or off-classroom context’ (Khan & Law 
2015). Learning should be planned and guided in order to specify the target and methods to 
attain the desired learning outcomes. Therefore, in designing curriculum, designers should 
consider objectives as well as methods, material, and assessment procedures and system. In 
some ways and according to some educational theorists, ‘curriculum implies a verb namely 
a process, praxis in a specific context, including a body of knowledge or product’ (González, 
Quesada, Mueller & Mueller 2011; Khan & Law 2015). Contemporary models of curriculum 
development consider the following elements as fundamental ingredients; the definition of 
goals, purposes or objectives; the definition of experiences or activities related to the goals; the 
organization of these activities or experiences and the evaluation of the goals (Khan & Law 
2015, p.68). The scope of a curriculum in institutions and within classrooms is understandably 
layered, since in the transmission process a teaching and learning dynamic occurs. There is 
the official curriculum (approved and published by the educational institution), the taught 
curriculum (taught by teachers in class), the learned curriculum (learned by learners), the 
tested curriculum (measured by the institution), the hidden curriculum (what is indirectly 
learned, such as punctuality) and the null curriculum (what is not learned intentionally) 
(Cuban 1995; Cortes 1981; Longstreet & Shane 1993; Khan & Law 2015, p.69). 

In order to produce graduates with balanced competencies, an ideal combination of 
curriculum should involve hard and soft skills, reflecting on the one hand core-curricular 
activities that specifically focus on a particular discipline with its concepts and theories, 
whereas soft skills focus on co-curricular activities that include themes such as sports, music, 
dance, culture moral/worldview education civic engagement, community service etc. (Khan 
& Law 2015, p.69). When writing about curriculum design and theories, one cannot leave out 
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a more German and German speaking angle of ‘didaktik’, that refers to ‘a theory of teaching 
and learning embedded in a social and institutional context of schooling, concerning state 
curriculum planning and classroom enactment’ (Hopmann 2007; Deng 2016, p.77) and is 
characterized by three essential aspects; goals, content and methods (Künzli 1998; Deng 2016, 
p.83). For the purpose of this theoretical chapter the former dualism between curriculum 
theory and didactic theory is addressed whereby curriculum theory is inextricably intertwined 
with the ideology of social utility and endorses the role of scientific methods in constructing 
models and frameworks of curriculum making and is associated with a decentralized school 
system where local authority initiates and controls the development of curricula for the school 
system. Didactic theory on the other hand has an ‘inextricable bearing on Marxist ideology 
of all-round development’ and upholds the role of ‘dialectical materialism’ in developing 
principles and models of classroom teaching and follows a centralized school system where a 
ministry of education takes charge of developing curricula for all schools in the system (Deng 
2016, p.84)4. However, Miedema stressed the significance of understanding the intertwined 
relationship between pedagogical training and acting didactically (Ten Dam, Veugelers, 
Wardekker & Miedema 2004). When bringing the two views together, one can argue that 
teaching and learning is embedded in the three layers of context in which schools are nested 
and function, namely ‘the societal, the institutional and the instructional context.’ These 
contexts are interrelated and intersecting and provide an essential vantage point from which 
curriculum theory and didactics are to be understood as related and complementary to one 
another (Deng 2016, p.90). In the empirical case study chapters, these hard and soft skills and 
the interplay of the different theories of curriculum design and didactics come into existence, 
will be exemplified when referring to the academic capital learning strategies, the social, 
identity capital learning strategies and narrative and dialogical encounter competencies. 

In the paragraph ‘pedagogical lens’ some core axioms and views on pedagogy have already 
been mentioned that are relevant for this theoretical chapter. In addition to these notions, 
pedagogy as seen from a higher educational angle often is defined as a ‘teaching method, a 
way of doing something in a systematic way and implying an orderly and logical arrangement, 
reflecting the function or work of a teacher or his teaching activities.’ Since teacher and learner 
both participate in the learning process, the (social and affective) interaction between those 
two actors seems relevant and implies the dependency of one on another (Khan & Law 2015, 
p.70). Besides, the training and evaluation of the teacher is seen as key to successfully adapt 
formal and informal pedagogical methods in the classroom. Since this chapter frequently 
stressed the sensitive and critically aware attitude of teachers towards intersections, these 
starting-points are taken as ‘sine qua non’ when writing about the preferred interaction 
with intersections in HEIs. Alternatively, the aimed output in terms of achievements and 
competencies that teachers need to support for their learners refers to the knowledge, skills 

4 see concept Bildung Deng 2016, p.85-90. 
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and attitudes that enable students to effectively perform within a function or occupation to 
the standard that is expected in employment. This technological angle of education implies 
expectations about education that have to do with the ‘what works’ quest as a practical 
question of effectiveness. This quest and viewpoint seems incomplete without connecting 
to the ‘how does education actually work’ question and ‘what should education work for.’ 
These questions concern, according to the educational scientist Gert Biesta, ‘the ontology and 
axiology dimensions of education’, and disclose ‘a buffer against all too simplistic attempts 
to put both educational research and educational practice on a technological track.’ Biesta 
completes his division of education by means of a third question that asks ‘what this means 
for making education work and making it work better in everyday practice of teaching’, his 
so-called praxeology (Biesta 2015a, p.12-13). Yet, from the technological angle, competency is 
seen as a combination of skills, abilities and knowledge needed to perform a specific task. 
However, knowledge alone is not sufficient in today’s society, students need to be able to adapt 
to change and to apply their knowledge to solving problems. So, what does it mean to offer 
‘good’ education, rather merely only effective in a technical way and competitive education 
such as the current ‘excellent education’ trend (Biesta 2015b, p.75; Evers, Rush & Berdrow 1998, 
Khan & Law 2015, p.71)? To quote Biesta in this sense, ‘although effectiveness is a value, it only 
refers to the degree in which a particular course of action is able to bring about a desired result, 
but it does not say anything about the desirability of the result’ (Biesta 2015b, p.80). 

In order to define a purpose of education, Khan and Law (2015) stress even more competencies 
that should be explored in (good) education according to the existing literature, including: 
critical thinking, interpersonal skills, language and communication skills, computer skills, 
time-management skills, ethical decision-making/reasoning skills, professional participation 
skills, problem-solving skills, technical skills, theoretical understanding skills, analysis skills, 
application and practice skills, and lifelong learning skills (Khan & Law 2015, p.71). This list of 
skills is explicitly lengthy and inadequately incomplete, nonetheless sufficient for this current 
understanding of competencies addressed in ‘diversity sensitive’ interventions in HEIs. Biesta 
stresses the importance of the praxeology of education, that has to do with ‘the question how 
education is to be practiced and that this practicing is not without judgment, that is teachers 
and others involved in the design and enactment of education need to make judgments about 
the purposes, and what it is one seeks to achieve in each of the domains of purpose’ (Biesta 
2015a, p.19). Biesta furthermore stresses that the point of education is ‘that students learn 
something, that they learn it for a reason and that they learn it from someone instead from 
just the exchange of technological and functional transmission of knowledge.’ Key questions of 
education should involve, as many scholars agree with Biesta, ‘questions of content, purpose and 
relationships.’ The question of purpose is constitutive of education, it necessarily needs a purpose 
and, therefore, education becomes a ‘teleological practice’ (Biesta 2015b, p.76). This statement 
strongly conflicts with a Deweyan understanding of ‘ends in view’, meaning to only formulate 
learning goals and aims (desires) that are accessible and insightful throughout the process of 
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learning. Dewey contradicts this understanding of ‘ends in view’ as objects in themselves, arguing 
that ‘ends-in view’ must be understood as a means to unification and liberation of present 
conflicting, confused habits and impulses (Dewey 1922, p.229-230). In that sense, for Dewey, the 
end explicitly does not justify the means. So, learning is perpetually influenced by experience, 
which intrinsically evolves during the learning process. For the purpose of this section, one 
can learn from this theoretical controversy that within the design and execution of a summer 
bridge program, a teleological aim was articulated in advance, whereas the practical implications 
and specific didactical understanding of working with these underrepresented students was 
understood and articulated throughout the execution process of the various case studies. Hence, 
our ‘ends in view’ are formulated at the very end of executing these summer bridge programs. 

Developing curriculum self-evidently faces numerous challenges on the student, teacher, 
institutional and national level. As briefly highlighted in the ‘participation and engagement 
paragraph’, there are several actors and layers included in curriculum change and innovation in 
HEIs whereby the culture of educational institutions can play a critical role in facilitating this 
change. The described outside enforcement and centralized management not always reconcile 
the perspectives of all actors. Curriculum innovation and change in the field of inclusive diversity 
stands or falls with the active engagement and inside activism of peers, students, mentors, tutors 
and teachers representing all backgrounds (low income, at risk, under represented, bi-cultural, 
minority, of color etc.). Establishing consensus among the different stakeholders often is time-
consuming because of differences in interest and objectives and organizational resources, including 
management time, money and institutional support, let alone national educational funding and 
support. Therefore, dynamic and strategic leadership, as well as engagement and managerial 
accountability are vital to successfully fulfill any aimed curriculum change (Khan & Law 2015, 
p.73-74). The rise of a culture of accountability and, according to Biesta, a bureaucratic rather than 
a democratic culture creates challenges as well. In more democratic forms of accountability, that 
engage in substantive exchanges between professionals and their stakeholders about what, in 
the case of teaching, is good education and what are parameters for identifying good education. 
On the other hand, bureaucratic forms of accountability ‘trouble‘ contemporary education. They 
have transformed the practice of providing data in order to show how education meets certain 
pre-defined standards into an aim in itself. So, to put it more precisely, questions about whether 
the standards that are being applied are accurate and meaningful expressions of what good 
education is supposed to be, are no longer at the center of the process (Biesta 2015b, p.83). The 
empirical chapter will show how especially these managerial layers of change management and 
accountability are complex and challenging indeed in the cases studied. 

Multicultural Education
On account of the scope of this theoretical framework, the context of the intersections as 
extensively described in the paragraphs critical pedagogy, critical race theory, counter narratives/
storytelling, ethnic and empowered identity development theories and inclusive orthodoxy has been 
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addressed. In short, these groups face a number of challenges because of their lack of social, 
academic, economic, human, navigational and identity capital. They are seen as potential at-risk 
students, are receiving deficiency orientated interventions, and are being reinforced by means of 
narrative, critical, dialogical encounters that include counter storytelling, decolonizing pedagogies 
and un-silence strategies in order to empower the rich and layered identities these students 
carry with them into higher education. However, if one highlights the specific characteristics of 
multicultural education as a domain within the field of teaching, curriculum and didactics that 
acknowledges this specific angle, one can start by mentioning that the rationale for developing 
innovative, inclusive and diversity sensitive education, curriculum and didactics is hold in the 
ongoing diversification of students population because of immigrations and internationalization. 
Cultural pluralism is reflecting current society in the more urban areas in Western societies 
where minorities are no longer minorities in figures and facts, but only in social and economical 
status because of unequal opportunities. The major orientations of multicultural education 
rest, as Christine Bennett (2001) has argued, ‘on “four broad principles”—the theory of cultural 
pluralism; ideals of social justice and the end of racism, sexism, and other forms of prejudice 
and discrimination; affirmations of culture in the teaching and learning process; and visions of 
educational equity and excellence leading to high levels of academic learning for all children and 
youth’ (Bennett 2001, p.173). There seems to be a progressive need for ‘pre-service and in-service’ 
educators to learn about effective ways of working with diverse students to support a successful 
social, academic and economical integration into mainstream classrooms (Schlein & Chan 2012, 
p.126). Although the statistics show the growth of increasingly diverse student populations in 
HEIs, the pragmatic interaction of a more multicultural educational approach in the context of 
HEIs is not self-evidently fostered. However, there is a continuous need of developing curricula 
related to cultural sensitivity and the concern of a true transformation of multicultural education 
by putting theory into practice (Nieto & Bode 2008; Campbell 2000; Faulkner 2001; Schlein 
& Chan 2012). Multicultural education discourses have focused on improving access and the 
academic achievement of the traditionally underrepresented population (and interlocutors) in 
academic and socioeconomic positions of leadership. In a classroom environment, this culturally 
diverse and sensitive approach can potentially affect all dimensions of campus climate; in other 
words, a classroom engaged with diversity has positive impacts on student outcomes, particularly 
when faculty, course content and pedagogy are taken into consideration (Peterson et al. 1990; 
Ndura & Dogbevia 2013). 

The scope of multicultural education theory is overwhelming when one compares the 
various international perspectives on this subject. For instance, American scholars argue that 
its origin lies in the civil rights movement and particularly the Black Studies movement of the 
1960s and 1970s. What different multicultural education specialists, scholars and practitioners 
agree upon is that the major goal of multicultural education is ‘to reform the schools and 
other educational institutions so that students from diverse socio-cultural groups, particularly 
representing the intersection group, will experience educational equity.’ Banks summarizes 
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the goals and processes of multicultural education into five dimensions, namely: ‘content 
integration, knowledge construction, prejudice reduction, equity pedagogy and empowering 
school culture’ (Banks 1995; Banks & McGee Banks 2004; Nieto & Bode 2008; Ndura & Dogbevia 
2013). Faulkner and his colleagues have been using an action research process that enables 
teachers to reflect upon their past experiences, to formulate ideas, to implement plans and to 
assess results with regard to the unit structure and delivery of a course (Patton 1990; Faulkner 
2001). Faulkner uses this problem-based approach to diversity in educational settings by taking 
the on-going process of action, reflecting and modification into consideration. In order to 
make multicultural education work, ‘one needs a culturally relevant pedagogy’, according to 
Ladson-Billings (1992; Howard 2001, p.106). This specific pedagogy can be described as ‘an 
attempt to create a schooling experience that enables students to pursue academic excellence 
without abandoning their cultural integrity’ (Howard 2001, p.136; Fruja-Amthor & Roxas 2016, 
p.162). Curriculum and pedagogy can be culturally relevant when teachers aim to support 
learners’ academic achievement, cultural competence and critical consciousness. Multicultural 
education and culturally relevant pedagogy can offer ‘potent counter-contexts for newcomer 
youth’ (Ladson-Billings 1992b, p.382; Fruja-Amthor & Roxas 2016, p.162,171). In developing the 
train the trainer teacher module, an action research process has been very helpful to get 
teachers involved in the learning process by tackling the resistance of top down information 
and knowledge dissemination in culturally diverse and sensitive curriculum development. In 
the empirical chapters this will be extensively exemplified when describing the steps of the 
teacher trainer courses, reflecting pragmatically amongst others the five steps Banks suggested 
to enable a multicultural educational setting. 

White privilege, white supremacy, helper whitey and the white ally in multicultural education 
‘White privilege is like an invisible knapsack of special provision, maps, passports, codebooks, visas, 
clothes, tools and black checks (McIntosh 1989).’ 

In developing and undergoing, narrative, dialogic, critical, inclusive and diversity sensitive 
workshops (multicultural praxis) students as well as teachers face various challenges 
in being positively engaged (Gay & Howard 2000; Fruja-Amthor & Roxas 2016). These 
challenges are assembled around themes on discrimination, implicit associations, negative 
stereotypes, high and low expectations, privilege, equity and racism. The multicultural 
education lens specifically addresses the praxis of a critical pedagogy in terms of 
teacher professionalization didactics and learning and teaching goals. From a teacher 
professionalization perspective, normative pedagogical notions of being reflective, intuitive 
and critical can be put into practice by addressing challenges and specific concepts of 
privilege, whiteness and allies in the classroom. The corresponding and surpassing theme 
seems to be ‘awareness’, particularly the ways students and teachers encounter the other 
and his/her otherness and with that, the position of the self in this interaction. Often, this 
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interaction has not been explored or reflected on whereas a true encounter as mentioned 
in the ‘narrative section’ cannot exist without a deeper knowledge and understanding of 
the other and his/her otherness, seen from the specific and relational lens of the self. In 
the encounter stories are told, visions and viewpoints are shared and implicit associations 
are deconstructed from their implicit assumption about the other and his otherness. 

The importance of the value of reflection in education was already comprehensively 
mentioned by Dewey (1933), who regards reflection as ‘a special form of problem solving 
steeped in scaffolding of experiences and events that should be viewed as an active and 
deliberate cognitive process.’ The reflective action, which Dewey referred to as the active 
component or behavioral intervention once cognitive processing is complete, that is most 
useful where issues of race and culture are concerned (Dewey 1933; Howard 2003, p.5-6). 
This field of reflection and true encounter seems to play a pivotal role in multicultural 
education and, therefore, one can understand the challenges from a perspective that is 
known as ‘white privilege’, that sheds a confrontational light on the unaware position 
of whites and other majority groups that often receive more opportunities and chances 
in education, social and economical life when compared to under represented groups, 
intersection, low income etc. Peggy McIntosh mentioned this position of white privilege 
in her pioneering essay ‘White Privilege: Unpacking The Invisible Knapsack’ (McIntosh 
1989), and this concept has taken a flight in diversity sensitive workshops ever since. 
The main thought of this concept acknowledges that ‘whites benefit from unearned 
privileges’ and with that puts the white people at an ‘undeserved advantage.’ McIntosh 
argues that one is carefully taught ‘not to recognize white privilege in order to maintain 
the privilege.’ McIntosh’ theory of praxis offers a roadmap of questioning this privilege, 
that she regards as ‘an invisible package of unearned assets that can be counted on and 
that are meant to be oblivious.’ When one begins with addressing the oblivious, then it 
becomes accountable and the self is involved in the discussion about the other, that is to 
say, the self is transformed as a self-determined actor in the relation with the former ‘other.’ 
So, in acknowledging the self and the other as both being actors in an interplay of power, 
one is challenged to examine the unconscious unacknowledged privilege, which often 
is accompanied with oppressiveness. Even this oppressiveness seems to be unconscious, 
reflecting the inability to adopt the minority or suppressed, counter-perspective. It is 
because of the oblivion of the ‘unearned privileges’ and the ways the oppressors are being 
conditioned into oblivion about the existence of unearned privilege. McIntosh invites 
teachers and students who are in an educational encounter to identify the daily effects of 
white privilege in their lives. The types of privilege can be alternated, such as skin-color, 
class, religion, ethnic status, geographical and socio-economic privilege. 

When comparing the outcomes of these mini-observations, one can easily see that 
representatives of the interlocutor groups cannot count on most of the 26 conditions McIntosh 
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reflects upon.5 For McIntosh, white privilege has turned out to be an ‘elusive and fugitive 
subject’ with a big pressure to avoid it and, if doing so, acknowledging the myth of meritocracy 
and the relevance of socio and economic backgrounds, color of skins and other distinctive 
markers of otherness in restraining equal opportunities for all. ‘When one is taught to recognize 
racism only in individual acts of meanness by members of the in-group, one is not actively 
invited to reflect upon the invisible system or conferring on unsought racial dominance of 
the (white) majority and in-group.’ In order to redesign the social system, McIntosh argues 
that the majority needs to acknowledge their ‘colossal and unseen dimensions’, to put it more 
precisely: silences and denials surrounding privilege are key because of the tabooing effect this 
bears in mind by maintaining unearned advantages and converted dominance, unreflected and 
oblivious. Hence, there is an active and salient role to be taken by majority representatives to 
co-create awareness and, in the end, bring about change in the field of white privilege in order 
to create transformative and reconciling encounters (ibid.). 

In spite of the continuous growth of awareness education (inclusive, diversity sensitive, 
multicultural etc.), this specific role of the majority is object of a critical public debate, 
expostulating the so called ‘helper whitey’ syndrome that calls for a more comprehensive 
understanding of this sprouted tendency of acknowledging white privilege and white 
supremacy (earlier mentioned in paragraphs ‘critical pedagogy and critical race theory and 
counter-narratives/storytelling). Following these insights of the Critical Race Theory, white 
supremacy is conceived as a comprehensive condition whereby the interest and perceptions 
of white subjects are continually placed center stage and considered ‘normal’ (Gillborn 2006, 
p.318). For the majority of white people, white-ness is invisible and oblivious, as McIntosh 
stated: ‘the racialized nature of politics, policing, education and every other sphere of public 
life is so deeply ingrained that it has become normalized, unremarked and even taken for 
granted.’ It reflects exercises of power that go beyond notions of white privilege, and according 
to Gillborn (2006) can be only understood through a language of power and domination, 
namely the language incorporating ‘supremacy’ (Gillborn 2006, p.319). According to the critical 
race theorist, supremacy is seen ‘to relate to the operation of forces that saturate the everyday, 
mundane actions and policies that shape the world in the interest of white people’ (Delgado 
& Stefancic 2001; Gillborn 2006, p.320). The ‘helper whitey’ terminology is extracted from an 
episode of the American Daily Show with John Steward6 where a black woman is accompanied 
by a ‘helper whitey’ in order to communicate with the other white people because normally 
nobody is taking her seriously. This sketch represents the oblivious and offensiveness of 
white supremacy that is often manifested in raising the critical question of ‘awareness’ by 
people of color’ or other representatives of minority groups. Briefly, the former group is taken 
seriously if a majority representative advocates the minority perspective. With this complex 

5 see Appendices: “Conditions” White Privilege: Unpacking the Invisible Knapsack McIntosh 1989.
6 see The Daily Show with John Steward, ‘Helper Whitey’ Clip, broadcasted on 6/22/15.
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mechanism whereby white supremacy preexists because of the eminent disparity between 
the two actors in a critical encounter, the resentment of the minority group will remain and 
indeed seems to be provoked. ‘We don’t need no helper whitey no more.’ This critical discussion 
in popular broadcasting shows and journals7 fosters the resentment of minority groups and 
creates disbelief and offensiveness with the white representatives who think they are being 
an ally in the discussion of white supremacy and white privilege. In the end, the effects of 
this ‘helper whitey’ syndrome seem to be counter-productive because of the resentment on 
both sides of the spectrum. In the empirical chapters, this ambivalence between being an ally, 
a helper whitey, being white and privileged and being white and unconsciously supreme will 
be critically addressed, since the majority of teachers and policy makers are still represented 
by a white (privileged and supreme) majority. 

7 see for instance Takken (2015), ‘Je mag mij met liefde een helper whitey noemen’ in: NRC Next, 12/3/15.
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BRIDGING THE THIRD VOICE

In the final sections of this theoretical chapter, the sensitizing concepts, pedagogies, assets & 
skills sets, intervention strategies and inclusive teaching and learning toolkits will be compiled 
into a synthetic overview of a dialogic, critical, counter-narrative and inclusive curriculum 
design that fosters a true encounter that enables students and teachers to bridge the third 
(counter) voice in their academic learning communities. As a result of the data collection 
and analysis that evolved iteratively over time through inductive and deductive logic, this 
compilation shows a process of iterative conceptualization that reflects the researcher’s 
dialectic process of convergent theoretical and empirical understanding. The outlined 
sensitizing concepts are used as interpretive devices and reflect background ideas that inform 
the overall research topic by offering a way of seeing, organizing and understanding theory and 
praxis. In this theoretical chapter they provide starting points for building the curriculum and 
they offer empirically deduced starting points for analyzing the case studies in the empirical 
chapters. Consequently, the sensitizing concepts have been continuously and iteratively tested, 
improved and refined. In order to synthetically outline the curriculum design, the ingredients 
will be summarized and classified in the coming subsections. 

bridging the sensitizing concepts
In summary, when referring to the sensitizing concepts, this theoretical chapter divided 
these concepts into I. critical narrative and dialogical encounter, II. inclusive orthodoxy and 
III. multicultural curriculum design. The figure below shows the point of departure from a 
scientific theoretical presupposition that is constructed from Gadamerian hermeneutics, 
narrowed down by a critical theoretical understanding, explicitly using a narrative approach. 
Subsequently, the social inclusion theory offered a more practical understanding of teaching 
and learning approaches while, in addition, the didactic and multicultural education lens 
provided for theoretical as well as pragmatic tools for understanding and designing a teaching 
and learning approach to support underrepresented students during their matriculation at 
higher education.  
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Figure: bridging the sensitizing concepts

Initially, this section started by highlighting the pedagogical lens, since the work with students, 
teaching, learning and identity formation builds upon parameters of this capacious field, and 
the developmental psychology lens and identity formation angle since we are addressing 
adolescents in HEIs. Firstly, reiterating the definition of pedagogy as the science and art of 
teaching which was extended with the notion of the commitment to children’s and students’ 
overall development, attributes and personality. Especially the importance of dialogue and the 
quality of relationships, which are key to establish a trusting dialogic environment in which 
the ability to question the status quo in order to create better processes and functions within 
society to finally mitigate inequality is stressed. Alternatively, the developmental psychology 
lens and identity formation angle stressed the attributes of the target group that is addressed 
in this study and have been referred to as ‘intersections’, representing the first generation, 
minority background, under represented, low income and non-traditional students in HEIs, 
who have in common that they often experience various forms of exclusion and oppression 
in education and society as a whole. So, matters of social justice and (in)equality are common 
across these intersections. In working with these students, one must pay special attention to 
the understanding of identity development which comprehends that students have multiple 
affiliations and multiple stories and that identity in this study is seen as a combination of 
essential psychological qualities, making that person one and unique when seen through 
the eyes of others and that makes a person distinguishable. Particularly the elements of self-
esteem are pointed out in this study since this concept influences identity, is constructed 
during adolescence and early adulthood, and reflects the appreciation of certain features or 
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characteristics as positive, neutral or negative. In working with students in HEIs, the identity 
formation angle sheds light on the sometimes confusing and disenfranchising identity status 
students can experience during their attendance at university and offers ways of understanding 
their specific identity formation struggles, let alone the academic achievement ones. Identity 
is achieved after a period of exploration and experimentation, and this happens to be precisely 
the exploration that is facilitated at summer bridge programs, emphasizing layered, hybrid, 
and intersections’ identities. These explorations are marked by identity crises and confusions 
where students can have feelings of diffusion and disenfranchisement. If students come to 
a stage of identity achievement, it will be marked by a moment of choice (search) of finding 
one’s position in adult society, bearing in mind the hybrid and layered identity reflecting the 
multiple intersectional voices.

In addition, the three sensitizing concepts sections firstly introduced an overarching 
hermeneutical lens to understand the nature of interpretation and understanding with its task 
of resolving the dissonance in the experience of the unknown. Understanding is seen as 
fusion of horizons and, for this study, this understanding explicitly occurs in a dialogical and 
narrative exchange and enables common ground for true narrative encounters in educational 
settings. The narrative turn, that stresses the shift of interest in individuals and groups’ 
narratives and stories, offers a more holistic and interpretative approach of understanding 
the social world, especially the academic world of first generation students and fosters a 
deeper understanding of the narrative hermeneutics that have been leading in the case 
studies. The new understanding that is evoked by this narrative encounter implies a new 
understanding of self, context and relationships with others and with the wider world, and 
has been referred to as ‘the third voice.’ It offers a result of the fusion of horizons that emerge 
from the encounter between interlocutors and it shows a voice of dialogic collaboration. 
In narrative encounters, there specifically emerges a process of creating new understanding 
through dialogue between interlocutors. The transformative potential lies in the creation 
of spaces in which the collaborators can consider their shifting identities and shifting 
narratives. Reciprocal relationships characterize dialogic and narrative encounters, and are 
supported by an empathic atmosphere where the world can be viewed through the eyes of 
the other. In such encounters and relationships, significant and true understanding and, even, 
transformation can occur. In addition, narratives incorporate human ways of constructing and 
communicating meaning and expressing human horizons of experience and aspirations and in 
narratives one can organize facts and interpretations into a balanced unity in which one’s own 
responsibility is related to the contextual circumstances. In a narrative learning process, one 
can be transformed and even reconciled when narrative inquiry is facilitated by empathetic 
listening, critical distance and a caring analysis. For this purpose, being critical towards one’s 
narrative invokes a re-storying whereby individuals revise their course of actions and strive 
for the emergence of consciousness and critical intervention in reality. In this re-storying act, 
a conversation between different voices one has with oneself occurs and reframing takes place 
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that reflects an internal negotiation with these different voices that in the end can lead to a 
shift in voice in the narrated life story. This process of shifting in voices has also been known 
as ‘refraction’ where there occurs a refocus, redirecting and reinterpreting the leading voices. 
In narrative learning, this reframing and refracting of the inner voice occurs in a spiral-like 
process; never ending but with forward and upward momentum. In a narrative learning process 
this building of episodic bridges to the universal one is part of the pedagogical route. So, in 
the spiral process of narrative learning different storylines are invoked and certain identities 
are made available, imposed or closed down. Using a narrative pedagogy entails a profound 
closeness between facilitators and participants that could allow reciprocal engagement which 
can nurture a positive shift in one’s sense of self, reflective self-construction and ongoing 
patterns of periodic reflexivity. Therefore, the need of a trusting and safe place for an open 
atmosphere where individuals feel comfortable to share their lived experiences in narratives. 
Narrative pedagogy in this study is seen as the facilitation of an educative journey through 
which learning takes place in profound encounters and by engaging in meaning making and 
deep dialogue exchange.

The narrative and dialogical encounter lens has been expanded by critical notions that 
focus on issues of marginalization, power, justice and social transformation because of the 
systemic marginalization of the intersection groups of students in education. So, the nature of 
multiple forms of oppression is a leading subject of reflection in a critical approach. The praxis 
element of a critical pedagogy raises questions about issues concerning inequalities, with a 
view to empower oppressed groups to pursue justice and emancipation. For the purpose of 
this study, the praxis of critical pedagogy is fostered that aims to contribute to the academic, 
political and cultural empowerment of intersection groups by offering a specific decolonizing 
pedagogy of the oppressed that is seeking to revitalize and develop indigenous epistemologies. 
A decolonizing pedagogy offers the exploration of resistant capital, knowledge and skills 
fostered through oppositional behavior that challenges inequalities which is grounded in 
the resistance to any subordination. To put it another way, transformative resistance capital 
includes knowledge of the structures of racism and the motivation to transform such oppressive 
structures. To facilitate these critical pedagogies, teachers are invited to implement dialogic 
education to set conditions that facilitate reciprocal conversations and debates that include 
students’ experiences and indigenous ways of knowing by addressing counter-stories and 
facilitating counter-storytelling that in fact contradict and defy leading negative stereotypes. 
In concreto it offers a tool to challenge white supremacy, white privilege, inequality and racism 
in classroom settings. So, the praxis of a critical pedagogy incorporates action and reflection as 
key elements of critical consciousness. The critical race theory (CRT) builds upon this critical 
thinking by directing it specifically towards the importance of race, gender as lived experiences 
and it fosters a critique towards colorblindness. It takes the centrality of the non-traditional 
and non-dominant students as starting point with a strong commitment to social justice and 
it offers a laboratory or transformative response to racial, gender and class oppression. 
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Consequently, CRT draws on the lived experiences of people of color and other oppressed 
groups/intersections by including methods that include storytelling and validating the 
existence of (counter) narratives, biographies and testimonials and micro aggressions in their 
student to student and student-teacher interactions. So, the CRT promotes to unravel the 
voices and counter stories of the intersection groups as valid forms of evidence to document 
inequity or discrimination and offer students reconciliation by this critically reflective, 
transformative and un-silencing praxis. Counter-narratives will challenge the dominant 
discourse by speaking of the lived experiences and disclosing the hidden curriculum while 
at the same time providing the opportunity to develop trust in (peer-mentor) relationships. 
This re-writing and re-authoring of the underrepresented students' narratives creates the 
opportunity to engage in learning settings more deeply, to develop healthier identities and 
to support them in mitigating the impact of racism. By offering counter-spaces and fostering 
counter-storytelling, intersection students are supported to combat the negative impact 
of the traditional racial storylines dowsed with micro aggressions. These counter spaces 
and counter stories have positive effects on identity formation that is explored during the 
summer bridge program by challenging dominant racial storylines, the developments of a 
sense of agency and the facilitation of positive racial and academic identities. 

Likewise, empowerment seen as a process whereby individuals achieve increasing 
control over various aspects of their lives and participate in the community with self-
esteem and dignity has been part of the (racial and ethnic) identity formation strategies. 
Personal empowerment is seen as a developmental process that fosters the opportunity 
to critically evolve one’s position in school settings and society as a whole by becoming 
aware and conscious of one’s suppressed and unreflected identity and even feelings of 
powerlessness, reflecting a build-up of factors and experiences that developed into a dis-
empowering situation in order to flip this coin into personal empowerment. Self-efficacy 
sheds a more concrete light on the practical implications of empowerment and is defined 
as people’s evaluation of their capabilities to organize and carry out activities required 
to attain personal goals whereby positive self efficacy is seen as fostering confidence 
in ways that enhance participation and taking initiative, which supports students from 
feelings of powerlessness to a sense of personal control. Particularly, building on people’s 
strengths is seen as the way to facilitate personal empowerment while simultaneously 
including a guided ethnic search that fosters students to be actively engaged in defining 
for themselves what it means to be a member of their own racial/cultural group. In 
order to foster an achieved and empowered racial/cultural/ethnic identity, students are 
able to assert a clear, positive sense of their racial and ethnic/cultural identity. Such an 
achieved identity is developed over time whereby experiences of encounter often lead to 
the exploration, examination and even internalization of a positive, self defined sense of 
one’s own racial/cultural/ethnic identity. 
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Secondly, the inclusive orthodoxy lens offered a comprehensive understanding of the various 
inclusive claims, axioms and ideologies that are associated with inclusive education in HEIs. 
According to the social inclusion theory, with its distinguished layers of social inclusion as 
access, as participation or engagement and social inclusion as success through empowerment, 
there is a need for a human potential approach to facilitate the success of the intersections. 
Social inclusion approaches address models of possibility instead of deficiency as axiom and 
they include critical and transformative pedagogies of hope that explicitly reverse the focus 
on disadvantage and deficit and instead look towards positive development, lifelong learning 
and empowerment. The question of inclusiveness addresses the disproportional distribution 
of (un)equal opportunities in education and is concerned with the presence, participation 
and achievement of all students in HEIs. The three aspects of inclusion that have been salient 
in HEIs contain presence, addressing the question ‘who gets in university?’; participation, 
addressing the question ‘what happens when they get there?’; and achievement, addressing the 
question of students’ degree attainment and the attainment gap. A fully inclusive university 
should be one where all individuals, with their unique and multi-faceted identities, strengths 
and needs will learn and develop and will contribute to the diversity of the population.

The first layer of social inclusion as access is strongly related to neoliberalism that states 
that increasing social inclusion is about investing in human capital and improving the skills 
shortages seen from a Bourdieusian perspective that addresses the reproduction of social class 
divisions and inequalities of power. Social and cultural capital are seen as guiding rules of life 
and access to this persistent mechanisms of inclusion and exclusion that relate to the ‘lived 
understanding’ of habitus or incorporated culture. More precisely, belonging to a social group 
is a question of the right behavior and attitude, the right social codes and proper speak, it is 
expressed in the body and recognized, accepted or rejected by the social network you want to 
belong to. The needed intuition for this incorporated culture is fostered by socialization, that 
teaches you how to utilize habitus properly to make the required social differences. Therefore, 
the question is whether students can free themselves from this social reproduction and, if so, 
whether they can overcome feelings of being an outsider and face identity diffusion? Identity 
capital can be seen as the psychological complement of social and cultural capital and stresses 
the pivotal role of subjects their agency in the process of social mobility. Agency, in this sense, 
is interpreted as a complementary psychological approach to explain the competence of the 
subject to manipulate and negotiate the structural conditions of his biography. The question 
is how to mobilize and develop identity capital or ego strength in order to overcome the lack 
of social and cultural capital. In addition to identity capital, the CRT expands on various forms 
of capital in order to overcome the lack of and limited access to social and cultural capital 
that historically has been needed to enter and access HEIs. Intersection communities nurture 
other forms of ‘cultural wealth’ through other forms of capital, namely: aspirational, linguistic, 
familial, social, navigational and resistance capital that foster students to acquire alternated 
resources and habitus to succeed in HEIs. 
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On an institutional level, the importance of enabling social and academic integration in 
order to support students in a successful transfer into academia has been treasured resulting 
in a wide scope of programs that assist students in being academically prepared for higher 
education. The main question addresses which factors affect how students successfully get into 
and through college and gain insight into how to help reduce the effects of this so-called ‘first 
generation status’ as risk factor for this population. Some of the significant factors that affect 
access to HEIs include: lower levels of academic preparation, lower educational aspirations, 
less encouragement and support to attend HE, less knowledge about the application process, 
less money to pay for education/housing. In sum, these students have to make a much more 
complex academic, social and cultural transition to academic life, especially during the crucial 
first year. Actually, this transfer often constitutes a disjunction in their lives and their families’ 
lives. So, main arguments to intervene as HEIs are focused on the aim to increase college 
going and completion rates in order to expand postsecondary opportunities to intersection 
(underrepresented/at risk) students. They are gathered around three momentums in the 
educational pipeline: raising aspirations for college/further education, navigating the college 
admission process and easing the initial transition to college. In all of these interventions, a 
good relationship of trust is key in fostering the ‘leap of faith’ these students are experiencing. 
All these alternative forms of capital, access strategies and other individual resources that 
reflect individual psychological and social competencies to overcome the lack of support 
to enroll in HEIs successfully, have been grouped together as ‘identity assets & skills sets’ 
and ‘intervention access strategies’, that help students navigate successfully their academic 
pathways. 

The second layer of social inclusion as participation or engagement gives more insight into 
inclusive institutional policies and diversity & inclusion management strategies that support 
intersections students to be successful in HEIs. With the widening participation strategies 
on the one hand, the purpose is to benefit individuals in terms of enabling higher earnings, 
intellectual development, personal growth and access to social and academic networks. This has 
been reinforced by a social justice awareness of the continuous inequalities and discrepancies 
between students from different backgrounds in education. In spite of these manifest aims 
and intentions to support students, the actual incorporation of these intersections has not 
proved to be straightforward and justifies the continuous effort to enhance the widening 
participation agenda in HEIs to promote their full inclusion. The manner of attending 
HEIs, which addresses the question ‘what happens when they get there’, has been of great 
interest to widening participation policies that still foster classical student retention dropout 
literature with its idiom of ‘deficit thinking models’ that target the intersection students at 
risk of underachievement. Some of the recurring learnings show that intersection students 
experience feelings of alienation, disenfranchisement, disengagement, being an outsider, be 
running in the outside lane, since the indispensable social, cultural and academic capital has 
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not been as accessible and familiar to them. A concrete example of a successful widening 
participation strategy is the Pedagogy of Excellence that uses a praxis of decolonizing and 
narrative pedagogies from within a transformative learning approach. The PoE is grounded 
in the belief that all students have the right to education, have capacity to learn, have the 
potential to excel and are at potential rather than at risk. Therefore, the PoE expects high levels 
of expectation but in return gives high levels of support. It requires the commitment of the 
institution in words, actions and resources. The programs and services constructed from an 
PoE approach are proactive rather than reactive, comprehensive rather than fragmented and 
oriented toward furthering the long term academic and personal growth of students, rather 
than merely solving or mitigating immediate problems. At its core value lies the statement 
that excellence comes through diversity. All different actors within the educational context 
need to be taken into account in order to implement this pedagogy successfully, including: 
students, allies, institutional commitments, financial and human resources. 

On the other hand, the engagement and diversity management strategies address the 
importance of social inclusion engagement of managerial layers of staff (administration 
and student support), teachers and management. However, the deeply embedded, complex 
histories of exclusion, inequality and misrecognition have not or hardly been taken into 
account and, therefore, there seems to be a discrepancy between the aims of a WP & SI policy 
and management and the actual effect and reality. One way of addressing this discrepancy 
is by recognizing the absence of diversity and minority representatives in designing, 
advocating and employing these inclusive and diversity policies and management. However, 
the excluded populations in HEIs, have to be included and engaged in these managerial 
processes of power and incremental change. To put it another way, there has to be a shift 
in hearing students’ stories, being proactive in listening to them and empowering them in 
order to become change agents for effective inclusive provision that is transformational in 
effect for the various groups of stakeholders. So, from a managerial theory lens, an integral 
approach to inclusion and diversity, with a focus on various levels within the organization 
tries to observe and trace processes of power, cultural interaction and incremental change 
in order to analyze diversity as a continuous process. To analyze these power dynamics, 
at an organizational level mission, vision, norms and values are analyzed whereas on a 
structural level rules, regulations, promotion plans and policies are analyzed. On a visionary 
level, statements of sameness and difference challenge the ongoing inclusion and diversity 
debate, whereas on a strategy level, essentialist and generic as well as specific approaches 
challenge the implementation process. Top down, an inclusive excellence orthodoxy can 
be proclaimed and is powered by outside enforcement and shows a dependency on senior 
leadership and accountability. Bottom up, a social justice driven approach engages staff, 
students and faculty and fosters an inside activism with a concrete inclusive and critical 
praxis that is aiming to break down the structures. 
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The third layer of social inclusion as success through empowerment offers understanding of the 
praxis of inclusive pedagogy, inclusive teaching and learning, and the actors being involved 
in enabling inclusive empowerment in HEIs. A rationale for an inclusive pedagogy seems 
to be partially caused by a non-implementation or lack of teaching strategies that support 
effective approaches to learning that serve the intersection students. IP fosters an approach 
to teaching and learning that supports teachers to respond to individual differences among 
learners, but avoids marginalization that occurs when some students are treated differently. 
Key thought to this pedagogy is that it rejects ability labeling and radically abandons ‘fixed 
ability thinking.’ Furthermore, an inclusive pedagogy acknowledges that all students have a 
right to receive opportunities to participate in meaningful learning. Thus, human diversity is 
seen as strength rather than as a problem and explicitly fosters an open-ended view of each 
student’s potential to learn. For teachers it requires a thorough theoretical understanding of 
the ways different types of students learn and the interrelated issues of social justice that 
impinge on students’ experiences. So, teachers need to know about theoretical, policy and 
legislative issues concerning inclusion and need to practice their knowledge by action based 
learning and need to be engaged in supporting all students. Furthermore, teachers have to be 
aware of their implicit associations and biases reflected in their choices and actions since these 
implicit messages and values reach beyond the formal classroom setting. Difficulties are seen 
as dilemmas for the teachers rather than as reflecting deficits of students, therefore teachers 
have to specify, adjust and conform themselves to their learning communities. 

The ensuing inclusive teaching and learning parameters offer practical and hands-on 
pedagogical instructions and didactics to translate an inclusive pedagogy into a praxis. 
Inclusive teaching and learning is about the ways in which pedagogy, curricula and assessment 
are designed and delivered to engage students in learning that is meaningful, relevant and 
accessible to all. Individuals and individual differences are seen as a source of diversity that 
can enrich the lives and learning of others. In order to get intersection students academically 
engaged in learning that is personally meaningful and relevant and socially engaged in an 
unfamiliar learning community, various pragmatical inclusive teaching and learning tools 
are beneficent, namely: interacting with the intersection groups, using counter-narratives in 
educational and supporting settings, creating (academic and social) engagement in order to 
stimulate change, creating inclusive spaces with climates of trust, hearing voices, narratives 
and biographies and being reflective, intuitive and critical. 

In addition, success through empowerment is supported by the agglomeration of students, 
teachers, staff, institution and management that dialectically envision and are engaged in an 
integral and holistic support strategy. On an institutional policy and managerial level, the 
deficit-orientated approach of completing human capital resources of intersection students 
is still salient. Outside enforcement nurtures an inclusive excellence idiom that addresses the 
inequalities and discrepancies of students with different backgrounds. Secondly, on a teachers 
and staff level there has to be a critical and social justice driven commitment in order to 
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engage the intersection students. The divergence between teachers and students, policy and 
praxis, top down dogma’s and bottom up experiences and between suppressed and oppressed 
representatives has to be addressed at this significant level. Therefore, a shift towards a 
student-centered approach is needed that takes the (counter) narratives of these intersections 
students as point of reference. Thirdly, on a curriculum level, the lived experiences of the 
intersection students are centralized; moreover, the implicit associations and assumptions 
of teachers are being challenged by exposure to these students’ experiences. And, finally, on 
a student level, students are holistically approached, i.e., students are seen as individuals, 
belonging to certain groups, having particularities and they are foremost seen as students that 
have rights to be included for whom they are. So, in sum, students are engaged in their new 
learning environments by means of social inclusion strategies that foster commitment of not 
only the students, but also the institution, policy and staff as a whole. Therefore, institutions 
ought to be secure and safe places to learn and explore social, academic, aspirational, resistance 
and identity capital in order to overcome the lack of ‘habitus’ or incorporated culture that is 
still needed in HEIs today. 

And thirdly, the multicultural lens offered a better understanding of curriculum design, especially 
in addressing essentials of multicultural education and teaching; diversity sensitivity and 
awareness and challenges of white privilege, white supremacy, and being a (white) ally in 
multicultural education. To begin with, the axioms of education and curriculum design that 
have been selected for the purpose of this theoretical chapter will be reiterated. The first 
domain of education often fosters a qualification domain, reflecting the transmission and 
acquisition of knowledge, skills and dispositions. The second domain of education fosters 
the socialization domain, and is engaged in the presentation, communication and initiation 
of transitions, practices and ways of doing and being, and it often reproduces existing 
social structures, divisions and inequalities. The third domain of subjectification states that 
education always impacts humans on a personal level by transforming humans as subjects of 
initiatives and responsibility instead of objects representing actions of others. Key questions 
of education should encompass and address content, purpose and relationships seen from 
their societal, institutional and instructional context. In accordance with Biesta’s Praxeology, 
that addresses the question how education should be practiced, the teaching dimension 
of education acknowledges the necessity of the training and evaluation of the teacher in 
order to successfully adapt formal and informal pedagogical methods in the classroom. By 
entering the field of praxis of education, one fluently moves into the field of curriculum design 
which addresses all learning activities that are carefully planned and guided by the involved 
educational institutions and carried out by learners in groups, individually, in classroom or 
off-classroom contexts. Curriculum development encompasses how curriculum is planned, 
implemented, evaluated as well as which people, processes and procedures are invoked. When 
talking about curriculum, one must be sensitive to address not only the official curriculum, 
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but to also address the taught curriculum, the learned curriculum, the tested curriculum, the 
hidden curriculum and the null curriculum. A balanced curriculum should foster hard and soft 
skills reflecting the core-curricular activities with a special focus on a particular discipline and 
the co-curricular activities including other learning objectives (sport, leisure, talent, leadership, 
worldview education). So, the purpose of education and curriculum should at least address 
critical thinking, interpersonal skills, language and communicational skills, computer and 
time-management skills, ethic decision-making and reasoning skills, professional participation 
skills, problem solving skills, technical skills, theoretical understanding skills, analysis skills, 
application and practice skills and lifelong learning skills. In order to successfully fulfill 
any aimed and targeted curriculum change, a dynamic and strategic leadership as well as 
engagement and managerial accountability are required. 

Next, multicultural education discourses have focused on improving access and academic 
achievement of the intersection students in academic and socioeconomic positions of 
leadership. Broadly, four principles are addressed in ME: the theory of cultural pluralism, ideals 
of social justice and racism and any other form of prejudice and discrimination, affirmation of 
culture in the teaching and learning process and visions of educational equity and excellence 
leading to high levels of academic learning for all. Major goals of ME are multicultural content 
integration, diversity sensitive knowledge construction, prejudice awareness and reduction, 
equity and critical pedagogy and empowering and engaging school culture. So, in creating more 
diversity sensitive learning places, an on-going process of action, reflection and modification of 
the executed multicultural education needs to be secured. The ultimate aim of ME attempts 
to create schooling experiences that enable students to pursue academic excellence without 
abandoning their cultural integrity. 

As a result of multicultural teaching, learning and curriculum design, one should also 
address the continuously confronting and challenging mechanisms that occur in classroom 
settings. In order to precede any multicultural teaching or learning strategy, one needs 
an open minded, diversity sensitive and culturally aware mindset addressing themes of 
equity, privilege, racism, discrimination, oppression, suppression and supremacy. One of the 
perseverant perspectives that complicate critical, inclusive and diversity sensitive encounters 
is ‘white privilege’ that sheds a confrontational light by stating that whites benefit from 
unearned privilege that consequently puts them at an undeserved advantage. This theory of 
praxis offers a roadmap of questioning this privilege, that is seen as an invisible package of 
unearned assets that can be counted on and that are meant to be oblivious. In acknowledging 
the self and the other as both being actors in an interplay of power, one is challenged to 
examine the unconscious, unacknowledged privilege, which often is accompanied with 
oppressiveness, which in itself seems to be oblivious. More precisely, there seems to be an 
inability to adopt minority, suppressed and counter-perspectives. That is why, with this theory 
of praxis, teachers and interlocutors are invited to identify the daily effects of white privilege 
in their lives to acknowledge the colossal and unnoticed undeserved advantage. However, 
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implementing such a theory of praxis is continuously challenged by the ever prevalent white 
supremacy, i.e., a comprehensive condition whereby the interest and perceptions of white 
subjects are continually placed center stage and assumed as normal. So, whiteness is invisible 
and oblivious for the majority of white (and majority representative) groups. This dynamic 
can only be understood through a language of power and domination, a language that is 
incorporating supremacy. To put it differently, supremacy is seen as related to the operation 
of forces that saturate the everyday, mundane actions and politics that shape the world in 
the interest of white people. However, the white allies face challenges in their turn when 
advocating counter-perspectives and white privilege because of the white supremacy history 
that implies that a minority perspective can only be taken seriously if a majority ‘helper whitey’ 
is advocating this perspective. Unfortunately, these dynamics of white privileged, white 
supremacy, oppression, oblivion and resentment on both sides of the spectrum complicate 
critical, counter-narrative and inclusive encounters on a daily level in classroom settings in 
HEIs today. Although awareness training certainly advocates true and meaningful encounters, 
there is still an implicit dynamic of inequality that hinders the transformative and reconciling 
effect multicultural education could ideally foster. 

Ingredients of curriculum design 
Intermezzo: theory – empiricism dialectics

Because of the interrelatedness of the two sections in this PhD study and, subsequently, the 
intertwined nature of theoretical insights as continuously affected by empirical understanding, the 
ingredients of the curriculum design are intrinsically related. When reading the empirical section, 
one can deepen the theoretical implications of the used concepts by consulting the current section 
and vice versa. It would be incorrect to interpret the outline of ingredients of the curriculum design 
as static autonomous axioms. Bruno Latour’s constructivist approach, and especially the actor-
network theory, stressed the importance of this continuous interrelatedness between subject and 
object, between social constructs and social understanding, and continuously invites researchers 
to reflect on their understanding and interpretations of theory and empiricism (Latour 2005). To 
put it differently, in this thesis I, the researcher, am reflecting on the evolved praxis and this praxis 
makes me reflect theoretically. In this sense, the two sections are invariably communicating with 
one and another. 

In sum, the above overview of the sensitizing concepts, pedagogies, assets & skills, intervention 
strategies, inclusive teaching and learning toolkit and multicultural education parameters 
offers the necessary theoretical and pragmatical ingredients to construct develop a dialogical, 
critical, counter-narrative and inclusive curriculum design that exemplifies an accurate 
multicultural education and teaching approach. Reiterating that such a design encompasses 
how curriculum is planned, implemented, evaluated as well as which people, processes and 
procedures are invoked. Furthermore, when designing curriculum, all learning activities that 
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are carefully planned and guided by the involved educational institution and that are carried 
out by learners in groups, individually, in or off-classroom settings have to be taken into 
account. One must be sensitive to address not only the taught curriculum and the learned 
curriculum, but also the tested, hidden and null curriculum when designing and analyzing 
curricula. 

Ingredients critical narrative and dialogical encounter
 • Critical narrative and dialogical encounter map out the understanding of a true and 

critical encounter in a trusting dialogic and safe learning environment that fosters the 
ability to question the status quo in order to create better processes and functions within 
society and to finally mitigate inequality by transformative and reconciling encounters. 
Being critically reflective upon one’s layered identity and narrative will shed light on 
the confusing and disenfranchising identity status interlocutors contain. By using a 
hermeneutical approach to interpret and genuinely understand oneself and the other 
in a classroom encounter, dissonances can be resolved. True understanding of self and 
other occurs when a fusion of horizons is explored dialogically and critically. This new 
understanding of the self, context, and relationships with others and even the wider 
world has been referred to as ‘the third voice’ and, in particular, unraveling and hearing 
this voice is a result of the fusion of horizons that emerge from the encounter between 
interlocutors by showing a voice of dialogic collaboration. An empathic atmosphere and 
reciprocal relationship between the interlocutors characterizes true dialogic and narrative 
encounters. 

 • In a narrative learning process one can be transformed and reconciled when empathetic 
listening, critical distance and a caring analysis facilitate narrative inquiry. A shift in 
one’s voice can occur when conversations between different voices one has with oneself 
reflect an internal negotiation with these different stories. This refraction shows a 
refocus, redirecting and reinterpreting of the dominant and leading voices in one’s life. 
This reframing and refracting of the inner voice occurs in a spiral-like process, never 
ending but with forward and upward momentum. So, in this particular process, different 
storylines are invoked, certain identities are being made available, imposed or closed down. 

 • A narrative pedagogy entails a profound closeness between facilitators, participants who 
could allow reciprocal engagement that can nurture a positive shift in one’s sense of self, 
reflective self-construction and ongoing patterns of periodic reflexivity. So, in sum, a 
narrative pedagogy facilitates the educative journey through which learning takes place 
in profound encounters, by engaging meaning making and deep dialogue exchange. 

 • A critical approach to encounter and dialogue takes into account the multiple forms 
of oppression by focusing on issues of marginalization, power, justice and social 
transformation because of the systematic marginalization of the intersection groups 
in HEIs. It offers a praxis with a view to empower oppressed groups to pursue justice 
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and emancipation by using critical pedagogies containing decolonizing pedagogy and a 
pedagogy of the oppressed. In these critical pedagogies resistant capital is explored that 
shows oppositional behavior that will challenge inequalities and include knowledge of 
the structures of racism and the motivation to transform such oppressive structures. 

 • In order to foster these pedagogies, dialogic education has to be implemented to set 
conditions that facilitate reciprocal conversations that include students’ experiences by 
addressing counter-stories that contradict and defy leading negative stereotypes and 
assumptions, and address the damaging effects of the use of micro aggression in school 
settings. Critical pedagogy is seen as a praxis that challenges white supremacy, white 
privilege, inequality, racism and equity by unraveling the voices and counter stories of 
intersection groups as valid forms of evidence. As a result, this transformative and un-
silencing praxis will lead to reconciliation. 

 • The rewriting and re-authoring of intersections narratives creates the opportunity to 
engage in learning settings more deeply, to develop healthier layered identities and to 
support them in mitigating the impact of racism and discrimination by challenging the 
dominant racial storylines. This critical approach provides positive effects on hybrid and 
layered academic identity formation and assists students in developing a sense of agency 
and empowerment. Students are supported to create a sense of control by facilitating 
positive self-efficacy that fosters confidence in ways that enhance participation and 
taking initiative. An achieved and empowered racial, cultural, ethnic identity asserts that 
students possess a clear, positive sense of their racial and ethnic/cultural background. 

Ingredients social inclusive education 
 • There is a need for a human potential approach to facilitate the success of intersection 

students that will support them how to navigate campus life and that will compensate 
a lack of social and academic capital by fostering alternate forms of human and identity 
capital. This social inclusion approach addresses models of possibility instead of deficiency 
and they include critical and transformative pedagogies of hope. Inclusiveness addresses 
the disproportional distribution of unequal opportunities in education, curriculum, policy 
and management in education and is concerned with the presence, participation and 
achievements of all students in HEIs.

 • The first layer of social inclusion, seen from the access dimension addresses: 
	9 The investment in human capital and improving skill shortages in order to overcome 

the lack of social, cultural and academic capital that is required to succeed in HEIs. 
This layer provides ‘habitus training’ that fosters understanding of the necessary 
incorporated culture and guiding rules of life that are needed to succeed in HEIs. 
The question from this angle is, can students free themselves from this social 
reproduction and can they overcome feelings of being an outsider, hence struggle 



I MIGHT BE   |   125

with identity diffusion. This shortage of habitus training and access to social and 
cultural capital is compensated by exploring and navigating different forms of capital, 
specifically: identity capital that fosters the psychological components of social and 
cultural capital and stresses the pivotal role of the subject and his/her agency in the 
process of social mobility and access to HEIs. Furthermore, intersection communities 
nurture other forms of cultural wealth through other forms of capital including: 
aspirational, linguistic, familial, navigational and resistance capital that have to be 
explored, treasured and enclosed in order to overcome the lack and shortage of the 
other prevalent ones. 

	9 In order to concretely support these intersection students into a successful transfer 
to academic programs that address ‘academic preparedness’, three momentums 
should be focused on: raising aspiration for college/further education, navigating the 
college admission process, and easing the initial transition to college. In all of these 
interventions, a good relationship of trust is key in fostering the ‘leap of faith’ these 
students are experiencing. See figure ‘identity & skills sets’ and table ‘interventions 
access strategies’ for a visual overview of these support and navigation strategies. 

 • The second layer of social inclusion, seen from the participation or engagement dimension 
addresses: 
	9 The inclusive institutional policies and diversity and inclusion strategies that assist 

intersection students in being successful in HEIs. Widening participation strategies 
have the purpose to benefit individuals in terms of enabling higher earnings, 
intellectual development, personal growth and access to social and academic 
networks, and these strategies are reinforced by a social justice driven argument 
displaying continuous inequalities and discrepancies between students with different 
background in HEIs. The targeted intersection groups of students are considered at 
risk of underachievement, and have been addressed from a deficit-thinking model. 
Recurring learnings show that these students experience feelings of alienation, 
disenfranchisement, disengagement, being an outsider, be running in the outside lane 
since the indispensable social, cultural and academic capital has not been accessible 
and familiar to them. 

	9 These feelings of alienation and disengagement and these strategies of deficit 
thinking and ability labeling have to be transformed, e.g., by a pedagogy of excellence 
that includes decolonizing, critical and narrative pedagogies, and is grounded in the 
belief that all students have a right to good education, have a capacity to learn, have 
the potential to excel and are at potential rather than at risk. Therefore, this pedagogy 
of excellence has a high level of expectations but will give intersection students high 
levels of support in return.

	9 Social inclusion engagement of the managerial layers of staff, teachers and 
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management are considered essential to realize social inclusive education. In order 
to foster change, excluded populations have to be included and represented in these 
managerial processes of power and incremental change. Therefore, there has to be 
a shift in hearing these students’ voices, being proactive in listening to them and 
empowering them to become change agents for effective inclusive provisions that 
are transformational in effect. 

	9 In order to change these power dynamic one must analyze the mission, vision norms and 
values at an organizational level; on a structural level the rules, regulations, promotion 
plans and policies; on a visionary level statements of sameness and difference and on a 
strategy level essentialist and generic as well as specific approaches that challenge the 
implementation process of inclusive education. In order to create change, understanding 
of the inclusive orthodoxy paradigm is necessary, conceding the top down and outside 
enforcement dynamics with a dependency on senior leadership and accountability and 
the bottom up inside activism that is socially driven and that engages staff, students 
and faculty who are aiming to break down the prevalent structures. 

 • The third layer of social inclusion, seen from the success through empowerment dimension 
addresses: 
	9 The praxis of an inclusive pedagogy, inclusive teaching and learning and the actors 

being involved in enabling inclusive empowerment in HEIs. Inclusive pedagogy 
fosters an approach to teaching and learning that supports teachers to respond to 
individual differences among learners, but avoids marginalization that occurs when 
some students are treated differently. This pedagogy rejects ability labeling and 
radically abandons fixed ability thinking. Diversity is seen as a strength, rather than as 
a problem and there has to be an open ended view of each student’s potential to learn. 

	9 For teachers, an inclusive pedagogy requires a thorough theoretical understanding of 
the ways different types of students learn, and the interrelated issues of social justice 
that impinge on students’ experiences. Teachers need to know about theoretical, policy 
and legislative issues concerning inclusion and need to practice their knowledge by 
action based learning and to be engaged in supporting all students. Furthermore, they 
have to be aware of their and others’ implicit associations and discriminatory biases 
and how these affect intersections students in educational settings. 

	9 Inclusive teaching and learning bears upon the ways in which pedagogy, curricula 
and assessments are designed and delivered to engage students in learning that is 
meaningful, relevant and accessible to all. Specifically, teachers need to: interact with 
intersections groups of students, use counter-narratives, create academic and social 
engagement, create inclusive spaces with climates of trust, hear voices (minority and 
majority idioms), be reflective, intuitive and critical. 

	9 Success through empowerment is supported by the agglomeration of students, 
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teachers, staff, institution and management that dialectically envision and engage 
an integral and holistic support strategy. On an institutional, policy and managerial 
level, deficit orientated approaches have to be challenged and an outside enforced 
inclusive excellence idiom has to be fostered. On a teacher and staff level, there 
has to be critical and social justice driven commitment to engage the intersection 
students from a student-centered approach and bottom up approach that fosters 
inside activism. On a curriculum level, lived experiences of intersection students 
are centralized and implicit associations and cultural biases are being challenged. 
And on a student level, intersections student groups will be approached holistically. 

Ingredients multicultural education 
 • As compared with critical and inclusive pedagogies, multicultural education discourses 

focus on improving access and academic achievement of the intersection students and 
foster academic and socioeconomic positions of leadership. Similar to the above stated 
pedagogies, multicultural education addresses: the theory of cultural pluralism; ideals 
of social justice and racism, prejudice and discrimination; affirmation of culture in 
teaching and learning processes; visions of equity and excellence for all. Multicultural 
education tries to nurture: multicultural content integration; diversity sensitive 
knowledge construction; prejudice awareness; equity by critical pedagogy; empowering 
and engaging school cultures. These parameters are advocated by an on-going process of 
action, reflection and modification in order to secure multicultural education needs that 
pursue academic excellence without abandoning cultural integrity. 

 • Multicultural education addresses white privilege, white supremacy and the white ally 
provocation in offering a theory of praxis that exemplifies a roadmap of questioning 
privilege, examining this unconscious and unacknowledged privilege and addresses this 
oblivion and accessory oppressiveness. Key to this provocation is to challenge the inability 
to adopt minority, suppressed and counter-perspectives by majority representatives. This 
provocation can only be understood through a language of power and domination, a 
language that is incorporating supremacy, that relates to the operation of forces that 
saturate the everyday, mundane actions and politics that shape the world in the interest 
of white people. Even white allies face challenges in their turn when advocating counter-
perspectives and white privilege because of the white supremacy history that implicates 
that a minority perspective can only be taken seriously if a majority ‘helper whitey’ is 
advocating this perspective. Thus, this provocation needs a dialogical, counter-narrative, 
inclusive, critical encounter in order to become transformative and consolidating for all 
interlocutors in HEIs. 
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BRIDGING THE THIRD VOICE: 
A TRUE STUDENT-TEACHER ENCOUNTER

In conclusion, the iteratively evolved theoretical framework introduced the sensitizing 
concepts addressing narrative, inclusive, critical pedagogies and addresses the dynamic that 
occurs when putting ideological orthodoxies and policies into practice and it provided a 
thorough and systematic outline of a dialogic, narrative and critical encounter. Because of all 
the differentiated layers of theoretical exposure and the various interlocutors included and 
engaged in inclusive praxis, there seems to be an accumulation of concepts, interlocutors, 
dynamics, mechanisms that in fact holistically correlate and offer a spiral and dialectical 
process of dialogic, narrative and critical teaching and learning. The third voice has been the 
leading concept of interest, covering the voice, which has to be explored, defined, refined and 
heard in critical encounters in HEIs. It represents the voice of the suppressed, underrepresented 
and intersections students but also the voice of the teachers, facilitators and policymakers 
and all other included actors in narrative, critical and inclusive encounters in HEIs. Especially 
understanding this third voice, by engaging and explicating sensitive and critical counter-
narratives has been stressed as indispensable, including all interlocutors in this process of 
exploration and articulation of one’s layered identity that fosters so many identities and so 
many forms of capital in itself than can be empowered and reinforced in social inclusion 
strategies in HEIs to finally mitigate the inequalities these intersection students face when 
transferring to academia. In a critical manner, students learn how to balance their layered and 
shifting identities and come to understand this new voice and are able to challenge others 
in hearing the counter- and silenced voices because of the safe places that are provided in a 
inclusive classroom setting. The leap of faith, to surrender to this new learning environment 
to enhance academic engagement and achievement, has proven to be a challenging one since 
the ever-occurring majority idioms that blissfully unaware foster white supremacy and white 
privilege. Without accusing these majority and privileged representatives, these challenging 
gaps between the minority and majority voice represent not only the gap in opportunities 
and advantages in accessing academia, but also represent the gap in dominant and suppressed 
stories that have to be explored in these critical and inclusive encounters. With that, all 
interlocutors are actors in this act of balancing these different story lines into a new coherent 
voice that marks the past, the present and the future of every individual narrative into a 
coherent inclusive storyline. This endless flux of narrative and dialogic learning takes place 
in newly defined inclusive and safe spaces that take into account the engagement needed 
to create change, departs from true interaction, challenges all voices and counter-narratives, 
addresses a critical and intuitive attitude towards one’s own assumptions and fosters reflective 
awareness training by addressing diversity sensitive and multicultural assumptions that have 
been salient in one’s own voice, in their minority voice or majority voice. In order to overcome 
the achievement gap, intersection students are challenged to develop a sense of agency 
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and positive racial and academic identities, also by exploring the various forms of capital. 
Therefore, the lacking social, cultural and academic capital needed for success in academia 
has to be explored as well as the unaware and silenced identity and community capital that 
empowers these intersection students to become intrinsically engaged in academia and in 
meaningful learning encounters. All of these critical and narrative encounters could not be 
fostered without a dialectic process of outside enforcement, including the critical others, 
representing the majority perspective that facilitates top down change from an inclusive 
excellence orthodoxy idiom showing a great dependency on needed senior leadership and 
accountability in order to create change; as well as the essential inside activism, including the 
intersections students and allies that intend to break down the structures, are social justice 
driven and dialectically steer the process of change upward and forward. All in all, a dialogic, 
narrative and critical encounter defeats the deficit thinking models that are primed with ability 
thinking and foster opportunity and excellence thinking that includes and challenges all 
students and interlocutors to be inclusively successful in HEIs. Therefore, a curriculum design 
will not only bridge the achievement gap by using inclusive, critical, dialogic and multicultural 
teaching and learning ingredients, but also will empower and engage all interlocutors by 
developing a sense of agency, and develop positive hybrid and academic identities fostered 
by this art of balancing between all empowered narratives, forms of capital, championed self-
esteem and managerial layers of execution of an inclusive excellence ideology in HEIs today. 
The third voice manifests a summation of all interlocutors’ voices, being bridged by true, 
critical and reconciling encounters.

In addition, the third voice, narratively explored and acknowledged, can adequately be bridged by:

 • deeper understanding of the sensitizing concepts: the various layers and dimensions of the 
theoretical assumptions create understanding of the pedagogical prescriptive discourse 
that inherently influences outreach and support strategies to foster underrepresented 
students during their matriculation at HEIs.

 • deeper understanding of the national, local and institutional achievement gap policy: 
outreach and support strategies originally evolved from deficiency approaches. Potential 
approaches that acknowledge counter narratives and marginalized students’ perspectives 
and journeys should be acknowledged in order to bridge the achievement gap. 

 • design and implementation of bridge programs: they could foster students’ agency by 
adequately incorporating their layered, hybrid, identities doused with counter perspectives. 
Bridging the gap between secondary and higher education is accompanied by significant 
others and engaged teachers and facilitators who inclusively create spaces of trust and 
narrative encounter. 
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The practical implications of bridging the third voice are illustrated in the empirical section. 
This voice will be bridged with:

I. oneself, a true encounter facilitates deeper understanding of the self and other, the layered 
identity and specifically the self-awareness and understanding because of a narratively 
explored and acknowledged understanding: i.e., a third voice

II. the teacher, a true encounter can only be facilitated in a safe space. The teacher not only 
facilitates this space, but also plays a pivotal role in creating a transformative classroom 
climate that acknowledges single voices in order to share multiple (counter) perspectives. 

III. management, explored and acknowledged third voices should be critically discussed 
and heard in change management policies (diversity and inclusion management). A true 
encounter leads to real institutional transformations. Inclusive spaces are built upon the 
acknowledgment of counter and marginalized narratives. 



I MIGHT BE   |   131

Taking the above conclusive reflections into account, the formulated questions for this 
theoretical section can be concisely answered in to following way:

1. What are the key concepts, notions and lenses of the studies’ aggregated ‘sensitizing concepts’ that 
have iteratively evolved during the design and execution of the curriculum design of the summer bridge 
interventions?

Key concepts, notions and lenses of the aggregated sensitizing concepts that have iteratively evolved are:
	→ the overarching hermeneutical approach that fosters true understanding of self and other that 

occurs when a fusion of horizons is explored dialogically and critically
	→ the critical narrative approach that includes dialogical encounters that facilitate true, meaningful 

and transformative exchanges between interlocutors in trusting and safe learning environments 
that foster the ability to question the status quo in order to create better processes and functions 
within society and to finally mitigate inequality by transformative and reconciling encounters. 

	→ narrative learning and pedagogy that implies that one can be transformed and reconciled while 
empathetic listening, critical distance and a caring analysis facilitate narrative inquiry. A shift 
in one’s voice can occur when conversations between different voices one has with oneself 
reflect an internal negotiation with these different stories. This refraction shows a refocus, 
redirecting and reinterpreting of the dominant and leading voices in one’s life. This reframing 
and refracting of the inner voice occurs in a spiral-like process, never ending but with forward 
and upward momentum. So, in this particular process, different storylines are evoked, certain 
identities are being made available, imposed or closed down. Narrative pedagogy facilitates the 
educative journey through which learning takes place in profound encounters, by engaging 
meaning-making and deep dialogue exchange.

	→ the critical pedagogy approach that takes into account the multiple forms of oppression by 
focusing on issues of marginalization, power, justice and social transformation due to the 
systematic marginalization of the intersection groups in HEIs. It offers a praxis with a view to 
empower oppressed groups to pursue justice and emancipation by using critical pedagogies 
containing decolonizing pedagogy and a pedagogy of the oppressed. In these critical pedagogies 
resistant capital is explored that shows oppositional behavior that will challenge inequalities 
and include knowledge of the structures of racism and the motivation to transform such 
oppressive structures. Critical pedagogy is seen as a praxis that challenges white supremacy, 
white privilege, inequality, racism and equity by unraveling the voices and counter stories of 
underrepresented groups as valid forms of evidence. As a result, this transformative and un-
silencing praxis will lead to reconciliation. 

	→ the inclusive orthodoxy approach that is seen as a human potential approach to facilitate the 
success of underrepresented students that will support them in navigating campus life and that 
will compensate a lack of social and academic capital by fostering alternate forms of human 
and identity capital. This social inclusion approach addresses models of possibility instead 
of deficiency, and they include critical and transformative pedagogies of hope. Inclusiveness 
addresses the disproportional distribution of unequal opportunities in education, curriculum, 
policy and management in education, and is concerned with the presence, participation and 
achievements of all students in HEIs. The social inclusion theory distinguishes social inclusion 
as access, as participation or engagement and social inclusion as success through empowerment. 
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	→ the multicultural education approach that is seen as a discourse that focuses on improving 
access and academic achievement of the underrepresented students and fosters academic and 
socioeconomic positions of leadership. It addresses the theory of cultural pluralism; ideals 
of social justice and racism, prejudice and discrimination; affirmation of culture in teaching 
and learning processes; visions of equity and excellence for all. Multicultural education tries 
to nurture: multicultural content integration; diversity sensitive knowledge construction; 
prejudice awareness; equity by critical pedagogy; empowering and engaging school cultures. 
These parameters are advocated by an on-going process of action, reflection and modification 
in order to secure multicultural education needs that pursue academic excellence without 
abandoning cultural integrity. 

2. How can the researcher’s involvement be understood as interpretative and being a subject in this research 
when constructing a theoretical understanding of the intervention?

	→ Firstly, the researcher’s involvement is inherently interpretative since it is a subject within the 
curriculum design study, being the designer of the summer bridge program. Consequently, 
the iteratively evolved sensitizing concepts are constructs that subjectively appealed to the 
researcher when commencing this PhD research. The initial pilot project of the first summer 
bridge program was part of an assignment that included various field trips and study tours 
that primed the researcher’s notions of inclusive support strategies and critical narrative 
learning pedagogies and strategies. 

	→ Secondly, from the notions of multicultural education, the challenging and troublesome 
themes of white privilege, white supremacy and the white ally provocation have been 
prevalent and subjectively uncomfortable since the very start of the curriculum design 
(pilot study). This multicultural education perspective offered a theory of praxis that 
exemplifies a roadmap of interpretively questioning privilege examines this unconscious 
and unacknowledged privilege and addresses this oblivion and accessory oppressiveness. 
Key to this provocation is to challenge the inability to adopt minority, suppressed and 
counter-perspectives by majority representatives. This provocation can only be understood 
through a language of power and domination, a language that is incorporating supremacy, 
that relates to the operation of forces that saturate the everyday, mundane actions and 
politics that shape the world in the interest of white people. Even social justice allies like 
the subject, the I, the researcher in this thesis, face challenges in their turn when advocating 
counter-perspectives and (white) privilege because of the white supremacy history that 
implicates that a minority perspective can only be taken seriously if a majority ‘helper 
whitey’ is advocating this perspective. Thus, this subjective and interpretative provocation 
needs a dialogical, counter-narrative, inclusive, critical inquiry and encounter in order to 
become transformative and consolidating for all interlocutors within the educational realm 
and substantially marks the interpretative nature of the curriculum design. 



3. Why do these key concepts and notions and the interpretative approach lead to the concept of ‘bridging 
the third voice’?

	→ True understanding of self and other occurs when a fusion of horizons is explored dialogically 
and critically. This new understanding of the self, context, and relationships with others 
and even the wider world is referred to as ‘the third voice’ and, in particular, unraveling and 
hearing this voice is a result of the fusion of horizons that emerge from the encounter between 
interlocutors by showing a voice of dialogic collaboration. An empathic atmosphere and 
reciprocal relationship between the interlocutors characterizes true dialogic and narrative 
encounters. By re-writing and re-authoring underrepresented narratives in dialogic and 
critical encounters, the opportunity is created to engage in learning settings more deeply, to 
develop healthier identities and to support students in mitigating the impact of racism. By 
offering counter-spaces and fostering counter-storytelling, underrepresented students are 
supported to combat the negative impact of the traditional racial storylines dowsed with 
micro-aggressions. These counter-spaces and counter-stories have positive effects on identity 
formation which is explored during the summer bridge program by challenging dominant 
racial storylines, the development of a sense of agency and the facilitation of positive racial 
and academic identities. 

	→ This third voice should not only be explored, fostered and shared in safe to brave spaces within 
a narrative encounter, but should also be shared and bridged with managerial layers of staff, 
teachers and management that are considered essential to realize social inclusive education. 
In order to foster change, excluded populations have to be included and represented in these 
managerial processes of power and incremental change. Therefore, there has to be a shift in 
hearing these students’ voices, being proactive in listening to them and empowering them to 
become change agents for effective inclusive provisions that are transformational in effect. In 
order to create change and bridge the third voice, understanding of the inclusive orthodoxy 
paradigm is necessary, conceding the top-down and outside enforcement dynamics with a 
dependency on senior leadership and accountability and the bottom-up inside activism that 
is socially driven and that engages staff, students and faculty who are aiming to break down 
the prevalent structures. 

	→ Bridging the third voice: on an institutional, policy and managerial level, deficit orientated 
approaches have to be challenged and an outside enforced inclusive excellence idiom has 
to be fostered. On a teacher and staff level, there has to be critical and social justice driven 
commitment to engage the underrepresented students from a student-centered approach 
and bottom-up approach that fosters inside activism. On a curriculum level, lived experiences 
of underrepresented students are centralized and implicit associations and cultural biases 
are being challenged. And on a student level, underrepresented student groups should be 
approached holistically. 
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CHAPTER INTRODUCTION

This empirical section presents a description and lessons learned of a multiple case study 
of Summer Bridge Programs, executed between 2010-2015. Elements of the used pedagogy, 
didactics and teaching methods are chronologically explored and illustrated as an integral 
praxis of critical, narrative and inclusive learning and teaching. The illustration of the 
curriculum design model of ‘bridging the third voice’ demonstrates the dialectic process of 
development of the curriculum design, the concrete and pragmatic learning and teaching 
guidelines, and the rich and illustrative students’ experiences voicing first generation students 
agency in their navigation of a third voice. 

Quick Reading Guide Empirical Section
	• Introduction and methodology paragraphs provide description of the chosen approach 

to organize and analyse the multiple case study and gives understanding of a narrative 
research approach as used in not only the curriculum design but also during the analysis 
of collected the student voices.

	• Multiple case study paragraph provides the rationale and aim of undertaking this 
curriculum design study and formulates the specific questions asked in this empirical 
section

	• Blue Box: Case Study 2010 provides a full and detailed description of the WHY, HOW, 
WHAT and Validity Case 2010. One can skip this box and continue reading at Validity 
Case 2010 or at the Cross Case Analysis.

	• Orange Box: Case Study 2011 provides a full and detailed description of the WHY, HOW, 
WHAT and Validity Case 2011. One can skip this box and continue reading at Validity Case 
2011 or at the Cross Case Analysis

	• Purple Box: Case Study 2015 provides a full and detailed description of the WHY, HOW, 
What and Validity Case 2015. One can skip this box and continue reading at Validity Case 
2015 or at the Cross Case Analysis.

	• Cross Case Analysis paragraphs provide the chosen multiple case study analysis 
methodology and systematically outlines the descriptive and chronological units of 
analysis. Subsequently, the quality of the multiple case study is reviewed, using the four 
design parameters

	• Conclusion paragraphs provide the lessons learned, the managerial implications of 
designing and execution inclusive support strategies as bridge programs and formulate 
answers to the empirical sections questions
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INTRODUCTION & METHODOLOGY 

The empirical study evolved over a period of six years as a result of the execution of three case 
studies at the Vrije Universiteit Amsterdam, University of California, Los Angeles and Nevada 
State College in Las Vegas. A multiple case study approach (Stake 1995; Yin 2009) has been used 
in order to analyze multiple bounded systems across time through detailed and in-depth data 
collection that involves multiple sources of information (participant observation, interviews, 
audio-visual materials, documents, lesson plans, reports, written narratives and student voices) 
(Creswell 2013, p.97). Whereas the theoretical studies stressed the process and importance of 
the emerged iterative process of theoretical assumptions and awareness, this empirical section 
draws upon the concrete process of developing several case studies, executing the various 
teaching and learning pedagogies and didactics in summer bridge programs and teacher 
trainer courses, and the perceived experiences of first generation /underrepresented students 
who participated in these programs. The emergent praxis of a critical, narrative and inclusive 
teaching and training pedagogy and didactics is richly illustrated in the following chapter, 
distinctively taking into account the development, execution, student voice and evaluation 
of each case study. 
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MULTIPLE CASE STUDY 
RESEARCH APPROACH

Case Studies
Yin (1981) defines the case study research method as an empirical inquiry that investigates 
any contemporary phenomenon within its real-life context that presents an in-depth 
understanding of the case (Yin 1984, p.23, 2003, 2009; Creswell 2013), especially when the 
boundaries between phenomenon and context are not clearly evident. A case study copes 
with technically distinct situations and sometimes with more variables than data points. 
Furthermore, it relies on multiple sources of evidence and can benefit from prior development 
of theoretical propositions (Yin 2003). The purpose of case studies is rooted in the need to 
explain causal links, describe interventions, illustrate certain evolving topics and explore 
situations where intervention has no single output. So all in all, a case study begins with the 
identification of a specific case, such as the summer bridge programs this current qualitative 
case study includes, that particularly illustrates a unique series of cases that needed to be 
described in detail, also known as an ‘intrinsic’ case (Stake 1995). Case study seems to be a 
preferred methodology when there are ‘how’ or ‘why’ questions posed. Notably, the investigator 
has little control over events when the focus is on a contemporary phenomenon within real-
life context (Yin 2003). Complementary, Schramm (1971) stresses as essential for case studies 
that they try to illuminate a decision or set of decisions, why they were taken, how they were 
implemented and what the results have been (Schramm 1971). With case study research, one 
can construct preliminary theory inasmuch as it requires theoretical propositions while it also 
tries to generalize from case study to theory. Often, it uses analytical generalization instead 
of statistical generalization (ibid). 

In a multiple case study, one issue or concern is selected again to specifically illustrate 
the issue, as done in the current research. The summer bridge program has been repeated 
during several years and at different universities in order to develop a curriculum design 
that shows and elaborates the emergent understanding and use of a critical, narrative and 
inclusive teaching and learning methodology. Multiple cases often use replication1 to predict 
similar results, the so-called ‘literal replication’ or to predict contrasting results, the so-called 
‘theoretical replication’ (Yin 2003). Often, these replications are based on a rich theoretical 
framework. By using a multiple case study approach, one can offer and attain robust analytical 

1 Although ‘replication’ is theoretically used to indicate the ‘repeatability and validity’ of a single case, 
within the present PhD study there is no intention of a literal or theoretical identic replication. 
Moreover, the inherent inductive and contextual process shows that one has to bear in mind when 
one wants to design and execute a critical narrative and inclusive support strategy. That is, the 
specific institutional idiom, student body and teacher professionalization courses all affect the 
actual execution of an inclusive support strategy. 
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conclusions that increase external validity (Yin 2003) and, in addition, multiple cases can 
be collected to compare cases systematically (Creswell 2013). A pilot case study tends to be 
an inquiry that is both broad and less focused and helps to refine data collection plans. The 
sources of data in case studies can vary between documents, archival records, interviews, 
direct observations, participant-observations and physical artefacts. The principles of 
data collection state that one uses multiple forms and sources of evidence (triangulation 
to strengthen construct validity), one creates a case study database and maintains a chain 
of evidence. The triangulation types of Patton (1987) highlight data source triangulations, 
investigator triangulations, theory triangulations and methodological triangulation. Naturally, 
there is substantial criticism when using a case study approach. Most striking seem to be 
the constraints (limitations) addressing lack of rigor while performing research; confusion 
of case study teaching by case study research, concerns over generalizability, they are too 
long, results are massive and documents unreadable, and the reservation that data collection 
procedures are not sufficiently routinized (Yin 2003). In order to overcome the common 
critique, the following measurements suggested by Yin (2003) and that are known as ‘design 
parameters’, will be taken into account in the present empirical studies: (1) Construct validity: 
addresses correct operational measures for concepts by using multiple sources of evidence, 
by establishing chains of events, by having key informants review draft case study reports. (2) 
Internal validity: establishes a non-spurious causal relationship by using pattern matching, 
explanation building, addressing rival explanations and use of logic models. (3) External 
validity: establishes the domain for generalization by using theories in single case studies 
and using replication logic in multiple case studies. (4) Reliability: addresses the repeatability 
of operations of the case study by using a case study protocol and by developing a case study 
database (Yin 2003). In addition, a case study protocol, i.e., a standardized agenda for the 
investigator’s line of inquiry (Yin 2003), is attached as appendix for each case in particular. 

Narrative Research Student Voice 
As extensively elaborated in the theoretical section, a narrative research approach takes one’s 
life story as axiom of understanding while stressing the subjectivity of interpretation. Object 
and subject are both part of the research content, which implicates that specific assumptions 
do play a role in the interpretation and understanding of one’s narrative. Therefore, subject 
and object are interlocutors in the research process and communicate in interactions where 
understanding is mutually explored. Both interlocutors co-construct the communicated 
narrative and meaning in narrative interviewing, hence there is no intention of being objective 
in any sense (Riessman 2008, p.23; de Groot 2013, p.45, Jackson 1997). The lived experiences of 
people, in terms of their own meaning-making and theorizing about this in insightful ways, is 
part of the used narrative research methodology ( Josselson 2011, p.225; de Groot 2013, p.44). Since 
collecting stories around certain themes tends to be typical of narrative research, in the present 
multiple case study, students’ voices are collected in order to understand underrepresented 
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students’ academic pathways and their chosen critical incidents that influence this process 
and the choices being made. Within this process, special attention is paid to the role of others 
(parents, peers, educators) as sources of support, and on the other hand the challenges these 
intersection students face when they are in the process of transferring into academia. Especially 
the lack and need of the various forms of capital are being questioned to better understand 
the lack of human capital and the support and richness of other forms of navigational and 
other capital. The data is collected by means of essays and creative exercises underrepresented 
students needed to write and execute, and in-depth biographical interviews that have been 
recorded three to six months after the summer bridge programs. Furthermore, the perceived 
purpose and support of summer bridge programs have narratively been questioned and help 
answering evaluative recommendations of the used narrative, critical and inclusive praxis. A 
side effect of using this narrative research approach implies a stimulation of narrative identity 
construction (de Groot 2013, p.45) because of the exploration and sharing of the life stories of 
these students, especially in relation to their academic identities, academic identity formation 
and their hybrid and layered underrepresented identities. 

Descriptive Multiple Case Study and Data Triangulation
The three cases that are illustrated in a descriptive manner, will demonstrate triangulation of 
various forms of data collection that can be clustered into curriculum design (development, 
execution, evaluation), written narratives (essays, writing exercises) and spoken narratives 
(audiotaped semi-structured interviews). In the following chapters, each of these cases with its 
specific forms of data collection will be extensively illustrated and will include the emergent 
design and understanding of a critical, narrative and inclusive learning and teaching approach. 
This design evolved dialectically as will be conclusively addressed in within-case and cross-
case embedded2 analyses, answering the specific case study questions (Yin 2009) by presenting 
‘lessons learned’ from this multiple case study (Lincoln & Guba 1985).3 

2 Using multiple units of analysis ((Yin 2009)
3 When analyzing case study evidence, one can take the following steps in analysis: examining, 

categorizing, tabulating, creating a data display and testing. Techniques for analysis are pattern 
matching, explanation building, time-series analysis, logic model and cross-case synthesis. Any 
good analysis should attend to all the evidence, including the rival hypotheses, address rival 
interpretations, address the most significant part of the case study and use the prior expert 
knowledge of the investigator (Yin 2003). 



Qualitative effect measures  
The descriptive chronological multiple case study addresses the rationale, design, execution 
and qualitative (self reported) results of an intervention aimed at optimizing a successful 
transfer to HEIs. Although effectiveness of the intervention is not an aim of this particular 
PhD project, effect measures often are prevalent in intervention and action based research. 
Therefore, the effectiveness of this particular summer bridge programs intervention uses the 
effectiveness ladder (Van Yperen, Veerman & Bijl 2017) to address the specific development 
level of the summer bridge intervention. 
I. These cases show a conditional development level of the executed interventions: the 

descriptive chronological multiple case study suggests directions and instructions to 
develop and implement an intervention. 

II. These cases show an auspicious development level of the theoretical assumptions 
and foundations of the executed interventions: the theoretical logical arguments (as 
elaboratively described in the theoretical studies) are embedded in the empirical studies 
by means of intertextual reading boxes referring to the specific theoretical implications/
foundations. 

III. These cases show an effectual development level of preliminary empirical indicators:  1. 
that aims are achieved (design and execution of a summer brigde), 2. participants were 
appreciative (self reported evaluation forms), 3. design and execution problem have 
been (were) resolved (implementation process descriptions, the HOW paragraphs), and 
4. individual learnings have been reported (the WHAT paragraphs, the student voice –
interviews, narratives, essays). 





Multiple Case Study
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Aim 
This study draws upon the concrete process of developing and executing several ‘intrinsic’ 
summer bridge program case studies between 2009 and 2015, seen as a unique series of cases 
(Stake 1995). These cases include executing various teaching and learning pedagogies and 
didactics throughout summer bridge programs and teacher trainer courses. This study will 
also analyze the perceived experiences of first-generation/underrepresented students who 
participated in these summer bridge programs and will overall evaluate process, curriculum 
design, inclusive diversity management and accountability of each case study in particular. 
To overcome the common critique of using a case study method, design parameters will be 
addressed for each case, taking into consideration construct validity, internal validity, external 
validity and reliability. The summer bridge programs of this study were chosen since they 
had been repeatedly held during several years and at different universities, which in turn 
affords the opportunity for in-depth study of curriculum design showcasing the emergent 
understanding and use of a critical, narrative, and inclusive teaching and learning praxis. This 
study uses a narrative research approach to unpack student voices, simultaneously considering 
one’s life story as an axiom of understanding while stressing the subjectivity of interpretation 
( Jackson 1997; Riessman 2008). The three cases of this study, illustrated in a descriptive manner, 
will demonstrate a triangulation of various forms of data collection belonging to a multiple 
case study approach (Stake 1995; Yin 2009). Detailed and in-depth data collection that involves 
multiple sources of information (participant observation, interviews, audio-visual materials, 
documents, lesson plans, reports, written narratives and student voices) (Creswell 2013, p.97) can 
be clustered into curriculum design (development, execution, evaluation), written narratives 
(essays, writing exercises), and spoken narratives (audiotaped, semi-structured interviews). 
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QUESTIONS 

In relation to the main research question this dissertation explicated, this empirical section 
tries to illuminate a set of decisions that have been taken during the development and 
execution of these cases. In the coming paragraphs, analytical generalizations of the multiple 
case study are formulated in order to answer the following main- and sub questions: 

Main question empirical studies 
In what way does a critical, counter narrative and inclusive encounter enable underrepresented students 
to participate in order to create success through empowerment in their academic pathways in HEIs?

Sub questions empirical studies
û	 How has this curriculum design developed and evolved over a period of 5 years, what emergent 

understanding has been proven to be salient?
û	 How does a specific curriculum design of a critical, narrative and inclusive learning and teaching 

approach work, paying special attention to the used pedagogies and didactics?
û	What do the written and visualized student voices unravel?
û	What do the autobiographical audiotaped students voices unravel when one listens closely to their 

life stories, academic pathways, turning points (critical incidents) and evaluative remarks?
û	What can be learned on a managerial level when one puts theory into practice by using a critical 

narrative and inclusive learning and teaching praxis?
û	 How does outside enforcement and inside activism play a role in working with students, teachers 

and supportive staff when executing summer bridges?
û	What are the overall lessons learned?
û	What are specific lessons learned?
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READING GUIDE 

The multiple cases are discussed chronologically and are visually situated by using a timeline. 
Each single case discusses the several layers of analysis (development curriculum designs, 
execution of learning and teaching, evaluation) and addresses the design parameters as 
validation model. The Intertextual Reading Guide Tables, as implemented in the theoretical 
section, will be reiterated in order to address theoretical foundations and/or implications of 
steps and decisions made in these cases studies.
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Vignette1

‘Ignorance generates boundaries, which hinders the capability of discovering a commonality between 
individuals with dissimilar backgrounds.’2

WHY

The subject: the I in this curriculum design
From the beginning of my assignment at the Education Centre VU Amsterdam 
(Onderwijscentrum VU), as an ‘education developer’ (2009) I have been involved in 
projects addressing successful access to and success in higher education institutions of 
pre-academic learners in Dutch secondary education. One of the specific tasks within my 
assignment was directed to ‘intercultural and diversity sensitive’ approaches to support 
transfer and freshman students during their matriculation at university. On account 
of that assignment, I was asked to take part in a think tank focus group (Regiegroep 
Diversiteit), addressing issues of diversity and inclusion at VU Amsterdam, and to start 
developing a pilot study to support underrepresented and first generation transfer 
students successfully into VU university. This specific task started in July 2009 and 
must be seen as the beginning of this multiple case study. As an education developer I 
was appointed to undertake a pilot study, i.e., analysis of the state of the art involving 
specific summer bridge transfer programs that support transfer into successfully accessing 
and succeeding in the first year of academic education trajectories. In addition, I had to 

1 All fragments of qualitative data (interviews, essays, etc.) in this empirical section are ‘verbatim et 
litteratim’

2 Quote essay UCLA student 2010 who participated in the joint summer course VUA-UCLA project
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develop a curriculum design to be executed the following summer, that is August 2010. 
Consequently, I am part of the data myself, being both a designer and an executor and 
researcher addressing the progression and evaluation of this first case study. Subsequently, 
this written report of development, execution and evaluation of this first case evolved 
interpretively since subject (I, the curriculum developer) and object (the pilot case study 
2010) are intertwined. In the coming paragraphs, I will systematically address subject-
object analyses and choices being made, without claiming to create an objective design 
and/or understanding. However, I will address critical thoughts and choices being made by 
referring to the theoretical assumptions and implications using the intertextual reading 
guide. This makes this case study both subjective and critical, and shows the emergent 
and iterative understanding that has been prevalent in this PhD project. 

The Why: pilot study summercourse 2010
As stated in the general introduction of this dissertation, the need to support underrepresented 
groups in their successful transfer to HEIs had been salient in literature and institutional 
practice. The specific interest involved not only to support access of these transfer students, 
in particular there was an interest to promote success during the enrollment process, that 
is during the first semester and even first year. The literature had already shown that the 
achievement gap between traditional and underrepresented students was significantly in 
favor of the traditional ones and, furthermore, accentuated the differences in attainment 
rates throughout the bachelor. The VU Amsterdam had appointed a Diversity Coordinator 
since 2007, responsible for not only developing mission and vision statements concerning 
inclusive and diversity sensitive topics but, moreover, creating inclusive education practices, 
knowledge dissemination conferences, practical logistic implications (food & worship), 
safety, and communities of fostering diversity sensitive encounters, such as the student 
association VU Dialoog, representing different ethnic/culturally orientated student 
associations. With its think tank focus group, not only several projects had been undertaken 
(conferences, education practices, mission and vision statements), but also senior managerial 
representatives had been involved during that time, including key figures in diversity and 
inclusion research, and a representative of the VU board (see case study protocol doc ‘jaarplan 
diversiteit 2007-2009’). Therefore, the reasons to undertake an explorative pilot study were 
agreed upon and an explorative feasibility study ‘summercourse’ had been written. This 
specific study analyzed the perceived need of a summer bridge project according to the 
supposed target group of underrepresented and first-generation students in HEIs. (see 
case study protocol, doc. inventarisatie gesprekken in keywords). In spite of the negative 
recommendations of this study, addressing a concern that the target group did in fact not 
want to be targeted by means of a specific summer course initiative, the think tank focus 
group remained progressively positive towards the interest and trust the coordinator of 
this group held. And by that, my specific assignment had started, to explore the specific 
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institutional state of the arts, the national policy agenda as formulated by the minister of 
education (strategische agenda OC&W 2007, ‘Hoogste Goed’), and the summer bridge and 
transfer initiatives that had proven to be successful up to that point. My field study started 
at the beginning of the academic year 2009 and it took 3 months before a project proposal 
summer bridge VU 2010 was submitted.

Inductive Field Study pilot summer course 2010
In order to undertake this field study systematically, I wrote minutes of each single 
appointment and meeting between august 2009-November 2009 which were summarized in 
key thoughts and words (see case study protocol, doc. inventarisatie gesprekken in keywords). 
The conversations, interviews and meetings aimed at ascertaining the state of the art of similar 
initiatives that would optimize access and success of underrepresented students in HEIs. In 
October 2009, I participated in a study tour to the US, visiting successful academic transfer 
projects in the urban Chicago area. The purpose of this study tour was formulated as follows: 
“Excellence as norm and not the exception. Transforming a public school system to increase sustainable 
access and attainment in higher education” and was executed by the Dutch Expert Center on 
Diversity Policy in Higher Education (Echo). Because of this trip, my social network in the field 
of inclusive and diversity sensitive policies and practices widened exponentially and it marked 
a shift in my professional network in the field of diversity and inclusion policies and education 
nationwide that benefitted the field study’s distinctiveness. The learnings of this study tour 
could be summarized as the necessity of creating a pipeline approach when designing transfer 
programs, preferably in co-creation with collaborative actors in the pipeline. More specifically, 
the collaborative secondary education high schools of the VU transfer network and the need 
of peer educators in programs like these, i.e., successfully transferred VU students. Because of 
these immediate incentives to address these pipeline thoughts and create a transfer receptive 
culture, I asked the appointed education professor, who was a member of the think tank 
focus group, to be my critical friend in developing this curriculum and I appointed a critical 
friend from Erasmus university who had been involved in a successful mentoring program, 
supporting transfer students to access university successfully, a so-called students for students 
initiative. With these three critical friends, Echo, the education professor representing VU 
diversity and inclusion think tank and advocating a pipeline approach, meaning ‘the need 
of creating a transfer receptive culture’ and my critical counter part at Erasmus University, I 
started writing the project proposal VU summer course 2010. This proposal originated from the 
inductive field study’s minutes, systematically formulated in a report (see case study protocol 
doc ‘inventarisatie gesprekken in keywords’) and addressing the following key notions:
	• In order to create successful matriculation of underrepresented and first generation 

students at HEIs, one must integrally organize a transfer receptive culture, i.e., a pipeline 
approach that includes supplying secondary education institutions and VU faculty 
representatives in order to proceed with the intervention during the first semester. 
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	• The need of creating social and academic integration for these students to prepare 
them academically to a head start in university and prepare them socially in order to 
create feelings of belonging to the institution. These two forms of preparation cannot 
do without the involvement of peer coaches creating a community of support and 
belonging.

	• The need to differentiate between an inclusive system of support or an exclusive system 
of adjustment, i.e., creating a culture or idiom of possibility instead of deficiency. It is not 
about creating a setting of remedial teaching courses, but it is about creating safe places 
of peer to peer training and using role modeling as a tool to positively engage transfer 
students in their matriculation (intertextual reference: see Theoretical Studies} 2 Inclusive 
Orthodoxy} Participation and Engagement). 

	• Without the proper introduction into student life, that is exploring traditional forms 
of social capital, underrepresented students lack meaningful social codes and networks 
that are essential to succeed throughout their study trajectories. By creating inclusive 
introductions to these, often excluding, social codes, students are willing to take a 
leap of faith and interact with new social codes and networks (intertextual reference: 
see Theoretical Studies} Inclusive Orthodoxy} Access). This explorative journey of 
raising awareness about social capital has simultaneously to be undertaken with an 
autobiographical self-study, creating awareness of one’s identity. In particular, the summer 
bridge program of DePaul University, working with auto-biographical writing about 
migration stories inspired me as a method to apply in the VU summercourse.

	• The involvement of parents and significant others of these underrepresented students. In 
particular, creating an inclusive and diversity sensitive approach to address these people 
by, for instance, communicating in their mother language and taking alternative routes 
to reach out to these communities. 

	• The importance of not only addressing activities and interventions towards this target 
group, but also being critical of the receptive culture. In other words, thinking about and 
creating a space for professionalization courses, applying inclusive and diversity sensitive 
approaches of teaching and learning, and the impact on teachers’ teaching strategies 
(intertextual reference: see Theoretical Studies} Inclusive Orthodoxy} Success). 

	• The importance of monitoring, qualitative as well as quantitative evaluation, and effect 
study in order to adjust and implement the outreach and transfer receptive approach 
systemically. A data driven approach creates an opportunity to specify and address needs/
missing elements in order to improve the effect of interventions. 

	• Not talking about the target group, alienating them or even tokenizing them but 
addressing the student-voice as early as possible in the development of the curriculum 
design, by creating a group of critical friends/voices representing the target group. Not 
talking about the students, but with the students about developing and creating transfer 
receptive cultures. 
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	• Creating a pedagogy of excellence instead of deficiency, i.e., aiming high by facilitating 
high levels of support. Starting from a shared view that the underrepresented group is 
part of the academic community of learners and that they in fact ‘are great.’ This approach 
begins with every student’s own voice that is narrated in supporting courses during the 
AAP transfer program as taught at UCLA (intertextual reference: see Theoretical Studies} 
Inclusive Orthodoxy} Access} Pedagogy of Excellence).

	• Sensitivity to labeling and targeting interventions as diversity and inclusive approaches. 
Terminology of achievement, attainment, excellence, access, success are preferable, seen 
from a policy angle whereas labeling and targeting underrepresented and first generation 
students is seen as affirmative action, which in education policy has negative connotations. 

	• Critically designing an integral approach to improve access and success throughout the 
academic trajectories, meaning that intervention in itself has little effect. By combining 
and elongating interventions throughout the educational pipeline, all actors will be 
supporting but realistic allies. 

	• In order to create safe and inclusive spaces, student voices have to be represented by 
means of collaborating with student associations and assemblies. Especially when 
students are bottom-up engaged and, therefore, active (social justice) agents. Ownership 
in participation is key. 

	• Collaborate with existing social networks like mentorships within faculties, work with 
available social and human capital and try to engage these mentor programs in the 
summer bridge program. Key to these existing programs is their peer mentoring and 
tutoring that not only support students to navigate the system better, but also creates 
order in study attitude and output. 

	• The essential understanding of organizing these interventions bottom-up by engaging the 
target group itself when developing and organizing activities. Not only in the outreach 
strategy (how to reach them?) but also content-wise (what to offer them?).

	• Starting a faculty-specific decentralized pilot, using existing social and human capital 
of interventions and critical friends that are already engaged. VU-specific, faculties of 
economics and law have been flourishing in creating mentor programs. They haven’t been 
successful, however, in addressing, targeting and engaging the underrepresented students. 
Work by bonding in aims and bridging the capital. 

	• Mark an analytical point of departure, ‘what seems to be the real problem when studying 
the achievement gap?’; small scale and qualitative approaches are essential in addressing 
this target group since they face alienation during their transfer to HEIs. Focus on matching 
these students, starting from existing mentor programs and proceed in following up 
during the bachelor while focusing on tipping points (access, matriculation, success first 
semester etc.). In all these moments of matching, the right fit between mentor-mentee is 
essential for creating a successful output in terms of follow-up and attainment. 
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Project Proposal Summercourse VU 2010
The project proposal was written for the think tank focus group Diversity and Identity VU 
and the education center VU and needed to be approved by this advisory committee before 
it was summitted to the VU University Board. The committee as well as the board approved 
on December 7th 2009 which marked the beginning of the execution process of a. developing 
the curriculum design and b. training and teaching peer educators and transfer students c. 
execution of a Summercourse in August 2010. The project proposal can be summarized as 
follows, highlighting the most important aims, preferred methods and arguments and cost 
indicators when creating an inclusive and diversity sensitive approach to support transfer 
students into academia (see case study protocol doc Projectplan Summercourse 2010). 

Table Project proposal VU Summercourse 2010

Rationale

Based on theoretical notions of the causes and effects of achievement and attainment rates of 
underrepresented students in HEIs (intertextual reference: see Introduction} Rationale) as being 
significantly lower than traditional students in HEIs, there is a shared interest and task to address this 
inequality as a socially engaged and responsible university. Various forms of integration into campus 
life have been salient and social and academic integration in particular are seen as indispensable to 
acclimate to HEIs and are, in fact, predictors of study success (successful enrollments and attainment). 
These specific forms of integration can be effectuated in interventions addressing this target group 
and these aims in order to support these students to perform better. Acknowledging the perceived 
environments of these students by means of positive and empowering ways of addressing one’s identity, 
culture and (ethnic) background (Tinto 1998; Severiens, Wolff & Renzai 2006; Bermeo & O’Brien 2007; 
Severiens 2008). In particular the unused, unaddressed, unexplored talent these students hold should be 
empowered and navigated positively. For this purpose there has to be a trusting and inclusive campus 
climate where these students are supported personally, intensively, small-scaled, and by culturally 
sensitive and aware teachers and staff. 

Problem

Taking into account the necessity of social and academic integration of underrepresented students and 
their abilities to navigate and explore their identity by means of reflection. As these activities are not 
integrally executed and monitored, there is a need of developing, executing and integrating a coherent 
and interrelated approach to address these deficits. 

Aims ‘head start’

In order to combat poor achievement rates of underrepresented students, an intervention is developed 
and executed based on the good practices of CPS, AAP and Echo that will be executed in August 
2010. The main aim of this program will be to prepare students to matriculate successfully by offering 
workshops and classes that facilitate academic and social integration and reflection qualities concerning 
study choice and perceived identity. A data driven approach is preferred, including monitoring and an 
effectiveness study (from a longitudinal perspective). 

Preferred outcomes ‘realizing a successful pilot’
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Table Continued

Participation of 25+ underrepresented students during a 10+ days course that aims to raise social 
and academic integration and elevate identity reflection in order to perform better in the transfer to 
university. Measurement by means of qualitative and possibly quantitative monitoring and evaluation. 
The acceptability of the project relates to the shared interest, knowledge and consensus institution-
wide that an intervention like this could address experiences and challenges in supporting these 
underrepresented students. To ensure engagement of differentiated actors within VU University, 
top-down leadership and engagement need to be secured by appointing a key figure as a critical and 
responsible friend. The proposal is realistic because of the engaged and participating departments, 
teachers, and supporting staff (in particular VU Education Center, Transfer Program VU, think-tank 
focus group committee Diversity and Identity and student association Dialoog VU). The execution 
of the program is feasible because of the existing social capital (institutions, departments, teachers), 
addressable and available in order to make this co-creation work. Within a timeframe of 9 months the 
development, execution and evaluation will take place. The ambition is to submit an evaluation report 
before October 2010 and scale up the coming years. 

Constraints 

The program is part of the intervention policies addressing ‘steering at study success’ and ideally 
intervenes at three moments in the pipeline, in secondary education, during matriculation and during 
the first semester/bachelor year . 

Course of action

After approval, a team will be created and secondary education partnership will be included (see case 
study protocol, doc. Projectplan summercourse). 

Critical success factors and risks

Necessity to make it an integral approach throughout the pipeline. Without outreach activities in 
partnership with the secondary schools and continuation within the bachelor, it will be marginalized 
as an isolated activity. The VU positively expresses itself as an inclusive and socially driven institution 
that creates safe learning places for all students. Potential risks entail fear to address the problem and 
explicitly target underrepresented students. 

Project organization

Project will be conducted by team Summercourse VU 2010 and will be held accountable by the think tank 
focus group Diversity and Identity, the VU education center and the VU university board. Information 
and communication will be disseminated within and towards these managerial layers. 

Evaluation and closure

From August to September 2010, evaluations will be run by interviewing participants, teachers and 
project organisation/team.
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Project Management
The following paragraphs will cover the differentiated managerial layers that evolved 
during the development, organization and execution of the VU summercourse 2010. Since 
the amount of sources of data is numerous (reports, minutes, agendas, personal notes, 
email conversations, see case study protocol), there will be brief overviews of actions and 
choices that have been made between January 2010 and August 2010 that are relevant 
for the understanding of the specific project management of a bridge program like the 
summercourse 2010. These paragraphs will lead to a detailed and organized curriculum 
design that emergently evolved. 

Organization Summercourse Team 2010
After the approval by the VU university board, the project team was installed. I was 
appointed as program manager and given support by direct colleagues and services of the 
VU education center (audio-visual support centre, administration, faculty support centre), 
of the think tank focus group Diversity & Identity and its social capital and relations, and 
a student-assistant. At a later stage, this assistance expanded to two permanent student-
assistants. Every two weeks there would be meetings with the diversity coordinator as 
representative of the think tank focus group, once a week there would be meetings with 
the student-assistant, and every day there would be appointments with guest speakers, 
communication and marketing, co-trainers, teachers and various critical others involved 
in this project. The VU Education Center (CETAR) was an autonomous entity during those 
days with a full professor as director who took the responsibility of the design and execution 
of this particular program. The different departments within the educational center were 
approachable for support, especially my department concerning the secondary education 
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department (consisting of secondary education teacher program & professionalization, the 
VU transfer project). Several critical colleagues played an important role in the development 
and organization of the final course3, in particular my former MA supervisor who co-hosted 
the final execution of the VU summercourse 2010. 

Communication & Marketing
In creating an inclusive and transfer receptive climate for the transfer students, we needed 
to not only address them in order to enroll in the program, but we also needed to collaborate 
with the VU department of communication and marketing to match the interests and VU 
communication protocol when organizing events like these. From the very beginning, this 
specific collaboration has been very challenging and will be assessed in evaluation paragraphs. 
The components of communication and marketing covered:
	• Creating summer course leaflet in order to recruit transfer students
	• Creating management letters/mission statement to in- and externally communicate 
	• Creating online/digital content and feeds to create visibility of the program
	• Creating newsfeeds for in- and external journals
	• Creating templates for binders/promotion materials
	• Managing the external communication, including programs’ intention, mission and message

Partnerships 
As mentioned above, the partnerships of the pilot study VU summercourse comprised various 
external organizations and networks and internal departments. Echo, and student association 
‘de rode appel,’ an outreach mentoring program organized by a Turkish-Dutch voluntary 
committee, supported the summercourse team in developing the curriculum, and engaging 
pre-university college students to participate in the program. Internal advocates were, besides 
the CETAR center, the department of communication and marketing, Dialoog VU and various 
guest speakers and teachers involved during the execution of the program. Since the VU 
has a decentralized organizational structure, departments are managed autonomously, i.e., 
the teaching, learning and outreach to students, let alone transfer students, are organized 
along the lines of the department and faculty committees (including student associations). 
The summercourse, however, was organized by a supporting center that normally addresses 
teaching and learning of teachers in secondary and higher education institutions. The 
discrepancy between this positioning, i.e., the central situatedness within the VU, is addressed 
as conflictuous in the evaluation paragraphs (intertextual reference: see Theoretical Studies} 
Inclusive Orthodoxy} Participation and Engagement} Engagement and Diversity Management 
for the managerial layers of execution). 

3 Hester Radstake, Isabella van Ophem, Janco Bonnink, Irene Wolff, Mary Tupan, Jos Beishuizen, Ina 
ter Avest.
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Development of Curriculum Design 
During the months of developing the curriculum, the various sections intertwined and evolved 
organically, that is: the appointments with several critical friends, guest speakers, program 
directors created deeper emergent understanding of a preferred curriculum design. In the 
following paragraphs the most notable observations, learnings and outcomes are addressed.
Learning 

Addressing learning now as the ‘I’ in the curriculum design, and thus being the subject of 
this paragraph, I progressively learned about recently developed and executed interventions 
targeting and supporting underrepresented students in their access to and success in HEIs. 
The expert center on diversity policy was one of the suppliers of knowledge dissemination 
that after the study tour in which I participated in October, continuously taught me about 
the national landscape, the effectiveness of executed programs, and the practical ins and 
outs of developing summer courses and mentor programs. I participated in their national 
knowledge dissemination conferences and master classes coming forth from the G5 projects 
(see general introduction) and became involved in a circle of mutual critical friends and 
started to collaborate as co-trainer in their trainings modules (starting July 2009). Secondly, I 
became part, as representative of VU CETAR, of the advisory committee group multicultural 
‘mastership’ (multicultureel vakmanschap), an initiative of five teacher trainer institutions 
within the Amsterdam region, which gave me the opportunity to learn and share thoughts 
about intercultural, diversity sensitive teacher trainer courses and development. Thirdly, I 
participated in a study-business trip to UCLA (9th-15th June 2009) in order to learn about 
the specific AAP program, the academic advancement program that offers support to 
underrepresented (transfer) students starting from a specific pedagogical vision of the 
Pedagogy of Excellence. During this trip, I participated in all the lectures and additionally 
planned meetings with my UCLA counterparts. Specifically, the program manager of the UCLA 
transfer program (Donald Wasson) and one of their teachers (Leila Pazargadi) informed me 
about the specific content, outline, purposes, aims, didactics and pedagogical and narrative 
learning and teaching methods. This encounter can be seen as the beginning of the VU-UCLA 
summer bridge collaboration and, particularly, the collaboration between Leila Pazargadi and 
me. And fourthly, I continuously learned by participating in numerous meetings, encounters, 
lectures and master classes, addressing themes on diversity, inclusion and study success. Since 
the content and approach of the summercourse 2010 was explicitly influenced by the AAP 
model as executed at UCLA, the following description of the AAP program has to be taken 
into consideration to understand the approach the VU summercourse adopted.

Academic Advancement Program (AAP) at the University of California Los Angeles (UCLA) 
UCLA created AAP (1971) to widen access and facilitate an inclusive learning environment 
for underrepresented, first-generation college students seeking to attend and graduate from 
college. Serving as the U.S.’ largest university-based diversity program, AAP promotes academic 
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achievement and success by providing intensive summer courses, collaborative learning 
workshops, peer mentorship, and student support services. While the history of diversity 
inclusion and multiculturalism in the U.S. differs from that of The Netherlands, the aims and 
focus of the summer bridge programs are similar: to integrate potentially disenfranchised 
students into the university system and stimulate a college-going mentality. Many students 
from AAP as well as other American bridge programs are first-generation college students, 
who are often underrepresented and/or low-income. About 83.5% of participants are Latinx 
African American, and Native American; 80% of students are also the first to attend college.

The main objectives aim to fulfil the following three goals: 1) to create an innovative 
academic program for first-generation and historically underrepresented students. This has 
largely been done by using ethnic American studies as curriculum with which students may 
connect. 2) To provide academic support for first-generation college students acclimating to 
college, and 3) To promote access to university and academic success services for students 
matriculating at UCLA. As a result, AAP strives to advocate access, prepare students for the 
world beyond graduation, while also developing future leaders to help transform society. The 
Freshman Summer Program at UCLA is a six-week rigorous academic program that allows 
incoming freshmen to take a combination of three college-level classes in math, English, 
and the social sciences. During the bridge program, students attend classes, motivational 
workshops, tutoring sessions, and advising appointments. The program features a combination 
of academic rigor and team-building opportunities facilitated by on-campus living, creative 
collaborations, and fun activities. What distinguishes the program from others in the U.S. is the 
use of the narrative approach to create spaces of understanding, compassion, and inclusivity 
amongst the students during the exchange of life stories and experiences (AAP 2012).4 

Training
Because of all the information, emerging understanding of teacher education and 

professionalization courses, and the effectiveness of peer mentoring and peer education in 
the studied programs of DePaul University (Chicago), CPS, UCLA and the EUR as examples, 
we decided to develop a peer teacher trainer course in collaboration with the VU student 
support center and the coordinator of the EUR mentor program and honours student (Salmaan 
Sana). The peer students (addressed as ‘buddies’ during the pilot study 2010) were recruited 
by summercourse partner Dialoog (the student assembly representing a diverse spectrum 
of various VU student associations) and targeted students with a non-western migrant 
background, or having affiliation to the target group of underrepresented and first generation 
students. The involvement of these peer coaches related to the stated aim to develop a 
pipeline outreach program that facilitated a transfer receptive culture. While aspiring this, 
we needed to address the target group itself by including them as early as possible, in the 
execution of the summercourse. These peer students not only actively participated during 

4 See https://www.aap.ucla.edu 
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the summercourse, they also supported by attracting transfer students to this program and 
supporting these students throughout the first semester after their enrollment. Detailed 
description of the course and its exercises can be found in the case study protocol. For the 
purpose of understanding the set intentions of these peer coaches, the specified professional 
role, the following elements were essential:
	• Specify the distinction between various roles. I. Being a signpost within the university 

landscape as opposed to being a counsellor. Students were trained to address challenges 
faced by transfer students, and could adequately support them to navigate the support 
system. II. Being a critical friend, a buddy, a significant other transfer students could 
relate to (often having similar backgrounds), being representative and inspiring 
because of an open and transparent attitude towards the encounter. III. Being prepared 
to face difficulties in encountering and/or communicating with transfer students 
(communication skills).

	• Students are trained to support in the outreach program to enroll these students in the 
summer program. They executed trips towards the VU collaborating high school network 
and were motivated to be active agents in advocating the summercoure in their social 
networks (Facebook etc.).

	• Students were informed about the summercourse content and the importance of their 
active participation during the lectures and workshops, being role models to the transfer 
students. 

	• Students were trained to facilitate the on-going post-summercourse meetings, during 
the first semester after matriculation. They not only organized follow-up meetings with 
their coachee, they also received ‘intervision’ support from the peer education trainers 
during a session that addressed challenges when encountering (your) transfer students.

	• The training consisted of the following exercises: characteristics of a buddy (peer-coach), 
SWOT me (strength, weakness, opportunity and threat analysis), rules of active and 
engaging listening, rules of giving constructive feedback, role-plays to address deviating 
learning attitudes, my elevator pitch (being your peer-coach). 

Execution Summer Bridge 2010
In reference to the above-described process of initiating and organizing the pilot 
summercourse 2010, the concrete executed program shows an evolved design that addresses 
and integrates all these learnings during this first year of the summercourse’s execution. 
The student and teacher readers describe in detail all the assignments and instructions 
(see case study protocol). In addition, the e-learning environment of blackboard supported 
the students with complementary information, such as the presentations of the guest 
speakers; background material to integrate in their final assignment and submission/
discussion forums. The current paragraph will, firstly, outline the synopsis of the 10-
day summercourse (aim & content) and address the collaboration with UCLA. Secondly, 
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the learning and teaching manuals will be summarized to understand and address key 
ingredients of a communicative and narrative approach that was executed during this 
first pilot study. Thirdly, the process of execution will be illustrated in such a way that 
one can understand the contextual elements. 

Synopsis Summercourse 2010 
The specific aim of the VU pilot summer course was to achieve social and academic 
integration, and reflection on an academic pathway in order to support students in a 
successful transition from high school to university (Tinto 1998; 2012; Engle, Bermeo & 
O’Brien 2006). Students were engaged during a dialogic and narrative workshop, using 
a Socratic Dialogue Technique. All written narratives (including the autobiographical 
inquiry) marked a ‘critical incident’ (critical incident technique, Flanagan 1954; 
Kelchtermans 1994) having in common a similar pattern of moments where students 
were in charge of choosing and/or enrolling in a study career. This particular moment in 
time was key in their reflection on their own narrative as well as the narratives of others. 
Within a narrative approach, a life story is situated in the context of past, present and 
future as addressed in the theoretical section. By using narrative pedagogy as a means to 
address meaningful turning points in one’s life that are strongly related to their academic 
trajectories, students created understanding of their own journey, their used forms of 
capital and found resemblances in stories of others that worked in an empowering way. 
As part of this biographical research on one’s own and others’ shared narratives, students 
experienced the full cycle of empirical research by 1) Inductive observations of shared 
and personal narratives, 2) Formulate questions and/or hypotheses to understand these 
inductive observations, 3) Analyzing and integrating data stemming from interviews, 
observations of the narrative encounters offered in the summer course (i.e., self inquiry, 
interview significant others, cases guest speakers, academic journals and student voices) 
to verify one’s questions and/or hypotheses, 4) Concluding by means of writing an 
evaluation of findings and suggestions. In addition to practicing these research skills, 
students received crash courses in the academic skills of writing, reading, and working 
collaboratively in order to write an academic essay at the end of the course. Students were 
supported by student coaches (peer mentors), who not only mentored them to enhance 
academic preparedness (with specified tutoring on these topics), but these students’ 
coaches also served as ‘significant others’ since they were also underrepresented student 
role models. Students attended several social gatherings, workshops and small groups 
that generated empirical data for their biographical essays. Two cohorts, from VU and 
UCLA respectively, were given the same prompt: asking them to use social networking 
and communication apps like Skype to interview their international counterparts about 
education, upbringing, and core values, using online chat messengers in their respective 
computer labs. After the interviews, the students were asked to write papers detailing 
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their experiences and any conclusions. They also participated in several group-bonding 
activities, such as a contemporary street dance workshop, a campus exploration game, and 
communal meals (some of which took the form of Iftar feasts during the Muslim Ramadan 
festivities that coincided with the summer course 2010). The reflective dimension of the 
curriculum design, which was addressed as an aim within these programs, was established 
by means of specific narrative inquiry dialogues and Socratic Dialogue small groups 
sessions. Within these sessions, all students, peer mentors, and teachers exchanged 
their life stories in relation to their ambition, aspiration, study pathways, and (hybrid) 
identities as underrepresented students. With the implementation of these three aims in 
the curriculum (academic and social integration during reflection about self-esteem, and 
awareness of strengths and challenges), students were prepared for a successful transition 
to university by voicing their unexplored, hidden, layered, and in some cases silenced 
identities. During the first semester, their peer educators kept mentoring participants in 
order to intervene during this difficult first semester period of their start to university. The 
final closure of the summer bridge project took place at the end of the first semester with 
a special ceremony for the peer educators, who received their certificate as peer leaders 
(students supporting students), thanking them for their inclusive leadership skills in this 
socially engaged job by supporting other underrepresented freshmen. 

Content teacher and student readers
Teacher Reader
The teacher reader can be understood as the actual curriculum design synthesis arising from 
the described process of initiating, developing and executing the summercourse. It contains 35 
pages of descriptions for the involved teachers, trainers and peer-coaches, and offers a teacher 
guide including program and exercises outlines, rationale and aims, communicated content 
to students, relation research and chosen intervention, reader guide, differentiated course 
description and aims. The following tables were translated from Dutch, covering four pages 
of the teacher reader. They address schematically the program and exercises. This paragraph 
will continue by briefly discussing the descriptions and aims for each lecture separately, since 
this is of importance to understand the curriculum design and, consequently, the student voice 
(see full description case study protocol). 
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Week one

Monday 8/23 Tuesday 8/24 Thursday 8/26 Friday 8/26

Opening 
Gusta Tavecchio & Ina 
ter Avest
Introduction narrative 
approach
Prof. dr. Ruard 
Ganzevoort
Introduction 
sociology: changes in 
society 
Prof. Hijme Stoffels

Introduction 
Community of 
Learners
Prof. dr. Jos Beishuizen
The empirical cycle: 
research skills
Dr. Hester Radstake

Narrative research, 
exploring voices
Prof. dr. Halleh 
Ghorashi
Dr. Ina ter Avest

Rhetoric and Groups 
dynamic
Suzanne Metselaar & 
Renate Schepen

Communicating one’s 
narrative
Prof. dr. David Pinto
Socratic Dialogue 
technique 
Suzanne Metselaar & 
Renate Schepen

Academic writing 
skills
Dr. Lotte Tavecchio
Inductive 
actualization & close 
reading
Gusta Tavecchio & 
Leila Pazargadi (set up 
interviews)

Narrative reflection/
inquiry
Dr. Alma Lanser

Academic presenting 
skills
Dr. Lotte Tavecchio

Week two

Monday 8/30 Tuesday 8/31 Wednesday 9/18 Thursday 2/9

Autobiographical 
research on first 
generation students
Dr. Mick Matthys
Voices: inspiring role 
models 
Barien Abawi MA, en 
Fouad Sidali, Erdal 
Akteran
Dance workout 
Julien Patterson

Academic writing 
skills 
Eline van Straalen & 
Marloes van Beersum

Empirical cycle 
reviewed including 
narrative research, 
final rehearsal 
Dr. Hester Radstake

Informal Narratives
Renate Dorrestein

Reflection and 
analyzing narratives: 
coaching and coping 
Leonie van der Valk
Critical close reading
Leila Pazargadi

Autonomous 
workshop
Gusta Tavecchio & Ina 
ter Avest

Autonomous 
workshop 
Gusta Tavecchio & Ina 
ter Avest

Final closure 
ceremony 
Fatima Elatik
panel 
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All teacher descriptions include initial situation, student framework, rationale, aim, curricular 
strand and exercises. The following non-exhaustive summary will deal with every keynote 
or workshop separately, including only the ingredients needed to exemplify the curriculum 
design (see case study protocol for full document). Only the first example includes the 
fully summarized description. The peer coaches attended all lectures (depending on their 
availability) and workshops and were paired up with participants. 

Day one: introducing leading subjects summercourse 
Introduction to narrative research, biographies and narrative identity construction 
	• Initial situation student: it is the first lecture transfer students receive. Students have 

sent their motivation letters and had course information by mail. 
	• Student framework: informative text on narrative research and the use of it in this 

particular summer bridge. Students receive a narrative analysis framework that can be 
applied throughout the course, in order to analyze the different voices, including those 
of others (students) and guest speakers.

	• Rationale: introduction into narrative research theme of the summer bridge under 
guidance of expert Ruard Ganzevoort

	• Aim: introduce students to the leading concepts of narrative research and inquiry and 
engaging students 

	• Curricular strand: this introduction is seen as creating a foundation of the bridge program, 
which will be expanded during the coming days. 

	• Exercises: address one or more reasons/grounds to undertake narrative research, specifically 
narrative inquiry on narrative identities. How do you think your approach will be the coming days? 

Introduction to sociology of religion. Modernity, religion and the meaning of life. 
	• In order to address the context of underrepresented students, living in a plural secularized 

culture, and the relation of religion and meaning-making processes. Students are invited 
to address this theme in their own narrative inquiries by means of a sociological approach 
to understand religion and spirituality in society. Students explore their understanding of 
positioning themselves in this postmodern era, with a special focus on their own narrative. 

	• Exercise: describe one or more causes that effected Dutch transformations within Dutch society 
and the defining factors within. 

Introduction Socratic dialogue technique
	• In order to analyze the concept of narrative research in a Dutch diverse and plural secularized 

society, students are engaged in this workshop to share their own narratives using a 
Socratic Dialogue technique (see case study protocol for descriptions and explanations 
as used in this summercourse). Students have to choose one meaningful event (critical 
incident) that marks a positive moment of change, a pioneering (pivotal) moment in life 
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you made a choice. This moment should preferably relate to the study pathway. Using a 
Socratic Dialogue technique helps us to understand a concept inductively. Using all the 
shared moments, one comes to a consensus when deductively formulating a definition 
out of these stories. This approach supports group dynamics positively, since students 
need to share and listen to each other’s stories. 

	• Exercise: what concepts match the theme of narratives of students living in a secularized/plural 
society? How do you understand these concepts? Formulate a preliminary research question. 

Day two: introducing empirical research cycle
Introduction community of learners
	• Students are engaged to work this week in a community of (academic) peers and 

scholars. It addresses academic readiness by exploring the concept of academic attitude 
and the necessity to collaborate. The lecture deals with the leading concepts of the 
empirical cycle.

	• Exercise: in what way do your fellow students take part in your research process? In what way are 
you going to address your research question academically? What steps need to be taken in order to 
study the main question? 

Introduction to the empirical cycle
	• How can research be organized academically and properly? This lecture gives students 

a deeper understanding of the various steps that have to be taken when doing 
research. Furthermore, it stresses the differences in qualitative versus quantitative 
approaches, design and methods of doing research, analyzing data and conducting 
an interview. The teacher uses her dissertation to guide the students along the steps 
of the empirical cycle. Students are prepared to interview, within 48h, with a UCLA 
paired student.

	• Exercises: what are components of doing research academically, formulate your final research 
question. Formulate at least four questions you want to address during the interview. The subject 
of the interview is: the position of cultural identity in the narrative of the interviewee. 

Academic writing and outlining text
	• In order to analyze and prepare the theoretical and empirical input the lectures provide, 

students learn to think about organizing their text academically. Working continuously 
on their output, i.e., the academic essay, students are supported to design an outline in 
this lecture. In addition, students learn the basic principles of writing academically, that 
is the use of citation, quotation and paraphrasing. 

	• Exercises: create an outline for your final essay and think about the following topics: introduction, 
body of the text, conclusion and discussion. 
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Close reading and ‘inductive actualization’
	• In order to read academically, students are engaged to read text fragments analytically 

and critically. The topic of the lecture contains narratives of migrant Muslim women, and 
addresses issues of Occidentalism and colonialism. 

	• Students will be paired up with UCLA students and have 48h to interview each other. 
With the interview method of inductive actualization (Tavecchio 2009), students are 
prepared to make conversation as inductive and personally engaging as possible. These 
interviews should address narrative identity and students encountering boundaries in 
their matriculation at university. 

	• Exercises: write a paragraph for your essay (body text) that contains approach and method and 
prepare interview questions. 

Day four5 
Narrative approach, using the student voice
	• Students are engaged to listen and analyze the narrative of guest speaker Halleh Ghorashi, 

who makes use of a narrative approach in examining migrant narratives. This lecture 
unravels ways of analyzing narratives and students are supported in strategies to analyze 
empirical data as such. Theoretical concepts as ‘constructed identity’ and multiple identities, 
are introduced and applied when analyzing elements of one’s own narrative. Students 
learn how to reflect and address patterns and choices in their own-shared narratives. The 
importance of creating an inclusive and ‘safe’ learning community is stressed. 

	• Exercise: compose one paragraph for your essay including the topic ‘reflection upon one’s narrative.’ 

Reflecting upon students’ narratives using meaningful current and past events, supported by 
peer-coaches. 
	• This workshop offers a first practical ‘group reflection and analysis’ session. Students are 

invited to apply the learned and heard taught material (theory and narratives) to their own 
narratives’ construction and reflections. How does one deal with themes and patterns of 
other narratives compared to one’s own? The element of ‘empathetic witnessing’ is trained 
in this workshop, since students (transfer as well as peer coaches) need to be sensitive and 
receptive to each other’s stories and need to interact analytically. Sharing differences and 
similarities support this engaging encounter of students. 

	• Exercises: describe in what way your study choice, study behaviour and expectations are related 
to meaningful moments in your narrative. In what way did (significant) others take part in these 
moments (positively as well as negatively)? What do these moments mean to you? Write a paragraph 
for your body text addressing ‘reflection on one’s narrative’ and include reflections of others. 

5 On day three, students needed to work individually on their text plan, interviews, research 
questions and methods and one paragraph. 
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Day five
Rhetoric, small group dynamics and debating skills
	• Students are engaged in an interactive workshop to address/discuss challenging viewpoints 

and arguments that prepare them for taking stance in academic debates. Students learn 
how to present findings in dialogical settings. With this workshop, students are prepared 
to present their final essay during the closure ceremony. 

	• Exercises: formulate and defend a proposition based on your own narrative inquiry thus far. Try to 
systematically structure your argument, integrating feedback. Address the proposition and defense 
in your presentation during the closure ceremony. 

Academic presenting skills
	• The former session dealt with systematically structuring a defense of a proposition, whereas 

this workshops highlights do’s & don’ts when presenting academically. Students use audio-
visual material to analyze their own presentation. How do you tell an engaging story? The 
workshop specifically prepares students to give a presentation during the closure ceremony.

	• Exercises: present your proposition taking into account form and content. Make an outline for your 
final presentation, taking into consideration the discussed do’s & don’ts. 

Day six
Autobiographical research on first generation students’ narratives and voices of inspiring role models
	• Students are introduced into concepts of identity capital as a form of capital that can be 

addressed (applied, mobilized) when navigating a (new) social system. Because of ‘change of 
position/transferring to university’, students experience challenges. The lecture particularly 
tries to address reflection skills. Students are invited to think about their transitioning 
process, what frightens them, what encourages them, and what helps/supports them. 

	• Two inspiring role models share reflections on their narratives and there is time for Q&A.
	• Intermezzo workshop: dance workout. Students are physically engaged to participate, 

cross boundaries and reflect in a non-cognitive manner. The group bonding process is 
addressed in this workshop. 

	• Exercises: how would you define your social and cultural background/context? Do music and 
dance play a role? Consequently, in what way did artistic elements affect your narrative? Write a 
paragraph for your text body, addressing reflection on one’s narrative, integrating themes of this 
particular workshop. 

Reflection and analyzing narratives: coaching and coping 
	• The former workshop addressed differentiated layers of analyzing and reflecting on one’s 

narrative (artistic elements). This workshop was engaging and fun, and strengthened 
the group dynamics needed for this workshop. It engages students to reflect on their 
narratives, analyzing coping styles that are often used when dealing with life changing, 
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meaningful, existential situations. With this engaging workshop, students explore their 
narratives once again, activating reflective skills to address deeper and layered identity 
conceptions. Understanding the self (self esteem/image) helps students better to make 
use of their own identity markers and strengths in this new period in life. Topic of this 
workshop is to address existential inquiry and religious/bi-cultural coping. Students share 
moments of crossing boundaries (existentially) and effective coping styles. 

	• Exercises: in what way does coping play a role in your daily life? Write one paragraph for your 
body text addressing ‘reflection on one’s narrative,’ taking into consideration the shared stories. 

Critical close reading 
	• Students have read two articles and have written a paragraph on their interviews with the 

UCLA students. This lecture challenges students to critically discuss the articles and share 
their findings about their encounter with UCLA students. There also is space for Q&A 
with the international guest lecturer. Close reading is an academic way of reading a text 
critically. Students are challenged to formulate questions and debate about interpretation 
possibilities. 

	• Exercises: read the articles and make the assignments. Address this analysis in your essay body 
text. Include reflection on the interviews with the UCLA students in your essay. Make three copies 
of your draft text (for the next class). 

Day seven
Academic writing skills
	• Students have sent their draft paragraph to the teachers. This material forms the point of 

departure for this lecture addressing tips & tricks in academic writing. Spelling, grammar, 
style, punctuation are important and seen as essential knowledge. The VU language 
institute facilitates tailor-made language courses. Students get acquainted with this 
institution, the required levels and essential instructions to improve their written output. 

	• Exercises: edit an anonymous text. Does it meet the academic Dutch language standard, taking into 
account grammar, spelling and style? Try to incorporate suggestions for improvements. 

Autonomous workshop
	• Students apply all the suggestions of the former workshop by improving their written 

paragraphs. In addition, they work on finishing their essay. Students need to submit their 
essays this evening before 9 p.m.; students integrate the various paragraphs, including a 
discussion and reflection to be written in this particular workshop. 

	• Exercises: complete your essay, including introduction, body text, conclusion, discussion, and 
personal reflection. The panel will look at the integration of the topic (narrative approach), research 
outline, method, process and will take into account that these texts are all drafts. Post your draft 
online (black board). Map out your final presentation. 
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Day eight 
Final rehearsal
	• This lecture reiterates all the material used and analyses students integrated in their final 

drafts and organized it along the line of the empirical cycle. Were the students successful 
in applying an empirical cycle and executing research academically? Students prepare 
themselves by analyzing their material in order to present it during this final rehearsal. 
Does your presentation show: consistency, missing links, and presentation skills? 

	• Exercises: present your narrative research. Share critical and constructive feedback. Does the chosen 
form of the presentation meet the content? Does the presentation convince the audience? In what 
way can the presentation be improved, taking argumentation and design into account? 

Autonomous workshop
	• Students work individually (supported by peer coaches) on their output. They try to 

organize all their material, feedback and analyses. 
	• Exercises: in what way would you recommend students to undertake narrative research? Could you 

address a notable learning/understanding that surprises you? What findings are multi-interpretative 
or even inconsistent? Do you find any relevance to pursue this research? How would you proceed? 

Day nine
Informal narrative workshop
	• VU writer ‘on location’ (yearly changing national writer) engages students to present and 

discuss their narratives using a ‘beer mat.’ They are challenged to write their narrative research 
in a compact way on this mat, and share these with each other. This workshop preludes an 
organized encounter planned for the closure ceremony. Parents and guests are invited to 
interact with each other using this method of ‘sharing one’s life story, using a beer mat.’ 

Final closure ceremony
Parents and caretakers have received an invitation to attend the final closure ceremony. The 
program of this event is:
	• Opening Gusta Tavecchio, introducing aim and method Summercourse VU ‘students 

without boundaries’
	• Official opening by President of the VU Executive Board, René Smit
	• Presentations by summercourse participants
	• Panel discussion outcomes (panel committee: Ina ter Avest, Jos Beishuizen. Fatima Elatik, 

Özlem Coban).
	• Guest speaker Fatima Elatik
	• Closure, sharing Iftar (using university restaurant and including traditional guidance 

iftar). 
	• Certification graduation ceremony 



176   |   Chapter 3 

Student Reader
The student reader was handed out at the first day of the summercourse and was referred to 
as ‘binder’, since students needed to put all their exercises and output in this ring binder. It 
contains 28 pages of descriptions for the students only, and offers a guide including program 
outline, introduction topic summercourse, introduction method summercourse (executing 
research, using steps of the empirical cycle), differentiated course description and aims (as 
written above in the teacher reader) (see case study protocol, doc reader summercourse VU 
2010). In addition to the reader, students received lecture and workshop hand-outs, provided 
by the guest speakers. Subsequently, the digital learning community blackboard gave students 
access to the online material resources, such as theoretical articles, course description and 
course introduction (discussion forum). 

Execution Process 
There is substantial data available to consider the context of the execution process, i.e., images, 
videos, photos and interviews that were recorded during the execution phase. In the case 
study protocol, several appendices will contain these videos, photos and interviews. For this 
paragraph, however, data is selected to give more specific and detailed context information 
that influenced the group dynamics, lectures and final output. 

All classes took place in the faculty of medical sciences. The peer coaches participated 
in each workshop depending on their availability. During the execution of the course, they 
were paired up with participants, after arranged meetings to get acquainted. The two student-
assistants who supported the execution arranged these meetings. Together with the program 
manager (I, the researcher) and senior researcher and colleague (Ina ter Avest), these four 
people formed the core team that were part of the development team and, in this execution 
phase, were available throughout the whole nine days. During every lecture/workshop I 
myself or Ina would introduce the guest speaker, summarize the program aims, positioning 
the concept for students and address questions. The student-assistant helped throughout 
these days by managing the peer coaches, providing copies and materials, and communicating 
with participants. During the closure ceremony, an Iftar was organized. Dialoog (a diverse 
student committee) ‘de rode appel’ arranged this ceremony, including letters written to the 
parents of Dutch-Moroccan and Dutch-Turkish descendant participants. All in all, because 
of the significant assistance of peer students and our student-assistants, the summercourse 
could create an inclusive climate of belonging. 
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Student Voice
In the present multiple-case study 2010, written student-voices were collected in order to understand 
underrepresented students’ academic pathways and their chosen critical incidents that mark an 
influential moment of truth which impacted on their academic trajectories and further decision-
making processes. Within this process, special attention is paid to the role of others (parents, peers, 
educators) as sources of support, while also addressing the challenges these underrepresented 
students face when they are in the process of transitioning to academia. In particular, the lack and 
need of the different forms of capital are being questioned to better understand the lack of human 
capital and the support and richness of other forms of navigational identity and other types of 
capital. The data was collected by means of essays and creative exercises that underrepresented 
students needed to write and execute as mentioned above, and addresses the question ‘what do 
students share in their essays, after having participated in the summercourse 2010?’ 

The specific student encounter involved their reflections on their explored and 
identified ‘identity capital’ used in their study pathways thus far, and the impact of mutual 
understanding via counter narratives of AAP and VUA students. In most cases, the mostly 
Turkish, Surinamese, and North African students participating in the VU Summer course 
did not expect to find much in common with the Latinx American, African American, and 
Asian American students from UCLA. Both stereotyped the ‘other’ as blonde-haired and 
blue-eyed, but after interviewing each other, both sides realized that they were struggling 
with similar feelings of alienation. Because of the interviews, the students found similarities 
in shared narratives, overcoming exclusion, fear, and obstacles in their quest for inclusion. 
Stemming from the described Critical Race Theory (intertextual reference: see Theoretical 
Studies} Dialogic, Narrative and Critical Encounters} Critical pedagogy), the summer course 
2010 created a safe place to critically encounter negative and leading stereotypes affecting the 
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self-esteem of these underrepresented students. Sharing life stories with ingredients of ‘being 
a marginalized other,’ experiencing micro- aggressions and having to navigate the traditional 
campus climate, stressed the importance for these students of being engaged in such safe 
and trusting learning environments. With this approach, students were invited to explore the 
following questions during their narrative encounter with their VU-UCLA paired up student: 

	• How does your ethnicity or cultural upbringing affect your self-perception and identity?
	• Have you ever been discriminated against? What were the reasons for this discrimination and how did 

it make you feel? If you have overcome this discrimination, how did you do so?
	• What is your educational background? How did you come to be at the university at which you are 

studying?
	• Are you the first in your family to attend university? If so, what does this mean for you and your family? 

If you aren’t the first to attend university, what are the expectations that your family has for you?
	• What is your major, or what will you focus your studies on at university?
	• What do you aspire doing after graduation?
	• If there is something you could change about the society in which you live, what would it be? Does this in 

any way relate to what, or who you aspire to become?

Written Narratives
In order to demonstrate the exploration of agency, self-efficacy and self-reflection, and mutual 
(transformative) understanding of our summer bridge students, this paragraph highlights selected 
fragments of analyzed narrative reflections (as written by the students themselves in their final 
essays 2010) on the process of critical narrative encounter leading to (ethnic) identity formation for 
underrepresented students, particularly those who feel they are ‘in-between’ (intertextual reference: 
see Theoretical Studies} Dialogic, Narrative and Critical Encounters} Ethnic and Empowered 
Identity Development Theories). 

Fragment of a Turkish Dutch student’s essay, reflecting a chosen critical incident that marked 
a meaningful moment in time, illustrating the moment his hybrid identity manifested itself: a 
duality of living in two cultures. 

‘What am I still doing here?’ (VU, translation from Dutch using student’s direct words)
This was a question I had no answer to. But, there was a pivotal turn in my life story. I 
experienced a critical incident. As usual, I was spending my vacation in Turkey and I was 
enjoying it. I felt at home, or I thought I was. After some time, the differences between my 
Turkish friends and me became visible. Yes, I did feel at home, but I knew there shouldn’t 
be things in your home that could surprise you because ‘home’ should be your place, your 
base line. In your own home/base line you shouldn’t be surprised! So, apparently, something 
different was going on: the Turkish and Dutch culture had been blended. It was like a kind of 
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mix, as if you’re experiencing a completely different taste and you’re being curious but at the 
same time anxious in case that it doesn’t [sic] taste well. I couldn’t be without the Turkish 
culture in the Netherlands and I couldn’t be without the Dutch culture in Turkey [sic]. I had 
to accept and learn how to handle this. 

Fragment of a Caribbean Dutch student’s essay, reflecting the empowering effect of navigating 
one’s identity capital, effecting positive agency towards one’s inner voice that differentiated 
towards a growth mindset (Dweck 2017). 

‘Stop giving up’ (VU, translation from Dutch using student’s direct words)
My pattern of giving up has been an effect of the fear of not living up to the expectations of 
others (low expectations of my teachers) as well as my own (high expectations of my family). 
This is influenced by my education and home situation. At school, I often felt obliged to prove 
myself whereas at home, family expects me to do well in school. This all leads to a rising 
pressure on achievements and a growing insecurity. One solution is to convince myself it’s 
not all about good results. I have to believe in myself again, and find my inner force. It’s all 
a matter of this mentality change: I need to give up the limiting thoughts and actually give 
room to the reinforcing and positive thoughts. 

Fragment of a Latinx American student’s essay, reflecting mutual transformative understanding 
of experiencing ambiguities in having a layered identity, with its implicit biases and associations 
(Gawronksi Payne 2010).

‘Crossing into the Hybridity’ (UCLA, English written text)
Physical or psychological borders make it difficult for people of different ethnicities to form 
social connections. Attending the Vrije Universiteit in Amsterdam permits individuals to 
engage in conversations and form friendships with other people with different ethnicities. 
Ignorance generates boundaries, which hinders the capability of discovering a commonality 
between individuals with dissimilar backgrounds. Throughout the interview process, a simple 
message became a cross-cultural process that helps identify the complexity of finding a tertiary 
space. Communicating with [name Dutch student] allowed me to identify misconceptions 
within my perceptions about Moroccans. In the comparison of [name Dutch student] narrative 
to my own, our appearance plays a vital role in the acceptance of hybridity within distinct 
cultural societies, thereby allowing those with fair complexions, like us, to cross between two 
cultures and create a sense of duality.

Fragment of an African American student’s essay, reflecting a narrative encounter with the ‘ethnic 
other,’ positively challenging implicit biases and associations revealing understanding of sameness 
and difference (Ghorashi & Sabelis 2013). 
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‘My Lesson from Half Way Around the World’ (UCLA, English written text)
My interview with [name Dutch student] was in short, an eye opening and pleasant 
experience. The connections we made, based on our shared cultural mindsets and interests, 
resemble that of any other I would have made from a student of my own country. Our 
matching tastes in music and views of ethnic background, discredited my preconceived 
notions of the ‘ethnic other.’ The experience of talking to [name Dutch student], who lives 
half way across the world, showed me how stepping outside your box makes the distance 
between ‘self’ and ‘other’ seem much shorter.

Generally, the written narratives, as illustrated by these essay fragments, reflect the rich and 
diverse experiences that underrepresented students expressed in two countries across the 
world. By communicating about life experiences and struggles with others, students were 
better able to understand and reconcile their in-betweenness through deeper understanding 
of their hybrid identities by narrative encounters. This often mutual and transformative 
understanding expressed by students allows for personal and academic identity achievement. 
Using the narrative inquiry approach enabled these students to reflect not only on their own 
stories and the formation of their forms of capital (identity, aspirational, navigational, family, 
resistance, etc.), but it allowed each student to become empathic and sensitive to the stories 
of others. As a result, a critical narrative approach allowed for understanding of the self and 
of the other as a source of empowerment for student participants and as a pedagogy building 
via peer mentors. The mentors were instrumental to empower students in their facilitation 
of the program, during which they modelled the way in which they navigated the unknown 
social system and, thereby, acquiring the academic and social habitus of attending university 
for the first time. 

In sum: understanding of self and other, in-betweenness of family and school and color 
and ethnicity, awareness of the effects of implicit bias on expectation management and the 
intrinsic motivation, perseverance and by that, discovered agency enabled students to mark 
these moments in time in order to create a renewed plot between past, present and future. 

Evaluation 
After the execution of the summercourse, three evaluation forms had been sent to a. 
participants, b. peer coaches and c. teachers. The following paragraph will take these and 
the written evaluation report (see case study protocol, doc. ‘evaluatie summercourse 2010) as 
sources of information and deals with rationale and aims, development, process, execution, and 
experiences. In addition, critical recommendations (see case study protocol doc samenvattende 
evaluaties VU 2010) as shared in 2010 are included and will be explicated more thoroughly in 
the cross-case analysis and lessons learned paragraphs in this section. 
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Evaluations Summercourse 2010 summarized 
Rationale & aims: (see above: project proposal Summer Course 2010} Rationale) 
Evaluations forms and figures: 17 out of 23 final participants, 12 out of 23 teachers/guest speakers, 
18 out of 20 peer coaches. In addition, a focus group consisting of the summercourse team 
and peer coaches and teachers met twice and evaluated highs and lows of the course 
and recommendations. From these findings (and responses), the team aims to integrate a 
longitudinal approach to monitor summercourse students’ (as cohorts) experiences and 
outcomes and, in addition, the curriculum design research is intended to be part of a PhD 
project.6 23 participants finalized the summercourse. 27 participants attended the opening 
session and 47 registered online. 20 peer coaches were involved during the execution of the 
course, 15 participated in the post summercourse continuation. During the execution of the 
course (the 9 days), four student-assistants and 18 teachers and guest speakers participated. 

Development: (see above} HOW)
Program management: 
Organization: from January to July the program has been further designed and executed 
(after the initial pilot research and analysis, that led to the actual proposal). The program was 
executed in nine days and included the aims of social and academic integration and exploring 
reflection skills of underrepresented and bi-cultural first generation students accessing to 
university. 

Communication and marketing: because of intertwining understanding of target group 
policies and defining underrepresented and first generation students, the needed support of 
the VU marketing and communication department was challenging. Stemming from different 
goals and aims, the preferred, used and allowed language to communicate with the target 
group was obstructed. Although the VU University Board, the think tank committee diversities 
and identity and the CETAR center of education had approved of the aim, content and purpose 
of the program, the collaboration with the service of marketing and communication was a 
puzzling affair. As a matter of fact, no sufficient communication was shared from a primary/
direct VU-students communication, and led to frustration on the one hand (insufficient 
support) and interference in the autonomy of the program on the other. On 23 July 2010 latest, 

6 As mentioned in the introduction, the pilot summercourse 2010 began without an official PhD 
position. I addressed my ambitions and several times they were met with oral approval and 
explicated in written official documents (first Jos Beishuizen CETAR, later Mary Tupan Echo). 
Because of national and institutional policies, the project couldn’t start in these years 2010-2012 
(meaning changing of political climate toward more center-right winged values and views that 
implicated cutting in the diversity and inclusion policies institution- and nation-wide). However, 
the actual PhD project officially started in January 2013. Because of the initial ambition, I did record, 
gather and organize all the data collection from the very first moment and in advance to officially 
start this PhD project. 
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a communication letter appeared and an online website/portal was launched. The various 
interventions by superior managing policy staff did not lead to improvement. Because of this 
situation, communication and marketing of the program was organized bottom-up, including 
active agency of our peer coaches, who shared it in their communities, did outreach activities 
towards high schools, using unofficial templates and addressing alternative communication 
networks. Because of the acquainted critical friend and allies on the subject and program, the 
summercourse team 2010 did manage to navigate social codes and communication trajectories 
that led to institutional and national communicative exposure.7 

Outreach and headhunting participants and peer students: see paragraphs [HOW], in 
addition to the above described information, the peer coaches all participated voluntarily, driven 
by a shared interest and motivation to support other (often comparable) underrepresented 
students during their matriculation at university. 

Facilitation and support: because of the managerial layer the summercourse team was 
officially part of (VU transfer program, CETAR center), the continuation of the execution 
(implementation in faculties, support and services) proved to be complicated. Because of this 
marginalized position within even the CETAR center itself, the summercourse team had to 
insistently advocate its aims and purposes in order to create common ground, interest and 
support from interfering managerial layers. For instance, all teachers and guest speakers were 
selected by means of the social network of critical friends of the curriculum developers (Ina 
ter Avest & Gusta Tavecchio). 

Assessments evaluation forms:
Training peer coaches: the involved peer coaches participated primarily from a social justice driven 
impetus. Because of their understanding of the background of the targeted underrepresented 
students and their familiarity with feelings of exclusion, they were intrinsically motivated 
to support new underrepresented students in their access to university. These peer coaches 
played a pivotal role during the execution of the bridge program because of their hands-on 
and personal support during the interactive workshops and exercises. Positively, this peer 
involvement can be considered one of the most powerful and essential conditions for creating 
intensive and reflective encounters during the workshops. The assessment of the peer coach 
training, the quality of the trainers was rated as excellent. The overall judge of the training 
was very positive and the elements of the elevator pitch and the role games were mostly 
appreciated. The amount of time was challenging for a small number of participants and certain 
parts of ‘program information’. All things considered, the participants were very enthusiastic 
and aside from the time-consuming training, there was positive (written) feedback (see case 
study protocol doc: summercourse buddytraining Marjorie Wielkens). 

7 During and after the program, various institutional and national newspapers shared their interest 
in this program, which led to several articles. 
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Execution summercourse, participant evaluations: The initiative itself has been positively evaluated. 
They experienced the course as an academic preparedness program and as a headstart on 
their study trajectories. Some preferred the practical approach of tips & tricks that addresses 
academic preparedness, others preferred the social component of feeling at home in a 
university campus climate, and others were inspired to do narrative research on one’s life 
story (see case study protocol doc: evaluation summercourse participants).

Teaching, teachers’ evaluations: although the evaluation form response was not as high 
as hoped, all guest speakers reported their appreciation when replying to the invitation to 
fill in the evaluation form. Supportive comments were shared like ‘keep on going’, only good 
words and thoughts and no comments whatsoever.’ The ones who did respond appreciated 
the curriculum design and the detailed and in depth approach of this bridge. Especially the 
dialectics between the academic preparation and the reflection exercises were seen as an asset 
to a transfer approach, since only too often the deficiency approach was still salient at the 
various departments (see case study protocol doc: evaluation teachers). 

Recommendation
Overall: in spite of the tight preparation and understaffing, the summer bridge project 2010 
was successfully executed due to the voluntary support of peer coaches, student-assistants 
and VU colleagues. Generally, the course was positively evaluated by participants, teachers 
and peer coaches. The most prevalent recommendation concerned an upscaling of coming 
courses. In summary:

Participants: as regards the communication and coordination of the bridge 2010, the 
recommendation refers to the logistics and support of the course, i.e., digital learning 
environments and access to classrooms. In addition, the communication and recruitment of 
participants should start earlier and could be professionalized. The involvement of student-
coaches in all these phases has been marked as crucial. 

Student-coaches: as regards the communication and coordination of the bridge 2010, the 
time pressure combined with understaffing, made it hard to maintain good contact with the 
peer coaches. In addition, the visibility of the summer course team as well as the connection 
with the program manager was assessed as insufficient. The student-coach project (the S4S) 
was originated and executed by students, and this can be seen as one of the key assets of this 
bridge project. 

Teachers: taking into account the intensity of the curriculum content, the suggestion is 
to expand not only the time for each workshop or lecture separately, but also to expand the 
individual homework time. 

Student-coach trainers: facing some start-up challenges, the organization and coordination 
faced difficulties in addressing the target group because of target group definition discussions 
and dilemmas. Therefore, in a later phase, it was decided to address first generation students 
in stead of underrepresented students or bi-cultural students in the dominant communication 
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messages. The most important premise was to target those students that lack resources to be 
successful in their matriculation at university. 

Preview next summer bridge project: 
	• For the summer bridge project 2011, the intention is to better connect to the student’s 

particular discipline. Therefore, a new collaboration with three departments will be 
explored which are included in next year’s project ‘diversity & study success.’8 In this way, 
the student-coach (students 4 students) component can be included in the departments’ 
own mentoring and tutoring approaches that they already use because of ‘binding study 
advice policies.’ 

	• Target group specifications: the target group will be specified for 2011, addressing 
particularly first generation students (whose parents have not been studying at a (Dutch) 
university). Among this population are the students with a non-western migration 
background. 

	• A communication expert is appointed to address and target the right message to our 
student-coaches, toward the outgoing communications and towards the target students. 
There will be a close collaboration with the VU transfer program in order to combine 
projects, for instance the study choice test, the examination training program and the 
advisory services. 

	• The intention is to design the summer bridge program with its ‘students 4 students’ 
component in such a way that it can be transmitted and implemented in ongoing VU 
projects (like the VU mentorships, VU counseling and support system etc.). This intention 
and design will be part of the project’s aims and intentions. 

	• The summer bridge courses will be provided in humanities and science based modules 
in order to deal with the different methodological needs of the participating students. 

	• For 2011 the ambition is to include 120+ participants. 

8 In 2011, the ministry of education granted universities to support their diversity approach to 
include and support underrepresented students with a non-western migrant background. The 
appointed departments of the VU contained economical, pedagogy and law faculties. 
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VALIDITY CASE STUDY 2010 

In order to overcome common critiques as addressed in the introduction, four measurements 
should be taken into account when describing and analyzing the multiple case study (Yin 
2003). Firstly, for the single case study of 2010, construct validity has proven to be attained by 
using multiple sources of evidence that have been addressed and documented in the written 
text and the attached appendix (see case study protocol documents Case Study 2010). The 
measures for concepts evolved from the analysis of the written documents that include 
not only the first inductive field study report, but also, successively, the project proposal, 
curriculum design (teaching and learning readers), evaluations and case study reports. The 
chain of events has been outlined in chronological order in the case study description dealing 
with the Why, How and What paragraphs, where there has been a continuous reference to 
the case study protocol documents. Secondly, the internal validity, pertaining to the aims of 
this particular case study, can be described as confirmed, in the sense that the participants 
expressed positive assessments of the course in its entirety. They endorsed the aims of the 
course and its ambition to support first generation students in their access to university 
by means of a summer bridge project that stimulated academic and social integration and 
reflection on one’s study pathway and intrinsic motivation. Students not only shared positive 
experiences in their assessment forms, they also elaborated on these experiences in their 
written academic essays, and in the interviews that were held with them during the course. 
This information supports the claim that Summer Bridge programs could be beneficial for 
first generation students matriculating at higher education institutions, as assumed in the 
described rationale. However, for this particular case study, the specific supportive meaning 
and effect on an individual level are seen as relevant. In that sense, this study does not try to 
assume that the outcome of participating in a bridge project would, in effect, be the same for 
every student. Thirdly, the external validity is (will be) addressed in the two remaining cases, 
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creating the opportunity for generalization by using the constructs and theories as used in 
this single case. Consequently, by using replication logic of these case ingredients to continue, 
evolve and implement these in the other cases. Fourthly, the reliability has been secured by 
the detailed descriptions mentioned in the case study protocol that realistically created the 
opportunity to repeat the specific curriculum design for other cohorts of students entering 
higher education institutions. 







Case Study 2011
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Vignette
‘Some students need more advice and guidance than others. The first generation students, for example, 
has usually more problems adapting to university life than second-generation students. We need to pay 
attention to those issues and recognize the need to make the transition from their former life to that of 
the university more easily.’1 

WHY

The subject: the I in the curriculum design
In the second version of the VU summercourse 2011, I was again involved in the 
development of the curriculum design and the implementation of this summer bridge 
program as part of an integral approach to implement a diversity project called the G5 
project.2 As program manager of the summer bridge 2010, I was included in a new team of 
education consultants that submitted a grant proposal for the design and execution of a 
diversity, study success and research project that would be executed between 2011-2014. 
The ministry of education opened a call for applications with special interest in diversity, 
study success and the achievement gap of underrepresented students in higher education 
institutions. Because of my role in the summer bridge project of 2010, I was included in the 
development team of the G5 project, initially consisting of Wim Haan (diversity coordinator 

1 Fragment of a preferred learning outcome of one of the participant of the 2011 Train the Trainer
2 G5 refers to the five big urban areas in the Netherlands where higher institutions are located. From 

2007, the ministry of education started to support universities of applied science in their support 
strategies for underrepresented students, with the so-called G5 agreement. From 2011, the research 
universities could also submit their proposals in order to get granted from within this G5 agreement 
to support underrepresented students in their access and success in HEIs. 
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VU) and Hester Radstake (senior policy advisor, VU education center). Throughout the 
development and implementation of this project, I was involved as program manager 
and specialist in curriculum design. In the second version of the summer bridge program, 
I was supported, however, by various colleagues, who created a more objective relation 
towards the program and the analysis of the data. In the next paragraphs, I will single 
out the various components that emerged in this second summer bridge project, as well 
as the professionals involved in the project In spite of this growth of the project as a 
whole, I was still part as a curriculum developer and educational practitioner, which made 
my involvement somehow subjective. Again, this second description of the origin and 
development of the VU diversity policy with its specific intervention of a summer bridge 
does not intend to give an objective perspective, merely factual connotation of the evolved 
program. In fact, this description tends to show the emerged awareness and evolved 
understanding of developing and executing a critical narrative and inclusive approach to 
include underrepresented students in higher education institutions by supporting their 
matriculation at the university. Since this second case took place within a wider, more 
comprehensive diversity and inclusion project, the focus will be on the evolution of the 
specific curriculum design and the adjusted implementation of the summer bridge project. 
The coinciding project that accompanied the entire G5 project will be mentioned in order 
to understand the scope of the grant and its interventions. However, the I - being the 
subject - and the object, i.e., the summer bridge program, will be of special interest to this 
second case that had iteratively evolved during the development and implementation 
between 2009 and 2011. In the next paragraphs, I will systematically address subject-object 
analyses and choices being made, without claiming to create an objective design and/or 
understanding. However, I will address critical thoughts and choices that are made again, 
by referring to the theoretical assumptions and implications using the intertextual reading 
guide. This makes this case study subjective as well as critical and shows the emergent 
and iterative understanding that has been prevalent in this PhD project. 

The why: G5 agreement and the Summer Bridge 2011
As stated in the General Introduction and ‘the why’ of summer bridge 2010, the situation 
of underrepresented students (consisting of first generation, low socio-economic status 
and non-western migrant students) was still lagging behind ‘dominant and/or traditional 
(native) Dutch students in September 2011. Therefore, the ministry of education opened a 
call to universities of applied sciences and research universities for submitting proposals to 
support these groups of students. Between August 2010 and December 2010, a group of VU 
educators and policymakers, involved in diversity and inclusion education and management, 
collaborated on writing this grant proposal that had to be internally approved by the VU 
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Board.3 The proposal matched the institutional plan 2011-2015. The total sum the ministry 
allocated to the VU consisted of 660k€ for 2011 (with a provisional allowance for 2012 and 2013). 
The foremost reason to grant universities concerned not only the achievement gap of these 
underrepresented students compared to traditional/dominant students, but also the drop-
out rate of these students. 30% of the student population consisted of this underrepresented 
target group. The VU stated that this discrepancy not only resulted in the loss of human talent, 
but also results in a loss of allocation of education resources given by the government to the 
university (the allocation depends on student outcomes and achievements in relation to the 
total number of students). The VU stated that diversity is considered a key identity marker 
of the VU university and its education policy and, therefore, it should actively be engaged in 
minimizing the achievement gap between traditional and non-traditional students, especially 
concerning study success and dropout rates. With the proposal, the VU intended to integrate 
its diversity policy and its generic education policies. 
Although the VU acknowledges the transfer challenges for all students and the need for 
early and intensive guidance in social and academic integration during their matriculation 
at university, the rationale of the statement for this grant proposal stresses the additional 
importance of quality of the learning environment and the qualities of teachers. Minority 
students face even more challenging endeavours in their transfer to HEIs and they perform 
better when the learning communities are more welcoming and inclusive and there is less 
emphasis on students’ autonomy. The differences between traditional (dominant) and 
underrepresented (non-dominant) students, as stated in the preparation documents for 
the grant proposal and that are proposed as rationale, pertain to language skills, education 
level of the parents, study pathways and socioeconomic factors. Subsequently, these 
underrepresented students have to bridge a more substantial gap between secondary and 
higher education compared with students who can rely on the available capital that is 
superadded to the capital (social, academic, human) needed to transfer successfully to HEIs 
(Severiens, Wolff & Renzai 2006) [intertextual reference: see Theoretical Studies} Inclusive 
Orthodoxy} Access and Introduction} Rationale). Six crucial parameters that positively affect 
study success by improving the quality of the learning environment of first generation 
students were addressed in this written rationale: 1. Intensive support, 2. Personal support, 
3. Teaching for excellence, (have high levels of expectation combined with high levels 
of support), 4. Offer small-scaled classes in order to create encounters between teachers 
and students, 5. Stimulation of academic integration, make sure that students recognize 
themselves and feel included in their new learning environment and, consequently, are 

3 This VU group consisted of Hester Radstake, senior policy maker and education consultant, Wim 
Haan, diversity coordinator, Gusta Tavecchio, program manager Summer Bridge and educator and 
Jos Beishuizen, head of the VU education center and full professor in education sciences. The 
secretary of the VU board Janco Bonnink advised this group and discussed and submitted the 
proposal with and to the VU board. 
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identifying themselves with the ambitions of academia, 6. Stimulating social integration 
from the very start. Making sure that students have a sense of belonging (see case study 
protocol, doc ‘voorstel convenantsmiddelen JB’). 

Development Project Proposal 
As mentioned above, the new G5 team started to write initial grant proposal documents, 
which led to the final internally approved G5 project proposal. There have been various 
preliminary memo’s, documents and meetings before this final proposal was agreed upon. 
In this paragraph, the preliminary and core ingredients will be exposed, with reference to 
several included documents. For the VU Board, there was a need to include this proposal 
with accurate reference to the institution plan 2011-2015. As a result of the first explorative 
meetings, four measures were articulated with the allocation of the ministry’s grant: 1. 
Targeted students of specific faculties are to be supported in their transfer to university and, 
in addition, the improvement of the perceived learning environment, 2. Students for students: 
the active engagement of peer coaches in order to increase the engagement of transfer 
students, 3. Undertaking research on the preferred effects of these initiatives on (targeted) 
students’ achievements, 4. To substantially continue the current diversity policy, conveying 
all facets. In addition, there will be a project management proposal in line with the academic 
advancement program and that is in accordance with the organisation of the VU bachelor 
education department (in 2011, this department was part of the VU center for education 
policy). The initial aims of the project proposal were defined as: I. to facilitate the transfer 
of underrepresented students from secondary to higher education and II. to improve the 
learning environment of underrepresented students. In this approach, the transfer and pipeline 
approach is taken into account, in collaboration with the VU transfer program, that aims to 
create higher achievements in the entire bachelor because of early outreach support. This 
means supporting students from the initial momentum a pupil shows interest in starting an 
academic career until the very graduation with their bachelor’s degree. This particular proposal 
covers the period of outreach toward graduating high school pupils in their enrollment in the 
first year and their completion of this first year in their bachelor education. Specifically, the 
grant will be allocated to those faculties that show a high number of underrepresented and 
non-western migrant students in particular. 

Initial project proposal G5
Relation with institutional plan
1. From the very start, academic core and academic exploration are essential: students 

have to understand their education by means of sufficient support, also concerning their 
consideration to continue their education (taking into account the binding study advice)

2. Raise achievement rates: the first year plays a decisive role in the total bachelors’ study 
achievement (Onderwijsraad 2008). 
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Interventions from 2011 onward

1. Targeted students of specific faculties are to be supported in their transfer to university and in 
addition, the improvement of the perceived learning environment.

In agreement with these faculties, starting from January 2011, the following suggestions were 
taken into account in order to support this successful transfer:

	• Undertaking study choice conversations before entering university, taking part in 
outreach, transfer, and mentor-tutor programs in the pipeline with a continuation 
in the first bachelor year, selection of small-scale activities that inspire transfer 
students to aim high (for instance, extra curricular talent based VU outreach 
program); to stimulate and prepare, in small groups, these pupils to enroll 
successfully in university. 

	• Implementing summer bridge courses in collaboration with distinguished 
departments/faculties. Starting from the department approach to stimulate study 
success in general and of underrepresented students in particular. 

	• Professionalization of teacher staff: for instance, training intercultural competencies 
in higher education

Estimated total grant allocation: k€200

2. Students for students: the active involvement of peer coaches in order to increase the engagement 
of transfer students
	• The involvement of a substantial amount of student coaches (mentors/buddies/

coaches/tutors), collaboration with the current/present mentor programs. On the one 
hand, the social engagement will be enlarged for the participating student-coaches 
while on the other hand a successful transfer for new students will be stimulated 
because of the interaction with significant others (peers). In addition, these student-
coaches are supporting in educational tasks, which advances the academic integration 
of all participating students. 

	• Conform to the mentor program of Erasmus University Rotterdam; a community 
service program with these participating student-coaches will be designed, where 
they can participate in socially ( justice) driven outreach projects, addressing the 
needs of current and new students in their matriculation at university. The focus 
of these activities lies on supporting social and academic integration of future VU 
students. For this particular program, there will be a close connection between 
the current and already existing VU transfer project and its network of secondary 
schools. In this community service project the main targets are to recruit excellent 
students and engaging them to explore an academic mind-set/attitude. All in all, 
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VU students put effort and are engaged in the VU activities that create awareness 
of civic education and academic values that will be rewarded/acknowledged by the 
possibility to take internships or work as student-assistant in these projects. 

	• The collaborating alliance of Dialoog VU, being the unique platform of all the 
diverse and multicultural VU students’ associations, will be the core body where 
these student-coaches can be recruited. This alliance will also support the outreach 
activities that are part of the VU transfer program. In addition, this alliance has 
been a partner in collaborating with UCLA, specifically in the exchange between 
VU and UCLA students. In other words, this community of engaged peer learners, 
who are part of the alliance, will support various outreach activities in and out 
of the VU. Because of their active participation in recruitment and execution 
of the activities, the wide scope of VU students can be included. In addition, 
the board members of the university students’ association are also allies in this 
collaboration. 

Estimated total grant allocation: k€200

3. Undertaking research on the preferred effects of these initiatives on (targeted) students’ achievements

In collaboration with UCLA, good practices will be shared, with a special interest in policy 
implications and opportunities for policy and managerial collaboration. In addition, two 
research dimensions will be developed entitled ‘diversity in higher education’:

	• A chair ‘diversity in higher education’ will be established (in collaboration with Echo). 
The ambition is to play a leading role in research on diversity in higher education 
nationwide, with a special interest in the effects of outreach, transfer and ‘pipeline’ 
intervention aiming at optimizing underrepresented students’ achievements. 

	• A tripartite collaboration will be established with UCLA, South-Africa and the VU 
as partners. The faculty of social sciences will be the initiator of this collaboration, 
with the inclusion of the new chair of diversity in higher education. 

	• Two phd projects are proposed: a. research on the effects of the suggested transfer and 
outreach program to support underrepresented students b. research on the effects of 
an intensive course on academic exploration, as has been executed at the faculty of 
movement science. This course aims at advancing study success by means of social 
and academic integration. 

Estimated total grant allocation: k€150
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4. To substantially continue the current diversity policy, conveying all facets

In order to have a sustainable diversity policy that supports success of underrepresented 
students, there is a need to embed this policy in various managerial levels and at various 
departments and faculties. When the grant and subsidies end, there should be a sustainable 
infrastructure that supports these aims and targets continuously. Important allies to include 
are DSZ, HRM, Facilities and Campus Organization and Marketing and Communication. DSZ 
has been part of educating the peer coaches, and this will be upscaled. There is a special interest 
in the intensified support of the career and support services center of the VU, since they offer 
all kinds of support programs already and, in addition, organize the generic introduction course 
for all new VU students. HRM could be supportive in developing and organizing the teacher 
professionalization aims concerning the multicultural competencies and the recruitment 
and headhunting of new diverse employees, as role models for our student body. In relation 
to this awareness and shift of including and attracting more diverse employees, Marketing 
and Communication should readdress their inclusive and diversity sensitive message they 
communicate in the VU story and branding. 

Estimated total grant allocation: k€100

Allocation disclaimer
The indicated costs are estimated figures. When defining the definite allocation and project 
proposal, a steering committee on diversity will be included in the bachelor program 
commission.

Project management
The intended program management will be executed following a Prince II. project management 
style.4 The granted funding will finance three work packages that evolve out of the above 
stated interventions, and that will be managed by one overall project-managing director and 
three project managers for each work package:

	• Work package I: curriculum design VU transfer program, consisting of outreach 
activities for the summer bridge project. The participating teams comprise teachers, 
employees, study advisors of the participating departments and faculties. The project 
manager not only coordinates the development and execution of these activities, she 
also serves as content consultant to the departments and faculties.

	• Work package II. students for students. This team comprises student-coordinators 
of the various student-coaches small groups. Its entirety is managed by a student for 
students’ coordinator. 

4 Prince II refers to a project management method used by the VU University Amsterdam. 
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	• Work package III. Research. The project will be lead by the steering committee on 
diversity, which in turn is part of the bachelor program commission. 

In addition, the coordinating function of these interventions as a whole, needs to be developed 
in a sustainable manner. In other words, on a managerial level, these activities should be 
unfolded institution-wide, with a special interest in the good practice of the academic 
advancement program (intertextual reference: see Theoretical Studies} Inclusive Orthodoxy} 
Access} Participation and Engagement). For this generic coordination, an extra contribution is 
requested with a total estimated funding allocation: k€80, covering the coordinators’ budget, 
the support of the student-assistants, the support and planning of student-involvement. 

Estimated figured and intended results
In accordance with Echo and the Ministry of Education, these estimated figures will be agreed 
upon. With this estimation, a trend analysis will be taken into account. Self-evidently, there 
will be a close linkage to the long-term agreements up to 2015 between the VSNU5 and the 
ministry of education (see case study protocol, doc. voorstel convenantsmiddelen JB). 

5 VSNU: the Association of Universities in the Netherlands 
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HOW

Development of the final project proposal with its explicated work packages 
After this initial phase of exploring, writing and agreeing on the grant project proposal, the 
final proposal was approved by the VU board in December 2010. The steps between the initial 
project grant proposal and the final proposal can be found in the case study protocol.6 For 
the purpose of describing the developed and executed curriculum design of the summer 
bridge project 2011 in this thesis, the other work packages and the complementary policy 
and managerial implications are highlighted in order of relevance to the first work package 
of the summer bridge 2011. Consequently, the coming paragraphs contain descriptions of the 
development of the final work package I., the project management of this work package, the 
relevant relation to other work packages, the development of the curriculum, including the 
teacher professionalization course of the train the trainers, and the student-coach train the 
trainer. 

Project management
Development and organization work package I.
The initial work package goal was to support targeted students (underrepresented/non-
traditional) of specific faculties in their transfer to university and, in addition, the improvement 
of the perceived learning environment. The I, the researcher, was involved as project manager 
of this particular work package on the one hand, whereas I was also involved as part of the 
G5 team in initiating and writing the grant project proposal and its further continuous 
management. The described aims of this work package had to be specifically modified and 

6 see case study protocol a.o. doc. ‘memo voorstel diversiteitsmiddelen 17 nov 2010’, samenvatting 
wijzigingen voorstel diversiteitsmiddelen.’
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adjusted, particularly with the three partner faculties, namely Law, Psychology & Pedagogical 
Sciences and Economic and Business Administration. Between December 2010 and March 
2011, these faculties had been consulted which led, with a lot of to and fro meetings and email 
consultations, to initial agreements of understanding, mapping out the activities, the aims, 
the targets and the departments’ involvement. Before the G5 team came to an agreement of 
understanding with the involved faculties, various stages of developing the content of work 
package I. were internally discussed and positions within the work package were taken. Work 
package I. was intertwined with II. students for students and community service, because of 
the support of recruited student coaches in the transfer program. Peer coaches are actively 
involved during the summer bridge and also in the outreach activities before they start 
their education at university, and after the summer bridge, when student coaches support 
these students throughout the first semester. To give an impression of the status quo, the 
following fragment of a table is shown, to understand the evolvement of the final agreement 
of understanding (see case study protocol, doc projectplan):

Partnerships 
This second year of the development and execution of the summer bridge comprehended a 
more integral approach. As explained in the G5 initial project proposal, the interrelatedness of 
the work packages comprised various intertwined partnerships. Between work package I and II, 
the relation is manifested by the active role the students for students (peer coaches) play in the 
execution of the summer bridge (see figure below, community service and transfer program). In 
addition, the collaborating student associations (Dialoog VU) and the USR (university student 
board) partner up with the first work package. Because of the chosen transfer and pipeline 
approach, the VU Transfer program was part of the development and execution, whereas the 
student support centre (DSZ) played an important role in the organisation and execution of 
on the one hand the digital tool for early monitoring/tracking of students at risks, and in the 
training of student-coaches on the other. Because of the relation to the third work package, 
senior policy makers and researchers were involved in the qualitative monitoring of the G5 
project in its entirety, and the evaluative research of the summer bridge in particular (including 
an expert on the topic, Mick Matthys, who executed the qualitative and evaluative research 
on the students’ experiences). 
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The collaborating partner faculties received the agreement of understanding and the finalized 
G5 project proposal in March 2011, as an evolved output of the intended collaboration for 
the coming year and a call to sign in two faculty members for the Train the Trainer at AAP, 
UCLA. The exact aims, results, employees involved and allocated budgets were all defined 
and agreed upon by the project director and the G5 team members. The following schemes 
will give an impression of the agreements, where there will be summarized descriptions 
of the three separated understandings of agreements and proposal, given the information 
described in the previous paragraphs (see case study protocol, doc. ‘projectplan diversiteit 
en studiesucces’/faculteit rechtsgeleerdheid/faculteit psychology en pedagogiek/faculteit 
economische wetenschappen en bedrijfskunde). 

Community 
Service

student-coaches
Summer Bridge

enrollment
(VU wide)

Community 
Service

student-coach
access

(transfer school network)

Community 
Service

student-coaches
success

(faculty speci�c)

continuation 
student-coach program

di�erentiated methods: 
science and humanities

pilot collaborating with faculties 
of P&P, Law and E&BA

aim: academic core, 
binding and reection, 
(embeddedness faculty 

mentorship program)
closure second counsel consultation 

continuing departments 
mentor program 

(social and academic integration)

support faculty information o�cer

completion after third 
counsel consultation (BSA)

if GO: continuation by participation 
in community service program

study choice, 
�rst counsel consultation

 
transfer program, 

(for instance examination prep, 
mix & match student-coach etc.)

recruitment participants 
summer bridge

Figure: Community service and transfer program with pipeline approach (showing interrelatedness work 
packages I&II).
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Table: Work package I.b. evaluation research

Pipeline approach 
faculties 

Faculties aims Targeted results December 2011 Employees 7 Allocated grant Progression 

1.1 Law 
(a-b-c)

Community service student coaches :
a. Engagement of the ‘hard to reach’ 

target groups (the first generation 
students and the late registrants))

b. Diversity Education Day

1. task description student-coaches as 
differentiated from faculty mentors 
2. 14 student-coaches activated 
3. reader student-coaches Law 
4. including role models/alumni in 
student-coach project 
5. Institutionalize rewarding system 
student-coaches (certificate/credits)

Özlem Coban together with 
student-assistants Law 

K€ 8 Gusta and Hester finalize 
agreement to sign with 
Willem Bouwens. 
Appointment with Pim Coenen

1.2 Psychology & 
Pedagogical studies 
(a-b-c)

a.  raise binding and engagement of 
students

b.  include ‘hard to reach’ (targeted) 
groups 

1. developed student-coach system 
with the tasks of sharing and 
disseminating information and 
briefing tasks
2. 14 student-coaches activated 
3. develop information portal in 
collaboration with students 
4. reader student-coaches P&P 
5. institutionalize rewarding system 
student-coaches (certificate/credits) 

Özlem Coban together with 
Hanna Kuijs (0.1)(information 
dissemination)

K€ 8 Gusta and Hester finalize 
agreement to sign with Mieke 
Donk (cc Jan Passchier): what 
do we offer, what do we ask, 
what does it gain? 

1.3 Economics 
and Business 
Administration 
(a-b-c)

	• Aiming at consolidate current 
mentor program Lam, addressing 
binding study advice. 

	• Develop ‘at risk’ profile, fit student 
support tot his profile

1. 14 student-coaches activated Özlem Coban together with 
student-assistants E&BA (Hugo 
de Ruiter) (0.2) 

K€ 8 Second meeting planned on the 
3rd od Feb. with Rob de Crom 

1.4 Summer bridge 
(-b-)

Differentiate into science and 
humanities summer bridge curriculum 
content/methodology 
Aiming at social and academic 
integration/academic core

1. develop and execute summer bridge 
project, targeting 150 students who 
are coaches by 52 student-coaches (14 
for each faculty and 10 generic) 
2. deliverable of two summer bridge 
manuals 
3. future recommendations and 
business case summer bridge 2012+ 

Gusta Tavecchio (0.1) & Hanna 
Kuijs (0.2)
Support of commercial guest 
speakers for the reduced fee of 
(80,- p/u). 

Grant allocation specification, 
see appendix 

K € 18

Gusta and Hester make a 
realistic calculation of number 
of expected participants

7 Specific professional in- and out house trainers will be included to teach the student-coach training, 
addressing communicative skills, study guidance, and curriculum content. 
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Table: Work package I.b. evaluation research
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7 Specific professional in- and out house trainers will be included to teach the student-coach training, 
addressing communicative skills, study guidance, and curriculum content. 
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Table: Continued

1.5 teacher and staff 
professionalization 
(-c-)

In collaboration with Echo, a pilot 
train the trainer can be organized. To 
share the inclusive approach of AAP 
and the method of a pedagogy of 
excellence. Two representatives will be 
included per department, two teacher 
educators, Gusta as VU trainer and 
Irene Wolff as Echo trainer 

The included faculties, the teacher 
trainer and de supporting staff can 
disseminate the knowledge learnt 
at the train the trainer; being active 
agents of inclusive education

Gusta Tavecchio (0.1) Travel costs 9 participants conditions: 
- addressing VU context 
- including beginning situation 
participants 
- participants have a task to 
professionalize and share this 
knowledge with VU colleagues 

1.6 Communication 
strategy pipeline 
and transfer 
approach

Communication and PR addressing 
pipeline and transfer approach VU 

1. communication strategy is available 
2. communication strategy is 
executed

Sanda van Dam K € 40

Table: Work package I.a. pipeline approach faculties: integral student coach project (a-b-c)
Aims Targeted results December 2011 Employees Allocated grant Progression 

Evaluative 
research on the 
deliverables and 
effects of work 
package I.a.

Understanding of successful and 
challenging factors in relation to 
sustaining summer bridge projects 

evaluations and recommendation 
of the work packages, taking into 
account the sustainability angle 
2. draft research output (article/
chapter/presentation) for the 
tripartite conference 

Hester Radstake
Gusta Tavecchio

Student-assistants: master 
students 

Gusta contacts Frans 
Kamsteeg, Therese 
Onderdenwijngaard and 
Halleh Gorashi over to find 
suitable master students
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Memorandum of understanding G5 project proposal Law/ Economic and Business Administration/ 
Psychology and Pedagogical Sciences summarized

Introduction 
	• Rationale project and understanding of the Ministry of Education’s Grant 660 k€ for the 

five universities in the urban areas to support the access of underrepresented students to 
university and to steer at study success and to lower drop-out rates for these targeted groups 
of students. The VU allocated the budget to those faculties that show the highest percentage 
of this target group, namely Law, Economics and Psychology & Pedagogy.

	• The intention of the project is to synchronize the approach with current approaches that 
support all students in their successful matriculation at university and, therefore, the project 
proposal tries to integrate the generic VU policy concerning access and success and its support 
to all VU students. However, the G5 team acknowledges additional challenges first generation 
and underrepresented students face when entering HEIs. Therefore, this project proposal tries 
to support these students in particular by enabling them to differentiate in their available 
resources, needed to success in academia. 

Aims and approach
	• The project aims to positively impact the social and academic integration of students, 

matriculation at university. In addition, to stimulate reflection of these students on their 
particular study pathway and intrinsic motivation in order to navigate their study career 
successfully. These combined approaches should positively influence their achievements and 
the over all dropout rates of students at VU University. 

	• The project is part of a pipeline approach that incorporated the VU transfer project and 
continues to support students throughout their access to university, ending the first semester 
( January 2012). In that way, an integral approach to support access and success is seen as 
most beneficial to these underrepresented students. All collaborating faculties are part of the 
student-coach support program and will participate in the summer bridge program, with a 
number of students. In addition, there are faculty specific interventions defined, addressing 
the specific needs of the differentiated departments. 

Faculty specific approaches8

United aims: I. advance and support students transferring to university, II. early monitoring of students 
at risk (a.o. dropouts), III. supporting students to matriculate successfully at academia via academic 
and social integration support. Students ought to feel ‘at home’ and/or have ‘a sense of belonging,’ IV. 
Teacher and staff professionalization in relation to diversity, inclusivity and study success. 

8 The overall aims are similar to all three departments. The specific targets vary and the integration 
of the student-coach program differs. See case study protocol for the exact differences. 
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Activities and expected outcomes
1.  digital self evaluation test: in collaboration with student support centre (DSZ), current 

tests are merged into a net tool that gives new students better understanding of their 
motivation, study choice, challenges that influence a successful start at university. By 
means of this test, students at risk are filtered out and are paired up with a student-
coach. This student-coach serves as signpost and supports students to navigate the 
campus support system better. These student-coaches bridge the gap between student 
and institution. 

2.  summer bridge project: supporting access to university by exploring social and academic 
integration and self-understanding and awareness of study motivation and skills. Between 
13th and 20th of August, a generic summer bridge project will be organized, specifically 
targeting new VU students that could benefit from this support program. During eight 
days, students are trained in social and academic integration skills and exercises and 
ought to do a narrative biographical inquiry/investigation into their study pathways. 
Students are introduced to academic campus life and are trained in core academic 
qualities. Participants are paired up with student-coaches, partly faculty specific. 

3.  tool for early monitoring students at risk: based on used tools, study advisors can track 
students at risk (with a higher risk at dropping out and study delay) early on. In addition, 
these students can be paired up with a student-coach. A project group is installed to 
discuss these tools and the proper and intended integration of this tool by study advisors 
and the faculty students support system. 
	• students for students: aiming at social and academic engagement of new VU students 

by means of a personal and individual match between student and student-coach. 
The student-coach program is established by this concept of peer mentoring and 
coaching. The intention is to support students in their university engagement by 
making them feel at home and giving them a sense of belonging. The elements of 
sharing stories with significant others and having mutual understanding of similar 
backgrounds, support these students in solving the feeling of being an outsider or 
even, alienation. These student-coaches have several tasks throughout the G5 project, 
starting with the recruitment of targeted students. Thereafter, they support these 
students during the summer bridge program and, in continuation, the support of 
these students throughout the first semester. The student-coaches are on the one 
hand the linkage between faculty and student and on the other a peer coach/tutor 
who supports in the academic preparation workshops during the summer bridge 
project. Student-coaches are acknowledged for their services by means of credits and/
or certificates. In order to execute their support services properly, student-coaches 
are trained by education professionals (co-produced by student support department 
and external experts on narrative and storytelling). The student-coach program will 
be differentially finalized in accordance with the specific department, addressing 
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the specific needs. The student-coach program coordinator works closely together 
with the departments’ mentor coordinator (a student-assistant, financed by the 
G5 project). All in all, this student-coach program will complement the existing 
departments’ program, with a specific interest in study achievement (enrollment, 
access and success throughout the first semester) and, in addition, the aim to connect 
new students to their departments by engaging them socially and academically. This 
social and academic engagement is realized by the use of a narrative and inclusive 
approach to education and support. Student-coaches are trained in their train 
the trainer program, to be advocates of such an inclusive strategy and include all 
students in university. Working with storytelling, narratives and using an individual 
approach are essential elements. Goal is to integrate these supplements into the 
faculty mentorship programs from 2012 forward. During the student-coach program, 
role models and successful alumni will be introduced as guest speakers (during the 
summer bridge and the student for students meeting in the first semester). In addition 
to these innovations, the following activities will be explored in collaboration with 
the departments’ support program (the study advisers and so on): 

	• informal study progress meetings (the student-coaches will offer this and will be 
trained to host them) 

	• social activities that engage students socially with student associations in close 
collaboration with the faculty’s students groups and associations 

	• social events hosted by role models and significant others that have similar 
backgrounds (marking the underrepresented narratives) 

	• tutoring, study advice and career counselling in close collaboration with faculty 
teachers and study advisors. 

There will be a close collaboration and cross-pollination between study advisors, mentors, 
student-coaches in their early monitoring of at risks students and their appropriate support 
to the at risk students. 

5.  Train the trainer: a teacher trainer professionalization course addressing themes of 
diversity, inclusion and study success. Two faculty members will participate in this 
course, dealing with inclusive education and the pedagogies of narratives and excellence 
[intertextual reference: see Theoretical Studies} Ingredients of Curriculum Design]. 
Taking into account the principles of an inclusive approach, the current and explicit 
heterogeneous education landscape is seen as a sine qua non. In this way, differences are 
not marked or seen as default but as challenges in inclusive communication. From 12-
20th May 2011 a Train the Trainer course will be organized in collaboration with UCLA, 
and their Academic Advancement Program and with Echo (Expert centre for diversity 
policy). The participants are trained in an inclusive and narrative pedagogy approach 
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that addresses abilities instead of deficiencies. Participants are invited to apply these 
learnings to their own curriculum/practice and are empowered to train colleagues in 
this particular approach (knowledge dissemination). In addition, the course could be 
beneficial for the current mentor programs, in order to add this inclusive ingredient to 
the approach for coming years and, thereby, create the opportunity to professionalize the 
current mentorship programs (addressing didactics, social and academic integration and 
reflection components). 

Finance
The allocated grant budget covers a maximum of k10 to support meetings, reimburse 
student-coaches, PR materials and the costs of the faculty’s specific G5 student-assistants 
(intermediaries between the faculty and the G5 team). 

Department’s efforts
	• Appointment of a faculty/departments representative who succeeded in making 

decisions and executing the program
	• Availability of a faculty professional, especially a study advisor, policy consultant, 

mentor trainer in order to support the early monitoring of the student at risk tool
	• Availability of a faculty representative who supports the recruitments of student-

coaches and summer bridge participants
	• Availability of student representatives from the faculty-led student associations in 

support of the students for students program and the preferred faculty integration
	• Availability of two faculty teachers who provide lectures in the summer bridge 

program (content and faculty specific, taking into account the differentiated methods) 
	• Availability of two of these faculty employees during the train the trainer study tour
	• Involvement/collaboration with the evaluative research on the executed G5 project. 

Communication & Marketing
In this second year, the scope of the project was more comprehensive and the managerial 
position of the project was guaranteed in the VU education center (CETAR), being part of the 
department of higher education. This resulted in an embedded environment the project was 
supported from, in a close relationship with the communication and marketing department. 
The two work packages (I&II) collaborated intensively and a communication and marketing 
professional was hired to coordinate all the communicative messages stemming from the G5 
project. The components of communication and marketing covered:

	• Creating summer course leaflet in order to recruit transfer students
	• Creating management letters/mission statement to communicate in- and externally 

Creating online/digital content and feeds to create visibility of the program (including 
community service, transfer and student-coach elements)
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	• Creating newsfeeds for in- and external journals
	• Creating templates for binders/promotion materials
	• Managing the external communication including program’s intention, mission and 

message (see case study protocol for examples of course leaflets etc.).

Development Curriculum Design 
Between August 2010 and February 2011, the summer bridge 2010 was evaluated and the grant 
proposals for 2011 were written by the G5 development team. Being part of this team and 
appointed as project manager summer bridge and transfer program, I began thinking about 
how to develop the curriculum design from the very start. Between those months of the initial 
proposal and the final allocation and signing of the agreement of understanding, I subsequently 
starting working for the Expert Centre on Diversity Policy in Higher Education as a program 
manager. In the following paragraph, there is a chronological and comprehensive description 
of the evolvement of the learning and teaching elements integrated in the 2011 summer bridge 
curriculum design, the student-coach peer learning approach, and the emergent understanding 
of theoretical and practical learnings by the researcher (I, the subject) in these designs. 

Learning 
As in the previous case study, addressing learning as the ‘I’ in the curriculum design and being 
the subject of this paragraph, I again progressively learned about recently developed and 
executed interventions targeting and supporting underrepresented students in their access 
and success to HEIs from 2009-2010. Echo, the expert centre on diversity policy, was not just 
one of the suppliers of knowledge dissemination that influenced my understanding of the field 
of diversity and inclusion in education, but it now was also my new employer and, moreover, 
the institution that guided the G5 grant implementation processes and overall knowledge 
dissemination. In October 2010, I participated again in a study tour to Washington DC, which 
taught me more about diversity policy and implementation processes. Now, I participated in 
Echo’s national knowledge dissemination conferences and master classes arising from the 
G5 projects (see general introduction) and was appointed as program manager. This position 
involved covering the field of urban mentoring, a field of research on international projects 
concerning widening participation practices (Lumina Foundation), developing training and 
teaching courses on inclusive diversity in education. In addition, I was appointed as diversity 
and inclusion consultant at corporates in the Netherlands (amongst others ING, ABN, SHELL, 
KPNG, NS). These personal career developments continuously influenced my understanding 
of diversity in education and diversity policy, which affected my program management and 
curriculum design at the VU. Key notions that influenced me as an education consultant were: 
the need of accurate monitoring of inclusive interventions, the need of senior leadership and 
allies in executing inclusive diversity interventions, the need of sustainable accountability 
throughout a longer period of time, taking into account change/transformative management 
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challenges and, in other words, top down/outside enforcement [intertextual reference]. In 
addition, the need of bottom up/inside activism [intertextual reference] led by students 
and representatives of the supposed target groups. The understanding of not only working 
with these students - active agents of inclusive diversity - but also voicing these students by 
supporting their leadership as shown in their involvement in the community service program 
of the students for students work package II. 

Training
Because of the scope of the G5 project and the formulated goals of, among other things, 
teacher professionalization training and knowledge dissemination, the second version of the 
summer bridge program included a professionalization of the learning and teaching approach. 
In collaboration with AAP (UCLA) and Echo, the VU organized a train the trainer course, 
hosted by AAP, to have an answer to these needs of professionalization of a larger number of 
participants and allies in the execution of the G5 project 2011. These learnings were not only 
implemented in a renewed understanding of the summer bridge project 2011, in addition, they 
were implemented in the running mentor programs of Law and E&BA, and the peer-education 
train the trainer module. Subsequently, the participating study counselors and other involved 
VU staff integrated their train the trainer learnings in explicated preferred learning outcomes. 
In the following paragraphs, these expected and preferred learning outcomes are dealt with, 
as well as the Train the Trainer outline/content and the Peer Education additions in relation 
to 2010. 

Train the trainer call for application and outline

Study tour ECHO – University of California Los Angeles 
Train the Trainer at the Academic Advancement Program 
From the 12th until the 20th of May, ECHO organized a train-the-trainer study tour for Dutch 
trainers in higher education. They were instructed and trained by the AAP staff during three 
train-the-trainer days in particular. Theme of this study tour was ‘more study success in higher 
education through inclusive and early preparation of all students in higher education.’ Dutch 
trainers were trained in the field of inclusive education from a holistic point of view. The 
pedagogy of excellence and the pedagogy of the oppressed are leading concepts during this 
training, which was pragmatically put into practice. 

Why a train the trainer at AAP?
At UCLA diversity and excellence are inextricably connected and this has proven to increase 
attainment and success of all students. Goal of this study tour is sharing knowledge of different 
good practices and competences that result from the explicit approach of AAPs inclusive 
education with its aspiration of creating access, equity, opportunity and excellence in (higher) 
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education. Investing in a culture of excellence, a sense of belonging and transfer programs 
proves to be effective in this particular approach. Dutch institutions and trainers are interested 
in the essence of the hands-on approach as being integrated in practice at AAP. The train-the-
trainer study tour provides insight into knowledge and practice of the inclusive approach that 
is offered to all AAP students from the moment they are admitted to UCLA. A good, thorough 
inclusive approach tries to yield answers and solutions to the needs of all students. Inclusive 
education refers to suitable supply of education and counseling that is integrally offered. 
All students participate and are motivated to achieve their own potential. By means of the 
specific didactics that are actualized during the training, the participants are able to translate 
the inclusive approach and to adapt it to their own context. 

Target
The train-the-trainer study tour is meant for the following participants:
.	 Basic qualification in education trainers 
.	 Counseling trainers
.	 Student dean trainers
.	 Peer education trainers

Objectives train-the-trainer study tour
After participation, participants will gather the following insights and outcomes:

1. Knowledge
Transfer of knowledge and expertise: participants are able to theoretically acknowledge the 
inclusive approach as proceeded at AAP. Participants are trained by experts in the field of 
science, education and student affairs within UCLA. Following the inclusive approach, students 
are integrally important in every undertaken interaction and intervention. A theoretical reader 
as well as a set of practical tools will provide participants with fundamental concepts and 
materials to develop their own curriculum. This reader will be sent in advance. 

	→ Result: participants are able to explain concepts of the inclusive approach and are able to 
develop their own curriculum to train their trainers. 

2. Experience 
Participants undertake some participant observations and share experiences and insights with 
researchers, AAP staff members and participants of AAP. There will be enough opportunity to 
share knowledge and experiences between the Dutch participants and the UCLA staff. 

	→ Result: participants experience the inclusive approach by experiencing the specific methodology 
and by sharing insights with staff members and AAP participants. These experiences will inspire 
the participants to translate the different applicable insights and tools into their own context. 
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3. Translation 
Participants translate the learnings in the following manner:
a. Design: participants are actively working on their translations of the perceived materials 

to curriculum designs for the Dutch context. This process is being facilitated by the AAP 
staff in collaboration with the two ECHO trainers (Irene Wolff and Gusta Tavecchio). The 
trainers are aware of the heterogeneous composition of the Dutch participants/group. 
There will be explicit instructions and exercises proceeded in small groups. 

b. Execution: participants practice the presentations of their curriculum design for the 
Dutch context. 
	→ Result: participants develop the fundamentals of their curriculum design and the training 

material they are planning to give to their colleagues. The fundamentals contain reflections 
on the inclusive approach. 

4. Transfer (body of thoughts)
The study tour engages participants to develop their own coherent curriculum design. During 
the last train-the-trainer session, the participants produce the design of their first learning 
outcome which is thoroughly discussed three weeks later at the after meeting. At the same 
time, the participants are prepared for their roles as ambassador of the inclusive approach 
that will be disseminated in their institution during their own train-the-trainer workshop. 

	→ Result: Participants are able to explain what is understood by the inclusive approach and they 
are prepared and aware of their own role and ambassadorship during the implementation. 

Timetable
The train-the-trainer program consists of three components. First, a thorough introduction 

into the approach and method of the Academic Advancement Program, second, the 
different train-the-trainer workshops approached from the different theoretical angles, 
third, the discussion about the rough curriculum designs of the Dutch participants. 

.	 The first day contains an elementary introduction into the education system in the US 
and California in particular with its migration context and AAP. 

.	 The second day participants visit ‘scholars’ day’, an important outreach activity of UCLA. 
During this day, potential UCLA students who are transferred from the community 
colleges are introduced to UCLA. 

.	 The third day contains the subjects of the holistic approach and the narrative approach 
during the train-the-trainer workshops. 

.	 The fourth day contains the subjects of the inclusive communication and students’ 
involvement during the train-the-trainer workshops.

.	 The fifth day provides the opportunity to create and discuss the curriculum designs of 
the participants. 

.	
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Preparation and supervision trajectory 
.	 During the introduction meeting in the Netherlands (21st of April) the participants will meet 

each other and there will be an introduction into the subject of the study tour. Participants 
are able to ask questions and any further comments are collected and answered. A reader 
will be provided which the participants have to read in advance. 

.	 During the close-out meeting in the Netherlands (16th of June) the participants are invited 
to present the progress in their curriculum designs and there is room for any further 
questions. 

Outline train-the-trainer 
Method
During the entire study tour, the AAP staff plays an important role. They not only represent a 
mentality that is intrinsically combined with an inclusive approach, they also are role models 
in their pragmatic execution of this approach. Their knowledge, expertise and practical 
methods are continuously impacting the Dutch participants. Therefore, this method itself 
contains already an inclusive approach. The more sensitive the participants are, the more 
awareness will be perceived. This sensitivity of the actual method is, therefore, continuously 
vibrating during the train-the-trainer workshops. 

Content
The train-the-trainer workshop offers the following aspects which constitute the fundamental 
principles of the inclusive approach and, therefore, represent the different theoretical angles:
1) Holistic approach: this approach represents the fundamental concepts of the inclusive 

approach and is the subject of this workshop. Within a holistic approach student 
perspectives are the leading principles of any intervention. The students’ voice and 
experiences are taken into account. All students participate and are motivated to achieve 
their own potential. The pedagogy of excellence is a pedagogical approach that has 
proceeded for thirty years within AAP and represents an effective approach from a holistic 
point of view. This strategy of high expectation management challenges all students to 
excel, in spite of their background. 

2) Narrative approach: narrative hermeneutics (the study of interpretive theory) represents 
one of the didactics that is used within AAP (for counseling purposes and curriculum 
design). Students are invited to explore their identity by telling their life stories during 
AAP summer courses and counseling meetings. What does it mean to be a student (with a 
minority background/ students at risk) and how does your layered identity play a distinct 
role in your self-esteem? Students explore their layered identity during these sessions. 
In embracing their own stories, they are empowered by just acknowledging themselves. 
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3) Inclusive communication: the specific way teachers, counselors, tutors and mentors 
communicate is actively explored. Different activating didactics offer role-plays and facilitate 
the sharing of experiences and conversation strategies from the different trainers within AAP. 

4) Student involvement: student mentors and tutors play a distinct and important role in 
the inclusive approach. These so-called peer educators are the ones who actually take 
care of the activities within AAP. This student-involvement aspect is not only based 
on a financial reward these students receive. Often, the involvement of these students 
represents an intrinsic motivation which is driven by a mutual experience of being 
a minority student. It is exactly the participation of these students which makes the 
difference; they are the link between the university and the students. A workshop that 
will provide more knowledge and insights of the particular training the peer educators 
receive, will offer practical tools in the execution of the actual implementation of the 
inclusive approach in the Dutch context. 

Form 
Moment: 08.30-04.00 p.m. Duration: two blocks of three hours each. Setup: 
.	 Introduction (45 minutes): the trainer explains his work field, expertise and practical 

methods, and there will be a last minute inventory of the specific preferred learning 
outcomes. The trainer has prepared specific exercises for the different fields (according 
to the different Dutch trainers). 

.	 Experience (60 minutes): participants receive an introduction to the explicit method; they 
receive examples and are actively participating in the sharing of knowledge. 

.	 Execution (60 minutes): the offered knowledge and practice is actively transformed in 
specific sub exercises which will lead to the intended curriculum designs. Participants 
practice their execution. 

Preparation
What do the Dutch participants bring along? The organization requires a personal description 
and work profile to be sent in advance in order to mark the start of the learning experience of 
the participants. As the development of a curriculum design is one of the preferred outcomes, 
the (AAP) trainers are sufficiently informed by the participants. During the introduction 
meeting participants will share this information with the Dutch trainers’ team. The following 
aspects are represented in their portraits: 
.	 What is your position and what are your corresponding tasks?
.	 What is your method, what specific educational and/or pedagogical principles do you represent?
.	 What qualities can you share? How could your specific expertise be described? 
.	 Formulate at least one specific preferred learning outcome with regard to the train-the-trainer study 

tour. If these preferred learning outcomes are received in time, there will be an opportunity to share 
these preferences with the AAP trainers and they will be able to react to these particular questions. 
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	→ During the introduction meeting in the Netherlands (21st of April) the participants will meet 
each other and there will be an introduction into the subject of the study tour. Participants are 
able to ask questions and any further comments are collected and answered. A reader will be 
provided which the participants have to read in advance. 

Results in sum
	→ Participants are able to explain concepts of the inclusive approach and are able to 

develop their own curriculum to train their trainers. 
	→ Participants experience the inclusive approach by going through the specific 

methodology and by sharing insights with staff members and AAP participants. 
These experiences will inspire the participants to translate the different applicable 
insights and tools into their own context. 

	→ Participants develop the fundamentals of their curriculum design and the training 
material they are planning to give to their colleagues. The fundamentals contain 
reflections on the inclusive approach. 

	→ Participants are able to explain what is understood by the inclusive approach and 
they are prepared and aware of their own role and ambassadorship during the 
implementation. 

	→ During the after meeting in the Netherlands (16th of June) the participants are invited to present 
the progress in their curriculum designs and there is room for any further questions. 

Participants (maximum of fifteen)
.	 Vrije Universiteit Amsterdam: eight participants
.	 Dutch Trainers: Irene Wolff and Gusta Tavecchio
.	 Between three and seven participants of other higher education institutions.

Preferred learning outcomes train the trainer participants
The Train the trainer was, as mentioned earlier, particularly developed within the G5 project 
with its aim of knowledge dissemination. Therefore, in the train the trainer, the beginning 
situation of the participants was taken into account in the actual design of the TthT 2011. In 
short, the following preferred outcomes were addressed (see case study protocol doc preferred 
learning outcomes TtT):



CASE STUDY 2011   |   217

Preferred Learning Outcome Key 

I would like to know more about the possibilities in which 
lecturers and other members of the University can be trained 
to stimulate a constructive and educational debate among 
colleagues and students about differences in opinions about 
social and vocational issues. In this way, I would like to see an 
atmosphere evolving in which students and lecturers are trained 
to develop a ‘professional attitude’ towards dissenters.

	• Debate colleagues and develop 
professional attitudes

	• Change mindsets

I would like to work on a training for student advisors, student 
mentors, tutors etc. People who work with all kinds of students. 
They often do not make a distinction between the different 
cultures of students. They treat all students the same way. What 
I would like to work on in this training is what would happen if 
they open up for different cultures. What would this contribute 
to the interviews they have with all kinds of students? Would 
they learn more, or different things? What I would like to work 
on in this training is that they experience this difference in 
culture themselves during the training and the impact of this. 

	• Awareness of differences
	• Open to differences
	• Experience these differences in 

the training

For this interesting course I have set the goal to thoroughly 
learn the ‘inclusive approach’ of education. I will introduce this 
approach within the Faculty of Psychology and Pedagogics by 
supporting the proposed measures by ECHO and the Faculty 
board. Another important asset of the inclusive approach is 
the ‘sense of belonging’. The sense of belonging for immigrants 
(first, second and third generation) is a problem in Dutch society 
at the moment, on a small and large scale. Through the course 
I want to take home asset or assets that I can use to create 
and enlarge the sense of belonging for all students within the 
faculty. 

	• Learn about the inclusive 
approach

	• Asset to enlarge sense of 
belonging for all the students

Responsibility, learning by doing; I would like to learn how to 
apply the integral and inclusive approach to the summer course 
and the new AD. That is, not to focus on one particular group 
of students and/or not to offer remedial language training only 
(or any deficiency-based training), but to design a program that 
appeals to different categories of students and that includes 
more than say, a particular writing skills training. As educational 
institutions are becoming larger and more complex, I think it 
is important for both students and teachers to pay attention to 
the social and academic environment in which they work/study, 
and to create a sense of belonging. That probably applies even 
more to our students who operate in two worlds, that of their 
workplace and that of the university, combining their degrees 
with a job and often even a family. 

	• How to apply the inclusive 
approach

	• Design a coherent program 
(not one course, one skill)

	• To create a sense of belonging. 
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Preferred Learning Outcome Key 

As a study advisor I assume that students are (to some extent) 
capable of dealing with their own problems. They sometimes 
just need counseling in organizing their life in every aspect 
(study plans, work, home, etc.). As a trainer I lay down this 
principle to the student mentors. Most of our students are adults 
and should be treated like one. Nevertheless, some students 
need more advice and guidance than others. The first generation 
students, for example, have usually more problems adapting to 
university life than second-generation students. We need to 
pay attention to those issues and recognize the need to make 
the transition from their former life to that of the university 
more easily. Therefore, I find it really important to have a low 
threshold: all students must have easy access to student mentors 
and study advisors to give them guidance in their (study) life. 

	• To improve my training skills 
of the student mentors so that 
they can guide and advise first 
generation students. 

	• To bring together all the 
guidance the first year 
students and first generation 
students are getting by 
enhancing the information 
exchange between (summer 
course) buddies, student 
mentors, study advisors and 
other related VU guidance 
instruments and persons so 
that all students have a safety 
net. 

With our coaching team we have to create a new program for 
Personal Development. We have to increase the study success 
of our students. We want to innovate our program and we are 
searching for new ideas to motivate our students to increase the 
study success.

	• Innovate our program
	• Motivate our students to 

increase study success

Further develop a training for tutors, aimed at inspiring the 
tutors to motivate their students and help them find their way 
in the academic society at VU University. 

Training for tutors (BSA)

I want to: 
	• Take home a decent amount of knowledge of multicultural 

education
	• Learn how to identify the problems (focus groups?) and quick 

fixes in my organization
	• Acquire knowledge of how to measure the effect of 

interventions
	• Know the pitfalls when you have to implement a new way of 

thinking in an organization
 • Set up a Student-Tutor program, based on content in which 

tutors are proud to play the role of tutor and tutees realize 
they have got something to gain by participating. 

	• Multicultural education
	• Quick fixes
	• Measurement and monitoring
	• Implementation difficulties
	• Student tutor program

	• Bringing in an element of diversity coaching in the mentor 
training: how to recognize minority-related issues, how to 
reach these students early and address the problems for study 
success in an adequate and methodologically appropriate way. 
	• To change the subject of minorities into an issue of positive 

action and opportunities. 

	• Diversity coaching
	• Diversity as an asset
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Preferred Learning Outcome Key 

I want to develop a training that contains:
	• How to listen and learn from students
	• Learning is in the feeling primarily and secondary in the 

content and structure
	• To be in the moment as teacher or counselor
	• Cultural communication does not exist, it is all 

communication?
	• To be really tolerant which means that another culture has his 

own values 
	• To be aware of and make explicit the values and standards of 

the teacher/counselor
	• To make a centered student community of learning

1. Developing more ways for supporting teachers to deal with 
diversity (in the broadest sense of this word).
The Dutch system yields a great diversity in motivation, prior 
knowledge and competences of students, especially in the 
bachelor. Teachers are hardly equipped for this diversity. 

2. Help teachers to organize themselves
This learning point/aspect is related to the first one. Some 
participants of my course feel frustrated about the lack of 
appreciation for their teaching. During the course they get 
inspired, but they see little chance to put their ideas into 
practice. In many departments, research is seen as more 
important than teaching. Because of growing student 
populations and shrinking budgets, departments take general, 
top down measures, like enlarging groups and cutting back 
feedback moments. In some departments teachers are not 
allowed anymore to give interim feedback

Dealing with diversity & 
motivate teachers to innovate, 
design diversity proof materials 
that can be executed. 

I am relatively new to the field of teaching in diversity and 
inclusive education. Therefore, I hope to learn a lot during the 
training. Specifically, I would like to learn about peer education. 
As part of organizing the summer course I will be training senior 
students to function as peer educators. I am very interested in 
how UCLA prepares and coaches students for peer education, 
and how we could ‘translate’ these insights into the situation at 
VU University.

	• Theory inclusive approach
	• Practice peer education

With our coaching team we have to create a new program for 
the subject Personal Development. We have to increase the 
study success of our students. We want to innovate our program 
and we are searching for new ideas to motivate our student to 
increase the study success.

	• Interested in theory and 
practice to innovate policy 
and practice within the 
department

	• Aims: increase attainment of 
minority students

	• Intervention field: not clear yet
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Preferred Learning Outcome Key 

	• Balance between group and individual needs
	• Balance between content and the relationship
	• Attention for the diverse individuals at their individual 

level
	• How to stimulate each person at their level and still 

maintain a certain standard of education
	• Learn more about cultural bias

	• Ambivalence between 
intervention from a micro 
and a meso perspective 

	• Dealing with cultural bias 
	• How to handle the Dutch 

motivation problem 
of students (intrinsic 
motivation and study 
attitude)

The preferred outcomes and the curriculum design were subsequently matched and led to a 
modified program, including the mentioned themes and additional information on: 
	• holistic support strategies in mentoring and counselling students
	• narrative pedagogy and didactics 
	• working with students’ stories
	• inclusive communication skills
	• creating understanding and awareness of the often unaware and oblivious white supremacy 

and micro-aggressions used in everyday communication [intertextual reference] 
	• student-involvement by engaging AAP peer-learners in social on and off campus activities 

during the train the trainer course

Student-coach train the trainer 
As the second year of the summer bridge program aimed at creating knowledge dissemination 
and coincided with my appointment at Echo, the continuous growth of theoretical and 
practical understanding of teaching and learning inclusive diversity expanded. Firstly, the 
study tour to Washington DC influenced my personal understanding of the importance of 
senior leadership and embeddedness of such programs in the institutional policy agenda, as 
mentioned in paragraphs above. 30Secondly, the professionalization of the VU G5 project 
team because of their participation of the AAP Train the Trainer course was made explicit in 
the curriculum design of the Student for Students and with that, the student-coach program 
in particular. Thirdly, the Students for Students program was scaled up, as described in work 
package II. This meant not only that the staff support was multiplied (having a coordinator 
and three senior peer-coaches developing the specific faculty program and recruiting the 
specific department student-coaches in collaboration with Dialoog VU), but also the number 
of student coaches more than doubled, from 12-14 in 2010 to 28 in 2011. All in all, the program 
content changed, the peer-education program was scaled up and intensified and the training 
and coaching (intervision) of the peer-coaches was professionalized. In addition to the former 
student-coach train the trainer content (see paragraph above of case 2010), the elements of 
Socratic dialoguing and narrative inquiry were added. In the second year, (senior) student-
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coaches were successively involved in recruiting peer-coaches, recruiting participants, 
designing faculty specific summer bridge curriculum, coaching summer bridge participants 
during the course, and supporting them throughout the first semester. Compared to the first 
student-coach train the trainer, they were additionally trained in: 

	• Holistic support strategy: based on the lessons learned from the AAP train the trainer 
course, the student-counselor and the students for students coordinator developed 
the peer education curriculum using the learnings from their study tour. Specifically, 
the importance of receptive and inclusive campus culture and the consequences for 
intercultural communication were addressed in the training. Specifically, effects of micro- 
aggressions, being a minority representative in a majority context, the importance of an 
aligned support structure between student, student-coach, counselor (student-counselor) 
and the department/faculty [intertextual reference: see Theoretical Studies} Dialogic, 
Narrative and critical Encounters} Critical Pedagogy]. In addition, the training consisted 
of exercises that dealt with characteristics of a student-coach, rules of active and engaging 
listening, rules of giving constructive feedback, role-plays to address deviating learning 
attitudes, my elevator pitch (being your peer-coach). 

	• Student-engagement and involvement: the senior-student coaches and the executing 
student-coaches were engaged and made aware of their position of an ally in the social 
justice driven program with its aims of stimulating access and success of all students at 
VU university. Student-coaches were, therefore, part of focus groups to support think tank 
meetings ‘how to recruit participants, how to recruit student-coaches and how to organize 
social events?’ See ‘‘What’ section for the evaluation of the course. 

	• Socratic dialogue technique: all student-coaches were trained in using the specific 
method of Socratic dialogue during the summer bridge program 2011. Because this 
element has been pivotal in creating a starting point with students and student-coaches 
[intertextual reference: see Theoretical Studies} Dialogic, Narrative and Critical Encounter, 
particulalrly Dewey and Flanagan], in 2011 student-coaches were trained to support 
participants autonomously during this particular workshop. Two professionals (Renate 
Schepen and Suzanne Metselaar) worked with these students and outlined the means 
and importance of Socratic dialoguing (creating a shared, common ground of deeper 
understanding of a specific transformative moment in life) and the actual and specific 
steps involved in such a technique. See ‘‘What’ section for the evaluation of the course.

	• Narrative inquiry technique: all student-coaches were trained in using the specific 
method of narrative inquiry (storytelling) during the summer bridge 2011. In addition 
to the Socratic dialogue, this narrative inquiry approach enabled students to facilitate 
these kinds of interviews amongst participants, student-coach and participants and the 
encounter of participants with students from UCLA (during the e-encounter online). The 
terminus a quo implied that narrating about meaningful moments creates understanding 
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and deeper awareness of meaning and positioning in time ([intertextual reference: see 
Theoretical Studies} Dialogic, Narrative and Critical Encounters} Narrative, narrative 
learning and narrative pedagogy] and with other words, the correlation between work, 
life, health and achievements, engagement and success. Two professionals in this field 
(Alma Wattimena and Renee Rosenboom) executed this part of the train the trainer and 
shared key elements of working with biographic interview techniques and storytelling 
and trained the student-coaches to host such encounters and workshops when working 
with the participants. See ’What’ section for the evaluation of the course.

	• The training consisted of the following exercises: characteristics of a buddy (peer-coach), 
SWOT me (strength, weakness, opportunity and threat analysis), rules of active and 
engaging listening, rules of giving constructive feedback, role-plays to address deviating 
learning attitudes, my elevator pitch (being your peer-coach). 

Execution Summer Bridge 2011
The pilot project, the emergent understanding of developing an inclusive curriculum design, 
the allocation of the G5 grant, the study tour to Washington DC (council of opportunity 
in education), the train the trainer to AAP at UCLA, my new appointment at Echo and the 
involvement of new professionals in the G5 management team all influenced and shaped the 
curriculum design of the summer bridge 2011. Prominent changes have already been dealt 
with in the project proposal, especially the differentiated method for a science-based and a 
humanities approach within the curriculum and the collaboration with the three faculties 
in particular. In addition, the professionalization of the G5 staff and partners (student-
counselors, study advisors and G5 coordinators) broadened the understanding and practical 
knowledge of creating and executing an inclusive excellence approach, such as the summer 
bridge project was presented to be. The key content and its aim to support underrepresented 
students’ successful access to university did not change and, consequently, social and academic 
integration, preparation and preparedness were still salient in the second summer bridge 
program. The third aim of reflection upon one’s study skills, study pathway and significant 
others that influence an academic journey were likewise included as course learnings. The 
difference from 2010 can be assigned to the increase of staff/support within the institution, 
because of the involved departments, the growth of the number of student-coaches and 
student-assistants, the growth of participants (targeted growth) and the aggrandizement of 
the allocated budget. In the following paragraphs, there will be an outline summary of the 
summer bridge project, the content of the teacher and student readers and the execution 
process. Because of the similarities between the actual program and the first year, the emphasis 
will lie on the differences. 
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Outline Summary 
During a seven-day program, underrepresented students (first generation, non-western migrant 
background) participated in a rigorous academic advancement program to support a successful 
enrollment process of new students for VU University. Like 2010, students were trained to 
explore academic and social capital by means of preparation and crash courses dealing with 
academic readiness, a sense of belonging, and the need to socializing and networking. In 
addition, students reflect upon their narratives, particularly concerning their study pathways 
and the influence and importance of meaningful (significant) others. In collaboration with 
the partner faculties, the third day of the course offered an intermezzo with guest lectures of 
each department separately. 

Content Teaching and Learning 
Since the actual content of the curriculum hardly changed, in the next paragraph there will 
be an outline of the program content on the one hand, and a description of the added and 
changed content on the other. See for full description of the lectures and workshops summer 
bridge content 2010. 

Additions and changes in relation to summer bridge pilot 2010
Compared to the summer bridge pilot 2010, the most striking changes marked the growth of 
the number of student-coaches and participants and the meet-ups in small organized faculty 
groups and the addition of guest lectures by the collaborating faculties that each supplied 
an excellent teacher (Tuesday). The prominent changes of the overall G5 project addressed 
the summer course team and the support because of the managerial embeddedness in the 
VU organizational structure of the Cetar institute. Consequently, on a managerial level, the 
communication with supportive and collaborating departments and faculties was significantly 
improved, as was the effect of the scope of the project, including the training of participating 
teachers and staff. This involvement, the increased budget and the number of engaged and 
trained teachers and supportive staff all affected separately the quality of the execution of 
the summer bridge program. In this second year, student-coaches were all trained to facilitate 
Socratic and narrative dialogues and inquiries, which meant on a whole, that the small 
group gatherings substantially improved since student-coaches were equipped to support 
participants continuously. Subsequently, significant changes were manifested on the periphery 
of the entire G5 project, with a special interest to this current chapter and angle concerning 
the effects of the curriculum design because of the teacher, student-coach and supporting 
staff professionalization. The additive innovations as described in the G5 project proposal were 
addressed in different activities and projects during the execution of the G5 project. In the 
following section, only the evaluation of the curriculum design of the teaching and learning 
elements of the summer bridge will be taken into account (see case study protocol doc syllabus 
summer course 2011, student reader 2011). 
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Table: program content summer bridge 2011

Saturday 
13th of 
August 2011

Theme: ‘following one’s own academic pathway’ 
	• Opening summer course team
	• Role model Prof. dr. David Pinto, pioneering in academia
	• Meeting student-coach small group
	• Autobiographic research, an introduction by Leila Pazargadi (UCLA, US)
	• Socratic dialoging, an introduction, by Suzanne Metselaar and Renate Schepen

Sunday
14th 

No lectures and workshops
Interview assignment

Monday
15th 

Theme: ‘from personal experiences towards academic empirical research’ 
	• Doing accurate research, introduction to the empirical cycle by Prof.dr. Jos Beishuizen
	• Autobiographical research, a narrative approach by dr. Mick Matthys
	• Defining your research question, by student-coach small groups
	• Research methods and narrative interview techniques, a preparation, by Leila 

Pazargadi
	• Relaxation
	• Sharing narratives: interviewing UCLA students

Tuesday
16th 

Theme: ‘starting to organize and write an academic essay’
	• Academic writing skills, the essentials by dr. Lotte Tavecchio
	• Meet an Excellent VU Professor, lecture of choice (Law, Mr. Elvier Geurink, E&BA, dr. 

Mirella Kleijnen, P&PS Prof. dr. Erik Scherder)
	• Preparing interview samples and designing an essay outline by student-coach small 

group

Wednesday 
17th 

Theme: the ‘I’ in autobiographical research, understanding your perspective 
	• Academic ‘close’ reading skills by Leila Pazargadi
	• Inspiring role models sharing their life stories related to academic study pathway
	• Doing authentic research by Jeroen van Andel
	• Autonomously working on your essay
	• Relaxation
	• Evening program for participants, family and friends! Meeting the VU/Campus Tour 

and Iftar Meal in collaboration with Dialoog VU

Thursday
18th 

Theme: ‘write write write’
	• Academic writing skills: to write clearly, distinctly and correctly
	• Autonomously working on your essay
	• Relaxation: work-out at the VU Sport Centre

Friday 
19th 

Theme: ‘preparing final presentations’
	• Autonomously working on your essay
	• Lecture ‘presenting skills’ 
	• Final preparations presentation
	• Submit essay
	• Workshop salsa dancing

Saturday 
20th 

Closure ceremony
	• Parallel presentation sessions
	• Closure ceremony including rewarding the winning essayist 
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Execution Process9

In this second year, the professionalization had considerably improved, which led to a 
structured execution with a substantial support by senior student-coaches, the students for 
students coordinator (Ozlem Coban), the education consultant (Hanna Kuijs) and the student-
coaches. The program manager (Loes Mulders) directed the overall management of the course 
and the included supportive staff (communication and marketing). All in all, with this increase 
of supportive and professionalized staff, the execution of the course was appreciated highly 
by the mentioned employees. The additional support and collaboration of guest speakers, 
inspiring role models and guest trainers who participated mostly in the pilot 2010 created a 
comfortable cooperation between the various actors. The support of Dialoog VU, in particular 
the Iftar meal, created a momentum of intercultural exchange that was appreciated by not only 
participants, but also by family and friends who joined this festivity. All in all, in this second 
year, the learnings from the pilot especially and positively affected the execution process, 
i.e., the sufficient support of not only senior staff, but also enthusiastic and engaged (senior) 
student-coaches, guest speakers, role models and supportive staff. 

9 As co-designer of the G5 project and as designer of the summer bridge curriculum, I had transmitted 
my responsibilities of program manager and curriculum designer to Loes Mulders and Hanna Kuijs 
from the 1st of June 2011 because of the start of my maternity leave. 
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Student voice
In accordance with the project proposal and aims, in-depth biographical interviews 
were recorded three months after the conclusion of the Summer Bridge Program 2011. 
Subsequently, there has been a narrative assessment of the student perceptions of the 
support offered by the Summer Bridge Program in order to evaluative the efficacy of the 
program and to determine recommendations regarding the implemented narrative, critical, 
and inclusive praxis. An additional effect of using this narrative inquiry and biographical 
research approach implicates a stimulation of narrative identity construction (de Groot 
2013, 45) because of the exploration and sharing of the life stories of these students, 
especially in relation to their academic identities, particularly academic identity formation 
and their hybrid, layered, marginalized identities during these exploration processes. One 
of the leading axioms in narrative theory is that in expressing one’s narrative, meaning 
is created (Ganzevoort & Visser 2007). Consequently, participants explored not only their 
written narratives, but additionally voiced their explorative and narrative understanding of 
undergoing a summer bridge program. 

Biographical Interviews 
The study addressed the actual experiences of participants after completion of their 
summer programs and was conducted by Mick Matthys (Matthys 2012). Qualitative 
evidence was compiled from their spoken biographical interviews; this resulted in a 
qualitative content analysis of the process of forming a college-going identity. Questions 
dealt with the following: 1) what kind of expectations do underrepresented students have, 
2) in what way does their background shape these expectations in relation to their own, 
and 3) in what way does this influence their self-esteem? 22 students and peer educators 
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were interviewed, using an in-depth, biographical-interview method about their social 
and cultural backgrounds, in addition to their motives and trajectory leading to higher 
education. 

Overall findings biographical interviews
.	 Students experienced the summer course as a very effective introduction to academic 

life and study and felt strengthened in their choice for university. They experienced a 
safe place for their stories to be told, and particularly enjoyed encounter and interaction 
with significant others like peer mentors, role models, guest speakers and paired students. 
These encounters led to feelings of belonging, understanding of the self, awareness of the 
(ethnic) other and, consequently, positive (academic) identity formation. 

.	 The method of narrative inquiry and encounter was new to most students. They 
reported that ‘new understanding’, [referred to as a third voice, intertextual reference: see 
Theoretical Studies} Dialogic, Narrative and Critical Encounters} Narrative turn, the third 
voice and the transformative nature of dialogic and narrative encounter) arose because 
of meaningful encounters with one’s own narrative and narratives of others. This third 
voice reflected new understanding of past events, often unlocked because of narrative 
and dialogical encounters in the program. Additionally, students appreciated the format 
of an academic research method to analyze their own and others’ narratives. This created 
opportunities to be engaged in a more personal or abstract manner. For science-oriented 
students, this approach was especially new, taking into account the level of oral reflection 
and the alternative research methods of a qualitative content analysis including all the 
collected data. Having to hand in an academic essay or paper prompt at the end of the 
course kept students academically engaged in the setup of the course. In other words, 
this qualitative approach challenged students to step outside their comfort zone and 
encounter the unknown: their fellow students, their own narratives, others’ narratives, 
campus life, academic habitus, social habitus, identity capital, capabilities. This mobilized 
students’ understanding of agency in their academic study pathways. 

.	 For most students, the lack of cultural and social capital is still playing a decisive role in 
the choice for a university preparatory program. One of the consequences of this lack 
shows the educational detour these students take to enter university. Most of these 
students experienced ‘low expectation management and deficiency oriented school 
advice’ by their former primary and secondary school teachers. This lead to ‘under level’ 
choices or trajectory changes to a lower educational level (downgrading) due to study 
problems and the incapability of the parents to react adequately to it. 

.	 The increasing importance of the exploration and awareness of identity capital, as 
demonstrated arising out of the necessity to care for themselves because of problematic 
family conditions. There are many narratives about discordant divorces, parents with 
psychological and psychiatric problems, alcoholics sometimes, about neglect and violent 
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fathers and sexual abuse, about participation in criminal gangs and street cultures. 
Exploration and awareness of identity capital fosters these students’ alternative ways to 
not only understand their history and (study) trajectories, but also support students to 
assert their agency in overcoming these influencing and troubling life events. The amount 
of agency and perseverance shown by these students’ narratives bear out the importance 
of exploring students’ identity capital, since they have taken care of their parents and 
problematic situations within their families (with few means for living) which dominated 
and strongly influenced their study pathways and choices to actively engage in school and 
campus life. Students show a need of positive identity capital to master these conditions 
of life in order to enter university successfully.

.	 Initially, students still feel alienated from the ‘classic stereotype image of a student’. These 
‘other’ traditional students, representing a majority or privileged group, are not capable of 
imagining the life world of these first-generation students, they report. Therefore, social 
and academic integration evolves dominantly along the line of the ‘professional network;’ 
the academic and traditional subculture is avoided is some cases. In other cases, students 
navigate the system and their own explored ways to enter campus life authentically, 
taking into account their hybrid and layered identities as underrepresented and first-
generation students. The network of AAP, VUA Students for Students did offer these 
students in particular a feeling of belonging and safety during the program. 

The above selected outcomes of this qualitative in-depth content analysis of spoken narratives 
show that these students’ reflections on their academic pathways by means of critical narrative 
encounters, offer these students deeper understanding of: their layered and hybrid identities, 
the need and effective use of explored identity capital, a sense of agency concerning social 
engagement and academic achievement, and overall understanding of an underrepresented 
self amongst a majority-representing context of traditional students. Students learned to not 
only reflect in a safe place with the help of others on these trajectories, they also have proven to 
be in the right place because of their perseverance and go-getter attitude. Insight into concepts 
like fixed and growth mind-sets, implicit bias and deficiency-based expectation management 
approaches, voiced students feelings of alienation and disenfranchisement. All in all, this led 
to new, deeper, mutual and for some, transformative understanding of their academic selves. 

Evaluation 
After the execution of the summer bridge, three evaluation forms had been sent to a. 
participants, b. peer coaches and c. teachers. The following paragraph will take these and the 
written evaluation report (see case study protocol, doc evaluatie deel I summercourse 2011 
and evaluatie deel II buddytraining) as source of information and deals with rationale and 
aims, development, process, execution, and experiences. In addition, critical recommendations 
(see case study protocol doc notulen evaluatie 30 november 2011 and ‘verslag evaluatie 
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buddytraining 8 september) as have been shared in 2011 are included and will be explicated 
more thoroughly in the cross-case analysis and lessons learned paragraphs in this section. 
Because of the similarities of content, there will be a summarized overview of these reports.

Summarized evaluation summer bridge 2011
Rationale
Organizing a second version of a summer bridge program to support underrepresented 
students in their access to HEIs

Aims 
	• To improve study achievement and success by means of a summer bridge and student for 

students (student-coach trajectory) program
	• Goals are to improve social and academic integration and preparedness, in particular to 

increase identification with the chosen department, expectation management of students 
and university and synchronize these, getting introduced to academic workshops and 
approaches, creating a first social network, consisting of student-coaches. In addition, 
stimulating reflection on particular motivation and study choice to increase self-esteem 
and efficacy of students.

û	

Participants and recruitment 
The amount of participants (63) has tripled in respect of 2010 and they represented 9 faculties. 
Because of the 2010 evaluation, a communication and marketing professional was appointed. 
However, this professional only started in March. Because of this, the preferred number of 150 
participants was not reached. This is partly due to the fact that the secondary school could not 
be reached in this short notice (with marketing strategies). In addition, there still was unclarity 
about the specifics of the target group and how to exactly attract them. Most students that 
participated shared to have heard from the project via the VU website (38) or the flyer (35%). 

Recommendation recruitment: monitor target group by adding specific questions about 
education of parents in the ‘studielink’ portal. Inform all new VU students from a central 
communication platform like DSZ (department of student affairs) about the summer bridge 
and the student for students program. Including the VU network schools in recruiting new 
participants by means of the support of deans and vice provosts. Using the social capital and 
network of former participants and student-coaches. 

Curriculum (program)
	• The bridge course was centered around the theme of ‘one’s academic pathway.’ Students 

wrote an essay and received lectures and workshops addressing academic preparedness, 
autobiographical research and inspiring guest speakers. Some elements were replaced by 
new ones in this second version. The most important change included more autonomous 
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time to prepare and write the academic essay. In addition, the collaboration with the 
partner faculties and its teachers changed the curriculum and attracted a wider range 
of participants. A new element was introduced; a special family night in which parents 
participate in a lecture and were given a campus tour. 

	• Participants were asked to submit an evaluation form consisting of 17 Likert items and 
three open questions. The evaluations were analyzed and interpreted by the taskforce 
education monitoring and quality of the CETAR institute. Most questions concerning the 
program reached a score of 4 or higher, which indicated participants were very pleased with 
the program. A matter of concern is the intensity of the program. Participants expressed 
their need of (autonomous) time to reflect and digest information for their essay, maybe 
by adding more days. Science students expressed to be less engaged by the program. This 
could be rearranged in coming bridge courses, creating various methodological angles. 

	• Recommendations program/curriculum: spread program over two weeks, differentiate 
methods and angles with reference to particular faculties. It could be beneficial for both 
participants and departments. To combine the family activities with a VU family day in 
November. 

Collaboration UCLA
Context collaboration see table on ‘AAP’ above. In this second year of the summer bridge, the 
collaboration was expressed by the presence of an UCLA professor (Leila Pazargadi) who taught 
two lectures. Participants of both bridge programs were connected by an online chat tool that 
enabled their narrative interviews about shared experiences of being an underrepresented 
student. Teachers and participants expressed their satisfaction about this collaboration. 

Recommendation collaboration UCLA: for coming bridge programs, maintain this 
collaboration. The international component creates an interesting angle to the course and 
is engaging and insightful for both cohorts of participants. In addition, this online and staff 
exchange is a concrete example of the preferred UCLA-VU collaboration. 

The role of the student-coach 
The difference with the pilot was that peer coaches not only were seen as support/buddy but 
also were assigned with peer learning goals and tasks. 31 student coaches guided the participants 
in small groups during participants’ autonomous execution of the autobiographical writing 
exercises. The evaluation of the student-coaches will be addressed in the next table. 

Teachers 
Twenty teachers and guest speakers gave a lecture or workshop, including teachers of different 
VU departments, a UCLA guest keynote, other higher education institutions and from 
corporate industry. One representative of the Dutch parliament (PvdA) participated as guest 
and lecturer throughout the course. 
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Recommendations teachers: to differentiate the content of the course, teachers of all 
VU departments and faculties should be included. Secondly, a number of teachers aimed 
to be substantially involved throughout the course, to create a continuous learning and 
development curriculum. 

Aims, goals and targets
Improving study success: the achievements of this cohort are monitored, i.e., during the first 
assessment moment of the year, at the end of the first semester that coincides with the binding 
study advice. Key question will be the results of their counterparts that did not participate in 
the course. In June 2012 there will be a second measurement that will focus on the BSA and 
the percentage that accomplished this goal (receiving a positive BSA). 
Social and academic integration: the following successful indicators are prevalent, analyzing 
the evaluation forms:
	• Improving feelings of belonging and identification with the VU and the faculty. Students 

reported to feel at home thanks to the summer bridge. Identification with the departments 
and faculty was less salient

	• Explicating and matching expectations and preparing academic readiness. Participants 
reported to feel better prepared due to the summer bridge program

	• Organizing and attaining a first VU network (social capital)/during the bridge, an active 
community emerged involving participants and student-coaches who maintain their 
relationships on and offline throughout the first semester. This community organized 
social events and students supported each other with peer instruction and reviewing 

	• Reflection on intrinsic and/or study motivation: students incorporated reflective remarks 
in their written narratives. The initial goal to increase self-esteem and self-efficacy with 
these reflective exercises has been positively subscribed by the evaluations. In particular, 
the academic readiness and self-esteem have increased. Others mentioned that the course 
positively supported their motivation and efficacy. The following citation corroborates this 
thought: ‘this week encourages me to succeed and finish university, what ever happens’ 
(student economics and business administration). 

	• Impact on study experiences: Mick Matthys has been appointed to investigate the 
influence of the bridge program on the study experience of participants. The main 
question is: in what way does the bridge project form an asset/added value and how do 
student-coaches play a role in the period (summer bridge-first semester) and in particular 
for individual development as a student at the VU. 

Recommendation aims, goals and targets: 
Improving study achievement and success: students are monitored, after finishing the 
second semester that coincides with the binding study advice tests, this achievement will be 
measured. Key to this question is the comparison with students that haven not participated in 
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the summer bridge. In June 2012, the percentage of students that received a positive binding 
study advice will be measured. 

Social and academic integration: students subscribe the importance of participating in 
a summer bridge program in order to academically and socially integrate to campus:

Increasing identification and feeling of belonging to the VU and the particular 
department: students report to feel at home due to the summer program. Identification with 
the department has been less salient. This could be improved in the next years (including 
the notion to differentiate the program with respect to different research methods & skills)

Exploring and explicating expectations and getting familiarized with academic didactics 
and approaches: participants reported to feel better prepared for their academic education. 

Creating a primary (social) network: during the summer program, an active community 
has evolved consisting of student-coaches and participants who still interact actively and 
continued to organize festivities during the first semester. In addition, they support each 
other on a content level, for instance by giving peer reviews on academic papers. 

Reflection on study motivation: the written essays show that students have reflected 
on their study motivation. Goal of the bridge program was to enhance student’s self-
efficacy and self-esteem. The open-ended interview questions show a similar positive 
review. Some students particularly stressed the added value to their perceived academic 
confidence as well as the beneficial effects on their motivation and efficacy. The following 
citation serves as an illustration: ‘this summer bridge motivates me to finish university, 
whatever happens.’ 

Impact on study experience: the biographical research of Mick Matthys tries to 
investigate ‘the added value of a summer bridge project with its student-coach trajectory’ 
for students’ perceived experiences during their matriculation at the university (see table 
‘overall finding biographical interviews’ in the section above). 

Recommendation: monitor students’ achievements of this and coming cohorts in order 
to measure the effect on study success. The partner departments could play a role by creating 
comparable data sets of control groups. 

Collaboration partner faculties: the current collaboration departments enrolled in 
this project because of the percentage of underrepresented students they host; 63.5% of all 
participants of the summer bridge are students at these partner faculties. Teachers of these 
faculties were involved in the execution process; their evaluations are highlighted below. 

Collaboration student affairs: this department has played an important role in the 
organization and execution of the course. One staff member trained all the student-coaches 
while he simultaneously aligned colleagues on this topic. During the execution period of the 
course, the student affairs centre, the VU introduction days committee and the sport centre 
provided courses and festivities. In addition, the sport centre provided free memberships to 
all student-coaches and the centre for culture and performing arts offered student-coaches 
a voucher for a show. 
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Recommendation: the specific role of student affairs could be enriched/enlarged, 
for instance by offering students support during the bridge program, offering office hours 
consultation.

Financial aspects: the project has been funded by means of the G5 project allocation. 
In particular, this grant made it possible to invest in curriculum, approach and materials. In 
preparing all the promotion leaflets and materials, there has been a tendency to use sustainable 
designs in order to recycle style. For coming years, we expect to lower these costs, the total 
costs are valued at K€170.

Recommendations: besides recycling developed and produced materials, there are other 
ways to reduce costs:

In-house student-coach training
Rearrange the exchange between UCLA and the VU, to host a staff member is expensive. 
Other/alternative ways to collaborate should be investigated. A common reading experience 
and the increase of the online exchange should be taken into account. 

Exposure (communication and media): the execution of this year’s summer bridge 
program has led to exposure in university magazines as well as local and national journals. In 
addition, social media have been used to create positive communicative footprint.

Organization and staff: the VU education institute (CETAR) was responsible for the 
organization and execution of this summer bridge. Although the allocation of the G5 funding 
was approved in January, the actual grant was provided after the approbation of the partner 
faculties with the grant proposal. Because of this internal adjustment of the project proposal, 
the organization of the summer bridge team was delayed, which involved challenges in the 
execution of the summer bridge. In total, three staff members of the VU education centre 
and five student-assistants affiliated to the partner faculties were involved on a daily basis. 

After having composed the final team members, several changes in this team caused 
discontinuity and inefficiency because of the repetitive nature of meetings, to align all new 
staffers. Two of the initial project members quit and one preferred staffer did not join the team. 
Consequently, the development of the curriculum and the execution of the program faced 
difficulties and challenges because of this unstable situation10

Recommendations: create a clear and stable staff and support team with distinctive 
instructions for each employee separately, and keep on including representatives of your 
target group. 

10 One of the core team members was appointed at another university, the G5 project leader Hester 
Radstake, and one (being me, the author), had maternity leave from the first of June 2011. 
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Overall recommendations:
	• Start early with communication and recruitment of participants. The organization should 

be started early on in order to ensure the quality of the program. A timeline would be of 
added value to improve this process.

	• Inform all new VU students directly after registration by using an automatically generated 
email

	• Create clear and distinctive roles, tasks amongst staff
	• Explicate a business model that could be beneficial to mark the needed staff and allocated 

funding in order to create a sustainable and ensured project management 
	• Use the evaluation to continuously (re)design the summer bridge program, e.g., by 

including science-based methodologies. 
	• Intensify and enlarge the faculty and specific department collaborations. In this way, the 

basis for the proper execution can be ensured in a sustainable and preferred way. The law 
department can be seen as good practice, since the collaboration has been executed on 
various levels (policy, teacher, supporting staff).

Scenario’s
The overall notion of the students’ and teachers’ evaluations mark the contented tone. The 
foremost recommendation addresses the intensity of the program. Taking into account the 
financial component, the following suggestions can be explored:
1. A one-day introduction for first generation students during the VU introduction days. 
2. A compressed summer bridge of only 2-3 or 3-4 days, just before the VU introduction days.
3. An 8-day summer bridge spread over 14 days, before the VU introduction days.

If one chooses the shorter version, the aims and targets should be redefined. One-day 
programs should mainly address recognition, mutual understanding and acclimatization. 
The 2-4 day programs should include social and academic preparedness components as well. 
However, the writing elements would be complicated, whereas this component marks the 
uniqueness of the projects. 

Overall recommendation: to create an 8-day bridge program during 14 days that creates 
the opportunity to have more social encounters, more free time in between workshops and 
lectures, and more time to explore reflection skills and self-efficacy. 

(see case study protocol for full document and appendix, ‘evaluatie deel I. 
summercourse.doc).

Summarized evaluation student-coach training 2011
Summarized evaluations student-coaches 
The overall impression shows that the support and involvement of the student-coaches 
have been highly appreciated by participants (see case study protocol for full document and 
appendix, ‘evaluatie deel I. summercourse.doc). Because of the basic assumption of the value of 
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student for students and peer learning and coaching, as explicated in the G5 project proposal, 
this component was seen as pivotal to the experience of support and ‘feelings of belonging’ 
for participants’ first experience at the university. 

Aims student-coach trajectory: to support students in their matriculation at university, 
especially by providing support on social integration. This aim has been specified into four 
goals:
	• To show students campus and familiarize them with campus climate and life
	• To strengthen identification processes and bonding of new students to university and 

faculty
	• To monitor students’ achievements
	• To guide students by signposting the proper tracks and/or support trajectories 

Recruitment students’ coaches: the students’ coaches were recruited by active student-
assistants who used folders and other promotion materials to attract volunteers. In addition, 
departments and faculties launched a banner on their website. 
Student-coach training: the training consisted of four components:
1. Introduction to the G5 S4S project and the support group of Student Affairs
2. Coaching skills
3. Didactical skills
4. Socratic Dialogue method
5. Narrative method

Reviews and recommendations by student-coaches: overall, the training was evaluated 
positively (see doc. Evaluatie deel II.-buddytraject) with particularly outstanding results for 
the expertise of the involved trainers. The student-coach reader was evaluated as least positive. 
Summarizing recommendations:
	• When continuing the student-coach trajectory, one has to seek alignment with the 

‘undergraduate program committee.’ 
	• Utilize the qualities and motivation of student coaches by including them in the design 

and execution processes, especially in the post-summer bridge program
	• Create a physical space to foster social en peer learning encounters, as has been mentioned 

in the project aims.
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VALIDITY CASE STUDY 2011 

In order to overcome common critiques as addressed in the section’s introduction and the 
‘validity case study 2010, four measurements are taken into account when describing and 
analyzing the multiple case study (Yin 2003). In the following paragraph the noteworthy 
differences as compared to the first case of 2010 will be addressed, preventing redundancy. 
Firstly, as in the single case study of 2010, the construct validity for the single case of 2011 
has proven to be obtained by using multiple sources of evidence that have been addressed 
and documented in the written text and the attached appendix (see case study protocol 
documents Case Study 2010). The measures for concepts have evolved by the analysis of 
the written documents that include not only the personal professionalization process but 
also, successively, the project proposal, curriculum design (teaching and learning readers), 
evaluations and case study reports. The chain of events has been chronologically outlined in 
the case study description addressing the Why, How and What paragraphs, with continuous 
reference to the consulted case study protocol documents. Secondly, the internal validity, 
when addressing the aims of this particular case study 2011, can be described as supportive 
in a sense that the participants and student-coaches expressed positive assessments of the 
course in its entirety. Recapitulating the aims of the course with the ambition to support first 
generation students in their access to university by means of a summer bridge project that 
stimulated academic and social integration and reflection on one’s study pathway and intrinsic 
motivation. Students not only shared positive experiences in their assessments forms, they 
also elaborated on these experiences in their written academic essays and the interviews that 
were held with them during and after the course. This information bears out the claim that 
Summer Bridge programs could be beneficial for first generation students matriculating at 
higher education, as assumed in the described rationale. As for the single case study of 2010, 
for this particular case study of 2011 (supported by Mick Matthys 2011), the specific supportive 
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meaning and effect on an individual level are seen as relevant. Although the evaluations have 
been principally positive, as for the single case of 2010, this study does not try to assume that 
participating in a bridge project would, in effect, be the same for every student, especially 
taking into account the diversified profiles of underrepresented students that can be distracted 
from the biographical interviews. Thirdly, the external validity can partly be addressed by 
means of this second execution of the program in the 2011 case study. The aims, method and 
evaluations show strong resemblance, and lead to premature generalizations when analyzing 
the constructs and theories as used in these two single case studies. Although this external 
validity will be addressed in its entirety after the third case, the following elements stand 
out so far: 

Generalizations of constructs: a. the threefold aim of the course to target underrepresented 
students and support them during their successful matriculation at university has been 
predominantly fostered by a curriculum aiming at academic and social integration, and 
reflection on one’s study pathway by means of narrative inquiry. b. a students for students 
approach has been pivotal in the perceived notion of being included, feeling at home as 
opposed to being an outsider, the other. c. on a managerial level, the implementation and 
execution of activities aiming at inclusion and diversity, and study success overall, have been 
continuously challenging in spite of the fact of teacher and staff professionalization. Hence, 
the ‘believers’ and critical friends or inclusive allies support the program and its execution, 
but face similar difficulties in executing these educational innovations in their faculties 
and departments. So, the project as a whole holds, equivocally, a status at the margins of 
institutional accomplishments. 

Generalizations of theories: the emergent understanding of theory, pedagogies and praxis as 
received in professionalization courses and encounters with professional and master trainers 
by the ‘I’ in this PhD, lead to the preliminary conceptions of four needed pedagogies in order to 
foster inclusive and safe spaces that can host bridge programs like these: a. inclusive pedagogy, 
b. pedagogy of excellence, c. narrative pedagogy and d. critical pedagogy (intertextual 
reference: see Theoretical Studies). After the description and analysis of the third case, this 
external validity, i.e., the generalization of constructs and the generalization of theories, will 
be addressed in its entirety, with concluding remarks and recommendations. 

Fourthly, the reliability has been secured by the detailed descriptions as mentioned in the 
case study protocol that realistically created the opportunity to repeat the specific curriculum 
design for other cohorts of students, entering HEIs.
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Vignette
‘One’s academic pathway is informed by a moment of truth when a person feels they should 
break their routine and take the risk of leaving behind their former situation. The moment 
reflects an epiphany: “This is where I fit” and where I aim to be’1

WHY

The subject: the I in the curriculum design
For the third case, I, the researcher, was again involved in the design and execution of parts 
of the curriculum of a summer bridge program. As education consultant, I was firstly asked 
to provide knowledge and practical support of the Nepantla Bridge Program, situated at 
Nevada State College in Las Vegas that was founded in 2012. During a visit in October 2014 
to my former UCLA partner and co-trainer of the VU summer bridges (Leila Pazargadi), I was 
asked to support the Nepantla Management Team, consisting of the program director, the 
program manager, the program coordinator and the vice-provost of the humanities faculty 
(ambassador of the Nepantla Program) with consultancy on their inclusive and diversity 
sensitive approach. The consultancy assignment led to a proposal to improve their pedagogical 
and didactical foundation in order to support the teaching staff and peer-coaches during the 
execution of the Nepantla program by means of a. a train the trainer and b. curriculum design 
(improvements of the program). In the following paragraphs, I will address all the ingredients 
that are used and that are derived from not only the curriculum design between 2009-2011, but 
additionally describe how the emergent understanding of my program management qualities 

1 Fragment of Socratic dialogue definition of the Train the Trainer group Teachers, Peer Mentors 
and Staff of Nepantla.
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and education consultant activities between 2011-2015 have influenced the final curriculum 
design of this last case. The subject, the I, the researcher has been -from the very start of this 
PhD- part of the development and execution staff and, in this final case, this role evolved more 
into consultant/expert on the implementation strategies of inclusive, critical and narrative 
didactics. Consequently, the I has been subjectively involved in the design and execution 
of this bridge program. However, because of this role as consultant, the managerial layers 
of project management and execution of the implementation will not be included in this 
case description. The focus will be on the emergent understanding of working with critical, 
inclusive and narrative learning and teaching models and didactics in order to foster students 
and staff during their narrative encounters in bridge programs. Similar to the VU Summer 
Bridge, the Nepantla Bridge Program supports underrepresented students to enter Nevada 
State College successfully, and offers peer and institutional support to these transfer students 
during their matriculation at higher education. 

The I, the education consultant, the researcher: the years between 2011-2015
As mentioned above and in the former cases, the subject, the I, the researcher, has evolved from 
education developer into trainer, program manager and founder of a consultancy company 
on diversity, inclusion and identity training and awareness (for corporate and educational 
institutions) between 2011-2015. All this activities provide training and (educational) consulting 
on diversity and inclusion management, and the effectuation of diversity and inclusive 
missions and visions into practice, especially into curriculum designs. As mentioned before, 
for the program management of Echo, I continued to work on the Train the Trainer programs, 
now targeting (international) practitioners in the field of higher education. In addition, I 
developed and facilitated master classes to train these policy advisers and practitioners topics 
like senior leadership and accountability, and ‘hearing and facilitating the student voice.’ For 
my own consultancy company, founded in 2013, I continued to train and advice institutions and 
companies on these kinds of diversity and inclusion topics, such as mission, vision, strategy 
and implementation. At the same time, I officially started my PhD in 2013, using the two 
existing cases (2010 & 2011). From 2013-2015 I continued to work in this field, now as a researcher 
and education consultant. Several universities, like the KU Leuven (Belgium), asked me to 
provide a train the trainer on a narrative pedagogy, using the didactics of the VU summer 
courses and I was again involved in the design and execution of the VU summer bridge 
program in 2013. All these activities ensued from emergent understanding of the praxis, the 
need, the specific use and the managerial requirements that are necessary to not only design a 
bridge program, but also to foster and embed such an intervention. In fact, because of all this 
consulting, I realized in 2013 that I wanted to deepen my theoretical understanding of these 
implementation processes and the specific ingredients of the curriculum design and their 
relation to theoretical assumptions and frameworks. This last case, therefore, can explicitly be 
understood as an accumulation of all this experience and didactical praxis gathered between 
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2011-2015, and indicates my motivation to add another case to the PhD study that would 
exemplify this emergent understanding of theory and praxis. Another motive to include the 
Nepantla case was due to the fact that I was particularly interested in ‘what would happen 
if we would use the same pedagogical framework of narrative pedagogy when working in 
another context’. Notably, the consultancy assignment of Nepantla matched my personal 
interest as a PhD researcher, and after approval by my supervisor, I accepted the assignment 
to be added as the third case in this multiple case study. 

Context of the Nepantla Program
Since 2012, The Nepantla Program (Nahuatl for in-betweenness) has been carving out an 
alternative space in higher education for students who are in-between cultures and curriculums 
(the underrepresented students). As part of this faculty-led initiative, students embrace their 
cultural differences as a site of power and knowledge while also conducting service-learning 
projects to create their academic pathways. The Nepantla Program is a four-year academic and 
leadership program incorporating a Summer Bridge Program to improve access, collaborate 
with the community, inspire peer mentorship, empower underrepresented students, and forge 
leaders. Like UCLA’s Freshman Summer Program, NSC’s Nepantla Program runs for six weeks, 
allowing students to take intensive math and English classes while benefiting from workshops 
during the summer term prior to their fall matriculation. The program provides workshops on 
navigating college, student services, and academic advancement. 
If one looks at the achievement outcomes of Nepantla students from 2013, they show a higher 
GPA of 0.3 points compared to all other students, as well as a higher GPA of 0.8 points in the fall 
of 2013 compared to transfer or first-time freshmen (see Table 1. Performance Nepantla Students 
2013). Lastly, the study conducted in that year shows 100% retention of Nepantla students as 
opposed to 74% retention of non-Nepantla students, thereby taking into consideration that we 
are aware that one-to-one correlations regarding input and effect are not always clear since 
these Nepantla students could have been more motivated to begin with.2 

2 See http://nsc.edu/nepantla/ 
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Table: Performance Nepantla Students 2013

 

ENG 100
Pass-rate

ENG 100
Non-

DFWI-
rate

Math 93
Pass-rate

Math 95
Pass-rate

CEP Pass-
rate

ENG 102
Pass-rate

ENG 102
Non-

DFWI-
rate

Math 120
Pass-rate

1-term
retention

Nepantla 100% 100% 100% 100% 100% 100% 95% 80% 100%
Non-Nepantla 75% 70% 71% 78% 77% 77% 74% 68% 74%

100% 100% 100% 100% 100% 100% 95%
80%

100%
75% 70% 71% 78% 77% 77% 74% 68% 74%

Performance of Nepantla Students at NSC in Summer 2013 
and Fall 2013, and their Retention to Spring 2014 compared 

to Non-Nepantla Students
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HOW

The particularities of the project management including the described sub dimensions of 
development, partnerships, agreements, communication and marketing in the previous cases, 
are left aside in this Nepantla case. As described above, I was asked as a consultant, primarily 
to deepen the pedagogical foundation and didactical strategies that could be beneficial for 
transfer students and supporting staff in the Nepantla program. In the following paragraphs, 
the process of consulting, the development and content of the train the trainer and, accordingly, 
the curriculum design of the summer bridge will be explicated.

I. Consultancy Nepantla Program
In October 2014, a consultancy meeting was planned at Nevada State College, including the 
Nepantla team and the vice-provost of the humanities department of NSC. The intention of 
the meeting was to a. share experiences in our work with bridge programs, b. learn from the 
experiences from the UCLA and VU cases, c. define a consultancy question for the months to 
come. In sum, the outcome of this meeting yielded:

a.  The shared experiences working with a bridge program, which is generically offered to 
transfer students, lack the alignment with faculties and departments the students belong 
to. The challenges of working with a potential approach instead of a deficiency approach, 
in order to combat poor achievements on the one hand and stimulate students to aim 
high and include their identity capital (intertextual reference: see Theoretical Studies} 
Inclusive Orthodoxy} Multi forms of capital) on the other. 

b.  The lessons learned from the UCLA-VU cases, pivoting on the importance of students’ 
engagement by offering student peer support and, in addition, working with a pedagogy of 
excellence, i.e., setting high standards but simultaneously providing high levels of support. 
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c.  A critical and narrative learning approach in order to address the need to deepen self-
inquiry during the summer bridge program, and train the peer mentors and supporting 
staff in facilitating these pedagogies in a didactic way, using the storytelling methods.

d.  Deliverance of a report with observations and evaluations of the program and the 
institutional response.

II. Curriculum design and execution of train the trainer
Between October 2014 and July 2015, Leila Pazargadi and I developed the Train the Trainer and 
the pedagogical and didactical implications for the design of the Nepantla Bridge Program. 
To be explicit, I developed the curriculum and syllabi, and Leila addressed the key needs and 
aims, and supported me in adjusting the content and timing to the target group and bridge 
program. We met each other in between in May (Oslo) and worked on the syllabi, and in July 
the execution of both the train the trainer and the bridge program took place. I was involved 
in the ten days before the start of the bridge program, to train the trainers and, during the 
first week of the summer bridge, to facilitate the narrative and dialogical workshops and to 
provide a guest lecture on ‘decolonizing pedagogy.’ In the following tables, the actual reader 
content, as communicated with the trainers (staff included in the bridge program) and the peer 
coaches, will be displayed. This content reflects the practical understanding of working with 
narrative, critical and inclusive pedagogies in bridge programs, as has been expounded over 
in this five years (2011-2015) and shows the emergent understanding of not only these applied 
and tailored didactics, but also the inclusion of theoretical implications as analyzed during this 
period. Subsequently, the train the trainer included a reader, exercises, a lecture on the topic 
of inclusive diversity and output of the exercises. During the first Train the Trainer day, the 
Nepantla staff and the selected peer mentors were trained. On the second day, the staff and 
peer mentors participated as facilitators of the training for the teacher staff. This mirroring 
exercise was meant to prepare the peer mentors for their tutoring skills in working with 
dialogical and narrative didactics. In addition, the involvement of the peer mentors created a 
‘more’ inclusive context because of the representation of ‘the targeted group.’ Working with 
the student voice has been pivotal to a narrative, critical and inclusive approach when creating 
an inclusive support strategy. In this way, the peer mentors and their specific contexts and 
life stories created counter stories that were included to voice underrepresented students 
who participate in the Nepantla program. The mandate, derived from critical race theory 
(intertextual reference: see Theoretical Studies} Dialogic, Narrative and Critical encounters} 
critical pedagogy) was, ‘do not talk about them, talk with them’ (all the readers, exercises and 
lectures illustrated below can be found in the case study protocol, documented under Nepantla 
Bridge Program: Train the Trainers).
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Outline train the trainer Nepantla Bridge Program

Train the trainer program outline day I. Nepantla Team and Peer Mentors 
9:30 - 10.00am: Introduction 

a. Aim & Goals
b. History of Summer Bridge Programs and Narrative Approach and Inclusive Diversity 

10.00-10.45am
Four Corners Peer Mentoring/Educational Exercise

I. Values of good communication
II. Values of a good helper

III. Role of a Peer Mentor
IV. Rules in creating an inclusive and supportive Nepantla Team: the power of peers

*break*
11.00am - 12.00pm: Socratic Method Concerning Academic Pathways
12:00-1:00pm – lunch break
1:00pm - 3:00pm- The Narrative Approach: 

Empowering First-Generation Voices
*break*
3:15 - 4:15pm: Final Comments

I. Summer Workshops Instructions Sheet Explored 
II. Schedules 

Train the trainer program outline day II. Teachers Nepantla Program and Peer Mentors 
(being the facilitators)
9:30-10.30am: Introduction 

a. Welcome 
b. Introduction to Methodology for Nepantla Summer Bridge Program             
c. Theoretical Thoughts: The Narrative Approach & Inclusive Education

10.30-11.15am: Four Corners Peer Mentoring/Education
(Facilitated by Peer Mentors)

I. Values of good (inclusive) communication
II. Values of a good support

III. Role of a Peer Mentor and Advisor
IV. Rules in creating an inclusive and supportive Nepantla Team: the power of peers and 

supportive faculty staff
*short break*
11.20am-12.00 Socratic Method Concerning Academic Pathways 
12:00-1:00pm – lunch break
1:00-2.00pm Socratic Method Concerning Academic Pathways
*short break*
2:10-4:00pm: The Narrative Approach: Creating Mutual Transformation
4:00-4:30pm: Learning Outcomes and Take-Home Messages Interactive Q & A session 
Nepantla Summer Bridge Program Schedule
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Train the trainer Reader3

Welcome
We proudly present the Nepantla Program Train the Trainer Reader. It contains exercises for 
the Socratic Dialogue and the Biographical Interview, which you will not only simulate during 
this Train the Trainer program, but lead during the Nepantla Program. We sincerely hope that 
this approach will enable you to reflect on themes that are beneficial for you as well, by using 
it for your own study career and/or life pathway. There are no do’s and don’ts in telling your 
own story, the one thing we should take into consideration is that we handle each other’s 
stories with trust and respect. So, “what happens in Vegas, stays in Vegas!” Try to remember that 
you are the storyteller and you decide what to share and what not to share. Please feel free to 
select and feel safe within this Nepantla Team.

Background of the Socratic Dialogue
How does a Socratic Dialogue work?
During a Socratic Dialogue, a main question is answered through the use of a concrete and 
personal example. Subsequently, specific examples are compiled into a common expression (a 
definition). This process draws upon a quest for common characteristics that occur throughout 
the different examples. This process follows these steps:
1. Formulate the main question. In this case: 

What does it mean when one follows their own (academic) pathway? 
2. Discussing all the examples.

It is expected that everyone shares an example of a situation (specific moment) of 
following your own (academic) pathway. In advance, you will think about the experience 
you would like to share. 

 3.  Selecting one of the examples of the experiences of the participants. 
After having shared and listened to all the different examples, one is chosen democratically. 
This choice doesn’t represent a winner, it just presents a suitable example to answer the 
main question. We will return to the other examples for analysis at a later stage. 

 4.    Analyzing the chosen example.
Together, we will analyze the chosen example in terms of elements that are important for the 
final definition. Additionally, we examine the example in comparison to the other examples. 

 5.    Defining ambition/ following one’s pathway.
Eventually, we will formulate an answer to the main question: what does it mean when one 
follows their own academic pathway?

3 This reader reflects the specific exercises and background as communicated in the 2015 Nepantla 
program and reflects the emergence and agglomeration of master classes, workshops and train the 
trainers I had organized between 2011-2015 in collaboration with Renée Rosenboom. Parts of the 
texts are derived from these joint projects with Renée Rosenboom (de Levensstudio) and Suzanne 
Metselaar & Renate Schepen (Doordacht).
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The example you choose has to satisfy the following requirements:
	9 The experience one describes must have happened in the past.
	9 The person has to remember the specific situation thoroughly. 
	9 The person has to be willing to tell the example completely. 
	9 There has to be a strong sense that the main question can be approached and answered through the 

evidence of the given example. 
	9 The example has to be from one’s own experience. 

Conversation Rules
I. Speak for yourself and try to stay true to your own experiences. (Do not employ sophism, 

or deceptive arguments)
II. Do not speak in a hypothetical way, don’t use ‘if ’ or ‘assume’ – sentences
III. Strive for consensus 
IV. Speak about your doubt, but avoid hypothetical doubts
V. Try to think with your conversation partners 

a) Listen and verify you understand “the other” correctly
b) Postpone your own opinion and listen

VI. Be clear and to the point in your answers. 

Virtues
During a Socratic dialogue, it is important to adopt a proper conversation mode. The following 
virtues play a decisive role: perseverance, patience, empathy, listening skills, expressing your 
intuition, daring to trust your own doubt and the ability to keep your own opinion to yourself 
and the willingness to revise it.

Biographical visual writing exercise
Learning goal
Within the biographic method, the importance of awakening a memory is important by tuning 
into a significant moment and to perceive this moment precisely and subsequently to describe 
this moment visually. You should distinguish facts from emotions, opinions, thoughts and 
judgments that originated through your experiences and the passing of time. This process 
can lead to a new insight whereby themes can become more apparent and experiences can 
take on a new meaning. 

Exercise 1a
Grab a new piece of paper and choose a ‘meaningful moment’ from within your life story that 
marks a decisive event (turning point) where your ambition was manifested (maybe for the 
first time ever). This should reflect a time when you felt your ambition ignited as an internal 
fire for a goal that could mean you left other things behind. Choose a moment that you are 
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willing to speak about with others. Abstract this moment with one word to be written in 
the center of your piece of paper. Draw a mind map of this particular moment. Please write 
everything down that occurs to you concerning the situation (and even things that don’t seem 
so logical to you). Don’t sabotage your thoughts, be open to whatever pops into your mind. Try 
to think about people who were involved, where you were at the moment, situational notes 
like weather, etc. Try to be as explicit as you can be in drawing this mind map.

Image: example mind map

Exercise 1b
Next, you are going to fully describe the situation in terms of your feelings, sights, sounds, 
smells, etc. This should happen in the following way:
	• Describe the situation as precisely as possible, as if you’re watching a movie of your own 

life story
	• Describe the situation in present time
	• Using the first person, write in simple present
	• Do not give any explanations, thoughts or judgments, stick to the facts and feelings of 

that specific moment 
	• Try to involve your senses, “how did you feel, what did you smell, what did you hear etc?”
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When writing your story, start with the following opening sentence: 
When I go back in my memory to the moment I …, I see myself …

Exercise 1c
When you are finished, give your story a suitable title and read it aloud to the group.

After hearing the stories, we will democratically select only one story example to analyze. 
We will question the presenter to get an even more concrete and clear understanding of the 
moment the presenter is describing. Don’t forget to ask questions that are important for 
answering the main question in order to give a definition. Also consider asking: what do you 
need in order to follow your own pathway?

After this interactive dialogue, we accumulate all of our notes and we formulate a 
definition. This definition is an answer to the main question: 

What does it mean when one follows their own academic pathway?

Narrative workshop StoryTelling
During the Narrative Workshop, we get to know the other by making a “drawn interview” 
portrait. This is a portrait that reflects the theme of “following your ambition,” which captures 
the moment in which your partner has followed their ambition and has considered what 
has inspired them and motivated them. They should also consider if their inner source was 
consulted and which contextual elements were important to constructively enable this process 
of following one’s ambition. Additionally, we will try to connect this situation to the present 
and consider which quality is used currently and which qualities and assets will arise in the 
future.

To make this drawn interview, we will question each other during a biographic interview. 
By means of several biographic interview questions, we will try to make as much as possible a 
complete impression of the other. We will learn what it means to interview someone, which 
kind of questions there are and how some questions function. Also, we will practice how to 
summarize what we hear and how to take notes in order to use as much relevant information 
as possible to make a complete drawn interview.

Biographical sequence exercise
Learning Goal
When reflecting on life stories, everybody can identify sequences of events relating to home, 
friendship, unrequited love, relationships, etc. There are recurring themes and events that 
make us sigh: “this is the story of my life.” By analyzing sequences of events and writing them 
down, one could gain insight and understanding about what gives meaning to these events 
that occur across time. What appear to have been accidental moments and coincidences can 
now be viewed as more interconnected. Thereby, you are able to release events of isolation in 
order to create meaning.
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Exercise 1
We are now going to make a sequence of events where your ambition comes to fruition. It 
contains a sequence of events from your early childhood until now (the present), when you 
felt that your ambition was driving you to act and achieve. There might have been moments 
in time when you felt a fire ignited within you and propelled you into a certain direction. 
Often, there are elements that threaten the fire in you, which results in ambivalence in your 
acting. With every choice, you lose something, which is referred to as the ‘unlived life.’ Often, 
this is announced at important moments of big decisions. In this exercise, write these events 
on a piece of paper in bullets. Please write them in such a way so that you exactly know what 
you mean by them. 
	• Next, choose only one of these moments that has an important meaning for you in your current life 

and is related to a (transitional) point you are now at. Mark this moment and try to use a different 
moment than the one you used during the Socratic dialogue. 

	• Make a mind map of this moment. 

Biographic triptych exercise
Learning Goal
We are going to explore more thoroughly one specific moment where your ambition was 
present. Which contextual influences play a role, what did you use for an asset, in what way 
has this moment transformed you to the person you are now? How was the period before and 
after this specific moment and in what way is this still salient in your current life? Through 
the triptych exercise, we will outline these events in time. We know from the methodology 
of scripting that you need at least three images to tell your story. 

Exercise 2
Please note, in this exercise it isn’t about your artistic qualities. It reflects an individual process 
and it’s about the content, not the lay out. 
	• Draw three separate windows on an unwritten piece of paper
	• Draw in the middle window, the most important event that reflects a remarkable moment where your 

ambition was present. It reflects a moment you felt was an impetus/impulse, it reflects a specific 
moment. Draw the moment as concrete as possible, as if we are watching a picture of this moment. 
Now, draw yourself in this situation

	• Examine which situation preceded this specific moment? How was this situation related to this 
moment? Draw this in the left window and, again, put yourself in it

	• Examine which situation succeeded the moment (the middle window) and how it is related to this 
moment. Draw this moment in the right window again, with yourself in it

	• Give all the separate windows a title and write them above the window. 
	• Write short answers between window 1 and 2 responding to the following question: “what did you 

do to proceed from window 1 to 2? What did you do? Use a verb in your answer.”
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	• Write between window 2 and 3 shortly an answer to the next question: ‘what did you do in here? 
Use a verb in your answer. 

	• Look at the result and come to think of a good title for the process as a whole. Put this title at the top. 

Now, answer the following questions:
1. What asset/quality did this drawn moment inspire in you? Do you use this quality more often? 
2. What could be described as the pitfall of this specific quality? In other words, what’s the most 

advanced form (in a negative way)? Do you recognize this? Has it occurred more often in your life? 
3. What made you do this? What was your guideline/your leading force? (for instance norms, values, 

beliefs etc.)
4. What did you achieve? What have you learned from it? 
5. What did you need to give up?
6. In what way does this moment still resonate in your present life? 
7. What can you bring with you, for your future?

Image: example Triptych 

Background biographical method
“Life can only be understood backwards; but it must be lived forwards.” 
Søren Kierkegaard, 1813-1855- Danish philosopher and theologian.
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Theoretical fundamentals of ‘working with narratives’
	• Change of perspective about your own life story
	• In what way do I reflect upon the experiences in my life, what can I select, and in what 

way do I organize them in my life? 
	• 3 dimensions of time:

- past
- present
- future

	• Personal research conducted to map one’s own existence in order to get to know the 
passions and motivators (insight) with the aim of understanding the meaning of one’s 
life. Acceptance is helpful in order to take new steps in life. 

4 levels that lead to new insights
	• Level of experiencing 
	• Level of talking about it
	• Level of reflecting (helicopter view)
	• Creating new meaning

The fundamentals of a personal story
	• Striving for confirmation of the self (identity achievement - ‘that’s the way’)
	• The desire for connectedness/belonging and the reassurance of the other 

Introduction of instrument narrative (lifeline)
A human being has an external, visible life (expressed in matter, origin, education, profession, 
family, health etc.) and an internal life (expressed in emotions, motives, passions, dreams, 
authenticity, awareness, will power, belief). The two life lines together => identity.

Aim life lines
	• Two worlds together create our identity
	• Narrative interviewing => questioning the layered identity
	• Art and science of interpretation (narrative hermeneutics);
	• The exploration of the story behind the visible and invisible identity. 

Leads to
	• awareness authentic me (personal quest for meaning) 
	• awareness aspirations and talents 
	• change of perspective and new insights because of meaningful other (transformation) 
	• mutual understanding and respect
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Iterative proces of understanding

Hermeneutics 

Narrative 
pedagogy 

Critical 
pedagogy 

Social 
inclusion 

theory

Inclusive 
pedagogy

Multicultural education 

Form external lifeline

Content internal lifeline

Upbringing Education
Physical 
welbeing

Passion
Work 

experience

Family
Wellbeing
Ethnicity

Origin, Culture 
Values Intuition Dreams

Figure: Lifelines External and Internal 

Requirements biographic interview
	• Use the specific spoken language of the other
	• Be aware of the stage in life the other is currently in and adjust to this with appropriate 

questions
	• Examine what meaning your partner gives to their words or notions 
	• Don’t try to finish a sentence for the other, give space and do not be afraid of using the 

silence to explore the language 
	• Explore the other’s thinking framework instead of putting it all in your own framework/

context
	• Try to pay attention to the clauses and adjuncts and supplements. These, especially, 

contain a lot of interesting and comprehensible information 
	• Ask open-ended questions, so ask follow-up questions to let the other be more explorative 

and come to understanding. In addition, ask how this understanding can be more concrete 
and practical

	• Do ask questions through the timeline: past, present, future, and use follow-up questions 
like: ‘how did this happen? Or : are you familiar with this kind of reaction and what does 
it resonate with? 

	• Summarize, respond (by means of an abstract image or observation) and paraphrase 
wherever possible. But, do check if your feedback is correct. The other is entitled to 
reformulate it as they please. 

	• Investigate new insights, beliefs, wishes and reinforce them
	• Ask questions that focus on next steps and actions ‘’what do you think should be a next 

step?’ 
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	• Make sure you reassure the other that whatever is spoken about will remain private 
between you and your partner and/or the group. If you are using it/or intend to use it: 
make sure the other has approved

	• Give space and respect the fact that some events/moments are too precious and 
too personal to share. Be open-minded and create space for your partner to mark 
boundaries.

Biographic interview
Learning Goal
Become familiar with biographical interviewing and the art of communication. Try to interact 
with the other in such a way that your partner is invited to share their story- as you have 
helped create a safe place to talk. We will then be introduced to the beauty of sincere attention 
and active and observant listening. 

Exercise 1
	• Pair up with a partner. Decide who will be partner A and who will be partner B.
	• A presents triptych to B
	• B starts a conversation in relation to the triptych
	• B, don’t forget to take notes for the drawn interview

Try to question the speaker and help them to be explicit about insights and learning. Please 
try to remember the requirements for a good biographic interview.

Remember typical biographical questions
	• What force/asset/quality did this drawn moment evoke in you? Do you use this quality more often? 
	• What could be described as the pitfall of this specific quality/force? So in other words, what’s the 

most advanced form (in a negative way)? Do you recognize this? Has it occurred more often in 
your life? 

	• What made you do this? What was your guideline/your leading force? (for instance norms, values, 
beliefs etc.)

	• What did you achieve? What have you learned from it? 
	• What did you need to give up?
	• In what way does this moment still resonate in your present life? 
	• What can you take with you for your future?

Example of Drawn Interview (Interview Portrait) 
Learning goal
In what way do you transform the collected information into an image and which elements 
do you select? What kind of techniques do you intend to use? What do you think should 
not be missing, when representing your interviewed partner in such a way that they are 
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represented adequately. Do choose elements of the visible and invisible aspects of the life 
story, like character, emotions, values, passion, dreams, assets, talents, strengths, weaknesses 
etc. you heard him speak about. 

Exercise 1
Make a ‘drawn interview’ portrait of the other (your partner). It should reflect the told 
narrative and the exposed ambition. In this portrait, the visible as well as the invisible and 
contextual aspects like feelings, inspirations, aims, motivations, talents all get a significant 
place. You may also include other significant identity markers the person exhibited during 
the train the trainer workshop that made an impact on you. What characterizes the other 
person, what is authentic and what do you wish for the other and his/her future (academic/
professional) pathway? Try to collect and use as much relevant information as possible, using 
language and imagination. 

Image: example Interview Portrait

Biographic Closure
Present your drawn interview to the group. Don’t forget to give your partner your wish for 
their future (take home message). 
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Train the Trainer 4 corners 4

In this workshop, the participants had to inductively co-create lists of characteristics of a ‘safe 
and inclusive campus.’ The Peer Mentors and Nepantla Staff did the workshop twice, in order 
to be change agents in creating an inclusive campus climate by being the counter voices and 
representatives of the targeted Nepantla group of participants. These characteristics were 
gathered and shared after consultation of each other’s experiences with in- and exclusion, 
mentoring, coaching and communication. The vertical group setting offered a critical point 
of departure because of the inclusion of critical others who represent the ‘underrepresented 
and marginalized’ target group. In other words, senior staff, management, teaching staff and 
execution student-assistants and peer mentors were involved in this interactive and engaging 
workshop. In the end, the collected values of each corner served as ingredients to formulate 
key notions of a Nepantla Mission Statement. 

Values of good communication 
The most important aspect of a helping relationship is the element of trust. If your 
student does not trust you as a mentor, then it will be difficult to develop a strong 
relationship. The only way to develop trust within a helping relationship is through 
healthy communication.

Try to list essential elements of good communication within a helping relationship.

Values of a good helper
Exercise 1 
In our own lives, each of us has known someone who has helped us along the way. For this 
exercise, start thinking of the people who have played a helping or mentoring role in your 
life. These ‘helpers’ may be parents, relatives, friends, teachers, professors, coaches, co-workers, 
bosses or anyone else in a similar role. For the next couple of minutes, select one or two of these 
people and think back to your relation to that person and the interactions you had with them.
Once you have a picture of these ‘helpers’ in your head, read the questions listed and discuss 
your thoughts.
	9 How did they make you feel?
	9 What did you learn from that person?
	9 Which ‘helping’ qualities’ did you see in them?
	9 When were you asked to think of someone who helped you, who came to mind?
	9 What are some of the characteristics that people we think of have in common?
	9 How would you define a helpful person? 

4 The four corner exercise has been strongly influenced by the materials and instruction of my 
training at AAP 2009-2011 and adjusted to the Nepantla Program
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Exercise 2 
1. Consider some of the characteristics of good helpers and think of the people you selected. 

Think about how they made you feel and, more specifically, what they did to make you 
feel that way. 

2. Read the list on the following page about potential characteristics that you may find in a 
helper/mentor and consider how they did or did not apply to the person(s) in your mind.

3. From the list below, please rank which characteristics you feel are the most important for 
a good mentor to have (1=highest, 2= next highest, etc.)

Values of a good mentor
Characteristics of a good mentor
     Your Rank  Group Rank 
q	Good listener  
q	Makes eye contact
q	Shows emotion
q	Asks good questions
q	Smiles often
q	Good problem-solver
q	Shows genuine concern
q	Trustworthy
q	Shares their own experiences
q	Sense of humor
q	Honesty
q	Has a similar background 
Once you have completed your rankings, pair up with other peer mentors/helpers and as a 
group come to a consensus ranking on the characteristics listed above and discuss it. 

Role of a Peer Mentor
Think about someone you consider to be either a current or former ‘peer’ (friend, co-worker) who 
influenced you in a positive way to get involved in a healthy situation or make healthy choices. 
	9 What did you learn from that friend?
	9 How did the situation make you feel?
	9 How did others react to you in that situation or based on the choices you made?

Think about someone you consider to be either a current or former ‘peer’ (friend, co-worker) 
who influenced you in a negative way to get involved in a unhealthy situation or make 
unhealthy choices. 
	9 What did you learn from that friend?
	9 How did the situation make you feel?
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	9 How did others react to you in that situation or based on the choices you made?
	→ How do you feel about the potential impact or power of peers?
	→ As a peer, what is your responsibility to the students?

Rules in creating an inclusive and supportive Nepantla Team: the power of peers
You are a ‘peer’ - someone whom students can trust and see as a role model- as well as a trained 
‘helper’ or ‘mentor’ –someone who can act as a guide and support for the students in setting 
and attaining their goals. Your unique position allows you to form a strong interpersonal bond 
with a student while offering the skills of a trained helper. When you put these two together, 
you become a ‘peer mentor.’
	• You have a responsibility to impart the knowledge you have gained from your experience 

of your students.
	• Your goal is to empower the students to take action in their own lives towards defining 

their goals and taking steps to achieve them

Consider the following questions:
	• What knowledge could be helpful to impart, especially for first generation students?
	• In what way could you possibly empower these students, which assets and qualities do you highlight 

to empower your peers? 
	• What do you see as the distinction between being a ‘peer mentor’ and being a ‘friend’? 

Train the trainer Output Exercises 
Four Corners day I&II combined

Day I Day II
Values of good education/ communication 
1. Honesty and being considerate
2. Active listening and asking questions 

(Verbal/Non-verbal communication)
3. Reflection both before and after 

speaking
4. Holding multiple perspectives in mind 

and be respectful 
5. Frequent follow-up
6. Concise
7. Relatable/Generalized
8. Goal-Oriented
9. Conscientiousness/Mindfulness

Values of communication:
1. Active Listener
2. Know whom you’re talking to/Know 

yourself
3. Share definitions of good 

communication
4. Being open/ open-minded
5. Patient (and employing wait time)
6. Willingness to be wrong and learn 

from one’s mistakes
7. Having something to say
8. Knowing Resources
9. Understanding the medium of 

communication and context
10. Showing Versatility- shifting modes of 

communication
11. Transparency 
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Day I Day II
Values of a good helper
1. Empathy
2. Good listener
3. Open-minded
4. Honesty
5. Constructive
6. Patience
7. Mentorship & Follow Up

Results: Confidence
a. By having a good helper, you will 

know how to be a good helper
b. More Capable/Powerful 

(particularly after frustration)
c. New ways to approach a situation
d. More considerate
e. We are Capable (You got this)

8. Good listening skills
9. Good feedback/suggestions (new 

perspectives)
10. Genuine
11. Knowing limitations and Creating 

boundaries (making a list/agreement/
rules with students)

12. Raising Trust
13. Expectation Management

Values of a good helper
1. Enabling (open doors)
2. Speak of Future (of students→ 

trajectory)
3. Patience
4. Empowering
5. Hold High Standards
6. Fun and Engaging
7. Push without being pushy
8. They Mentor
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Day I Day II
Roles of a Peer Mentor
1. Mediate
2. Counsel
3. Being open-minded and inclusive
4. Set an Example (Be the change you 

want to see)
5. Tolerant
6. Respectful
7. Patient
8. Active Listener
9. Motivator
10. Enthusiastic
11. Supportive
12. Considerate and Understanding
13. Consistent
14. Transparent
15. Good Problem Solver (but avoid the 

words “but” and “should,” replace with 
“could”)

16. Good Listener
17. Show Genuine Concern
18. Trustworthy

Roles of a peer mentor
1. Good listener
2. Ask good questions
3. Show genuine concern
4. Trustworthy
5. Honesty
6. Help Students feel comfortable, 

encouraged, and capable
7. They shouldn’t make excuses, break 

trust, or make students feel betrayed, 
stressed, sad and/or judged

Rules in creating a supportive and inclusive Nepantla Team
1. Power of Peers- campus navigation both on campus and online
2. Knowing resources- offices of people (the gatekeepers)
3. Communication with Professors (between students and professors)
4. Different mentality and having a higher level of caring and understanding
5. More than one way of learning (preferences)
6. Quality and Completion 
7. Having a Presence- exerting expertise
8. Being a hand to hold (assist in finding resources)
9. Coaching
10. Be Solutions-Oriented: We all make mistakes 
11. Open-minded
12. Know limitations- we are all human
13. Endurance, grit, and persistence
14. Be a safe place for emotional and stressful environment
15. Offer questions vs. being the answer
16. Know the difference between sympathy (friend) vs. empathy (peer mentor)
17. Differentiate between being a Peer-mentor and a Friend

a. PM looks at Academics more holistically as opposed to friend who might look at 
just one facet
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Day I Day II
Ingredients Nepantla Mission Statement
- Aspirational program
- Students giving back (taking success and using it as an opportunity to help others)
- Changing Family Trees
- Nepantla _____ boldness fostering social support and belonging as first generation 

students pursue excellence. The program empowers success in social justice and 
alums exceed their own expectations and create opportunities for others.

- They will take part in assisting each other through life and academic challenges. 
Inclusive program to accept and celebrate all cultures. For those who took this first 
step, we want to help you the rest of the way.

- Building confidence- I belong here
- Positive derivative- hit the ground running
- Build group and cohort bond
- Creating a comfortable transition to educate and support success
- Growth mind-set
- Second chance- starting fresh. Previous experiences don’t negate the possibility of 

success
- The First Generation is the Next Generation

Socratic Dialogue Definitions train the trainer groups
What does is mean when one follows their own academic pathway?
Day I. Nepantla Team and Peer Mentors
One’s academic pathway is informed by a moment of truth, which reflects a process of 
overcoming challenges and showing perseverance. One is determined and empowered to 
follow their passion and ambition. It reflects an authentic acceptance of “who you actually are 
and what you should share and give back.” Receiving support from powerful and meaningful 
others helps one to fulfill their true calling. One feels relieved and in spite of rejection and 
discouragement experienced along the way, one is ready to show themselves and share their 
silenced abilities and talents.

Day II. Nepantla Team, Peer Mentors and Teachers Staff
One’s academic pathway is informed by a moment of truth when a person feels they should 
break their routine and take the risk of leaving behind their former situation. The moment 
reflects an epiphany: “This is where I fit” and where I aim to be. One needs to grab opportunities 
and encounter their inner drive and motivation to set free their spirit. In spite of the hard 
process of encountering this moment, along with the discouragement and uncertainties that 
coincide, one feels encouraged by meaningful others and feels blessed by this genuine support. 
They’re ready to live authentically! “Life is happening now.”
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Images: participants Train the Trainer Biographical Interview Portraits5 

5 See case study protocol for a full range of images of the VU summer courses and Nepantla bridge 
in the file ‘images’
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Train the Trainer Lecture
The lecture given to the Teaching Staff of the Nepantla program was designed to give them 
a better understanding of the theoretical background of the critical narrative approach and 
the didactical implications of working with such an integral support strategy. In this lecture, 
the following topics were addressed:
	• Rationale and aims of bridge programs such as VU and UCLA 
	• Methodology of a critical narrative and inclusive approach to teaching and learning
	• Managerial layers of interventions and the need of accountability (student, curriculum, 

faculty, management)
	• Curriculum design of the VU Summer Bridges: social and academic preparedness and 

narrative and dialogical approaches
	• Profile first generation and underrepresented/marginalized students/students at risk
	• Student Voice (essays, interviews case study I&II)
	• Sources of inspiration: AAP and the Pedagogy of Excellence
	• Requirements inclusive education

Peer Mentor Exercises 
In addition to the student reader, peer mentors received a teacher guide with exercises to 
apply for all the social interaction intermezzos they had to facilitate with their small groups 
of Nepantla students. The senior peer mentor and Nepantla student-assistant coordinated 
the application and use of this reader, consisting of attention grabber games, group dynamics 
games and deepening encounter tools, all derived from critical awareness and social inclusion 
pedagogies and didactics as taught by AAP and co-constructed with AAP staffers at Train the 
Trainers in 2011-2012. The following activities are described in this reader, see the case study 
protocol doc. for full descriptions.
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Exercise Aim Duration 

Circle of trust Write a cohort mission statement consisting of rules, values 
and aims that should be included when working with 
narratives and each other in the Nepantla Bridge 

30+min

Cross the line Peggy McIntosh Game to address in- and exclusion 
experiences in life and visualize the (in)equalities. Game 
creates visual awareness of difference and is used as a tool 
to create understanding of each other. 

30+min

Who are you Listen and ask question and suspend reaction. Exercise to 
learn to listen on the one hand and to become aware of 
your self-awareness with and without attribution of others’ 
understanding and perception of your image. 

30+min

Four corners Discuss challenging/provocative themes that concern 
identity, awareness, self-esteem and in- and exclusion, e.g., 
cultural values, underrepresented students, hybrid identity, 
LGBTQ identity. Participants attend all corners and discuss 
problem and solutions to each corner (share from different 
perspectives)

60min

Narrative approach See reader train the trainer 6 0 -
90+min

Inside-outside circle Means to address quick discussions about content related 
topics or current events, only 20sec per sharing session

15+min

Values First, students individually rank the listed values, secondly 
they analyze the difference with other rankings, thirdly they 
share their convictions and values and seek to understand 
the other with different ranked values by the follow-up 
questions

45+min

Fame game Group dynamics game, to solve a problem (knowing the 
famous individual)

5-10min

Socratic dialogue See train the trainer reader

Networking bingo activity Group dynamics game to get to know each other 15min

III. Curriculum Design and Execution Nepantla Bridge Program
One of Nepantla Bridge Program’s distinguishing factors is that it features a curriculum that 
as of 2015 specializes in identity formation, social justice, and critical consciousness as it 
celebrates cultural heritage and diversity to boost identity capital and social inclusion. With 
the execution of the 2015 educational innovations, the program formally incorporated a critical 
narrative and inclusive approach for teaching and learning, which enables the exchange of life 
stories between teachers and students. During the execution of the Nepantla Summer Bridge 
Program, students experienced numerous workshops and opportunities to interview a partner, 
peer mentor, external role model and mentor in order to reflect about their (academic) life 
journey. For their final paper summer bridge course 2015, students were asked to determine: 
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‘what does a student’s academic journey looks like?’ by drawing on the following activities:
1. Personal Statement for entry into the Nepantla Program
2. A word describing what they would like the Nepantla Summer Bridge Program to be
3. A letter to a future Nepantla student (written during Orientation)
4. Mind Map (completed Week 1)
5. Triptych & Timeline (completed Week 1)
6. Biographical Writing Exercise– “If I go back in my memory…” (completed Week 1)
7. Narrative Interview Poster (of your partner)
8. Interview with English classmate 
9. Role Model Interview Workshop 
10. Interview a parent, mentor, or other external role model 
11. Any related reflections and class assignments

The above-executed exercises form part of the critical narrative and biographical research 
the students needed to analyze and address in their final academic essay and are mostly 
comparable with the VUA-UCLA courses between 2010-2012 and 2015 (exercise 4-11), see 
paragraph student-voice for fragments of these paper prompts. 

Timetable and Start 
The input of the critical narrative approach particularly played a role in the very first week 
during my presence. In the subsequent weeks, assignments 8-11 were reviewed and at the 
very end, participants had to submit their final essay. The overall timetable gives a better 
understanding of the coherence with identity development and awareness components 
addressed by the narrative approach, and the amount of course instruction and hours students 
had to spend on their curriculum loads of mathematics I or II and English I or II (see case study 
protocol, doc timetable Nepantla). Depending on their average SAT scores, participants were 
enrolled in these differentiated high/low level classes. During the opening workshops of the 
Nepantla Program, we decided to start immediately with the narrative and Socratic workshops 
to create an inclusive and safe space for these students who were commencing their Nepantla 
journey. At the welcoming ceremony, I shared my own story ‘who has been my role model,’ 
since we invited parents to be present at the very start of this bridge program and we wanted 
to address the importance and need of a system of support that amongst others, family could 
foster [intertextual reference social capital theory]. 

Timetable 
See case study protocol, doc Timetable Nepantla 2015
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Student Reader and Exercises 
The student reader exercises contained the same information as the Train the Trainer readers, 
with the one difference that the participants were addressed and the two workshops were 
divided in a reader Socratic dialogue and a reader narrative approach and contained the 
exercises 1-7 of the narrative inquiry sequence (see above). Furthermore, in this Nepantla 
Program, the emphasis was on creating ‘academic preparedness’ with the load on the academic 
English and math courses the students had to follow. The narrative and Socratic inquiries 
were applied to engage students with each other, campus life by means of the peer mentors, 
with their own narratives and academic trajectories so far, their qualities and meaningful 
moments of truth and the mutual understanding that occurs when sharing stories narratively, 
using counter and silenced voices. With these exercises, students were invited and engaged to 
reflect at the very start of their academic trajectories on their own qualities and forms of used 
capital, their challenges and forms of lacking capital, the need and use of significant others, 
the inspirational effects of role models, and the comforting effect of creating a community of 
belonging by the peer mentors of the Nepantla Program. After the two workshops which dealt 
with the critical narrative and dialogical approaches, students had to work on exercises with 
the peer mentors that addressed the inclusive and decolonizing pedagogies (exercise cross 
the line, values, four corners, see case study protocol doc; Exercises train the trainer Nepantla 
program) and secondly, the narrative inquiry sequence unfolded throughout the bridge, with 
the exercises 8-11 and their final papers. In this final assignment, students had to analyze and 
systematically organize these exercises into a written text. 

Lecture Decolonizing Pedagogy
In alignment with the chosen angle of critical and counter-narrative inquiry and encounters, 
I was asked to lecture on ‘decolonizing pedagogy’, seen from a Dutch perspective. The lecture 
‘Decolonizing pedagogies. The past, the present and the future’ can be found in its entirety in 
the case study protocol (doc decolonizing pedagogies). The following topics were interactively 
shared and students were engaged to participate critically, creating a better understanding 
of the interrelatedness of national and international debates on decolonizing pedagogies, 
fostering safe, brave and daring spaces of change and confrontation (Arao & Clemens 2013, 
Palfrey 2018). 
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Past 
	• Contextual history Dutch Empire and Colonies and the ‘black page’ of Dutch History

Slavery
Immigration ‘guest workers’

Present 
	• Pedagogy of the Oppressed and Decolonizing Pedagogies
	• Discussion and Tensions and Challenges in Contemporary Dutch Society
	• Examples controversial discussions (Black Facing, Michiel de Ruyter, Holi no House Party, 

Murder Aruban Man Mitch Henriquez, Refugee Crisis) 
Future 
	• The role (and need) of (White/Majority/Social Justice) Allies
	• Interactive Dialogue 

	→ Pick an argument that doesn’t represent your own from one of the suggested national 
controversial topics (Immigration into the US/ National security defense system: 
interference with other national wars/ Affirmative actions initiatives/ Health care 
for all)

	→ Prepare your argument and debate (what, how, why)
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Student Voice
Similar to the bridge program of 2011, 31 in-depth biographical interviews were recorded 
two months after the conclusion of the Bridge Program 2015. Subsequently, a report was 
submitted to NSC in order to reflect and support upon their inclusive and diversity sensitive 
strategies when outreaching towards Nepantla students. The earlier described additional 
effect of using narrative inquiry and a biographical research approach implied a stimulation 
of narrative identity construction (de Groot 2013, p.45). The same holds for these Nepantla 
students, because of the exploration and sharing of the life stories of these students, especially 
in relation to their academic identities, particularly academic identity formation, and their 
hybrid, layered, marginalized identities during these exploration processes. The same semi-
structured topic list was used to interview the students and Mick Matthys was consulted to 
critically reflect on the chosen strategy before starting this second autobiographical interview 
technique. On the whole, the student voices, as in the former cases, reflect the various expressed 
understandings of narrative, dialogical and critical encounters students experienced during 
the bridge program. In the following paragraphs, findings are highlighted illustratively, to mark 
meaningful moments of ‘true’ understanding of participants of the Nepantla bridge course. 
Because of the density of the qualitative data set, for this section only illustrative fragments 
are shared that mark moments of truth, pivotal moments of understanding, critical incidents 
students describe, and examples of the perceived ‘third voice’ that were enabled by means 
of narrative encounters. Because of this methodological decision, the implications of the 
validity are reduced to exemplifications of the student voice. In the recommendations and 
suggestions for further research, this choice will be addressed and substantiated to a need to 
create a vivid and actualized student voice, when executing interventions like bridge, access, 
widening participation, social inclusion and mobility approaches. 
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Written Exercises
Future letters (see case study protocol doc Nepantla 2015_Future Letters)
At the very start of the Nepantla program, students were asked to write a letter from the future 
being graduates of the class of 2020. The following fragments illustrate three understandings 
of this assignment: (all fragments are verbatim et litteratim)

Male, freshman Nepantla 2015
Class of 2020
Be excellent to each other; focus on what is important to you, and to your cohorts. Growth, learning, 
and social development are what college is about. Through the Nepantla program, you are given a leg 
up. You start with the summer bridge, to get classes out of the way, you have friends from the start and 
ya get help with scholarships and other financial aid. High school is the worst, college is so much better.

Female freshman Nepantla 2015
To class of 2020;
Congratulations on being accepted into the Nepantla Program. Being accepted already shows that you 
have what it takes to make use of your resources and take advantage of opportunities! I am so nervous 
and scared right now writing this letter. I known it’s not going to be easy and have no idea what to expect, 
but I know I’ll regret more not taking this chance to make a better future for myself. So just remember, 
it’s ok to be scared, but don’t let it get to you and overwhelm you. Don’t be afraid to ask for help and be 
open-minded to new ideas and people. The only way this program won’t work is if you don’t. So take this 
chance/opportunity that’s been given to you, because it could be one of the best choices you will make in 
your lifetime and what’s the worst that could happen just from trying? 

Female freshman Nepantla 2015
Hello class of 2020, I am here today to tell you about the Nepantla Program. I was scared to join 
this program not knowing what to expect or not knowing what to do. That anxiety and fear you get 
questioning yourself ‘am I ready.’ But I know all this will be worth it and will help me later in the future. 
We all are scared of open doors but it is time to get out of our comfort zone and defeat the obstacles in 
life. I know you can do it. If I can do it anyone can do it.

These three fragments illustrate the anxiety transfer students experience in taking this leap 
of faith and stepping out of their comfort zone into the unknown (intertextuality reference). 
The ability to anticipate their agency in empowering new freshman students or themselves 
in retrospect, illustrates the basic assumption of the program to be an empowering and 
emancipatory approach to support students in becoming aware of their fears and pitfalls in 
order to overcome the achievement and transfer gap. The self-efficacy-awareness-trajectory 
starts with this exercise from the very start of the program.
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Diagnostic Writing 
For academic English classes, students were asked to submit a diagnostic writing exercise that 
would take approximately 15 minutes to give the teacher an idea of ‘where you are coming 
from.’ The assignment was set up to describe the forces (historical, educational, personal, 
cultural) that brought the student there, at that moment. They were free to include all these 
aspects of focus on one critical incident. In addition, they were to take into consideration 
matching of tone and subject matter. The following fragments illustrate the interpretation of 
three students in executing this assignment. (see case study protocol , doc diagnostic writing)_ 

Female Nepantla Student
To this day I am here, because of my mother. She is the reason why I am here. She has always pushed me 
into doing better in life. My mother has seen me when I’m down and tells me I have to be strong to get to 
where I want. She has always encouraged me to follow my dreams and to never give up on anything. She 
knows and believes that I will do better in life, because she supports me through anything. We have had 
our ups and downs way, too many times. Without her I don’t know what I will do.

Female Nepantla Student
While growing up, my family always pushed me to attend school and become successful. For most of my 
life education became my top priority and as my mother would call it my ‘job.’ Now as a young woman, the 
education I have received has opened my understanding to different concepts and has made me socially 
aware. Despite being raised in Mexico for almost eight years of my life, I have managed to overcome 
the language barrier and I have continued to follow my aspirations to attend college and someday 
graduate. My culture has allowed me to understand not only myself but the people who surround me. It 
has contributed to my open minded character and has also made me develop strong opinions. 

Female Nepantla Student
I’m the second generation of immigrants from the island of Jamaica. Ever since I was old enough to 
understand the difference between white and black, along with right and wrong, my parents taught me 
self-worth. My father was my greatest influence because he would tell me stories about history and his 
life. He told me about the racist he’d experience being form the West Indies. However, as a young child 
learning about my father’s journey through life it fuel a fire within me. I made a promise to myself to not 
allow people to determine who I would be. Thus, I avoid being another static and not allow anyone to 
box me in a category because of my race. I have a lot of pride in who I am because of my parents. With 
this being said, I am here because I want to evolve into an exceptional human being that can influence 
the world in a positive way. 

These three fragments show the intrinsic motivation to be in college and to excel and 
aim high because of the support and/or incentive these students received from their family. 
Being supportive and being encouraging is not representative for the full students body of 
underrepresented/Nepantla students, however the support of family to aim high has been 
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prevalent in the written and orally shared stories. Although the family predominantly has no 
true understanding of ‘being in college’, students see their family as empowering motivators 
in academic journeys to strive for more and to aim high and higher.

Free write secret identity 
In order to aim high and to encourage students to stretch their vision and further their horizon, 
the secret identity exercise aimed to mark aspirations and to reflect upon ‘who you want 
to be, after graduation.’ Students could think about a hero or role model in answering this 
assignment and have to reflect on ‘how writing would support them in reaching this goal.’ In 
addition, they also had to formulate three things that they had learned from the exercise. The 
following fragments illustrate interpretations of this assignment (see case study protocol doc 
write secret identity part 1. And 2.)

Female Nepantla Student
- A doctor: helping others with their problems (health)
- Traveling;-)

Writing is going to help me enter medical school. Also, it will help me to communicate correctly by 
knowing who’s my audience and how can I grow as a better writer. 
1.  giving up is not an option. You can always do better.
2.  learning from mistakes
3.  there is always [someone] to help us

Female Nepantla Student
My secret identity would be me have my own business, have a job that I love and where I can help people. 
Have my own house and try to find happiness. I will work hard and not think in negative things. I will do 
my best no matter what happens. Writing will help me to reach my goals and express my self. 
3 things that I have taken away:
1.  I learn more
2.  I think differently
3.  I learned good experiences. 

Male Napantla Student
Barer of wisdom, brother of knowledge, able to discern problems and help others. It allows me to build 
up on my skills, effectively giving me a sort of communication role. Plus, I’m enabled to create and share 
ideas of my own.
1.  revealing new secrets
2.  growing as a person
3.  no one is alone
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These three fragments, different in its kind, show the empowering effect of thinking freely 
on one’s dreams and aspirations stemming from the perceived support and empowerment 
exercises addressing students’ agency to learn from the program in order to think differently 
and to aim high/broaden your horizon.

Socratic definitions
As in the train the trainer, the Nepantla students formulated a Socratic definition after the 
Socratic dialogue workshop. Four groups were paired with a senior peer-coach that moderated 
the Socratic dialogue and formulated the final definitions. The four definitions below illustrate 
the output of this workshop and give a better understanding of the perceived notions of 
‘following one’s academic pathway.’ These definitions are answering the question: what does it 
mean when one follows their own academic pathway?

I.
An academic pathway begins when one comes across some challenge or trial considered their breaking or 
turning point. From this is the realization of one’s path to follow and the need to do better based upon a 
passion to ‘become something’ along with the desire to help others. It may require adaption and humility in 
order to reach a better future created by one’s set accomplishments and goals. It will require perseverance, 
gained from the impact of one’s family, faith, and discipline, against uncertainty and naysayers.

II.
One’s academic pathway is not always filled with sunflowers and roses growing through cracks but 
sometimes consists of gaps, roadblocks, dead ends and caution signs. Wandering aimlessly, tripping 
along the way and falling are all a part of the growing process. Supportive individuals stand alongside 
you on the grass, either cheering you on or doubting your success, yet you keep moving like you’re in a 
marathon. You may wonder how you’re still standing on two feet after all the pain you’ve endured. The 
fear of failure may discourage you, but staying positive and fighting harder to overcome all the obstacles 
in your way will make it all worthwhile and show you just how strong you are. It will make the taste of 
success even sweeter on your tongue as you yell to the hilltops at the finish line. You can then show others 
how strong they are and motivate them with both your tragedies and accomplishments

III.
“One’s academic pathway emerges from a turning point or wake up call during which someone experiences 
an emotional shock and moment of truth that has never happened before. Often, this moment fuels one’s 
sense of inspiration to help others and give back. Following one’s academic pathway means thinking of 
happiness for oneself and being in charge of one’s own path, rather than the need to make other important 
people in one’s life happy. Furthermore, pursuing one’s own academic pathway means overcoming past 
struggles and bumps in the road by transforming bad situations into positive experiences through 
perseverance.”
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IV.
To observe or experience a moment of clarity or injustice and understand its significance regardless 
of external opinions. This moment must be one of change or cause change and is influenced by the 
surrounding support system. Then, one must take advantage of this opportunity for change in order 
to challenge oneself, cause growth, and pursue passions. The opportunity requires perseverance, 
determination, taking a risk, and is motivated by the intrinsic and extrinsic pressure of representing a 
better self, better peer, and better human. The resulting pathway is solution oriented, helps others, and 
will set a positive example for others to follow.

These definitions, in addition to the ones illustrated in the train the trainer output section 
above, often show a similar four step outline: (1) the incentive to change or choose an ‘own/
individual orientated’ direction in one’s academic live is preceded by a tipping point, a moment 
of truth, a turning point, a wake up call. (2) This moment is constrained with support and/or 
resistance that often drives one to make an autonomous decision that stressed the individual 
need and contrasts with the former situations. (3) One feels awakened and by making a choice, 
is (finally) in charge of his own direction, his own pathway. (4) By overcoming the struggle, 
one feels positive, aware of one’s own qualities to be persistent, although it takes perseverance 
to advocate one’s newly found agency. 

Drawn exercises
As output of the storytelling workshops, students had to make biographic interview portraits 
of the counter part that he/she interviewed. The portraits are given at the very end of the 
workshop, as a token of the mutual journey of understanding academic pathways. The pictures 
below anonymously show various interpretations and representations of the narrative 
encounter Nepantla students reflected on in these portraits. During the Nepantla program, 
all 30 portraits were showcased in the main hall. 

Final Submissions (essays)
Before submitting their final paper prompts that integrate all the narrative and dialogical 
exercises in a cohesive narrative, students had to undertake several more exercises. Consequently, 
the storytelling, Socratic dialogue and other assignments formed the material to write essays 
that not only contained a written reflection on the interplay between these exercises but 
facilitated an exploration of the self, self-esteem, self-efficacy, agency and narrative identity for 
these students. The questions were addressed during the various reflective exercises that can 
be found in the case study protocol, including ‘academic pathway interviews questions’, ‘post 
interview discussion questions’ and ‘Triptych interview of external peer mentor or role model.’ 
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Images: examples Drawn Exercises
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The following fragments illustrate various written narratives that draft evaluative conclusions 
on the understanding of the Nepantla program and the effect of a narrative pedagogy with 
dialogical didactics:

Nepantla Female Student
Nepantla has caused us to appreciate the events of our lives by reinforcing the lessons we learned in living 
through them and through the stories of others. In appreciating what we have been through, and what 
others have been through, we have come to recognize what in our lives drives and defines us as students. 
Every week we had events in which we were put into situations that would encourage comradery through 
mutual passion or even mutually founded pain. Going through these activities we found deeper meaning 
in both the activity and in a resonance with ourselves we felt internally. In this, we moved closer to self 
actualization because we realized what drives us, and the activities forced us to realize the drive it took 
to accept what we have been through. When I applied this to my own life I got quite emotional, but I 
realized that in my own life I was not allowing myself to reach my full potential because I persisted 
against the forces that were trying to help me, and I realized acceptance of encouragement and help is 
crucial to my personal success.

Nepantla Male Student
As a Nepantla scholar, I have accomplished myriads of things while at the side of other scholars. Each 
challenge that appeared before every scholar was something the program worked together to overcome. 
For six weeks, everyone has developed and been effected by students, professors, peer mentors, and the 
support staff, allowing us to create a college mindset. Everyone who has been in the program has come to 
learn about the different types of experiences people have gone through, such as (…), and the other peer 
mentors. The students have been influenced by stories of obstacles that hindered the way they paved their 
dream, or assisted in helping them on their journey. I and others are no different, except in the way the 
Nepantla Program affected us personally, along with our past. The past of each scholar is a basis for how 
we all react to certain things, same for me. We all have the same opportunities; we just need to continue 
developing in this program for the challenges ahead. With each step taken forward, Nepantla scholars 
have demonstrated that we have the capability to form strong relationships and progress through college 
with help from our allies; peer mentors, friends, family, and anyone who generally supports us going to 
college. This is significant because without any of these bonds, we as Nepantla scholars would not have 
this knowledge we have today, nor would we have achieved any growth to further our development.

Female Nepantla Student
In order to have a successful academic pathway one must create good study habits, become familiar with 
the college campus and all of the resources provided for student success, and establish relationships with 
peer-mentors and administration. A successful academic pathway consists of a series of trial and errors, 
a bump in the road, which acts as a motivation for the student followed by a streak of determination, and 
persevering through it all. Studies conducted state that students who attend a summer-bridge program 
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have a higher retention and passing rate than students who were not enrolled in a summer bridge 
program. I chose to attend the summer-bridge program at Nevada State College because I knew that I 
would personally benefit from it; I now know how to navigate my way around campus in order to receive 
the maximum amount of help that is provided by the college. The Nepantla summer-bridge program 
boosted my confidence regarding my successful academic pathway and my sense of disenfranchisement 
has disappeared.  First generation college students benefit from summer-bridge programs by establishing 
relationships and building self-confidence pertaining to their future. I decided to fulfill my dreams by 
attending college, and I am thankful that I was able to take part in the Nepantla Summer Bridge program. 
I can do it, and I do belong at Nevada State College. 

Fragment of Latinx American student’s essay, reflecting how within the explored identity 
capital especially perseverance and agency supported this student and fellow Nepantla 
students throughout their academic pathways. 

‘Accepting the academic challenge: accepting myself ’ 
The successful academic pathway a student has to take to graduate from high school and transition 
into college is different for each individual. It is a matter of personal experiences and beliefs that push 
one forward to achieve their goals and obtain the career for which one holds a burning passion. For the 
purpose of this study, I interviewed different Nepantla peers who shared with me their academic pathway 
while also having to analyse… moments, which have shaped my aspirations. By evaluating the interviews, 
I soon learned that while each person I met had different dreams and aspirations, each one of us shared a 
similar passion and determination that drove us to overcome odds and obstacles. It was that passion and 
grit that brought each one of us to the Nepantla Program and while the program proved to be rigorous, 
it also brought us together and demonstrated the potential each of us holds. This is significant because 
these obstacles I faced helped me achieve my academic pathway and my story can also pave a way for 
the upcoming generation of Nepantla scholars.

Fragment of Latinx American student’s essay, reflecting the unsettling effects of implicit 
biases, deficit thinking approaches leading to fixed mindset and challenging and exploring 
growth mind sets of underrepresented students. 

‘Immigration into in-betweenness: my academic pathway’ 
To pursue an academic pathway, the limitations of negative feedback motivate many students, allowing 
students to prove their nay-sayers wrong. Nay-sayers are my motivators to succeed in life, to show them 
that “yes I can” achieve my dream goals. Andreana Franco, a guest speaker from Nepantla’s workshop, 
inspired me with her feedback that “It’s about you and what you are committed to--accept that life is not 
going to be easy” (Personal Communication, 07-15-15). Analyzing the feedback from Franco, I became 
inspired that it is what I am committed to that will lead me to a successful academic pathway. Life will 
not be easy and all the people who try to deter me with negative feedback will only be my motivators for 



CASE STUDY 2015   |   279

my educational growth. What Andreana has shown me can be attributed to many first-generation college 
students in the way where their education depends on their positive self-esteem and self-confidence. In 
doing so, Nepantla’s scholars and other first-generation students can succeed in their academic pathway 
by understanding that there are no limits to self-growth. 

These five fragments support the program’s aim that students are better prepared socially and 
academically and experience a head start when starting college. The safe space of the Nepantla 
program fosters mutual exchanges between students who experience deep similarities with 
other students and peer coaches and role models. This provides not only a deeper understanding 
of one’s own ‘counter’ narrative, but also empowers students to aim high because of the engaged 
others who share their obstacles, turning points, lack of capital and support of others (college, 
family, teachers) who make the journey of their academic pathway, intrinsically motivated to 
proceed and continue successfully and with perseverance. Other analyzed fragments are divided 
into various categories, consisting of ‘first generation identity’, counter narrative, obstacles in 
biographies, turning points, from challenge to agency, resistance/family/language capital and 
self-efficacy and the third voice. For the purpose of the present case study, three fragments of 
concluding remarks on the Nepantla program have been chosen to exemplify the effect of the 
program on student’s self-esteem and narrative understanding of the self. 

Biographical Interviews 
The study conducted addressed the actual experiences of participants after completion of 
their bridge program and the same semi-structured interview questions were asked as those 
of Mick Matthys in 2011. 31 students and peer educators were interviewed, using an in-depth, 
biographical-interview method about their social and cultural backgrounds, in addition to 
their motives and trajectory leading to higher education. 

Topic List Biographical Interview
Family and social environment
· Can you tell me something about the attitude of your parents/guardians in the support 

they gave you in your schooling trajectory? Did they stimulate you?
· Was there a tendency you had to make up for the lack of education they suffered? In the 

sense of: ‘I never was able to go to school, now you can go to school and therefore you 
should?

· In what way has this message or tendency influenced you?
· Can you tell me something about your material and social background? 
· Can you, in addition to that, tell me something about the neighborhood you grew up in?
· Are you religious/spiritual and in what way does this motivate/inspire you? 
· How did your parents see themselves in relation to your neighborhood and social 

environment?
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· Can you tell me something about health and health issues in your family?
· In what way do you see your parents/guardians as role models?
· Are there other peers or important people who have influenced you in a positive and/or 

negative way?
· Did you experience a difference in the attitude of boys in relation to girls?
· Could you describe the relationship with your parents/guardians? Did you feel a certain 

pressure to choose a particular field of study? Did you choose your own field or did you 
negotiate on your choice?

· Did any other family members study? Can you tell me something about your siblings?
· Are there any major themes and/or conflicts within your family that play a significant 

role in your life story?
· What was the reaction of your family to your study (choice).
· Do you experience a close relationship with your family? Is there ever a feeling of 

alienation/disenfranchisement from your family because of your (academic) reality?

Friends and peers
· Are you part of a community of friends?
· What did they choose as future pathways, did they continue school or are they working?
· How did they react to the fact that you chose to go to higher education? 
· Do you see yourself as part of a specific subculture? Affiliated to a certain music scene 

or any other scene?
· Are you still hanging out with your (former) friends?
· Do you have the feeling of alienation/break-up?

Study pathway
· Can you tell me something about your study pathway in the sense of study advice, the 

role of your teachers from your primary school? 
· When you entered secondary school, how did this transition to secondary school take 

place? Did you experience a lack of support or other? How did this trajectory evolve? 
· Can you tell me something about your attitude toward studying? If you look back, did you 

experience a growth? And what about ups-and-downs and your grades?
· What did you think of yourself as a student at secondary school? 
· Did you experience any failures? How come?
· Did you have to stop at a certain point with your school?
· Do you have any specific examples of people/situations that stimulated you or the 

opposite, that hindered/disturbed you? 
· Can you tell me something about your teachers? Were there any positive/negative 

encounters with these people? 
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· How was your relationship with other students? Can you tell me something about your 
social position in school? Did you experience some leadership activities like the school 
newspaper, students’ union a etc.?

· What did this moment teach you in relation to your (academic) pathway?

Outside school
· What do you like to do when you are not in school? Do you have a passion for something?
· Do you have a job? For how long have you been working?
· Are you politically involved/engaged?
· Are you socially involved/engaged?
· Can you tell me something about significant moments in your life story that mark a 

moment of truth? Some critical event or life changing experience?

After secondary school: Higher Education
· Has higher education always been part of your ‘bigger picture’?
· Or did this trajectory of higher education use to be something for others, not for ‘people 

like you.’
· How was your transfer to this institution? Did you take a detour?
· Did you work before?
· Did you study anything else before?
· Why did you do enter this institution?
· What did you need to overcome before entering university?
· How did you experience the trajectory of choosing your field of interest? Did you receive 

any support?
· In what way did your parents/guardians play a role in this final decision?

Experience of being different 
· How do you perceive people who are obviously from a different social group/environment 

than you are? 
· Where would you like to belong? Where wouldn’t you like to belong?
· Did you experience any exclusion (in school)? 
· Do you have a social support system?
· Would you enroll to a students’ union /student fraternity or sorority to expand your 

social network?
· Do you have the feeling you are familiar with the social codes to be included? Do you feel 

the need to belong, e.g., by wearing the right clothes?
· Do you intend to plan your (academic) career? What are your current ideas about your 

future work?
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Your own effort/self-esteem 
· Do you see yourself as part of this institution/do you have a sense of belonging?
· Are you struggling with this sense of belonging?
· Where do you see your own effort/gain in relation to your position/situation now? 
· What are your weaknesses and strengths?
· In what field/activity do you excel and where do you lack?
· How do you handle/manage any crises?
· Do you ever go left when others go right? 
· Do you often feel that negative things happen to you? Do you suffer negative experiences 

of exclusion and how do you cope with these experiences?
· Do you think you are aiming too high by being in a higher education institution?
· Do you sometimes have feelings like: ‘what am I doing here/ do I belong here? How do 

you see yourself in this sense?
· Do you have an image of how things should be for you? What’s your perfect picture 

considering your study pathway?
· Do you sometimes feel like you are going to be lured into a trap? That you are fooling 

everybody with your presence at this institution?
· Where would you like to be 5 years from now?
· How are you going to make this happen?

Summer course
· What did the summer course bring you? What wouldn’t you have known if you hadn’t 

participated in this summer bridge? 
· What did you think of the theme ‘academic pathway’ 
· What did you think of reflecting on your life story with the Socratic Dialogue and the 

narrative approach exercises? To be more specific; reflecting on your life story in relation 
to your academic pathway?

· Do you think it’s possible to actually follow your own academic pathway?
· Did the summer course change your perspective on studying and in what way?
· What do you think was most impressive of the summer bridge/Nepantla Program? 
· Did you experience a kind of awareness of some particular themes or topics?
· Did something happen to you, on a personal level? 
· How would you describe this awareness?
· Could you describe your own drive to enroll/enter college/university?
· Has this inner drive been part of you for a long time? Do you experience this explicitly? 
· Do you think that the summer course enabled you to study in an easier or more 

comprehensible way?
· Did other students/peer mentors/teachers play a pivotal role for you during the summer 

bridge program? 
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· What exercises on ‘exchanging narratives’ did you especially like/made sense to you on 
a personal level?

· What do you think about passion and motivation and inner drive now? Does it play a 
role in your study career?

Peer mentors
· Why did you participate as a peer mentor during the summer bridge program?
· Do you think peer mentors can play an important role for freshmen students? In what 

way?
· Would your own experience have been different if there had been peer mentors and 

support programs like these?

Autobiographical Interviews
Portrait Female Lantinx Nepantla Student6

Parents
L: Uhm, so my parents both work in casinos. (GT hums confirming) So you know, Las 
Vegas being the big industry (GT hums confirming) of you know, casinos. My dad actually 
works… well, we call it ‘Mi luso’s’. I don’t know how to translate that into English (chuckles) 
(GT chuckles politely) It’s more just like someone, uhm, a handyman, someone who does 
everything. (GT hums confirming) So he’s actually… engineering. (GT hums confirming) But 
they have him do gardening, helping with engineering, or (GT hums confirming) whatever 
seems necessary. Uhm, my mom actually works in the housekeeping department, but she’s 
not a, uhm, she’s not a GRA, she’s a quality assurance, she’s a QA. (GT hums) That’s kind of 
like a supervisor. 

Siblings
L: So my oldest brother, uhm, he actually didn’t finish High School. (GT hums confirming) 
Uhm, so, right now, he is… living at home (chuckles). (GT hums) But he’s working at a resort. 
Here in Las Vegas. (GT hums confirming) Uhm, my second oldest brother as well. He just 
missed the test. It’s like, he’s not in school either. (GT hums disaproving) Uhm, he didn’t 
graduate from High School as well, but he is currently living in Pahrump and he actually works 
at a dealership as a mechanic. (GT hums) Uh, he has two babies... And then my third oldest 
brother, he’s in Virginia right now. He’s uh, he signed eight years in the Marines. 

Peers
GT: So and, uhm, so and, like outside school? Your friends and peers, did they transfer to 
college?

6 See case study protocol Folder Transcriptions for full texts
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L: (Silence) The people I graduated with? (GT hums confirming) Not a lot of them did. Uhm, 
a lot of them now are married. Or with babies. (GT hums confirming) Uhm, or working. Not 
a lot of them are actually in school. 
GT: So and does it create like feelings of alienation between you and them, or are you still 
related to them? 
L: No, I’m (GT: Are they still your friends?) I talk to them every now and then. But it’s now 
so much of where we are uhm, in our lives. It’s so much of…we’re each doing our own thing, 
so, but when we talk, it’d be like if nothing ever happened, like if we’re (chuckles) (GT: Yeah) 
talking the whole entire time. But I don’t think that separates us in any means. We’re both… 
or we’re all busy actually (GT hums confirming) with everything balancing our social life and 
our (GT hums confirming) personal, professional, whatever life. 

Important teacher or people that encourages you
… And then in high school, it’s not, not really the majority of the prof, teachers even cared. 
Whether you passed or not. (GT hums disapproving) Uhm, they just saw it as ‘okay, you live in 
this environment, this is, you know… you’re assigned to this school, you’re probably not gonna’ 
make it. (GT hums) And if you do, you’ll be leaving with a child. (GT hums) But, hitting, after 
hitting, uhm, well, meeting with my counsellor. She was the one who actually was like there 
for me and telling me, you know, apply for colleges and everything. So it’s because of her that 
I’m actually in Nevada State (chuckles) (GT: Wow.) She made me apply to all the schools in 
the Nevada… And I got accepted to them. (GT hums) So I had to choose (chuckles)

Feelings of alienation/exclusion 
L: In high school, uhm… a bit. Uhm, but not exactly. It’s hard to explain. So it, it depended on the 
circumstances. When it came to my peers and everything, I felt equal, (GT hums confirming) 
‘cause I guess none of us really knew what we wanted to do. (GT hums confirming) I mean, 
even now, I still don’t know what I want to do, I just know I wanna keep studying (chuckles) 
(GT hums confirming) So, you really don’t know what to do. And it’s not like someone is there 
to guide you along the way. (GT hums confirming) And if they are, it can go either negative, 
in someone else’s view, or positive (GT hums confirming) in their view. So, it’s always difficult. 
Uhm, but when it came to seeing others, or hearing, or like ‘Oh, College Fairs’ or something, 
then I felt really excluded. Because, uhm, my school is a Magnet School (GT hums confirming), 
and so all the other kids who happen to be from Henderson (chuckles) (GT hums confirming) 
or Summerland, uhm… They would always make the others or like me being uhm a resident of 
there, uhm, feel lower, like we weren’t educated enough. (GT hums) When we were all getting 
about, just about, the same education. So it was kinda’ where I was like: o, no, you know, I’m 
not gonna’ be… So that’s kind of where I’ll be, where I would feel I was exclused. (GT hums 
confirming) In High School. But other than that, it was just… It was cool (chuckles). (GT hums)
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Impact Nepantla Program
GT: So uhm, and for you, uhm, what did the Nepantla Program bring?
L: (silence) They brought motivation. That I don’t think was there. So, and for me, that’s big. 
Because a lot of people are just a lot of talk, like ‘o, yeah yeah we’re gonna’ help you’. But it 
actually takes someone, or you know, a thing like Nepantla Program, for them to reach out and 
actually want to help you and not just be like: o, yeah, I’m gonna’ help you and then completely 
walk away (GT hums) from it. So, uhm, motivation has definitely been… ‘cause trust me, I’ve 
been like, ‘Ah, I’m gonna quit school. I kinda’ just don’t know (chuckles) what I’m gonna’ do 
with myself’. Even though I know I’m not gonna’ quit. (GT hums confirming) I’m kind of just 
like: I’ve dedicated too much time and effort and being able to be in the Nepantla Program, to 
just give everything up. (GT hums confirming) So, it’s motivating. 
GT: Hmm, and do you think it helped you to study in a more comprehensible way? 
L: …The Nepantla Program? C.E.P. Definitely C.E.P. (laughs). (GT politely chuckles) Uh, doctor 
Wagel, she did everything she could and let me tell you: I’ve picked up a lot of things. Like 
before, even if I wouldn’t pay attention to it as much, uhm, definitely. Picked up on it. (GT 
hums confirming, chuckles) (chuckles)

This portrait of a lantinx student, illustrates recurring themes of support, exclusion, motivation 
and challenges that several biographic interviews showed. Without claiming to conclude a 
certain generalized understanding of a coherent or fixed portrait of typical Nepantla students 
with an immigrant background, this particular interview teaches us to understand the position 
of women in these kinds of masculine and traditional family settings. It gives an impression 
of being one out of many peers to transfer to college and the alienation that comes along with 
this step, offers insights into the lack of support on a study-career and planning level from the 
inner circle and, therefore, the necessity of a committed teacher/counsellor who stimulates 
and encourages a transfer student at this particular momentum that marks a moment of 
change in academic planning and journeying. The interview is unique of its kind although 
the elements showcase throughout the 31 interviews of Nepantla students and peer-coaches, 
similar struggles, patterns and sources of strength and support. Complementary, for these 
students, the Nepantla program has been characterized as life changing in a positive way, 
giving the guidance and support they lacked and offering a head start to college. Students 
particularly liked the involved guidance of not only the student-coaches, but also their 
course instructors who individually created space for critical thoughts, hands-on support and 
continuous encouragement. These students are not only included in the Nepantla program as 
students that have a right to be in college, they are intrinsically engaged to push their limits 
and raise their boundaries or further their horizons, because they are not only cognitively 
able to be successful, but believe in their qualities, strengths and forms of identity capital as 
explored in the bridge program. 
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Evaluation 
As for the other cases, the evaluation of the Nepantla Program was made by the program 
manager and the department of NSC that was responsible for the program in its entirety. 
Since my role in the program was one of ‘curriculum designer, teacher/trainer and consultant 
of the program’s strategies and didactics, the written report with recommendations will be 
summarized in the following paragraph. It was written for the departments vice provost and 
integrated some conclusions on the executed program, the student voice and recommendations 
that should be implemented for years to come (see case study protocol, doc. Report Evaluations 
and Recommendation and doc. Evaluation Nepantla 2015)

Report & Recommendations NSC 
Policy & Management
· Invest in an evidence-based approach and take the soft as well as the hard measures into 

consideration. For instance, create portraits of Nepantla Students who are monitored 
during their academic career as well as ‘retention/output polls’ with results of each 
semester. This not only creates transparency but also engages students and staff to keep 
the initially good kick-off of the Nepantla program effective and salient. 

· Create a coherent match between departments and students’ support systems and 
approaches. For instance, the academic preparation courses during the summer program 
are guided/supported by the academic success center and counseling services. Students 
are not only linked with mentors and tutors who play a role during the Summer Program, 
but are also introduced to the broader institutional community. This prevents students 
from feeling alienated from the institution as whole (after having taken part in the 
Summer Bridge Program). 

· Diversity and inclusion are key assets for the community of NSC as a whole. From a 
managerial level (generic, expressed in the mission statement) as well as from a specific 
level, i.e., staff and teachers who are all trained/familiar with the mission statement, the 
approach and the support system for these first generation students. In other words, this 
approach is part of NSC’s unique selling point and, therefore, not restricted to 6 weeks 
during the summer break. 

· Create a steering committee with representatives of all levels (students, teachers, staff and 
management) who assemble every 3-4 months to discuss mission, vision, approach, targets, 
successes and pitfalls of the current Nepantla Program (soft and hard measures assessed). 

Curriculum Design (1.)
· All the Curriculum Design descriptions and background materials, power points, readers 

and exercises have been documented in the folder ‘readers and power points.’ This folder 
gives an extensive view upon the specific narrative approach (phases of the approach, safety 
considerations, possibilities for teachers and students to navigate their life history etc.). 
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· A consistent approach in working with life stories/narratives involves reflection. Because 
of the nature and object of study (the own narrative), these exercises have to be embedded 
in a curriculum design that offers room to contemplate. During this six weeks summer 
program, the perfect conditions are created for such an extensive self-study project. The 
need, support and collaboration of peers (peer educators, mentors, etc.) play a vital role 
in making such an extensive exploration of the (hybrid) self-possible. 

· Especially the concept of Identity Capital (Coté) can be fruitful to explore in order to gain 
effective insights into the own strength and abilities. Like the capability approach, it sheds 
a light upon the (un)explored potential of (first generation) students. 

Staff & Teachers
· All the Train the Trainer descriptions and background materials, power points, readers 

and exercises are documented in the folder ‘readers and power points.’ This folder gives an 
extensive perspective on the specific Train the Trainer workshops (phases of the approach, 
safety considerations, possibilities for teachers and students to navigate their life history 
and use this method in class and curriculum design etc.). 

· Create a community of teachers and peer educators (teachers, course assistants and peer 
mentors) that a. participate simultaneously in the Train the Trainer Workshops, b. evaluate 
the course execution (summer bridge) during ‘inter-collegial consultation sessions’ (like 
‘intervision’) to enhance the group bonding of the professionals, create room for reflection 
and perfection during the program itself. 

· Begin with recruiting, teaching and training of the peer mentors in time (April-May) to 
create a community of peer learners and to set a high standard for this ambassador role. 

· Create an official context/status of this job/community-oriented service by means of 
certifications that are signed by the Dean of the faculty etc. 

· Let the peer mentors be part of a leadership program (so offer guidance and support in 
return to their efforts) and make their contributions visible.

· Work with cohort identity: every year there is a Nepantla Team (that consists of peer 
mentors who often have been Nepantla Students themselves). Create a year color/yell/
aim/target/means etc. 

· Students for students: students leadership is key in this approach, so let students not only 
be agents and participants, but also decision makers and advocates of the program and 
approach (support and promote inside activism).

· Pay attention to draining your staff capital: if you have only two student leaders/peer 
mentor agents, they can easily be run down. Invest in intervision and support of your 
key staff figures. 
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Student Voice
· The characteristics of the NSC first generation students seem very similar to those 

at the VUA and UCLA. The 31 interviews shed a light on the complex backgrounds of 
first generation students, the lack of academic capital, the lack of social capital, and 
the unexplored identity capital. Students often suffered hard and distressing family 
conditions and circumstances. In spite of these circumstances, these students show 
impressive perseverance in their attitude toward their current situations as well as their 
reflected life stories. Notwithstanding their cultural, ethnic, social, academic background, 
these students are survivors of their own (family) tragedies and institutional rejections. 
Also, students report the importance of key figures (significant others) such as parents and 
siblings who supported them along their (academic) pathway. Often, a teacher, a mentor, 
an instructor, ‘saw them and saw their potential’ at a specific moment in their life story. 
Such moments are reinforcing and empowering and work both ways. In a negative case, 
a student becomes empowered to prove someone wrong, but more often from a positive 
side these ‘critical incidents’ play pivotal roles in a student’s life story. 

· Reflecting upon their narratives and working with peer mentors in such workshops are 
reported as most empowering and fruitful in the Nepantla Bridge Program. It creates a 
feeling of belonging, a community of learners: being part of a unique cohort. Students 
report to miss this sense of community feeling, support and belonging during the first 
semester. They recommend to keep up the cohort/community of Nepantla Students. The 
majority of the students saw the Nepantla Program as a life-changing event regarding their 
academic pathway. Workshops as ‘four corners, cross the line and exchanging narratives’ 
are mentioned as powerful. Especially the team effort of the ‘senior peer mentor’ and 
student support office are considered crucial to make them feel at home and accepted. 
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VALIDITY CASE STUDY 2015

For this final case study, the validity takes again the four measurements into account to 
describe and analyze this case (Yin 2003). The paragraph below stresses the differences 
and adjustments in relation to the former cases, since the present case only implemented 
a particular curriculum design by means of consultancy, training and teaching of a singular 
narrative and critical pedagogy with the adjectives of the implicated didactics. That is to say, 
the managerial implementations of the overall inclusive and diversity strategies are beyond 
the scope of this case study. First of all, the construct validity followed a similar approach to the 
former cases by using multiple sources of evidence that have been addressed and documented 
in the written text and the attached appendix (see case study protocol documents Case Study 
2015). The measures for concepts evolved from the analysis of the written documents for 
this particular case that include not only the consultancy of the Nepantla Bridge Program, 
but also the need for a cohesive professionalization on a teacher trainer level and course 
instruction level. This led to an adjusted curriculum design implementing a critical narrative 
approach to foster inclusive dialogical encounters. Like the other cases, the same outline was 
used to understand the chain of events that were outlined chronologically in the case study 
description, addressing the Why, How and What paragraphs, with continuous reference to the 
consulted case study protocol documents. 

Secondly, the internal validity, dealing with the aims of this particular case study 2015, can 
be described as innovative, explorative and supportive in a sense that the Nepantla students, 
student-coaches and teaching staff expressed positive assessments of the course innovation 
and development in its entirety. Starting with an explorative consult in defining the quest for 
an adjusted curriculum design that would engage students from within their layered identities 
and silences (underrepresented) and counter voices, a curriculum design phase started, taking 
into account the specifics of the Nepantla Bridge Program (location, demography, teacher 
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and student body, and program mission and vision). Recapitulating the aims of the course, 
i.e., the ambition to support first generation and underrepresented students, and in-between 
students in their access to university by means of a bridge project that stimulated academic 
and social integration. Additionally, the ambition to narratively reflect on one’s study pathway 
and intrinsic motivation and engage students to assert their agency. Students not only shared 
positive experiences in their written narratives, they also elaborated on these experiences in the 
interviews that were held with these participants during and after the course. This information 
subsequently supports the claim that bridge programs could be beneficial for first generation 
and underrepresented students matriculating to higher education institutions, as assumed in 
the described rationale. As for the former cases, this particular case study research of 2015 (based 
on the consultancy of the Nepantla program, the execution of the curriculum design and the 
31 biographical interviews), specific supportive meaning and effect on an individual level are 
seen as most relevant. The narratives (written and oral) concisely underline the importance 
of a support strategy and program for these students. Taking a narrative approach as starting 
point in engaging students in college and creating academic preparedness by means of the 
understanding of one’s qualities, pitfalls, identity formation, background and identity capital, 
prepares students to be active agents in designing successful academic trajectories and preluding 
towards boundaries to be crossed reflectively. As for the former cases, this study does not try to 
assume that the cause of participating in a bridge project would, in effect, be the same for every 
student, especially taking into account the diversified profiles of underrepresented students that 
can be distracted from the biographical interviews. 

Thirdly, the external validity shows more reliability since the method has been repeated in 
a completely different context (nation, state, city), while having similar effects on participants 
(teachers, peer-mentors as well as students). From a qualitative evaluative interpretation, 
the aims, method and evaluations again show strong resemblances, and lead to tentative 
generalizations when analyzing the constructs and theories as used in these three single case 
studies. The external validity will be addressed in its entirety in the next paragraph; in addition 
the following elements stand out compared to the two former cases: 

Generalizations of constructs: a. the threefold aim of the consultancy on the Nepantla program 
to design, execute and evaluate the courses curriculum design and implementation to better 
target underrepresented students in their support during their successful matriculation at 
university has been predominantly fostered by a critical narrative and inclusive curriculum 
design, i.e., aiming at academic integration, social integration and reflection on one’s study 
pathway by means of narrative inquiry; b. a students for students approach has been innovative 
for the Nepantla program and pivotal in the perceived notion of feeling included, feeling at 
home as opposed to being an outsider, the other. c. teacher trainer professionalization fostered 
a safe space to exchange narratives that formed a baseline to encounter students from ‘deeper 
understanding and feelings of similarities’ by awaking feelings of exclusion. 



CASE STUDY 2015   |   291

Generalizations of theories: the emergent understanding of theory, pedagogies and praxis as 
received in professionalization courses and encounters with professional and master trainers 
of the ‘I’ in this PhD, and the continuous execution of train the trainer modules and master 
classes, leads to preliminary conceptions of essential elements forming a particular approach to 
foster inclusive and safe spaces that can host bridge programs like these: a. narrative encounters 
in safe spaces, dialogical encounters in safe to brave spaces, inclusive awareness training in 
brave to daring spaces and critical pedagogy to foster daring and transformational learning 
environments. After the description and analysis of the third case, the external validity, the 
generalization of constructs and the generalization of theories will be addressed in its entirety, 
with concluding remarks and recommendations. 

Fourth, the reliability has been secured by the detailed descriptions as mentioned in the 
case study protocol that realistically created the opportunity to repeat the specific curriculum 
design for other cohorts of students, entering higher education institutions.





Cross Case Analysis
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INTRODUCTION 

The purpose of the chosen case studies was rooted in the need to explain causal links, describe 
interventions, illustrate certain evolving topics and explore situations where intervention has 
no single output. The study began by identifying the specific intrinsic cases (Stake 1995), firstly 
of the VU Summer course, Pilot Study, secondly by the second wave of the VU summercourse 
and thirdly by the replication of narrative approach as used in the Nepantla Bridge Program. The 
aim of this descriptive multiple case study was to illuminate the steps taken and the decisions 
that were made; why they were taken, how they were implemented and what the results have 
been (Schramm 1971). In this multiple case study, one issue or concern has been selected again 
to specifically illustrate the issue. The summer bridge program has been repeated over several 
years and at different universities in order to develop a curriculum design that shows and 
elaborates the emergent understanding and use of a critical, narrative and inclusive teaching 
and learning methodology. This multiple case study used replication to predict similar results, 
the so-called ‘literal replication’ or to predict contrasting results, the so-called ‘theoretical 
replication’ (Yin 2003). First of all, in the following figures, these results will be summarized 
by the chosen units of analysis which have been explicitly outlined chronologically by the 
use of the Why, How, What categorization (Yin 2009; Stake 2006). Secondly, to overcome 
the common critique regarding the quality of research, Yin’s Design Parameters will be 
summarized, consisting of (1) Construct validity: addresses correct operational measures 
for concepts by using multiple sources of evidence, by establishing chains of events, and 
by having key informants review draft case study reports. (2) Internal validity: establishes a 
non-spurious causal relationship by using pattern matching, explanation building, addressing 
rival explanations and use of logic models. (3) External validity: establishes the domain for 
generalization by using theories in single case studies and using replication logic in multiple 
case studies. (4) Reliability: addresses the repeatability of operations of the case study by using 
a case study protocol and by developing a case study database (Yin 2003). The case study 
protocol is attached as an appendix for each case in particular.1

1 Appendix case study protocol (Yin 2009, p.79)
•  An overview of the case study project including background information, substantive issues to 

be investigated, relevant readings about the issue.
•  An introduction to the case study and purpose of protocol, including case study questions, 

hypotheses and propositions, theoretical framework for the case study
•  Data collection procedures, including naming the sites that are visited, the contact persons, data 

collection plan, expected preparation prior to the site visits
•  Case study questions including level 1. Specific interview questions,2. Specific case questions, 3. 

Questions asked about the pattern of findings across multiple cases, 4. Questions asked for an 
entire study, 5. Normative questions about policy recommendations and conclusions.

•  Outline of a case study report
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As stated in the introduction of this empirical section, case study replications are often 
based on a rich theoretical framework as illustrated in the first section of this thesis. By 
using a multiple case study approach, one can offer and attain robust analytical conclusions 
that increase external validity (Yin 2003) and, in addition, multiple cases can be collected to 
compare cases systematically (Creswell 2013). The three cases that are illustrated descriptively 
and chronologically, will demonstrate triangulation of various forms of data collection that can 
be clustered into curriculum design (development, execution, evaluation), written narratives 
(essays, writing exercises) and spoken narratives (audiotaped semi-structured interviews). The 
figures (unit early, middle and late case history) tend to only highlight and summarize each case 
characteristics in order to demonstrate the process of curriculum design and the emergent 
understanding of using a critical narrative and inclusive design and understanding of a critical, 
narrative and inclusive learning and teaching approach. In the conclusion of this section, the 
specific case study questions (Yin 2009) will be answered by presenting ‘lessons learned’ from 
this multiple case study (Lincoln & Guba 1985).

Three techniques to analyze the cross case analysis 
Completing the above stated methodological premises of a descriptive multiple case study, 
Yin offers diversified techniques of analysis to review not only the datasets, he also offers 
extensive ways to analyze the interpretations of the analyses and the ways to categorize and 
outline a (cross) case analysis (Yin 2003; Yin & Davis 2007). For the purpose of this section 
and this particular paragraph, three suggestions to outline, analyze and validate a cross case 
analysis will be included: 1. Using ‘a logic model’ as analytic technique, 2. Using descriptive 
and chronological units of analysis and 3. Using 4 design parameters to guarantee the quality 
of the multiple case study. In addition to this last suggestion, the High Quality Analysis 
as reviewed by Yin will be included. This analysis deals with the researcher’s awareness of: 
paying attention to all the evidence, addressing major rival interpretations, addressing the 
most significant aspect of the multiple case study, and using the prior expert knowledge 
(Yin 2009, p.160).

I. Wholey’s Program Logic Model
‘The logic model stipulates a complex chain of events over an extended period of time. The 
events are staged in repeated cause-effect-cause-effect patterns, whereby a dependant variable 
(event) at an earlier stage becomes the independent variable (causal event) for the next stage’ 
(Yin & Davis 2007, p.149). In addition, Yin states that ‘as an analytical technique, the use of logic 
models consists of matching empirically observed events to theoretically predicted events’ 
(ibid p.149), as is the case with the current multiple case study. With Yin, I follow Josephs 
Wholey’s logic model with his distinguished idea of a ‘program logic model’ that offers the 
opportunity to trace events of program interventions that intend to produce certain outcomes 
as is the case with the bridge programs of this multiple case study (Ibid p.150; Wholey 1979). 
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Wholey mentions various outcomes, i.e., the immediate outcome, the intermediate outcome 
and the ultimate outcome. In the current multiple case study the evolvement of the particular 
intervention of the single summer bridge 2010 at the VU Amsterdam is the dependent variable 
that will become the independent variable in the second wave. The causal event for the second 
wave, i.e., the summer bridge 2011 at the VU Amsterdam becomes the independent variable for 
the third wave, i.e., the 2015 bridge program at Nevada State college, at the same time being an 
autonomous dependent variable for Nevada State College. Wholey’s framework of a program 
logic model is used and:
- Firstly, starts from the specific intervention of the summer bridge program aiming at 

improving students’ academic performances (academic integration), students’ feelings 
of belonging (social integration) and students’ understanding of the self (self-awareness 
by reflection). The specific ingredients of the intervention will be summarized in the 
following ‘units of analysis’ paragraph and will highlight the evolved curriculum designs, 
including teaching and learning strategies to improve underrepresented students’ 
achievements and feelings of belonging in academia). 

- Secondly, the immediate outcomes generated a 10 days to 6 weeks rigorous bridge program 
that prepared underrepresented (transfer) students during their matriculation process at 
higher education with peer learning, academic preparedness workshops, and narrative 
inquiries to understand their hybrid and layered (silenced and unexplored) identity and 
identity capital. 

- Thirdly, intermediate outcome as result of this immediate outcome is reported evidence 
of increased understanding (academic readiness) and feelings of belonging (social 
integration) with academia and the new higher education institution as reported by 
underrepresented participants, peer coaches and involved teachers and staff in these 
bridge programs. 

- Fourthly, the ultimate outcome, using self report data as reported by participants, peer 
coaches, teachers and staff to subscribe the positive effects of participation in a bridge 
program on levels of perceived academic preparedness after a period of two to four months 
after the bridge program. In particular, participants address the feeling to belong to an 
academic community, being academically prepared, being heard, including their silent and 
counter voices, being empowered and stimulated to aim high, and being part of a social 
community of critical friends, including core teachers and staff of the bridge programs 
(Yin & Davis 2007 p.150; Wholey 1979). 

II. Descriptive and chronological units of analysis
The descriptive and chronological structure to present a multiple case study follows the early, 
middle and late phases of the case history, as has been extensively illustrated in the single cases 
using the WHY, How and WHAT indicators. The early case history synchronized with the WHY 
indicator because these paragraphs illustrate the rationale and explorative learnings preceding 
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the actual case design and implementation. The middle case history synchronized with the 
HOW indicator because these paragraph illustrates the actual design and implementation of 
the intervention, as effect of the rationale. The late case history synchronized with the WHAT 
indicator because of the shared (written/spoken/self reported) experiences during and after the 
actual intervention. Often, this approach is used for explanatory and/or descriptive purposes 
(Yin & Davis 2007, p.177). The chosen units of analysis will be organized chronologically in the 
following figures, each time taking one of the three main divisions into account, the Why, 
the How and the What. For each of these divisions, the initial case outline description will 
be maintained. 

Unit Early Case History: the Why 

Table: unit early case history: the WHY

WHY

Case study 2010 Case study 2011 Case study 2015

The subject, The I The I is involved interpretatively as subject, being developer and 
executer of the curriculum design

 

The rationale, the why Summer bridge program to support underrepresented students 
during their access and matriculation at HEIs

 

Pre-study I conducted an inductive field study to outline the key thoughts 
and current approaches concerning summer bridge programs 
nationally and internationally by means of interviews and 
participating in a study tour and seminars on outreach programs. 

 

Project proposal Written project proposal included rationale to close the 
achievement gap between underrepresented students and 
traditional students and highlights approach of creating 
academic preparedness by fostering student engagement via 
social and academic integration and reflection exercises. Outline 
included rationale, problem, aims, preferred outcomes, course of 
action, project organization, evaluation



In addition: 2011 started from the National Grant 
Proposal G5, including various execution layers 
(students, staff, policy, research), steering at 
incremental change.



In addition: 2015 only covered the 
implementation of specific critical narrative 
curriculum design within the Nepantla program

Concluding remarks unit WHY The initial rationale of the intervention is strongly related for the three 
cases. Targeting underrepresented students with an intervention that 
steers at improving study success and feelings of inclusion/belonging. 
Interestingly, the 2015 case shows similar indicators that positively 
advocate the inclusion of this third case as being comparable, in spite of 
differences, being a 6-week rigorous program. 
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the actual case design and implementation. The middle case history synchronized with the 
HOW indicator because these paragraph illustrates the actual design and implementation of 
the intervention, as effect of the rationale. The late case history synchronized with the WHAT 
indicator because of the shared (written/spoken/self reported) experiences during and after the 
actual intervention. Often, this approach is used for explanatory and/or descriptive purposes 
(Yin & Davis 2007, p.177). The chosen units of analysis will be organized chronologically in the 
following figures, each time taking one of the three main divisions into account, the Why, 
the How and the What. For each of these divisions, the initial case outline description will 
be maintained. 

Unit Early Case History: the Why 

Table: unit early case history: the WHY

WHY

Case study 2010 Case study 2011 Case study 2015

The subject, The I The I is involved interpretatively as subject, being developer and 
executer of the curriculum design

 

The rationale, the why Summer bridge program to support underrepresented students 
during their access and matriculation at HEIs

 

Pre-study I conducted an inductive field study to outline the key thoughts 
and current approaches concerning summer bridge programs 
nationally and internationally by means of interviews and 
participating in a study tour and seminars on outreach programs. 

 

Project proposal Written project proposal included rationale to close the 
achievement gap between underrepresented students and 
traditional students and highlights approach of creating 
academic preparedness by fostering student engagement via 
social and academic integration and reflection exercises. Outline 
included rationale, problem, aims, preferred outcomes, course of 
action, project organization, evaluation



In addition: 2011 started from the National Grant 
Proposal G5, including various execution layers 
(students, staff, policy, research), steering at 
incremental change.



In addition: 2015 only covered the 
implementation of specific critical narrative 
curriculum design within the Nepantla program

Concluding remarks unit WHY The initial rationale of the intervention is strongly related for the three 
cases. Targeting underrepresented students with an intervention that 
steers at improving study success and feelings of inclusion/belonging. 
Interestingly, the 2015 case shows similar indicators that positively 
advocate the inclusion of this third case as being comparable, in spite of 
differences, being a 6-week rigorous program. 
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Unit Middle Case History: the HOW

Table: unit middle case history: the HOW
HOW
Case study 2010 Case study 2011 Case study 2015

Project Management The program management was part of CETAR, in collaboration 
with Central Communication and Marketing VU. In addition, 
the program collaborates with various VU critical friends and 
students’ associations and Echo. 



In addition: 2011 extended the project 
management with various layers of execution 
(students, staff, curriculum design and research) 
and included … work packages with differentiated 
project managers



Curriculum design The subject, the I included all learnings received in various study 
tours and knowledge dissemination seminars into a coherent 
curriculum design comprising pedagogy of excellence, peer 
education, role modelling, narrative inquiry and peer coach 
training



In addition: 2011 extended the curriculum design 
with a train the trainer in order to create a 
transfer receptive culture. A holistic support 
strategy can be fostered by including the student 
voice, senior leadership and accountability and 
staff and teacher awareness training (implicit 
bias and micro aggressions) 



In addition: 2015 started from the learning from 
2011-2015, including the emergent understanding 
of using a critical narrative approach that fosters 
dialogical and inclusive spaces of encounter. 
Storytelling and critical narrative pedagogy is key 
to the specific evolved approach within the train 
the trainer

Execution bridge A 10 day rigorous program preparing students to enter university 
successfully by fostering inclusive spaces of peer learning and 
coaching, using narrative inquiry to navigate layered and hybrid 
identities. Social and academic integration predominantly 
outline the bridge program that leads to the submission of 
essays involving (auto) biographical understanding of the shared 
cases. Participants as well as teachers and peer coaches receive a 
detailed reader with instructions



In addition: 2011 distinguished layers of 
methodology, including a qualitative and 
quantitative research approach in collaboration 
with three partner faculties



In addition: 2015 involved a 6-weeks rigorous 
program, with one week of narrative and 
dialogical inquiries and instructions by the I, the 
subject of this thesis. The students’ reflections 
accumulated in their final paper prompts

Execution process The execution of the summer bridge was positively supported by 
critical friends, student-assistants and peer coaches. In fact, this is 
pivotal in the effect of creating a trusting community of engaged 
(peer) learners.

 

Concluding remarks unit HOW2 The development of the curriculum design into an autonomous inclusive 
approach to foster critical narrative and inclusive teaching and learning 
has iteratively evolved during a period of five years. Hence, the components 
of the train the trainers (teacher, staff and student-coaches) have been 
expanded throughout these years. In the discussion chapter the specialities 
of such an approach are critically outlined into a coherent Pedagogy of 
CIND encounters (critical, inclusive, narrative and dialogical). 

2 The Pedagogy of CIND Encounter will be explained and illustrated in the discussion chapter. This con-
cept consists of four pedagogical approaches- critical, inclusive, narrative and dialogical- that can provide 
safe, brave and daring spaces of true encounter between students, teachers and management. 
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Unit Middle Case History: the HOW

Table: unit middle case history: the HOW
HOW
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In addition: 2015 involved a 6-weeks rigorous 
program, with one week of narrative and 
dialogical inquiries and instructions by the I, the 
subject of this thesis. The students’ reflections 
accumulated in their final paper prompts

Execution process The execution of the summer bridge was positively supported by 
critical friends, student-assistants and peer coaches. In fact, this is 
pivotal in the effect of creating a trusting community of engaged 
(peer) learners.

 

Concluding remarks unit HOW2 The development of the curriculum design into an autonomous inclusive 
approach to foster critical narrative and inclusive teaching and learning 
has iteratively evolved during a period of five years. Hence, the components 
of the train the trainers (teacher, staff and student-coaches) have been 
expanded throughout these years. In the discussion chapter the specialities 
of such an approach are critically outlined into a coherent Pedagogy of 
CIND encounters (critical, inclusive, narrative and dialogical). 

2 The Pedagogy of CIND Encounter will be explained and illustrated in the discussion chapter. This con-
cept consists of four pedagogical approaches- critical, inclusive, narrative and dialogical- that can provide 
safe, brave and daring spaces of true encounter between students, teachers and management. 
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Unit Late Case History: the WHAT

Table: unit late case history: the WHAT

WHAT

Case study 2010 Case study 2011 Case study 2015

Student Voice The written essays and small biographical interviews (portraits) 
form the biographical data 



In addition, 22 in-depth biographical interviews 
were conducted and analyzed 



In addition, 32 in-depth biographical interviews 
were conducted and analyzed as well as the 
narrative exercises (storytelling portraits and 
Socratic dialogue and other narrative inquiries 
belonging to case 2015) 

Evaluations 
Summarized
Student-coach

The evaluations consisted of the self reported data of the 
participants (the evaluation forms, the small biographical 
interviews and their written essays) . Students evaluated the 
course positively, especially the involvement of peer coaches 
and the sense of belonging. Being academically prepared was 
marked as beneficial for their supposed academic preparedness. 
Overall, the report was written, including all the evaluations of 
participants, teachers and staff, peer coaches and the overall 
program management. 



In addition, 2011 delivered a research report 
written by Mick Matthys, highlighting and 
analyzing the student voice, using the 22 in-depth 
interview analyses. 



In addition, 2015 included even more materials 
exemplifying the student voice because of the 
narrative inquiries given during the course. 
However, the case study evaluation of the entire 
Nepantla Bridge program was not part of this 
final case that only included the implementation 
of a critical narrative and inclusive approach of 
teaching and learning a transfer receptive campus 
climate. 

Concluding remarks unit WHAT The collection of qualitative data of all the involved narrative inquiries, 
written narratives (essays) and in-depth biographical interviews forms a 
rich and voluminous narrative data set. Without the proper instruction to 
facilitate narrative encounter, students do not experience a safe space to 
share their stories and be elaborative and reflective about their learning 
strategies and pitfalls and meaningful events that mark a moment of 
truth influencing one’s academic journey. In the discussion chapter, the 
requirements to foster a pedagogy of CIND encounters will be illustrated, 
taking into account different spaces of safe, brave and daring encounters
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Unit Late Case History: the WHAT

Table: unit late case history: the WHAT

WHAT

Case study 2010 Case study 2011 Case study 2015

Student Voice The written essays and small biographical interviews (portraits) 
form the biographical data 



In addition, 22 in-depth biographical interviews 
were conducted and analyzed 



In addition, 32 in-depth biographical interviews 
were conducted and analyzed as well as the 
narrative exercises (storytelling portraits and 
Socratic dialogue and other narrative inquiries 
belonging to case 2015) 

Evaluations 
Summarized
Student-coach

The evaluations consisted of the self reported data of the 
participants (the evaluation forms, the small biographical 
interviews and their written essays) . Students evaluated the 
course positively, especially the involvement of peer coaches 
and the sense of belonging. Being academically prepared was 
marked as beneficial for their supposed academic preparedness. 
Overall, the report was written, including all the evaluations of 
participants, teachers and staff, peer coaches and the overall 
program management. 



In addition, 2011 delivered a research report 
written by Mick Matthys, highlighting and 
analyzing the student voice, using the 22 in-depth 
interview analyses. 



In addition, 2015 included even more materials 
exemplifying the student voice because of the 
narrative inquiries given during the course. 
However, the case study evaluation of the entire 
Nepantla Bridge program was not part of this 
final case that only included the implementation 
of a critical narrative and inclusive approach of 
teaching and learning a transfer receptive campus 
climate. 

Concluding remarks unit WHAT The collection of qualitative data of all the involved narrative inquiries, 
written narratives (essays) and in-depth biographical interviews forms a 
rich and voluminous narrative data set. Without the proper instruction to 
facilitate narrative encounter, students do not experience a safe space to 
share their stories and be elaborative and reflective about their learning 
strategies and pitfalls and meaningful events that mark a moment of 
truth influencing one’s academic journey. In the discussion chapter, the 
requirements to foster a pedagogy of CIND encounters will be illustrated, 
taking into account different spaces of safe, brave and daring encounters
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III. Quality of the multiple case study, the four Design Parameters reviewed 
Design Parameters Compared

Table: design parameters compared 

Design Parameters

Case study 2010 Case study 2011 Case study 2015

Construct Validity 	• Proven to be obtained by the usage of multiple sources of evidence that 
have been addressed and documented in the written text and the attached 
appendix

	• The measures for concepts have been evolved by the analysis of the written 
documents

	• The chain of events has been chronologically outlined in the case study 
description addressing the Why, How and What paragraphs

 

Internal Validity Supportive in a sense that the participants expressed positive assessments of 
the course in its entirety, both in self-reported data and in written essays and 
autobiographical interviews

 

External Validity 	• Creating the opportunity for generalization by 
using the constructs and theories as used in 
2011 single case study. 

	• The aims, methods and evaluations show 
strong resemblances and lead to preliminary 
generalizations when analyzing the constructs 
and theories as used in these two single case 
studies.

	• Generalizations of constructs: (a) threefold 
aim of the course, (b) students for students 
approach, (c) managerial challenges 
implementing diversity and inclusive strategies 

	• Generalizations of theories: (a) need of 
particular approach including inclusive-, 
excellence, narrative and critical pedagogies. 



in addition, concerning the generalization of 
theories: this accumulative understanding 
conceptions of essential elements forming 
a particular approach to foster inclusive and 
safe spaces that can host bridge programs like 
these: a. narrative encounters in safe spaces, 
dialogical encounters in safe to brave spaces, 
inclusive awareness training in brave to daring 
spaces and critical pedagogy to foster daring and 
transformational learning environments 

Reliability Secured by the detailed descriptions as mentioned in the case study protocol 
that realistically created the opportunity to repeat the specific curriculum 
design

 

Concluding remarks 
Design Parameters

Although these design parameters show evidence of a certain validity of this multiple case 
study, the following paragraph will critically reassess the steps taken and the interpretative 
interference of describing a qualitative validity of cases. However, these design parameters 
also create space for critical concluding thoughts suggestions and recommendations when 
designing and executing bridge intervention to support underrepresented students in their 
access and success in HEIs. In the discussion chapter the Pedagogy of CIND encounter will 
be presented, with in addition special attention to the cautious nature of this intervention, 
i.e., it can be very meaningful for one student but not for all and without the right safe, 
brave and daring spaces of encounter, any institutional change will be extinguished. 
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QUALITY OF THE MULTIPLE 
CASE STUDY REVIEWED

To conclude this cross case analysis, the current paragraph will briefly and critically address 
common and specific critiques that can be brought up regarding the understanding, meaning 
and generalizability of these findings. Following Yin’s suggestions in this approach, there 
will be four indicators to summarize the validity once more (Yin 2009, p.160). However, this 
paragraph does not pretend to be omniscient and, as is usual in qualitative interpretation and 
research, critical thoughts and questions will prevail. In the final chapters of this thesis, these 
critical thoughts hopefully contribute to the continuous discussion on this topic and specific 
interventions, when working with outreach programs to support underrepresented students 
in (higher) education. 

a.  In each case and, particularly, in analyses of the various cases, all the evidence has been 
outlined, mentioned, summarized and is displayed in the appendix of the case study protocol. 
However, since there is a large amount of data, choices have been made to display 
certain data and documents more than others. Especially those documents that support 
the chapter, e.g., specific paragraphs and thoughts were chosen. That means that not 
all the collected data is summarized and that an interpretative approach steers the 
specific findings. The subject, i.e., the researcher of this thesis, is bound to be subjective 
due to the interdependence of various positions, i.e., designer, executer and researcher. 
This subjectivity has been made as transparent and accessible as possible so that other 
researchers can understand the choices that were made. 

b.  Rival interpretations have been repeatedly addressed by stressing the singularity of participating 
in a bridge program, i.e., the specific supportive ambiance and effects on an individual level 
are seen as relevant. Consequently, this study does not try to assume that cause and effect 
of participating in a bridge project would be the same for every student, considering the 
diversified profiles of underrepresented students. Rival interpretations can be classified 
into different categories, such as: the impact on students’ self-esteem, the impact on 
students’ achievements, the impact on teacher professionalization, inclusive awareness, 
teaching and learning strategies, the impact on inclusive management strategies, and the 
impact on curriculum content. For the present study, the main focus is directed toward 
the impact on underrepresented students’ self-awareness and esteem in relation to their 
academic journeys and trajectories, i.e., their perceived hybrid, counter and silenced 
identities, and effects of a critical narrative and inclusive curriculum design that supports 
these students to access higher education successfully and stimulates their agency in this 
process. Secondly, the impact on teacher trainer professionalization has been a main effect 
of the teaching and learning strategies as used in executing the train the trainers. The 
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managerial impact was described briefly, and will be addressed in the concluding remarks 
of this section as a separate paragraph, as it does not completely fit the curriculum design’s 
aims and approach. 

c.  The most significant aspect of this multiple case study. Before addressing this issue, one should 
take into account that side effects and meanings are as relevant as the one mentioned 
as most significant, since a truly effective outreach program cannot exist without proper 
support from top (managerial) and bottom (student engagement, staff and teacher 
support). However, for me as a researcher, the most striking aspect of a critical narrative and 
inclusive teaching and learning approach lies in the eyes of the beholder. In other words, 
narratives as shared in a truly critical narrative encounter display a new understanding, 
offer a third voice that voices a hidden/layered/silenced identity that is crucial to include 
in one’s academic journey. Without the true understanding of the whole self, narratively 
explored and facilitated by peers and peer learners, the various layers and forms of capital 
remain silenced or ‘unused.’ The exploration of self-perseverance, self-directing strategies, 
agency, and identity capital enriches these underrepresented students’ sense of self and 
boost their self-esteem. This is not only necessary to succeed in academia, it is expected to 
be known when acting in an unfamiliar habitus such as academia. Without an integrative 
support strategy, that fosters students’ narrative identity formation academically and, in 
addition, guarantees the support of outside enforcement and inside activism, singular 
narrative explorations are meaningful, but marginal to systemic change in education. 
For the individual, however, each of these interventions can be meaningful and even life-
changing, and the singularity of the meaning, on the most personal level, is, therefore, 
regarded as most significant in this multiple case study. 

d.  Prior expert knowledge has been used as was illustrated in the descriptions of the study tours, 
conversations with experts in the field, and the continuous education of the researcher 
across time (from 2009 to 2015). In spite of this prior expert knowledge, the current 
curriculum design outlines a process of emergent understanding of the meaning and 
use of teaching and learning strategies when designing inclusive bridge programs. This 
process evolved iteratively, and continuously implements new understandings of the 
approach, with its specified dimensions of students’ and teachers’ learning. Depending on 
the level of intervention (student, teacher, staff, management, institution), the learning 
can be specified, and the use and meaning of the curriculum design changes accordingly. 
The specificity will be addressed in the discussion chapter, that presents the Pedagogy of 
CIND Encounter, which includes all these different actors and the implications of working 
with this critical narrative and inclusive teaching and learning approach when designing 
and executing outreach programs for underrepresented students. 





Conclusions
empirical studies
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CONCLUSION

In the final paragraph of this section, conclusions will be drawn by mentioning I. An intermezzo 
of managerial impact, by analyzing the program management of the execution of a critical 
narrative and inclusive teaching and learning approach, II. Lessons learned, on the one hand 
by mapping out these managerial layers, on the other hand by including the entire empirical 
section and III. Summarized answers to the questions as formulated in the introduction of 
this section. The critical understanding and implication of sections I and II together will 
be presented in the discussion chapter, presenting an overarching understanding of the 
implications of this PhD project, presenting a Pedagogy of CIND Encounter. 
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I. INTERMEZZO MANAGERIAL IMPLICATIONS

The above empirical sections describe the main foundations and elements of the praxis as 
executed in the summer bridge programs. However, executing interventions like these do 
not stand alone. Often, they are part of or result from endless debates within institutions 
concerning diversity and inclusion policies. This brings challenging execution dilemmas 
and tensions to the fore that include discussions about equity, inclusive excellence, equality, 
sameness and difference, and the need or will to support underrepresented students. Therefore, 
the aforementioned theoretical parameters of a critical narrative, inclusive learning & 
teaching approach as mentioned in the theoretical section, are conducive to success through 
empowerment, as shown in this current section. In conclusion, learnings1 from the managerial 
perspective of the project management of case 2010 & 2011 are:

	• Diversity is manifested as a process unfolding under continuously changing circumstances. 
	• Need for evidence-based policy (qualitative and quantitative): attaining more student 

success in order to receive funding. 
	• High pressure on obtaining quick results, even though we are dealing with long-term goals. 

Pressure of Executive Board VUA (and Ministry of Education) on achieving good results 
as soon as possible. No chance to sustain, to develop, to improve. 

	• No fit between approaches (small scale projects, specific groups, etc.) and targets (e.g. 
raising the study results of minority group students in the long run). 

	• Ambivalence between: superficial goals (facts and figures), and deeper, fundamental goals 
(inclusion, academic and social ‘integration’, academic self-confidence and identity). 

	• ‘Level-issue’: most diversity initiatives remained at a central level. Faculties - where teaching 
and learning actually take place - did not appear to be important actors and stakeholders 
(nor were they held responsible). 

	• Making no real choice between a generic or a specific approach: should efforts benefit all 
students or minority students? 

	• Need for/ a push to formulate ‘recipes’, ‘how should we do this’ instead of stimulating 
teachers to become reflective practitioners.

	• Non-committal mentality: ‘study success is the responsibility of the students, not of the 
teachers or the University’.

	• Unfortunate context/circumstances: because of ending national funding and internal 
reorganization, the newly started activities are bound to decrease before they begin to 
flourish

1 These learnings are derived from a qualitative evaluative study conducted by Hester Radstake, part 
of the project team 2011.
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	• Fortunate context/circumstances: new chief diversity officer is being installed from a 
renewed diversity policy that came into existence with the newly installed Executive 
Board at the VUA.

For the national policies, the following findings2 are striking:
	• Great dependency on governmental funding 
	• Great emphasis on obtaining quick (quantitative) results and quick fixes 
	• Actors in the educational pipeline remain in their own cluster and/or pillar/ (that is 

primary, secondary or higher education). An integral approach is needed to sustain an 
effective diversity policy in HEIs.

	• Even within organizations diversity actors operate in their own niches and are rarely 
interconnected (policy consultants, administrators, educational staff, support staff).

	• Gap between top and bottom (generic and specific activities): therefore, dialectics 
between outside enforcement and inside activism implode and ‘diversity believers’ tend 
to get demotivated. 

	• In spite of the outside enforcement (rationale) coherent inclusive diversity policy remains 
ambiguous.

	• In spite of inside activism (students and teachers) constructive educational practices stay 
beneath the surface and exist only on a project base.

2 These learnings are derived from ‘Research Report: Generic is Diverse. Evaluative research G5 
interventions between 2008-2011’, ECHO, Utrecht 2013.
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II. LESSONS LEARNED

When formulating lessons learned that address the learning acquired throughout the 
development and execution of the cases, the different layers should be taken into account 
to divide the actors and, thereby, the audience the lessons are directed to. In the following 
paragraph, the lessons learned are, therefore, clustered into four layers that include all execution 
levels. Additionally, the whole of the empirical section will be included, i.e., that the lessons 
are differentiated into specific and abstract suggestions and outcomes.

Lessons learned for the managerial levels of execution 
As was stated in the former paragraph, there has been an ambiguous evolvement of 
implementing inclusive support strategies. Additionally, these interventions should be 
supported by the agglomeration of students, teachers, staff, institution, and management, 
who dialectically engage in an integral and holistic support strategy (Cox 1993; Zanoni et al. 
2010; Ghorashi & Sabelis 2013). The layers (levels): 
	• First, one can state that on an institutional policy and managerial level, the deficit-

oriented approach of completing human capital resources of underrepresented students 
is still salient. Outside enforcement (Acker 2006) nurtures an inclusive excellence idiom 
that addresses the inequalities and discrepancies of students with different backgrounds. 

	• Second, for the teachers and staff level, there has to be a critical and social-justice driven 
commitment in order to engage underrepresented students. The divergences between teachers 
and students, policy and praxis, the oppressors and the oppressed, and top down dogmas 
versus bottom up experiences, have to be addressed at this significant level. Therefore, a shift 
towards a student-centered approach is needed, which uses the (counter) narratives of these 
underrepresented students as a point of reference, simultaneously validating them. Teacher 
trainer courses that address inclusive excellence, diversity from the challenging perspective 
of sameness and difference, and implicit bias and awareness training can support this shift. 

	• Third, on a curriculum level, the lived experiences of the underrepresented students are 
centralized; the implicit associations and assumptions of teachers are being challenged 
by exposure to these students’ experiences as written in their narratives, and shared by 
critical narrative encounters. 

	• Fourth, on the student level, students are respected, acknowledged, and holistically 
approached as individuals, capable of belonging, expressing individuality and possessing 
rights. Ultimately, students are engaged in their new learning environments by means 
of critical narrative and social inclusion strategies that foster a commitment to not only 
students, but also to the institution and its staff, policies, and framework. Therefore, 
institutions ought to be secure and safe places to learn, and explore social, academic, 
aspirational, resistance and identity capital in order to overcome the lack of ‘habitus’ or 
incorporated culture that is still needed in HEIs today.
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LESSONS LEARNED FOR THE ENTIRETY 
OF THE EMPIRICAL SECTION

	• One can concisely state that positive effects of the critical narrative approach contribute 
to academic achievement to such an extent that it inspires and supports students in their 
navigation through academic systems and their transition to colleges and universities. 
More specifically, by means of narrative encounters, students explore their layered, hybrid, 
silenced, marginalized identities that help students to become (change) agents in their 
own academic pathways by supporting them to assert their agency when matriculating 
at academia.

	• The support of peer coaches and the vehicle of peer learning are essential to engage students 
with each other from the perspective of sameness, experiencing (deep) similarities. The 
empowering and positive effect of significant others who not only support you during 
the transfer process, but can additionally and personally identify with individuals and 
specific struggles and challenges, makes this approach authentic and meaningful in a 
student’s life. Not only the life of the transfer students can be positively supported, but 
also the life and academic pathway of the peer coach proved to be influenced positively. 
A community of engaged learners can be created, including supporting staff, peer coaches 
and participants throughout the entirety of the program. 

	• For the different institutions that were evaluated in this study, varying forms of monitoring 
and tracking were implemented, which for American universities is more standardized. 
Unfortunately, by contrast, Summer Bridge Programs have a more ephemeral form in 
The Netherlands because of the continuously changing political climate and varying 
receptivity towards inclusion that affect national funding for these programs by cuttings 
in granting and changing institutional mission and vision statements on diversity and 
inclusion. A longitudinal, long-term research project would offer more insight into the 
abiding effects of these programs as critical and transformative momentums in people’s 
lives. 

	• The outside enforcement, guidance and support of senior management and institutional 
approval as stated above, should be characterized as non-negotiable. In other words, 
without allies, social justice driven interventions and implementations over time are 
rarely successful. Hence, for individual participants it can and often will be successful, 
from a change management angle, however, no transformational change can be reached 
without senior leadership and, thereby, accountability for the project and the theme of 
inclusive education. Otherwise, meaningful and qualitative outreach activities remain 
marginalized raindrops in stormy weather. 

	• The pipeline approach. Including a student life journey/trajectory from the very start 
(as early as possible) created an integrative support strategy and with that, a transfer 
receptive culture. Educational institutions should at the execution level collaborate 
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on themes of transfer receptivity and inclusion, co-construction programs and sharing 
responsibilities and, consequently, accountability. A pipeline approach combined with 
consortia that jointly subscribe goals from a single mission to support underrepresented 
students during their access to university. Because in the end, who is responsible for the 
preparedness quest? Primary, secondary, higher education institutions? The teachers, the 
parents, or the students themselves? All have their own responsibility, especially the 
education pipeline partners.

	• Creating institutional change means creating, educating and supporting change agents. 
Teacher professionalization courses are, therefore, crucial to create a pedagogic climate 
of trust, i.e., creating safe spaces to not only engage the underrepresented students, but 
to prepare and educate teachers and staff how to facilitate an inclusive curriculum and 
campus climate that indeed is transfer receptive. The key ingredients of these teacher 
trainer courses are exemplified in the chapter, and can be summarized briefly into four 
steps that will be clarified in the Discussion Chapter: 1. Create a safe space to listen to 
the other, the marginalized groups and counter-narratives, 2. Create brave spaces to not 
only listen, but share stories of in- and exclusion, 3. Create daring spaces that include 
uncomfortable debates, discussion and narrative inquiries, 4. Facilitate these encounters 
by communicative and dialogical storytelling didactics. The safe and brave spaces of 
encounter that should include climates of trust and true narrative encounter are derived 
from John Palfrey’s (2018) concept of safe and brave spaces. The third component of 
daring will be explained and it refers to spaces of encounter accommodating challenging 
and provocative encounters. This particular daring space can only be accessed when safe 
hideaways are provided.  

	• When setting up a curriculum design, include academic and social integration, self-
awareness training, and assessment and reflection as key components of your curriculum, 
for instance by constructing a storytelling module. Without the proper alignment of the 
various foundations of a course, students tend to get lost or overwhelmed by the amount 
of qualitative data. Work with clear instructions on the empirical cycle and doing good 
research, and involve peer learners to support transfer students during every step along 
the way. 

	• Listening to the student voice, create space for untold, unwritten, unexplored stories to 
be shared, and use these stories as elixir to empower, support and encourage students 
starting from their own qualities and abilities in their study pathways shown so far. The 
power of the stories lies in enabling students to not only share their stories, but implement 
their own learning and insights in both their navigational trajectories and the support 
system of the receptive and receiving sides: the institution. 



CONCLUSIONS   |   317

III. QUESTIONS & OUTCOMES

In the introduction of this empirical section the aim was described as ‘to illuminate a set 
of decisions that have been taken during the development and execution of these cases.’ 
The descriptive chronological multiple case study followed the setup of describing the Why, 
How and What angles, addressing the rationale for the bridge program, the approach of the 
curriculum design and program management, and the student voice. In the résumé below, 
the main and sub-questions of this section will be answered as concisely as possible. For 
critical implications and discussions on the pedagogic and didactical implications, the next 
chapter will present the emergent understanding when putting theory into practice with the 
description of a Pedagogy of CIND Encounter (Critical, Inclusive, Narrative and Dialogical).

Main question empirical studies 

In what way does a critical, counter narrative and inclusive encounter enable underrepresented students to 
participate in order to create success through empowerment in their academic pathways in HEIs?

A critical, counter narrative and inclusive encounter enables underrepresented students to be 
involved and engaged in their academic pathways from the very start because of safe spaces 
of narrative encounter that are created. These spaces hold the safety requirements needed to 
be engaged, transparent and vulnerable in order to not only share stories but also counter and 
marginalized narratives, opposing the dominant and traditional narrative. Because of these 
meaningful encounters that facilitate new understanding of the self and the other, students are 
not only participating in the course and each others’ life stories, but peer learners and teachers are 
simultaneously engaged and participating by continuously sharing their stories and perspectives 
as well. This mutual understanding of the self and academic journeying creates a common ground 
that marks similarities opposed to differences. This mutual understanding, deep similarity exchange 
and empathetic witnessing that occurs while using critical narrative and dialogical teaching and 
learning approaches, create a community of engaged learners and empowers underrepresented 
students to be active agents within their own academic trajectories. Students are not only supported 
and empowered, they are encouraged and equipped to mobilize themselves, navigating academic 
campus life with a sense of honour and pride, including their layered, hybrid, marginalized and 
silenced identities. These programs foster a fundament for students to start from when they enter 
higher education and offer a package of social and academic capital as essential resources to elicit.
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Sub questions empirical studies
	 How has this curriculum design developed and evolved over a period of 5 years, what emergent 

understanding has been proven to be salient?
The development of the curriculum design progressed coincidently with the chronological 
developments of the program management, involving: A. explorative research on the 
topic by participating in study tours, knowledge dissemination seminars, lectures, 
conversations with experts and practitioners. B. the design of an inclusive and critical 
narrative curriculum design based on the initial learning from the outreach programs of 
DePaul University (using narrative journaling) and UCLA with its AAP outreach program 
for underrepresented students. C. the teaching and learning of the included staff (teachers 
and trainers), using train the trainers. In the first year (2009-2010), I was trained myself, 
in the following years, a Train the Trainer module was offered to the participating staff. 
D. the teaching of the participants by the execution of the bridge program, creating an 
academic preparedness program consisting of social and academic integration lectures 
and reflection workshops on layered, hybrid and marginalized identities by using critical 
narrative pedagogy. The emergent understanding that proved to be salient is the use of a 
critical narrative pedagogy that enables students and their peer coaches to be reflective 
on their common backgrounds, lacking the necessary resources to be as successful as 
traditional students in higher education. The understanding of the self and the other 
by means of narrative inquiry makes students feel at home, feel safe and included as 
students who belong to university. In spite of the fact that they lack particular resources, 
students are empowered to be aware of the kinds of capital they do carry along. Different 
forms of capital (family, navigational, linguistic, resistant, identity capital) complete the 
necessary resources these students lack. Students feel empowered and engaged by this 
understanding of various forms of capital that have been salient throughout their life and 
academic journeys; this understanding marks a ‘third’ and new voice within the student’s 
story that creates a sense of agency when navigating campus life. 

	 How does a specific curriculum design of a critical, narrative and inclusive learning and teaching 
approach work, paying special attention to the used pedagogies and didactics?
The curriculum design of a critical narrative and inclusive learning and teaching approach 
works with four pedagogical ingredients, namely critical, inclusive, narrative and dialogical, 
and three stages within this pedagogical climate, namely creating safe spaces, brave spaces 
and daring spaces of critical encounter. The discussion chapter will explicitly present the 
different angles and actors when working with this learning and teaching approach by 
presenting a Pedagogy of CIND Encounter. 

	 What do the written and visualized student voices unravel?
Students share meaningful and life-changing critical incidents that mark a moment 
of truth and influence their academic trajectories. The emergent understanding of 
the importance of these moments, often marking a momentum of choice and change, 



empowers students to be authentic and be proud of their own academic journeys and 
capital. The mutual understanding students experience when sharing their stories often 
created spaces of sameness and deep feelings of similarity, that empower them to mark 
their agency when entering academic life. 

	 What do the autobiographical audiotaped students’ voices unravel when one listens closely to their 
life stories, academic pathways, turning points (critical incidents) and evaluative remarks?
In addition to the above-mentioned written voices, the interviews unravel the rich 
and layered identity capital students carry with them when entering academia. 
Underrepresented students often have faced more barriers and difficulties during their 
academic trajectories, varying from being a caretaker in one’s family, being in unhealthy/
abusive (family) relations, lacking the necessary social, economical, academic and 
human capital and, on the whole, being afraid to be exposed as impostor, not belonging 
to academia. Their go-getter mentality and perseverance make these students active 
agents of their own academic trajectories and change. The mobility these students 
experience from one world to another creates feelings of uncertainty and pride, and they 
are intrinsically motivated to aim high and be successful. Because of affirmation, they 
positively evaluate the meaning and effects of the bridge program on their process of 
matriculation, and they explicitly mark the beneficial effects of meeting others, peer 
learners, who facilitate their transfer and share similar backgrounds and stories. Because 
of the transfer program they feel prepared and even more important, included. 

	 What can be learned on a managerial level when one puts theory into practice by using a critical 
narrative and inclusive learning and teaching praxis?
On a managerial level, the differentiated layers of execution, when implementing an 
inclusive approach, are essential, especially the synergy between the separate spheres and 
layers of execution. On the student level there is, theoretically, the notion of working with 
safe spaces that foster counter story telling, whereas the practical implication of this notion 
can be executed by using critical narrative and dialogical pedagogies and didactics. On a 
teacher and staff level there is, theoretically, the notion of the importance of continuous 
teacher professionalization regarding critical and inclusive support strategies, whereas the 
practical implication of this notion can be put through by facilitating train the trainers 
who address these particular kinds of pedagogies by using a ‘learning by doing’ approach. 
On a curriculum design level there is, theoretically, the notion of scanning the curriculum 
regarding its diversity sensitivity, using a critical race theory perspective to map out the 
missing links, conspicuous implicit and explicit associations and micro-aggressions used 
in teaching and learning readers and instructions. The practical implication of this notion 
can be carried out by critically engaging the students’ voice as terminus a quo in the bridge 
program, the narrative inquiries and encounters. On a policy level there is, theoretically, 
the notion of the inclusive orthodoxy idiom, dualistically addressing deficiencies by 
offering support and potential approaches. The practical implication of this notion can 
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be applied by creating change through empowerment of these underrepresented students, 
mobilizing them from one sphere to another without jeopardizing them as students at 
risk or tokenizing them as students of marginalized groups/color/migrant background etc.  

	 How does outside enforcement and inside activism play a role in working with students, teachers 
and supportive staff when executing summer bridges?
From the top, senior leadership with verifiable accountability (track record) is crucial to 
implement support strategies that target underrepresented students in their access to 
higher education. Without this senior support, preferably from the institutional board, the 
execution of an integral support strategy is bound to fail, broken down in the pillarized 
layers of execution. Hence, outside enforcement is a minimal requirement to start any 
support strategy if an intervention aims to be long lasting and sustainable instead of 
momentary and marginalized. From the bottom, inside activism should be derived from 
the students’ perspective, especially the underrepresented students who are targeted. 
As a result, inside activism should include not only the student voice but also student 
engagement and activism. Between these two poles, an integral approach could support 
the synergy between these perspectives by engaging supporting staff, teachers and 
(senior) managers as well as students and their voices. To break down the managerial 
layers, an inclusive support strategy should include all these layers vertically within the 
program management team. 

	 What are the overall lessons learned?
A critical narrative and inclusive teaching and learning approach creates meaningful safe 
spaces of critical, reflective and, consequently, brave and daring encounters that foster 
empowerment and mobility of underrepresented students in their access and transition 
process to higher education.

	 What are specific lessons learned?
A critical narrative and inclusive teaching and learning approach consists of safe, brave and 
daring spaces that are explored by critical, inclusive, narrative and dialogical encounters. 
These encounters are executed on a student, teacher, staff and managerial policy level, 
and dialectically steer the process toward an integral approach to create success through 
empowerment of all the involved actors. 







Discussion
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CHAPTER INTRODUCTION

Pedagogy of CIND Enounter
In this chapter, key thoughts and finding are presented, using the theoretical concepts of 
the first section and the empirical findings and elements of the executed curriculum design 
of the second section. The emergent understanding of designing and executing a critical 
narrative and inclusive teaching and learning approach will be 1. theoretically summarized 
and 2. empirically illustrated. 3. Critical thoughts are shared that influenced the iterative 
process of developing and executing bridge programs, showing prevalent dynamics that occur 
when diversity and inclusive management strategies are executed in educational settings. 
4. A Pedagogy of CIND (Critical Inclusive Narrative Dialogical) encounter is presented as a 
synthetic outcome when putting critical narrative and inclusive theory into practice. The final 
conclusion chapter will summarize the overall key findings of this PhD project by answering 
the main and sub questions separately. 





Emergent understanding 
of theoretical lenses 

and critical thoughts
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EMERGENT UNDERSTANDING OF 
THEORETICAL LENSES AND 
CRITICAL THOUGHTS

This paragraph starts from the written summary of the Theoretical Studies and dialectically 
combines the ingredients of the lenses and angles, marking incongruent arguments, 
missing elements and deeper understanding of the concepts, by reflecting on them after 
having analyzed the multiple case study with its intertwined relation to theory. Since the 
curriculum design originated from a hermeneutical approach, specifically communicative 
hermeneutics, the execution level has been theoretically anchored from the very start. The 
emergent understanding of the other angles and lenses, however, evolved over time, i.e., for 
each case and each curriculum design and execution, the foundation of the bridge program 
was expanded and rethought. In the theoretical section, all ingredients that influenced the 
curriculum design have been mentioned, taking into account that one is always open to new 
ideas and thoughts, even those which are not explicitly documented or theorized, especially in 
the field of inclusive education, working with hands-on approaches and Deweyan learning by 
doing pragmatism. Therefore, the following critical thoughts reveal the dialectically originated 
understanding of the meaning of these concepts after putting theory into practice whilst 
bridging the theoretical concepts that evolved over time through inductive and deductive 
logic. So, the following thoughts show a process of iterative conceptualization that reflects the 
researcher’s dialectic process of convergent theoretical and empirical understanding.
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HERMENEUTICS, PEDAGOGY AND
DEVELOPMENTAL PSYCHOLOGY 
AS TERMINUS A QUO

Starting from a pedagogical perspective, the bridge program should be seen as an integral 
approach that takes essential pedagogical premises into account, mainly by viewing the 
program as a teaching instrument that supports and enriches students' overall personal, 
academic, social and identity development. The development of educational vision and 
policies shows a shared interest in the importance of pedagogical foundations as part of the 
academic course. Various ‘Bildung’ programs and curricula in higher education institutions 
underline the necessity of regarding institutions as thresholds to society (Fuchs 2004; Sanders 
2011). The pedagogical assumption should, therefore, take into consideration that learning 
environments must be safe, and fostered by caring relationships with guidance of meaningful 
others. Within these safe spaces, students, teachers and staff are encouraged to move from 
within secure spaces that enable to question the status quo in order to mitigate the perceived 
and occurring inequalities. Thus,, the importance of creating qualitative dialogical settings 
is pivotal to bridge programs. These spaces can be seen as hermeneutic and interpretative 
spaces that help to understand the nature of interpretation of and understanding of the self 
and the other, resolving dissonances occurring in the experience with the unknown. Within 
safe spaces of encounter, fusions of horizons can occur and offer deeper understanding of the 
unknown, the self and the other. The identity development component of ‘Bildung’ and the 
pedagogical essentials needed for bridge programs, should take into account that identity 
formation processes of underrepresented students enable them to shed light on the sometimes 
confusing and disenfranchising identity status these students experience. Bridge programs 
aim to facilitate the identity formation process, creating deeper understanding of the often 
layered and hybrid identity, and foster the multiple affiliations and stories these students hold. 
Their perceived and explored identity has changed into rich identities, incorporating qualities 
like bilinguality and mastering various forms of capital like resistance capital.

All things considered, a pedagogical approach when supporting underrepresented students in their access 
to higher education should integrally be part of curriculum design, paying special attention to the specific 
identity formation processes these students experience when matriculating at HEIs
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CRITICAL NARRATIVE AND DIALOGICAL
ENCOUNTERS FACILITATING ESSENTIAL
PEDAGOGICAL FOUNDATIONS

Taking the ‘narrative turn’ as an essential and primal element, stressing the shift of interest 
towards individual and groups’ narratives as key foundation of bridge programs, fostering 
new understanding of self (awareness/identity) and others. By means of facilitated dialogical 
collaboration between interlocutors in narrative encounters, fusion of horizons emerge that 
enable transformative understanding by shifting identities and narratives. Particularly, this 
new and deeper understanding, referred to as ‘the third voice’, includes understanding of the 
whole self and understanding of world/context through the eyes of the other. To strengthen 
this narrative turn and encounter, narrative learning supports the exploration of voices by 
using narrative inquiry that is facilitated by empathetic listening, critical distance and caring 
analysis. Re-storying occurs when different voices within the self lead to reframing the 
storyline by refracting the inner voice, in a spiral like process. This process is never ending 
and proceeds with forward and upward momentums. This process marks a pedagogical route 
of understanding the self by re-storying and refraction that continuously is explored in the 
curriculum design of the bridge program. Departing from safe into brave spaces, a narrative 
pedagogy secures a profound closeness between facilitators and participants that can allow 
reciprocal engagement which facilitates positive shifts in one’s sense of self. By using a 
narrative pedagogy, the required educative journey that underrepresented students should 
undertake before entering HEI’s should include profound encounters by the facilitated deeper 
understanding of the self and the other by deep dialogic exchanges. When working with 
underrepresented groups, critical pedagogical elements are essential to support their access 
and success in HEIs. Therefore, the notions of excluding dynamics of marginalization on 
the one hand, power and need for justice and social transformation on the other, are key to 
put theory into practice. This critical dialogue should not only be exposed and shared with 
the participants, teachers, staff and policymakers, but should simultaneously be critically re-
assessed when designing and executing inclusive support strategies. Basic knowledge and 
acknowledgment of the nature of multiple forms of oppression should be the leading subject 
of reflection in these critical debates and thoughts. These are needed to authentically and 
credibly empower these underrepresented groups, especially by implementing decolonizing 
pedagogies that built upon the transformative resistance capital that combats oppressive 
structures. Teachers should be the ones who implement dialogical safe, brave and daring 
education spaces that provide room for and set conditions to facilitate reciprocal conversations 
that include students’ experiences by counter-storytelling, opposed to the dominant master 
narratives, defying leading negative stereotypes, and challenging white supremacy, white 
privilege, inequality and racism in classroom settings. By offering counter spaces and fostering 
counter-storytelling, underrepresented students are supported to combat the negative impact 
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of traditional racial storylines dowsed with micro aggressions. These counter spaces and 
counter stories exert positive effects on identity formation that is explored during bridge 
programs by challenging dominant racial storylines, the development of a sense of agency 
and the facilitation and empowerment of positive racial and academic identities. Additionally, 
positive self-efficacy fosters underrepresented students’ confidence in ways that enhance 
participation and taking initiative which helps them to get rid of feelings of powerlessness in 
order to gain a sense of personal control that asserts a clear, positive sense of their racial and 
ethnic/cultural identity. 

All things considered, these critical narrative and dialogical foundations create safe, brave and even 
daring spaces to share, revise and adjust master and dominant storylines and narratives that negatively 
influence students self-esteem. In contrast, critical narrative counter storytelling leads to exploration, 
examination and even internalization of a positive, self defined sense of one’s own racial/cultural/ethnic 
identity, perceived as a third voice of true and authentic understanding. 
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INCLUSIVE ORTHODOXY CREATING 
ONE MANAGERIAL LANGUAGE GAME 

The language game of inclusive orthodoxy is one that should be played, explored and 
investigated in HEIs when designing and executing inclusive outreach and support programs 
from the very start, and along the lines of managerial implementation levels. The outside 
enforcement and inside activism dynamics, that represent the various layers and actors in 
this quest of institutional change management carry a rich idiom on their own. Student 
voices, counter narratives and marginalized identities are key to understanding the meaning 
of inclusivity. Often, inclusive orthodoxy starts from the top, taking national policy and 
institutional aims into account and holds (uses, maintains) managerial policy language 
with its narrowed aims and targets. Although these are necessary to create responsibility 
and accountability from the top, the implementation of inclusive policy in strategies and 
interventions needs to be facilitated and supported by critical reflective engagement of all 
actors within the managerial pipeline, especially addressing the underrepresented and counter 
voices. As inclusive orthodoxy carries several different interpretations, claims and axioms, in 
this thesis social inclusion theory was chosen as axiom to start from, with its distinguished 
layers of social inclusion as access, as participation or engagement and social inclusion as 
success through empowerment. When putting this theory into practice, the following 
learnings can be extracted:
- Overall, the social inclusion approaches address models of possibility instead of deficiency 

as axiom. Actually, however, when putting this theory into practice the institutional 
idiom, especially on a teacher and curriculum level, appears to be deficiency based. 
The critical and transformative pedagogies are, therefore, especially needed to change 
the institutional inclusive climate and understanding in order to explicitly reverse the 
focus on disadvantage and deficit, and instead look towards positive development and 
empowerment, and address the disproportional distribution of (un)equal opportunities 
in education. 

- Social inclusion as access marks the importance of understanding the institutional system 
as a habitus with particular codes and rules that underrepresented students need to 
familiarize with. In particular, social and cultural capital seen as guiding rules of life ask for 
an understanding of this incorporated culture. The question is whether students can free 
themselves from this social reproduction and, if so, whether they can overcome feelings of 
being an outsider, and face identity diffusion. Specifically this freeing of particular social 
reproduction should be explored in bridge programs, working with the various forms of 
capital that can make up for the lack of the necessary academic, social and cultural capital. 
Underrepresented communities nurture other forms of ‘cultural wealth’ through different 
forms of capital, namely: aspirational, linguistic, familial, social, navigational and resistance 
capital that foster students to acquire alternate resources and ‘habitus’ to succeed in HEIs. 
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o Within this access layer of social inclusion theory, various forms of outreach programs 
are developed and executed taking into account the significant factors that affect access 
to HEIs, i.e., lower levels of academic preparation, lower educational aspirations, less 
encouragement and support to attend HE, less knowledge about the application process, 
less money to pay for education/housing. In sum, these students have to make a much 
more complex academic, social and cultural transition to academic life, especially during 
the crucial first year.

o When putting theory into practice, (the reproduction of) alternative forms of capital, 
access strategies and individual resources that reflect individual psychological and social 
competencies to overcome the lack of support to enroll in HEIs successfully, have been 
grouped together as ‘identity assets & skills sets’ and ‘intervention access strategies’, 
that help students to navigate successfully their academic pathways and have been 
exemplified in the execution of the bridge programs. A thorough understanding of 
these components assists supporting staff to adequately foster inclusive spaces. However, 
without this critical understanding, a deficiency approach tends to stay prevalent as 
expressed by ‘blame the victim’ attribution. 

- Social inclusion as participation or engagement stresses the importance of suggested inclusive 
institutional policies and management strategies, and an integral approach when 
implementing these. 

o Widening participation strategies have the purpose to benefit individuals in terms of 
obtaining higher earnings, intellectual development, personal growth and access to 
social and academic networks. Often these strategies originate from (inter)national policy 
agendas on widening participation. Although these top down incentives are crucial to 
create awareness and urgency to support this aim, the strategies cannot do without critical 
social justice notions of equality and equity in HEIs, because it is not just about getting 
students in, but the question ‘what happens when they get there’ is equally or even more 
important. This is because underrepresented students, as additionally illustrated in the 
student voice, may experience feelings of alienation, disenfranchisement, disengagement, 
being an outsider, be running in the outside lane, if the indispensable social, cultural 
and academic capital has not been accessible and familiar to them. Particular support 
strategies like a pedagogy of excellence should be implemented that creates high levels 
of expectation but in return offers high levels of support and uses a praxis of decolonizing 
and narrative pedagogies. 

o Social engagement when executing diversity sensitive and inclusive management 
strategies is essential and should be manifest within the various managerial layers of staff, 
teachers and management. The discrepancy between the aims and the effects, between 
theory and praxis, can be resolved by recognizing the absence of diversity and minority 
representatives in designing, advocating and employing these inclusive and diversity 
policies and management. Consequently, there has to be a shift in hearing students’ 
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stories, being proactive in listening to them and empowering them to become change 
agents for effective inclusive provision that is transformational for the various groups 
of stakeholders. Also, the power dynamics within the institutions should be reassessed 
by not only analyzing the institutional parameters (mission, vision, norms and values) 
but also actively and critically creating change via incentives from the top and activism 
from the bottom. Without this notion of senior leadership, accountability and engaged 
representatives of the targeted group, it will be challenging and, eventually, insignificant 
or marginalized, like activities that take place at the institutional peripheries. 

- Social inclusion as success through empowerment stresses the importance of the synergy between 
inclusive pedagogy, learning and teaching strategies and the actors and, subsequently, 
managerial layers committed to implement and execute any inclusive strategy. 
o Inclusive pedagogy is essential to teach to teachers and staff when executing inclusive 

strategies, because without the experiential knowledge of teachers and staff, inclusive 
strategies will lack the necessary understanding of responding to individual differences 
among learners. A key element in this pedagogy is that it rejects ability labeling and 
radically abandons ‘fixed ability thinking.’ 

o For teachers it requires a thorough theoretical understanding of the ways different types 
of students learn and the interrelated issues of social justice that impinge upon students’ 
experiences. In addition, teachers have to be aware of their implicit associations and 
biases as reflected in their choices and actions, since these implicit messages and values 
reach beyond the formal classroom setting. 

o Success through empowerment is supported by the agglomeration of students, teachers, 
staff, institution and management that dialectically envision and are engaged in an integral 
and holistic support strategy. Students are engaged in their new learning environments 
by means of social inclusion strategies that foster commitment of not only students, 
but also the institution, policy and staff as a whole. Therefore, institutions ought to be 
secure and safe places to learn and explore social, academic, aspirational, resistance and 
identity capital in order to overcome the lack of ‘habitus’ or incorporated culture. Without 
the dialectics between the top and the bottom, i.e., the policy level and the student level, 
the enforcement and the engagement, there is a chance that institutions will reinvent 
the wheel over and over again. This creates weariness for both the supporting teachers 
and the staff who have to sustain these inclusive spaces of brave to daring encounters. 

All things considered, inclusive orthodoxy can foster one managerial language game when taking into 
account social inclusion with its distinguished layers of social inclusion as access, participation or 
engagement, and social inclusion as success through empowerment as an agglomeration of students, 
teachers, staff, institution and management that dialectically envision and are engaged in an integral 
and holistic support strategy that continuously interacts and takes the student voice as axiom. 
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MULTICULTURAL CURRICULUM DESIGN 
QUESTIONING THE PRIVILEGED BY 
ENTERING THE DARING SPACE

Starting from this lens of multicultural education and teaching, improving access and academic 
achievement of underrepresented students in academic and socioeconomic positions of 
leadership is key. With its four principles, 1. addressing the theory of cultural pluralism, 2. ideals 
of social justice and racism and any other form of prejudice and discrimination, 3. affirmation 
of culture in the teaching and learning process and 4. visions of educational equity and 
excellence leading to high levels of academic learning for all, multicultural education critically 
reassess curriculum design as being learned and taught. The ultimate aim of Multicultural 
Education is that it attempts to create schooling experiences that enable students to pursue 
academic excellence without abandoning their cultural integrity. But without addressing the 
continuous confronting and challenging mechanisms that occur in classroom settings, this 
strategy remains an empty package. Therefore, unpacking the invisible package of ‘unearned 
assets’ is salient when working with a multicultural education curriculum design, authentically 
addressing themes of equity, privilege, racism, discrimination, oppression, suppression and 
supremacy. Questioning (white) privileged as opposed to being underprivileged, being the 
suppressor as opposed to being oppressed, being marginalized as opposed to dominate. Up 
to this point, there seems to be an inability to adopt minority, suppressed and counter-
perspectives integrally. That is why, with this theory of praxis, teachers and interlocutors 
are invited to identify the daily effects of (white) privilege in their lives to acknowledge the 
colossal and unnoticed undeserved advantages. However, white supremacy and dominance 
that is seen as related to the operation of forces that saturate the everyday, mundane actions 
and politics that shape the world in the interest of white people are prevalent in HEIs today, 
and influence the climate of the encounter. One can only share the underrepresented and 
marginalized perspective if there are social justice allies, representing all groups, who support 
the creation of safe spaces in order to be brave enough to share the counter perspectives. The 
challenging and daring encounters where interlocutors respectfully listen to one’s perspective 
without blaming the victim or the perceived oppressor remain confrontational and necessary 
to change the status quo. 

All things considered, multicultural education can only be fostered by creating safe spaces where 
interlocutors share their supremacist or marginalized perspectives bravely. That is, in order to proceed 
with any multicultural teaching or learning strategy, one needs an open minded, diversity sensitive and 
culturally aware mindset addressing themes of equity, privilege, racism, discrimination, oppression, 
suppression and supremacy daringly. 
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DESIGN AND CRITICAL IMPLICATIONS 
OF EMPIRICAL DESIGN AND EXECUTION 
OF BRIDGE PROGRAMS

This paragraph is based on the written summaries of the Empirical Studies, reflecting the 
descriptive and chronological multiple case study, by briefly recapitulating the Why, How 
and What of these cases. Integrating the overall cross case analysis findings, the quality of the 
multiple case study, and the managerial implications and lessons learned when putting theory 
into practice. Specifically, the critical notions and thoughts are addressed for the purpose of 
this discussion chapter, referring to the empirical section for complementary and supportive 
findings. 
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EARLY, MIDDLE AND LATE HISTORY 
OF THE MULTIPLE CASE STUDY

- Why: the executed bridge programs have been designed as interventions to support 
students’ academic performances (academic integration), students’ feelings of belonging 
(social integration) and students’ understanding of the self (self-awareness by reflection). 
The initial rationale has remained similar from one case to another, i.e., targeting 
underrepresented students with an intervention that steers toward improving study 
success and feelings of inclusion/belonging. Interestingly, the 2015 case shows similar 
indicators that positively advocate the inclusion of this third case as being comparable, 
in spite of differences, as it was a 6-weeks rigorous program. 

- How: the immediate outcomes generated a 10 days to 6 weeks rigorous bridge program 
that prepared underrepresented (transfer) students during their matriculation at higher 
education by means of peer learning, academic preparedness workshops and narrative 
inquiries to understand their hybrid and layered (silenced and unexplored) identity and 
identity capital. The development of the curriculum design into an autonomous inclusive 
approach to foster critical narrative and inclusive teaching and learning has iteratively 
evolved over a period of five years. Hence, the components of the train the trainers 
(teacher, staff and student-coaches) have therefore been expanded throughout these years. 

- What: intermediate outcome, this comprehends the reported evidence of increased 
understanding (academic readiness) and feelings of belonging (social integration) to 
academia and the new higher education institution as reported by underrepresented 
participants, peer coaches and involved teachers and staff in these bridge programs. The 
ultimate outcome, using analyses of self-report data from participants, peer coaches, 
teachers and staff, endorse the positive effects of participation in a bridge program 
on the level of perceived academic preparedness after a period of two to four months 
after the bridge program. In particular, participants report the feeling to belong to an 
academic community, being academically prepared, being heard, including their silent and 
counter voices, being empowered and stimulated to aim high and being part of a social 
community of critical friends, including core teachers and staff of the bridge programs. 
The collection of qualitative data of all narrative inquiries, written narratives (essays) and 
in-depth biographical interviews forms a rich and voluminous narrative data set. Without 
the proper instruction to facilitate narrative encounter, students do not experience a 
safe space to share their stories and be elaborative and reflective about their learning 
strategies and pitfalls, and meanings moments that mark a moment of truth influencing 
one’s academic journey. 
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On the whole, the Why, How and What of the multiple case study show a consistent chronological 
overview, describing the rationale of the bridge program, the curriculum design and the program 
management of the execution and the experiences of the participants. Steps taken are explicitly 
shared in order to exemplify decisions and chosen approaches when targeting underrepresented 
students with an integral and holistic strategy to support their process of matriculating at higher 
education. 
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QUALITY OF THE MULTIPLE CASE STUDY 

In order to create transparency of the decision making process and the qualitative analysis 
process, the quality of this multiple case study was illustrated by using the four design 
parameters suggested by Yin (2003, 2009): 
- 1. Construct validity: has been proven to be obtained by the use of multiple sources of 

evidence that have been addressed and documented in the written text and the attached 
appendix. The measures for concepts have evolved by the analysis of the written 
documents. The chain of events has been outlined in chronological order, in the case 
study description dealing with the Why, How and What paragraphs.

- 2. Internal validity: has proven to be supportive in the sense that the participants expressed 
positive assessments of the course in its entirety, and in self-reported data such as written 
essays and autobiographical interviews.

- 3. External validity: created the opportunity for generalization by applying the constructs 
and theories used in the 2011 and 2015 case studies. The aims, method and evaluations 
show a high similarity and lead to tentative generalizations when analyzing the constructs 
and theories as used in these two single case studies. Generalizations of constructs: (a) 
threefold aim of the course, (b) students for students approach, (c) managerial challenges 
when implementing diversity and inclusive strategies. Generalizations of theories: (a) need 
of a particular approach including inclusive-, excellence, narrative and critical pedagogies. 
In addition, concerning the generalization of theories: this accumulative understanding 
of conceptions and essential elements constitute a particular approach to foster inclusive 
and safe spaces that can host bridge programs like these, i.e., narrative encounters in safe 
spaces, dialogical encounters in safe to brave spaces, inclusive awareness training in brave 
to daring spaces, and critical pedagogy to foster daring and transformational learning 
environments. 

- 4. Reliability: Secured by the detailed descriptions mentioned in the case study protocol 
that realistically created the opportunity to repeat the specific curriculum design.
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OVERALL QUALITY OF THE 
MULTIPLE CASE STUDY 

Although the design parameters have been proven to be valid and validated, the overall quality 
of the multiple case study was again critically analyzed by using four indicators, namely:
1.  by providing a case study protocol, all the evidence has been outlined, mentioned, 

summarized and displayed. The interpretative nature of this study, however, makes is 
difficult to claim any objectivity. Along the steps of collecting data and reflecting on the 
data, the subject, the I in this research, is subjectively and interpretively involved. The data 
analyses that were exemplified in the empirical section and in the case study protocol try 
to overcome the subjectivity claim, whereas, at the same time, this subjectivity in view of 
involvement and continuation, has proven to be specifically positive when designing and 
executing an outreach program to prevent actors to reinvent the wheel and replay the 
inclusive language games. In this way, the necessary institutional idiom that was created 
while designing an inclusive and diversity sensitive outreach and support strategy will 
remain. 

2.  by providing the singularity of the meaning of bridge programs to participants 
individually, rival interpretations have been examined seriously. Rival interpretations 
have been addressed, specifically with respect to the impact on students’ self-esteem, 
impact on students’ achievements, impact on teacher professionalization and inclusive 
awareness, teaching and learning strategies, impact on inclusive management strategies, 
and curriculum content. In particular, the effect on students’ academic trajectories have 
been salient in the present research, marking the positive effects on hybrid, counter and 
silenced identity exploration and formation by means of critical narrative and inclusive 
learning and teaching strategies. 

3.  by stating significant and even most significant effects of this multiple case study, the 
relevance and even necessity to further and continue execution of outreach and bridge 
programs has been stressed. Actually, most narratives as shared in a true critical narrative 
encounter display a new understanding, offer a third voice that voices hidden/layered/
silenced identities that are crucial to include in one’s academic journey. Without the 
true understanding of the whole self, narratively explored and facilitated by peers and 
peer learners, the various layers and forms of capital remain silenced or ‘unused.’ The 
exploration of self-perseverance, self-directing strategies, agency, and identity capital 
enriches these underrepresented students’ sense of self and boost their self-esteem. The 
real critique is addressed toward the managerial implementation strategies, contending 
that without an integrative support strategy that fosters students’ narrative identity 
formation academically and, in addition, guarantees the support of outside enforcement 
and inside activism, singular narrative explorations are certainly meaningful, but they 
remain in the margin and do not lead to systemic change in education. 
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4.  by showing, addressing and integrating prior knowledge that has been used in the field of 
inclusive support strategies and outreach programs, the iterative process and evolvement 
of the emergent understanding has been carefully outlined in chronological order. Thereby 
taking into consideration that the learnings are diversified for each layer of intervention 
separately and the use and meaning of the curriculum design alternates, as will be shown 
in the Pedagogy of CIND Encounter. 

All things considered, the quality of the multiple case study has proven to be valid, inclusive of the 
design parameters of construct, internal, and external validity, and reliability. The role of the I as 
subject makes the design and execution of the analyzed bridge programs explicitly interpretative. 
The detailed case study protocol and the learnings from the student voice show the steps taken as 
well as the proven effects as shown on the self-reported evaluation forms, essays and biographical 
interviews. 
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MANAGERIAL IMPLICATIONS

As repeatedly mentioned in this thesis, when implementing inclusive outreach and support 
strategies and interventions like bridge programs, the execution does not stand on its 
own. Therefore, by analogy with the expression ‘it takes a village to raise a child’ from early 
childhood pedagogy, it is clear that ‘it takes an integral approach, including the top and the 
bottom to implement inclusive support strategies in higher education institutions.’ Even 
within institutions, inclusive allies operate in their own niches and are rarely interconnected 
(policy consultants, administrators, educational staff, support staff). The gap between top and 
bottom (generic and specific activities) needs to be closed time and again, by supporting the 
dialectics between outside enforcement and inside activism.
- On an institutional policy and managerial level the inclusive excellence idiom should 

positively be marked as salient for the institution’s vision.
- On a teachers and staff level, critical and social justice driven commitments are required 

to engage underrepresented students and execute inclusive support strategies.
- On a curriculum level, the students’ voice and lived experiences should be the sine qua non. 
- On a student level, students are addressed using a strength-based approach instead of 

a deficit-based approach. They are engaged by means of critical narrative and social 
inclusion strategies that foster authentic and true commitment to underrepresented 
students. 
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LESSONS LEARNED

- All in all, institutions ought to be secure and safe places to learn, and explore social, 
academic, aspirational, resistance and identity capital in order to overcome the lack of 
‘habitus’ or incorporated culture that is still needed in HEIs today.

- The positive effects of the critical and narrative approach contribute to academic 
achievements to such an extent that it inspires and supports students in their navigation 
of academic systems and their transition to colleges and universities.
	• Peer coaches are essential to engage underrepresented students with each other 

from the perspective of sameness, experiencing (deep) similarities. A community 
of engaged learners can be created, including supporting staff, peer coaches and 
participants throughout the entirety of the program. 

	• Acknowledging the importance of monitoring, a longitudinal, long-term study 
would offer more insight into the abiding effects of these programs as critical and 
transformative momentums in people’s lives. 

- The outside enforcement, guidance and support of senior management and institutional 
approval is a non-negotiable. Without allies, social justice driven interventions and 
implementations are scarcely successful.

- A pipeline approach is a non-negotiable, including a student life journey/trajectory 
from the very start (as early as possible) creating an integrative support strategy and, 
consequently, creating a transfer receptive culture. To be more effective, a pipeline 
approach should be combined with consortia that commonly subscribe goals from a single 
mission to support underrepresented students during their access to university.

- Creating institutional change means creating, educating and supporting change agents. 
Teacher professionalization courses are, therefore, crucial to create a pedagogic climate 
of trust, i.e., creating safe spaces to not only engage the underrepresented students, but 
to also prepare and educate teachers and staff how to facilitate an inclusive curriculum 
and campus climate that indeed is transfer receptive.
	• Necessary ingredients of inclusive teaching and learning are: 1. Create a safe space to 

listen to the other, the marginalized groups and counter-narratives, 2. Create brave 
spaces to not only listen, but also share stories of in- and exclusion, 3. Create daring 
spaces that include uncomfortable debates, discussion and narrative inquiries, 4. 
Facilitate these encounters by communicative and dialogic storytelling didactics. 

- When setting up a curriculum design, include academic and social integration, self-
awareness training, and assessment and reflection as key components of your curriculum. 
Without the proper alignment of the various building blocks of a course, students tend 
to get lost or overwhelmed by the amount of qualitative data.



- And, most importantly: listen to the student voice, create space for untold, unwritten, 
unexplored stories to be told, shared and use these stories as elixir to empower, support 
and encourage students from their own qualities and abilities as shown in their study 
pathways thus far.

All in all, these lessons learned show that one needs safe spaces to design and execute a critical 
narrative and inclusive approach when supporting underrepresented students in HEIs. Especially 
taking into account the synergy and dialectics within the managerial levels when executing support 
strategies, moving from inclusive and safe spaces, to brave spaces of narrative encounter to daring 
spaces of critical dialogical counter storytelling. Spaces for underrepresented, silenced, marginalized 
stories are spaces that start from a Pedagogy of CIND encounter. 
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DYNAMICS THAT OCCUR WHEN 
PUTTING CRITICAL NARRATIVE 
AND INCLUSIVE THEORY INTO PRACTICE

As has been argued abundantly, the dynamics that occur when putting theory into practice 
have proven to be dowsed with ambiguities. The various ideologies, concepts and strategies 
show a continuous evolvements and movement from top to bottom and vice versa in not only 
student lives, but also in: curriculum, institutional policy and management and national and 
international debates on in- and exclusion, sameness and difference, awareness and oblivion, 
master and counter narratives, empowerment and marginalization, and safe versus challenging 
educational settings. Without claiming to introduce an overarching model of understanding, 
the following dynamics continuously influence the actual spaces within education, being 
safe, brave, daring or challenging and even unsafe. The true understanding of these dynamics 
by putting critical narrative pedagogies into practice as a strategy of creating inclusive 
support biotopes means a continuous reassessment of one’s place within this debate. Being 
oblivious could easily be resolved by narrative reflection, but only when the spaces are safe 
before braveness is introduced to share counter narratives, and actually hear a third voice 
of true encounter and understanding. Being aware of one’s assumptions towards the other, 
the experiences and/or used micro-aggressions and the brave to daring spaces to voice the 
counter narrative perspective and voice means that institutions, nationally and institutionally 
supported by inclusive idiom and gameplays, take responsibility and are accountable for setting 
up brave to daring spaces where critical reflective and counter-storytelling is hosted as part 
of an inclusive support strategy. The accountability lies in the longitudinal support endorsed 
by the institutional mission and vision on in- and exclusion, sameness and difference. Only 
when one can acknowledge the individuality of each student, each background, the various 
forms of habitus training, the lack of certain forms of capital and the richness of various 
other forms of capital, one can truly understand the long route underrepresented students 
endure when entering higher education institutions. Teachers, therefore, should critically 
discuss, analyze and reform their curriculum, not only on a content level, but especially on 
the interaction level, i.e., the open, sincere, reflective encounter with marginalized others. 
Without critical reflection on the self, its assumptions and the willingness to reflect and refract 
the dominant storyline, one cannot innovate and change traditional educational settings 
dowsed with master narratives and models of deficiency. Instead, to change the system, and 
to reach out to the underrepresented students, one needs the counter narratives as a sine quo 
non, as guidelines of curriculum design in order to collectively change the status quo. Models 
of possibility, that shed a light on the marginalized narratives, on both the student and the 
teacher level and that work with students’ narratives to assert their agency and support them 
during their understanding of the self, make institutions places of safe, brave and daring 
reflection that systemically help students, teachers, supporting staff and policy to change 
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the status quo iteratively. Continuously listening to each other, making sure that an inclusive 
axiom genuinely means using inclusive language games, explored by critical narrative 
and dialogical encounters, executed within the full institutional sphere. Pedagogies of the 
oppressed, decolonizing pedagogies, critical race theory, multicultural education, inclusive, 
critical, and dialogical approaches and pedagogies all start from a notion of being reflective of 
one’s own assumptions and being open and receptive to the experiences of others, explicitly 
viewed as true and meaningful sources of knowledge. Hearing in that sense a third voice, 
that marks this dialectical true encounter between interlocutors, means being reflective, open 
and mindful of the lived experiences of underrepresented and marginalized students and 
professionals in higher education institutions today. 







Pedagogy of
CIND Encounter*

* The concept of safe and brave spaces is derived from John Palfrey (2018) and has been adjusted 
to the Pedagogy of CIND Encounter
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PEDAGOGY OF CIND ENCOUNTER 

The above stated critical thoughts and summarized learnings and thoughts lead to the 
presentation of the Pedagogy of CIND Encounter which integrally includes the various 
theoretical lenses, learnings and empirical praxis in a pedagogy that creates spaces for critical, 
inclusive, narrative and dialogical encounters of true and authentic understanding.

Working from a Pedagogy of CIND Encounter means taking a hermeneutic approach of creating 
transformational understanding as axiom. To create fusions of horizons between interlocutors 
asks for an educational space of encounter that is safe, brave and daring. Palfrey (2018) addressed 
the importance of free expression and the acknowledgement of diversity on campus by creating 
safe and brave spaces. A safe space offers a supportive climate for students to explore ideas and 
critical propositions without experiencing feelings of marginalization (and feeling oppressed). A 
brave space literally means the public and open space of debate and encounter. In these spaces, 
the critical and intellectual exchange steers into knowledge and understanding of phenomena, 
even if one experiences challenging and uncomfortable debates (micro aggressions, discrimination, 
exclusion, hate etc.). This concept of Palfrey evolved in this thesis into a third space, a daring 
space of encounter. Because of the interpretative approach of the thesis, the I, the researcher, has 
continuously gathered and iteratively integrated teaching and learning components into both the 
theoretical and the empirical studies. The concept of daring spaces can be understood as the critical 
reflection on these safe and brave spaces of narrative and true encounter. It refers to the critical 
encounter between former majority and former minority representatives, the unsettling encounter 
between oblivious and aware interlocutors (on topics of race, ethnicity, discrimination, -white- 
supremacy etc.). The daring space can only exist by addressing the student / underrepresented 
voice (marginalized) voice that is explored and shared by brave and safe encounters. Therefore, 
daring spaces critically require an inclusive encounter, where all interlocutors are present. 
To unsilence the counter perspective and narrative in this third space, safety and bravery of 
all interlocutors is required. If one opens/holds a daring space without safety and bravery, the 
(former) dominant/traditional perspective easily can dominate the debate, dialogue and even 
idiom. Former majorities, (white) supremacy, the dominant voice will be challenged in this daring 
space of encounter. What happens to your perception and understanding, when one listens and 
is receptive to the counter voice? What happens when the counter perspective is not only shared, 
but also reinforced, engaged in a communal inclusive campus space? In other words, who holds 
the space, who shares the story, who chooses the dominant idiom of understanding? In a true 
encounter, fusions of horizons are explored and hopefully and preferably experienced. The figure 
below shows the different pedagogies, the different spaces and the different execution levels this 
pedagogy relates to. It comprises three circles that refer to the (I) interlocutors, i.e., actors within a 
specific institutional managerial layer; (II) the spaces of encounter, specifically safe, brave and/or 
daring; (III) the suggested/used pedagogical praxis:
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I. the outer blue circle includes student, teacher, curriculum and policy & management
II. the middle green, brown and pink circle addresses safe, brave and daring spaces of 

encounter
III. the inner yellow circle contains critical, inclusive, narrative and dialogical pedagogical 

praxis. 

The figure can be used to describe and analyze a case/context (e.g., institutional inclusion idiom 
and praxis) and can simultaneously be used in a prescriptive manner, addressing the initial 
situation (where is the specific interlocutor situated) and didactical analysis (in what way can 
a Pedagogy of CIND Encounter guide/support this particular actor from one space to another, 
using which specific pedagogical ingredients, in which sequence?).  Consequently, one can turn 
the circles in the right position (initial situation) in order to design an adequate intervention 
(didactical analysis). Without readdressing all the ingredients in detail, the various pedagogies, 
spaces and execution levels synchronize integrally and dialectically in the following way:
- a Pedagogy of CIND Encounter promotes safe into brave into daring spaces of true 

encounter 
- inclusive pedagogy with its axiom of creating models of possibility in stead of deficiency, 

firstly creates safe spaces of encounter
- narrative pedagogy with its axiom of hearing voices by true narrative encounters, secondly 

create brave spaces of encounter
- dialogical pedagogy with its axiom of hearing voices and sharing voices, thoughts and 

reflections, thirdly creates brave spaces of encounters
- critical pedagogy with its axiom of changing the unequal status quo in educational 

settings by empowering underrepresented students, fourthly creates spaces of daring 
encounters.

This pedagogy of CIND encounter can be executed simultaneously on various levels, including 
the different institutional layers and various actors involved when implementing an inclusive 
support strategy.
- On a student level a pedagogy of CIND encounter always should start from a safe space that 

offers the sincere opportunity to students to share their marginalized, underrepresented 
stories by means of supportive and caring relations fostering true and brave encounters.

- On a teacher level a pedagogy of CIND encounter always should start from safe, to brave 
to daring spaces that not only offer the opportunity to share dominant, marginalized, 
master and counter-narratives but also critically reflect upon models of possibility in 
stead of deficiency, taking into account one’s unaware notions of the marginalized others.

- On a curriculum design level a pedagogy of CIND encounter always should start from 
safe, brave to daring spaces that work with narratives and counter-narratives, create 
awareness of marginalized and underrepresented ways of entering academia and their 



PEDAGOGY OF CIND ENCOUNTER   |   361

specific barriers when matriculating at higher education by also explicitly challenge one 
and another’s notions about sameness and difference, inclusion and exclusion, oppression 
and suppression, and silenced and heard voices in academia.

- On a managerial level, a pedagogy of CIND encounter always should start from an 
inclusive pedagogy referring to an inclusive language game that critically challenges the 
status quo. From the top this requires outside enforcement when executing an inclusive 
support strategy, while simultaneously from the bottom this requires inside activism, 
listening, hearing and including critical and reflective narratives that question the status 
quo and empower underrepresented students’ agency in their access to university. 

All in all, a Pedagogy of CIND encounter takes the student voice as axiom in addressing and supporting 
marginalized and underrepresented students in HEIs by not only hearing their voices by creating safe 
spaces of true encounter, but also by empowering underrepresented students agency by creating brave 
and daring spaces of dialogical and critical reflection on the status quo. Safe, brave and daring spaces 
are essential when one wants to put inclusive orthodoxy into practice and one can do so by offering 
inclusive spaces of systematically questioning equality, sameness and difference in HEI, by offering 
critical narrative encounters that create true and meaningful understanding of the self and the other, by 
offering brave and daring dialogical setting between all interlocutors and by not only designing models 
of possibility but also dialectically executing models of possibility in stead of deficiency. 
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Figure: Pedagogy of CIND Encounter
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INTRODUCTION 

Considering the ongoing transformation of (Dutch) society because of globalization and 
migration, and the continuous diversification of the student population entering Higher 
Education Institutions (HEIs), this thesis originated from the need to support underrepresented 
students during their matriculation at higher education. The differences between traditional 
(majority) students and non-traditional/underrepresented students are still salient when 
one takes enrollment rates and retention rates into consideration. Although these groups 
of underrepresented students - including first generation, low socio-economic background, 
refugees and non-western minority students - are making progress in successfully accessing 
HEIs, their continuous success throughout their study career still lags behind compared 
to the former majority, i.e., the traditional student population. National and international 
programs to support and empower these underrepresented students have been designed and 
executed over the last four decades, but little is known about the specific effects of these 
kinds of programs in the Dutch context and the specifics of curriculum design and sustainable 
support strategies that endure the capricious funding policies when it comes to diversity and 
inclusion interventions. From 2007 to 2011, national funding by the Ministry of Education 
made it possible to design and execute interventions that aimed at optimizing the access 
and success of underrepresented students during their matriculation at HEIs. Taking into 
account that transitioning to HEIs marks a challenging momentum in time that takes a leap 
of faith, the Vrije Universiteit Amsterdam was, at first, granted with institutional funding and, 
from 2011, national funding to enroll an inclusive support strategy that had to be designed 
and executed in order to not only support underrepresented students, but also transform the 
institution’s mission and vision regarding diversity and inclusion policy and strategies. In 
the following chapter there will, firstly, be a concise overview of the foremost learnings from 
the theoretical section that shaped the design and execution of a series of summer bridge 
programs between 2010-2015, to support underrepresented students during their matriculation 
at university. Secondly, there will be a concise overview of the foremost learnings from the 
empirical section that, by means of emergent understanding, evolved into an integral critical 
narrative and inclusive support strategy. These learnings from the theoretical and empirical 
sections will be recapitulated when answering the research subquestions. Thirdly, the critical 
reflection when synthetically combining these learnings is addressed by concisely resuming 
the evolved Pedagogy and CIND encounter, that can be understood as the key finding of this 
thesis and that answered the overall research question. Fourthly, final conclusive implications 
are formulated and fifthly, practical implications, recommendations and suggestions for further 
research are shared. 
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PhD Research Questions 
Before starting with the five summations, the following research questions have been 
addressed in this PhD project. The relevant sections of each chapter will conclusively answer 
each question in particular. 

Overall research question 
In what way does an interpretative critical narrative and inclusive support strategy enable 
underrepresented students to participate in order to create success through empowerment in their 
academic pathways in HEIs?

Subquestions Section I: theoretical studies
1. What are the key concepts, notions and lenses of the studies’ aggregated ‘sensitizing concepts’ that 

have iteratively evolved during the design and execution of the curriculum design of the summer 
bridge interventions?

2. How can the researchers’ involvements be understood as interpretative and being a subject in this 
research when constructing a theoretical understanding of the intervention?

3. Why do these key concepts and notions and the interpretative approach lead to the concept of 
‘bridging the third voice’?

Subquestions Section II: empirical studies
1. How has this curriculum design developed and evolved over a period of 5 years, what emergent 

understanding has proven to be salient?
2. How does a specific curriculum design of a critical, narrative and inclusive learning and teaching 

approach work, paying special attention to the used pedagogies and didactics?
3. What do the written and visualized student voices unravel?
4. What do the autobiographical audiotaped student voices unravel when one listens closely to their 

life stories, academic pathways, turning points (critical incidents) and evaluative remarks?
5. What can be learned on a managerial level when one puts theory into practice by using a critical 

narrative and inclusive learning and teaching praxis?
6. How does outside enforcement and inside activism play a role in working with students, teachers 

and supportive staff when executing summer bridges?
7. What are the overall lessons learned?
8. What are specific lessons learned







Learnings and contribution 
of the theoretical section 
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ANSWERS QUESTIONS SECTION I: 
THEORETICAL STUDIES

1. What are the key concepts, notions and lenses of the studies’ aggregated ‘sensitizing concepts’ that 
have iteratively evolved during the design and execution of the curriculum design of the summer bridge 
interventions?

Key concepts, notions and lenses of the aggregated sensitizing concepts that have iteratively evolved are:
	• the overarching hermeneutical approach that fosters true understanding of self and other that 

occurs when a fusion of horizons is explored dialogically and critically.
	• the critical narrative approach that includes dialogical encounters that facilitate true, meaningful 

and transformative exchanges between interlocutors in trusting and safe learning environments 
that foster the ability to question the status quo in order to create better processes and functions 
within society and to finally mitigate inequality by transformative and reconciling encounters. 

	• narrative learning and pedagogy that implies that one can be transformed and reconciled while 
empathetic listening, critical distance and a caring analysis facilitate narrative inquiry. A shift in 
one’s voice can occur when conversations between different voices one has with oneself reflect 
an internal negotiation with these different stories. This refraction shows a refocus, redirecting 
and reinterpreting of the dominant and leading voices in one’s life. This reframing and refracting 
of the inner voice occurs in a spiral-like process, never ending but with forward and upward 
momentum. So, in this particular process, different storylines are evoked, certain identities are 
being made available, imposed or closed down. Narrative pedagogy facilitates the educative 
journey through which learning takes place in profound encounters, by engaging meaning-
making and deep dialogue exchange.

	• the critical pedagogy approach that takes into account the multiple forms of oppression by focusing 
on issues of marginalization, power, justice and social transformation due to the systematic 
marginalization of the intersection groups in HEIs. It offers a praxis with a view to empower 
oppressed groups to pursue justice and emancipation by using critical pedagogies containing 
decolonizing pedagogy and a pedagogy of the oppressed. In these critical pedagogies resistant 
capital is explored that shows oppositional behavior that will challenge inequalities and 
include knowledge of the structures of racism and the motivation to transform such oppressive 
structures. Critical pedagogy is seen as a praxis that challenges white supremacy, white privilege, 
inequality, racism and inequity by unraveling the voices and counter stories of underrepresented 
groups as valid forms of evidence. As a result, this transformative and un-silencing praxis will 
lead to reconciliation. 

	• the inclusive orthodoxy approach that is seen as a human potential approach to facilitate the 
success of underrepresented students that will support them in navigating campus life and that 
will compensate a lack of social and academic capital by fostering alternate forms of human 
and identity capital. This social inclusion approach addresses models of possibility instead of 
deficiency, and they include critical and transformative pedagogies of hope. Inclusiveness 
addresses the disproportional distribution of unequal opportunities in education, curriculum, 
policy and management in education, and is concerned with the presence, participation and 
achievements of all students in HEIs. The social inclusion theory distinguishes social inclusion as 
access, as participation or engagement and social inclusion as success through empowerment. 
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	• the multicultural education approach that is seen as a discourse that focuses on improving access and 
academic achievement of the underrepresented students and fosters academic and socioeconomic 
positions of leadership. It addresses the theory of cultural pluralism; ideals of social justice and 
racism, prejudice and discrimination; affirmation of culture in teaching and learning processes; 
visions of equity and excellence for all. Multicultural education tries to nurture: multicultural 
content integration; diversity sensitive knowledge construction; prejudice awareness; equity by 
critical pedagogy; empowering and engaging school cultures. These parameters are advocated 
by an ongoing process of action, reflection and modification in order to secure multicultural 
education needs that pursue academic excellence without abandoning cultural integrity. 

2. How can the researcher’s involvement be understood as interpretative and being a subject in this research 
when constructing a theoretical understanding of the intervention?

	• Firstly, the researcher’s involvement is inherently interpretative since it is a subject within 
the curriculum design study, being the designer of the summer bridge program. Consequently, 
the iteratively evolved sensitizing concepts are constructs that subjectively appealed to the 
researcher when commencing this PhD research. The initial pilot project of the first summer 
bridge program was part of an assignment that included various field trips and study tours that 
primed the researcher’s notions of inclusive support strategies and critical narrative learning 
pedagogies and strategies. 

	• Secondly, from the notions of multicultural education, the challenging and troublesome themes 
of white privilege, white supremacy and the white ally provocation have been prevalent and 
subjectively uncomfortable since the very start of the curriculum design (pilot study). This 
multicultural education perspective offered a theory of praxis that exemplifies a roadmap of 
interpretively questioning privilege, examines this unconscious and unacknowledged privilege 
and addresses this oblivion and accessory oppressiveness. Key to this provocation is to challenge 
the inability to adopt minority, suppressed and counter-perspectives by majority representatives. 
This provocation can only be understood through a language of power and domination, a 
language that is incorporating supremacy, that relates to the operation of forces that saturate 
the everyday, mundane actions and politics that shape the world in the interest of white people. 
Even social justice allies like the subject, the I, the researcher in this thesis, face challenges in 
their turn when advocating counter-perspectives and (white) privilege because of the white 
supremacy history that implicates that a minority perspective can only be taken seriously if a 
majority ‘helper whitey’ is advocating this perspective. Thus, this subjective and interpretative 
provocation needs a dialogical, counter-narrative, inclusive, critical inquiry and encounter in 
order to become transformative and consolidating for all interlocutors within the educational 
realm and substantially marks the interpretative nature of the curriculum design. 
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3. Why do these key concepts and notions and the interpretative approach lead to the concept of ‘bridging the 
third voice’?

	• True understanding of self and other occurs when a fusion of horizons is explored dialogically 
and critically. This new understanding of the self, context, and relationships with others and even 
the wider world is referred to as ‘the third voice’ and, in particular, unraveling and hearing this 
voice is a result of the fusion of horizons that emerge from the encounter between interlocutors 
by showing a voice of dialogic collaboration. An empathic atmosphere and reciprocal relationship 
between the interlocutors characterizes true dialogic and narrative encounters. By re-writing and 
re-authoring underrepresented narratives in dialogic and critical encounters, the opportunity is 
created to engage in learning settings more deeply, to develop healthier identities and to support 
students in mitigating the impact of racism. By offering counter-spaces and fostering counter-
storytelling, underrepresented students are supported to combat the negative impact of the 
traditional racial storylines dowsed with micro-aggressions. These counter-spaces and counter-
stories have positive effects on identity formation which is explored during the summer bridge 
program by challenging dominant racial storylines, the development of a sense of agency and the 
facilitation of positive racial and academic identities. 

	• This third voice should not only be explored, fostered and shared in safe to brave spaces within 
a narrative encounter, but should also be shared and bridged with managerial layers of staff, 
teachers and management that are considered essential to realize social inclusive education. 
In order to foster change, excluded populations have to be included and represented in these 
managerial processes of power and incremental change. Therefore, there has to be a shift in 
hearing these students’ voices, being proactive in listening to them and empowering them to 
become change agents for effective inclusive provisions that are transformational in effect. In 
order to create change and bridge the third voice, understanding of the inclusive orthodoxy 
paradigm is necessary, conceding the top-down and outside enforcement dynamics with a 
dependency on senior leadership and accountability and the bottom-up inside activism that is 
socially driven and that engages staff, students and faculty who are aiming to break down the 
prevalent structures. 

	• Bridging the third voice: on an institutional, policy and managerial level, deficit orientated approaches 
have to be challenged and an outside enforced inclusive excellence idiom has to be fostered. On 
a teacher and staff level, there has to be critical and social justice driven commitment to engage 
the underrepresented students from a student-centered approach and bottom-up approach that 
fosters inside activism. On a curriculum level, lived experiences of underrepresented students are 
centralized and implicit associations and cultural biases are being challenged. And on a student 
level, underrepresented student groups should be approached holistically. 





Learnings and contributions 
of the empirical section 





LEARNINGS AND CONTRIBUTIONS OF THE EMPIRICAL SECTION   |   381

ANSWERS QUESTIONS SECTION II:
EMPIRICAL STUDIES

Main question empirical studies 

In what way does a critical, counter-narrative and inclusive encounter enable underrepresented students to 
participate in order to create success through empowerment in their academic pathways in HEIs?

A critical, counter-narrative and inclusive encounter enables underrepresented students to be 
involved and engaged in their academic pathways from the very start because of safe spaces 
of narrative encounter that are created. These spaces hold the safety requirements needed to 
be engaged, transparent and vulnerable in order to not only share stories but also counter and 
marginalized narratives, opposing the dominant and traditional narrative. Because of these 
meaningful encounters that facilitate new understanding of the self and the other, students are 
not only participating in the course and each others’ life stories, but peer learners and teachers are 
simultaneously engaged and participating by continuously sharing their stories and perspectives 
as well. This mutual understanding of the self and academic journeying creates a common 
ground that marks similarities opposed to differences. This mutual understanding, deep similarity 
exchange and empathetic witnessing that occur while using critical narrative and dialogical 
teaching and learning approaches, create a community of engaged learners and empower 
underrepresented students to be active agents within their own academic trajectories. Students 
are not only supported and empowered, they are encouraged and equipped to mobilize themselves, 
navigating academic campus life with a sense of honour and pride, including their layered, hybrid, 
marginalized and silenced identities. These programs foster a fundament for students to start from 
when they enter higher education and offer a package of social and academic capital as essential 
resources to elicit.

Subquestions empirical studies
	• How has this curriculum design developed and evolved over a period of 5 years, what emergent 

understanding has been proven to be salient?
The development of the curriculum design progressed coincidently with the chronological 
developments of the program management, involving: A. explorative research on the 
topic by participating in study tours, knowledge dissemination seminars, lectures, 
conversations with experts and practitioners. B. the design of an inclusive and critical 
narrative curriculum design based on the initial learning from the outreach programs of 
DePaul University (using narrative journaling) and UCLA with its AAP outreach program 
for underrepresented students. C. the teaching and learning of the included staff (teachers 
and trainers), using train the trainers. In the first year (2009-2010), I was trained myself, 
in the following years, a Train the Trainer module was offered to the participating staff. 
D. the teaching of the participants by the execution of the bridge program, creating an 
academic preparedness program consisting of social and academic integration lectures 
and reflection workshops on layered, hybrid and marginalized identities by using critical 
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narrative pedagogy. The emergent understanding that proved to be salient is the use of a 
critical narrative pedagogy that enables students and their peer coaches to be reflective 
on their common backgrounds, lacking the necessary resources to be as successful as 
traditional students in higher education. The understanding of the self and the other 
by means of narrative inquiry makes students feel at home, feel safe and included as 
students who belong to university. In spite of the fact that they lack particular resources, 
students are empowered to be aware of the kinds of capital they do carry along. Different 
forms of capital (family, navigational, linguistic, resistant, identity capital) complete the 
necessary resources these students lack. Students feel empowered and engaged by this 
understanding of various forms of capital that have been salient throughout their life and 
academic journeys; this understanding marks a ‘third’ and new voice within the student’s 
story that creates a sense of agency when navigating campus life. 

	• How does a specific curriculum design of a critical, narrative and inclusive learning and teaching 
approach work, paying special attention to the used pedagogies and didactics?
The curriculum design of a critical narrative and inclusive learning and teaching approach 
works with four pedagogical ingredients, namely critical, inclusive, narrative and dialogical, 
and three stages within this pedagogical climate, namely creating safe spaces, brave spaces 
and daring spaces of critical encounter. The discussion chapter explicitly presented the 
different angles and actors when working with this learning and teaching approach by 
presenting a Pedagogy of CIND encounter. 

	• What do the written and visualized student voices unravel?
Students share meaningful and life-changing critical incidents that mark a moment 
of truth and influence their academic trajectories. The emergent understanding of 
the importance of these moments, often marking a momentum of choice and change, 
empowers students to be authentic and be proud of their own academic journeys and 
capital. The mutual understanding students experience when sharing their stories often 
created spaces of sameness and deep feelings of similarity, which empower them to mark 
their agency when entering academic life. 

	• What do the autobiographical audiotaped students’ voices unravel when one listens closely to their 
life stories, academic pathways, turning points (critical incidents) and evaluative remarks?
In addition to the above-mentioned written voices, the interviews unravel the rich 
and layered identity capital students carry with them when entering academia. 
Underrepresented students often have faced more barriers and difficulties during their 
academic trajectories, varying from being a caretaker in one’s family, being in unhealthy/
abusive (family) relations, lacking the necessary social, economic, academic and human 
capital and, on the whole, being afraid to be exposed as impostor, not belonging to 



LEARNINGS AND CONTRIBUTIONS OF THE EMPIRICAL SECTION   |   383

academia. Their go-getter mentality and perseverance make these students active agents of 
their own academic trajectories and change. The mobility these students experience from 
one world to another creates feelings of uncertainty and pride, and they are intrinsically 
motivated to aim high and be successful. Because of affirmation, they positively evaluate 
the meaning and effects of the bridge program on their process of matriculation, and they 
explicitly mark the beneficial effects of meeting others, peer learners, who facilitate their 
transfer and share similar backgrounds and stories. Because of the transfer program they 
feel prepared and even more important, included. 

	• What can be learned on a managerial level when one puts theory into practice by using a critical 
narrative and inclusive learning and teaching praxis?
On a managerial level, the differentiated layers of execution, when implementing an 
inclusive approach, are essential, especially the synergy between the separate spheres and 
layers of execution. On the student level there is, theoretically, the notion of working with 
safe spaces that foster counter-storytelling, whereas the practical implication of this notion 
can be executed by using critical narrative and dialogical pedagogies and didactics. On a 
teacher and staff level there is, theoretically, the notion of the importance of continuous 
teacher professionalization regarding critical and inclusive support strategies, whereas the 
practical implication of this notion can be put through by facilitating train the trainers 
who address these particular kinds of pedagogies by using a ‘learning by doing’ approach. 
On a curriculum design level there is, theoretically, the notion of scanning the curriculum 
regarding its diversity sensitivity, using a critical race theory perspective to map out the 
missing links, conspicuous implicit and explicit associations and micro-aggressions used 
in teaching and learning readers and instructions. The practical implication of this notion 
can be carried out by critically engaging the students’ voice as terminus a quo in the bridge 
program, the narrative inquiries and encounters. On a policy level there is, theoretically, 
the notion of the inclusive orthodoxy idiom, dualistically addressing deficiencies by 
offering support and potential approaches. The practical implication of this notion can 
be applied by creating change through empowerment of these underrepresented students, 
mobilizing them from one sphere to another without jeopardizing them as students at 
risk or tokenizing them as students of marginalized groups/color/migrant background etc. 

	• How does outside enforcement and inside activism play a role in working with students, teachers 
and supportive staff when executing summer bridges?
From the top, senior leadership with verifiable accountability (track record) is crucial to 
implement support strategies that target underrepresented students in their access to 
higher education. Without this senior support, preferably from the institutional board, the 
execution of an integral support strategy is bound to fail, broken down in the pillarized 
layers of execution. Hence, outside enforcement is a minimal requirement to start any 



384   |   Chapter 5

support strategy if an intervention aims to be long lasting and sustainable instead of 
momentary and marginalized. From the bottom, inside activism should be derived from 
the students’ perspective, especially the underrepresented students who are targeted. 
As a result, inside activism should include not only the student voice but also student 
engagement and activism. Between these two poles, an integral approach could support 
the synergy between these perspectives by engaging supporting staff, teachers and 
(senior) managers as well as students and their voices. To break down the managerial 
layers, an inclusive support strategy should include all these layers vertically within the 
program management team. 

	• What are the overall lessons learned?
A critical narrative and inclusive teaching and learning approach creates meaningful safe 
spaces of critical, reflective and, consequently, brave and daring encounters that foster 
empowerment and mobility of underrepresented students in their access and transition 
process to higher education.

	• What are specific lessons learned?
A critical narrative and inclusive teaching and learning approach consists of safe, brave and 
daring spaces that are explored by critical, inclusive, narrative and dialogical encounters. 
These encounters are executed on a student, teacher, staff and managerial policy level, 
and dialectically steer the process toward an integral approach to create success through 
empowerment of all the involved actors. 
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KEY FINDING: 
A PEDAGOGY OF CIND ENCOUNTER 

The discussion chapter contained a synthetic overview of the learnings of the two sections and 
its implications for critical reflections and discussion. The essential pedagogical implications 
of this PhD thesis were abstracted in a pedagogical concept addressing the emergent 
understanding of the iterative process of developing and executing a critical narrative and 
inclusive support strategy. This concept of a Pedagogy of CIND Encounter (Critical, Inclusive, 
Narrative and Dialogical) finds its theoretical foundation in the theoretical study and its 
practical implication in the empirical study. The discussion chapter stated that all things 
considered:

	• A pedagogical approach when supporting underrepresented students in their access to higher 
education should integrally be part of curriculum design, paying special attention to the specific 
identity formation processes these students experience when matriculating at HEIs

	• Critical narrative and dialogical foundations create safe, brave and even daring spaces to share, 
revise and adjust master and dominant storylines and narratives that negatively influence students’ 
self-esteem. In contrast, critical narrative counter-storytelling leads to exploration, examination and 
even internalization of a positive, self-defined sense of one’s own racial/cultural/ethnic identity, 
perceived as a third voice of true and authentic understanding.

	• Inclusive orthodoxy can foster one managerial language game when taking into account social 
inclusion with its distinguished layers of social inclusion as access, participation or engagement, and 
social inclusion as success through empowerment as an agglomeration of students, teachers, staff, 
institution and management that dialectically envision and are engaged in an integral and holistic 
support strategy that continuously interacts and takes the student voice as axiom. 

	• Multicultural education can only be fostered by creating safe spaces where interlocutors share their 
supremacist or marginalized perspectives bravely. That is, in order to proceed with any multicultural 
teaching or learning strategy, one needs an open-minded, diversity sensitive and culturally aware 
mindset addressing themes of (in)equity, privilege, racism, discrimination, oppression, suppression 
and supremacy daringly.

	• On the whole, the Why, How and What of the multiple case study show a consistent chronological 
overview, describing the rationale of the bridge program, the curriculum design and the program 
management of the execution and the experiences of the participants. Steps taken are explicitly 
shared in order to exemplify decisions and chosen approaches when targeting underrepresented 
students with an integral and holistic strategy to support their process of matriculating at higher 
education. 

	• The quality of the multiple case study has proven to be valid, inclusive of the design parameters of 
construct, internal, and external validity, and reliability. The role of the I as subject makes the design 
and execution of the analyzed bridge programs explicitly interpretative. The detailed case study 
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protocol and the learnings from the student voice show the steps taken as well as the proven effects 
as shown on the self-reported evaluation forms, essays and biographical interviews. 

	• Lessons learned show that one needs safe spaces to design and execute a critical narrative and 
inclusive approach when supporting underrepresented students in HEIs. Especially taking into 
account the synergy and dialectics within the managerial levels when executing support strategies, 
moving from inclusive and safe spaces, to brave spaces of narrative encounter to daring spaces of 
critical dialogical counter-storytelling. Spaces for underrepresented, silenced, marginalized stories 
are spaces that start from a Pedagogy of CIND encounter. 

	• Dynamics that occur when putting critical narrative and inclusive theory into practice are dowsed 
with ambiguities: in- and exclusion, sameness and difference, awareness and oblivion, master and 
counter narratives, empowerment and marginalization, and safe versus challenging educational 
settings. The following dynamics continuously influence the actual spaces within education, being 
safe, brave, daring or challenging and even unsafe.

Key finding: a Pedagogy of CIND Encounter
This pedagogy integrally includes the various theoretical lenses, learnings and empirical praxis 
in a pedagogy that creates spaces for critical, inclusive, narrative and dialogical encounters of 
true and authentic understanding and states that:

‘Working from a Pedagogy of CIND Encounter means taking a hermeneutic approach of creating 
transformational understanding as axiom. To create fusions of horizons between interlocutors requires 
an educational space of encounter that is safe, brave and daring.’

The various pedagogies, spaces and execution levels synchronize integrally and dialectically 
in the following way:
- a Pedagogy of CIND Encounter promotes safe into brave into daring spaces of true 

encounter 
- inclusive pedagogy with its axiom of creating models of possibility instead of deficiency, 

firstly creates safe spaces of encounter
- narrative pedagogy with its axiom of hearing voices by true narrative encounters, secondly 

creates brave spaces of encounter
- dialogical pedagogy with its axiom of hearing voices and sharing voices, thoughts and 

reflections, thirdly creates brave spaces of encounter
- critical pedagogy with its axiom of changing the unequal status quo in educational 

settings by empowering underrepresented students, fourthly creates spaces of daring 
encounter.
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This pedagogy of CIND encounter can be executed simultaneously on various levels, including 
the different institutional layers and various actors involved while implementing an inclusive 
support strategy.
- On a student level a pedagogy of CIND encounter always should start from a safe space that 

offers the sincere opportunity to students to share their marginalized, underrepresented 
stories by means of supportive and caring relations fostering true and brave encounters.

- On a teacher level a pedagogy of CIND encounter always should start from safe, to brave 
to daring spaces that not only offer the opportunity to share dominant, marginalized, 
master and counter-narratives, but also critically reflect upon models of possibility instead 
of deficiency, taking into account one’s unaware notions of the marginalized others.

- On a curriculum design level a pedagogy of CIND encounter always should start from 
safe, brave to daring spaces that work with narratives and counter-narratives, create 
awareness of marginalized and underrepresented ways of entering academia and their 
specific barriers when matriculating at higher education by also explicitly challenge one’s 
and another’s notions about sameness and difference, inclusion and exclusion, oppression 
and suppression, and silenced and heard voices in academia.

- On a managerial level, a pedagogy of CIND encounter always should start from an 
inclusive pedagogy referring to an inclusive language game that critically challenges the 
status quo. From the top this requires outside enforcement when executing an inclusive 
support strategy, while simultaneously from the bottom this requires inside activism, 
listening, hearing and including critical and reflective narratives that question the status 
quo and empower underrepresented students’ agency in their access to university. 
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ANSWERING THE OVERALL QUESTION 
OF THE PHD THESIS

In what way does an interpretative critical narrative and inclusive support strategy enable underrepresented 
students to participate in order to create success through empowerment in their academic pathways in HEIs?

	• Narratives as shared in a truly critical narrative encounter display a new understanding, offer 
a third voice that voices a hidden/layered/silenced identity that is crucial to include in one’s 
academic journey. Without the true understanding of the whole self, narratively explored and 
facilitated by peers and peer learners, the various layers and forms of capital remain silenced 
or ‘unused.’ The exploration of self-perseverance, self-directing strategies, agency, and identity 
capital enriches these underrepresented students’ sense of self and boost their self-esteem. This 
is not only necessary to succeed in academia, it is expected to be known when acting in an 
unfamiliar habitus such as academia. Without an integrative support strategy which fosters 
students’ narrative identity formation academically and, in addition, guarantees the support 
of outside enforcement and inside activism, singular narrative explorations are meaningful, 
but marginal to systemic change in education. For the individual, however, each of these 
interventions can be meaningful and even life-changing, and the singularity of the meaning, 
on the most personal level is, therefore, considered most significant in this multiple case study. 

	• The true understanding of the dynamics of ‘being safe, brave, daring or challenging and even 
unsafe can be addressed by putting critical narrative pedagogies into practice as a strategy of 
creating inclusive support biotopes. This means a continuous interpretative reassessment of 
one’s place within this debate. Being oblivious could easily be resolved by narrative reflection, 
but only when the spaces are safe before braveness is introduced to share counter-narratives, 
and actually hear a third voice of true encounter and understanding. Being aware of one’s 
assumptions towards the other, the experiences and/or used micro-aggressions and the brave 
to daring spaces to voice the counter narrative perspective and -voice means that institutions, 
nationally and institutionally supported by inclusive idiom and gameplays, take responsibility 
and are accountable for setting up brave to daring spaces where critical reflective and counter-
storytelling is hosted as part of an inclusive support strategy.

	• The accountability lies in the longitudinal support endorsed by the institutional mission and 
vision on in- and exclusion, sameness and difference. Only when one can acknowledge the 
individuality of each student, each background, the various forms of habitus training, the lack 
of certain forms of capital and the richness of various other forms of capital, one can truly 
understand the long route underrepresented students endure when entering higher education 
institutions. 

	• Pedagogies of the oppressed, decolonizing pedagogies, critical race theory, multicultural 
education, inclusive, critical, and dialogical approaches and pedagogies all start from a notion 
of being reflective on one’s own assumptions and being open and receptive to the experiences 
of others, explicitly viewed as true and meaningful sources of knowledge. Hearing in that 
sense a third voice, that marks this dialectical true bridging encounter between interlocutors, 
means being reflective, open and mindful of the lived experiences of underrepresented and 
marginalized students and professionals in higher education institutions today.
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In conclusion, a Pedagogy of CIND encounter takes the student voice as axiom in addressing and 
supporting marginalized and underrepresented students in HEIs by not only hearing their voices by 
creating safe spaces of true encounter, but also by empowering underrepresented students’ agency by 
creating brave and daring spaces of dialogical and critical reflection on the status quo. Safe, brave and 
daring spaces are essential when one wants to put inclusive orthodoxy into practice and one can do so by 
offering inclusive spaces of systematically questioning (in)equality, sameness and difference in HEIs, by 
offering critical narrative encounters that create true and meaningful understanding of the self and the 
other, by offering brave and daring dialogical settings between all interlocutors and by not only designing 
models of possibility but also dialectically executing models of possibility instead of deficiency.

Figure: Pedagogy of CIND Encounter
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FINAL CONCLUSIVE IMPLICATIONS 
AND STATEMENTS 

1. Necessity of an interpretative and iterative approach
There is a need for a meta-analysis of the chosen ethnographic approach, since the I in 
this PhD project - me, the researcher- is substantially, subjectively and interpretatively 
involved both as designer and executor of not only the research, but also of the curriculum 
design of the summer bridge programs. Theoretically, I was primed with assumptions 
and understandings from my earlier education (MA in Religious Education) and my 
practical expertise in designing transfer programs (Vrije Universiteit Amsterdam). During 
the development of the bridge programs, this primary knowledge was expanded and 
updated along the lines of the design and execution of the multiple casestudy in its 
entirety (2009-2015). During this iterative process of understanding theory and relating 
it to praxis as exemplified in the various case studies, I - both subject and researcher 
- have evolved interpretatively, changing over time with a continuous awareness of 
subjective practical and theoretical understanding and its subsequent implications. In 
that sense, a spiral-like process of understanding and knowledge building of the interplay 
and dialectics between various layers of implementation, and the theory and praxis has 
arisen. In this way, the pedagogy of CIND encounter has evolved interpretatively, and it 
encourages practitioners to design and execute their inclusive intervention strategies 
interpretively and iteratively i.e., by continuously questioning their own assumptions and 
roles, the theoretical understanding of inclusive support strategies, and the interplay of 
these axioms when designing and executing inclusive support strategies. Beforehand, I 
would not have expected to be so interested in the managerial components of creating 
an inclusive support strategy. However, because of the challenges and barriers on the 
way to designing and executing an inclusive support strategy, it became salient that 
without proper support and senior accountability for these kinds of interventions they 
will remain marginal and small-scaled projects. In addition, I would not have expected to 
be as active as a subject within the programs’ execution. The designed train the trainer 
modules have iteratively evolved by means of the various partnerships and co-training 
sessions with master trainers and they proved to be substantially important for a critical 
narrative and inclusive teaching and learning praxis. In addition, the importance of not 
only hearing student voices, but also creating safe to brave and even daring spaces to 
work with counter-narratives and un-silenced voices of marginalized students in the 
design of the program found its form and essential meaning during the execution 
process. In that sense, as a privileged native Dutch researcher, I have been repeatedly 
confronted with my own biases and assumptions on sameness and difference, in- and 
exclusion with, often uncomfortable, feelings of being a white ally, striving and hoping 
to be a social justice ally. The learnings of this interpretative and iterative approach lie 
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in the essence of the Pedagogy of CIND encounter, beginning and ending with personal 
narratives that are safely explored and shared. They reflect participants’ personal and 
individual understanding of navigating the educational pipeline, their educational 
journey, personal study pathway, with special attention to experiences of belonging, 
of relevant turning points which mark a moment of truth that constitutes a personal 
narrative dowsed with navigational skills and qualities. By sharing these narratives 
with respect to in- en exclusion, belonging, significant others, moments of truth and 
positive transformational change, an interpretative approach is, inherently, narratively 
constructed and creates safe spaces for deeper and mutual understanding between all 
interlocutors. This mutual understanding is required to engage with the other, especially 
the marginalized and underrepresented others whose voices often have been silent and/
or still are being silenced in our educational institutions today. An interpretative approach 
takes the hermeneutical premise of fusions of horizons as axiom, creating a momentum 
of personal awareness and understanding of the (underrepresented) other. Without this 
sensitivity to personal storylines, the silenced and unheard voices and counter-narratives, 
an inclusive support strategy has no common ground and, therefore, no lived experience 
that intrinsically provides safe, brave and daring spaces of critical and transformational 
encounters facilitating third voices of understanding one’s academic pathway. 

2. Necessity of an integral approach 
When implementing inclusive outreach and support strategies and interventions like 
bridge programs, the execution does not stand on its own. Therefore, by analogy with the 
expression ‘it takes a village to raise a child’ from early childhood pedagogy, it is clear that 
‘it takes an integral approach, including the top and the bottom to implement inclusive 
support strategies in higher education institutions.’ Even within institutions, inclusive 
allies operate in their own niches and are rarely interconnected (policy consultants, 
administrators, educational staff, support staff). The gap between top and bottom (generic 
and specific activities) needs to be closed time and again, by supporting the dialectics 
between outside enforcement and inside activism.
- On an institutional policy and managerial level the inclusive excellence idiom should 

positively be marked as salient for the institution’s vision.
- On a teacher and staff level, critical and social justice driven commitments are required 

to engage underrepresented students and execute inclusive support strategies.
- On a curriculum level, the students’ voice and lived experiences should be the sine 

qua non. 
- On a student level, students are addressed using a strength-based approach instead of 

a deficit-based approach. They are engaged by means of critical narrative and social 
inclusion strategies that foster authentic and true commitment to underrepresented 
students. 
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3. Necessity of a critical interdisciplinary approach 
The foremost challenge seems to overcome a ‘silo’ approach with its ‘narrow’ understanding 
of implementing inclusive and diversity support strategies. Without communication and 
dialectics between the various layers of implementation the elements of ‘power’ and senior 
managerial outside/top down enforcement hardly coincide with the actually needed 
execution, particularly the need for including underrepresented voices in the design and 
execution of a support strategy. Not only an integral approach should be executed, but 
also a continuous critical reflection committee should be part of any inclusive support 
strategy, to counter-voice the decision-making process, to validate the used language 
and approaches, and to continuously be dialogical and reflective on the process and the 
execution. Since these types of managerial implementations often are directed towards 
heads of departments, chief diversity officers, university boards or other managerial 
layers, the heart of the intervention is lost out of sight, i.e., the actual interpretation and 
implications on a student level. As these interventions are meant to create better access 
and success for underrepresented groups, it should be mandatory to always include the 
student voice as a safeguard and backbone. However, inclusive orthodoxy is needed to 
create an impetus and acknowledge the status quo of the participation of underrepresented 
groups during various stages within the educational higher education pipeline. 

4. Necessity of didactical analysis and initial situation 
When using a Pedagogy of CIND encounter, i.e., when designing and executing an 
inclusive support strategy, the initial situation defines the implicated approach and 
requires a didactical analysis of the participating actors, the means, the needs and the 
appropriate method to design and execute the needed change management strategy on 
the various levels. An integral approach therefore implies a configuration of all actors 
and the accompanying strategies, taking the initial situation and didactical analysis into 
account for each independent and autonomous layer within the institutions. In other 
words, if one only trains students to be empowered, to share their counter-narrative and 
explore a third voice without the required training and implementations to understand 
a specific institutional inclusive idiom, students have no soundboard to bravely - let 
alone daringly - share their critical understanding of the self within a majority/traditional 
context. Similarly, if an inclusive orthodoxy is defined by an institutional board and/
or diversity/inclusion officer without proper consultation with the ‘target group’, and 
without the engagement of teachers and supporting staff to execute this particular 
understanding of inclusive orthodoxy, the outside enforcement will only be a language 
game in itself, existing independently from the lived experiences of exclusion, inclusion 
and safe, brave and daring encounter from a students’ and teachers’ perspective. Likewise, 
the teachers’ didactical analysis needs on the one hand to be imbued with the institutional 
idiom and understanding of inclusive support and axiom, while on the other hand it 
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should be linked to the perceived understanding of this idiom and aim from a student 
perceptive. In that sense, this layer of teachers, trainers and curriculum forms a bridge 
between top and bottom and lies at the center of the dialectical process of transformation 
of an institutional status quo. However, the teacher/trainers are interlocutors in this 
language game of understanding sameness and difference, in- and exclusion, narrative 
and counter-narratives, and are, therefore, interpretatively involved in the design and 
execution of these kinds of inclusive support strategies. Without this engagement, the 
readiness and willingness for students to be brave seems fragile, since there first has 
to be a safe space to share (counter) narratives and to hear (third) voices. Teachers and 
trainers can only facilitate this process if they have undergone this process of safe and 
brave sharing themselves, often combined by daring exchanges and encounters regarding 
experiences of in- and exclusion they faced themselves throughout their educational 
journey. Comprehensively, all these layers have their own initial situation, requiring 
the didactical analysis that is necessary and appropriate to the institutional inclusive 
idiom and axiom. If the layers operate autonomously in their own silos, a vacuum of 
deeper understanding can, on the one hand, create true, safe, brave and even daring 
encounters, but it can hardly create change through empowerment within all the various 
layers. An integral approach, therefore, requires a pedagogical understanding of identity 
development, and an inclusive managerial change management strategy that incorporates 
an accurate didactical analysis of each individual layer and the institution on the whole, 
including its inclusive idiom and understanding. If one would use the Pedagogy of CIND 
encounter, an integral approach should be supported by a detailed analysis of inclusive 
idiom, curriculum, teachers’ didactical analysis and students’ voices. For every actor and 
layer, safe, brave and daring encounters facilitate a pedagogy of CIND encounter that 
inherently should be critical, inclusive, narrative and dialogical for each actor and each 
intervention in particular. The following charts showcase abbreviated examples of how 
to use the key elements of a Pedagogy of CIND Encounter, when designing an inclusive 
approach. Every single intervention should include the four key components and employ 
them to setting up safe, brave and/or daring spaces of encounter. One can endlessly 
alternate target group, initial situation and, consequently, didactical analysis. Therefore, 
the next examples indicate only steps to be taken in designing an inclusive support 
strategy. If one intends to design an integral approach, one has to combine the actors 
and configure the initial situation and didactical analysis into an overarching curriculum 
design as elaborated comprehensively in the current PhD project’s empirical section. Key 
to this design principle is that one has to question: is there a safe, brave or daring space in 
the initial situation, i.e., without safety there will be no bravery, and daring spaces become 
contradictory explicitly ‘un-safe.’ (e.g., ‘having a Black Pete discussion with traditional 
former majority representatives,’ exemplifies the underrepresented student voice by 
talking about them and not with them’). 
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Example of designing a training/inclusive approach for Policy & Management according to a 
Pedagogy of CIND Encounter:

policy & 
management

initial situation: institution has not yet an inclusion policy but acknowledges lack 
of underrepresented students enrolling in their bachelor. There is no particular 
understanding of inclusive orthodoxy, only general values of equity and equality 
in higher education. The incentive to develop an inclusive strategy is related to the 
European Commission Policy agenda 2021-2027 to support inclusivity in education.  

didactical analysis: the target group consists of members of the institutional inclusion 
taskforce including institutional board members, senior policy makers and faculty 
deans. The initial question has not yet been formulated and there is little knowledge 
of  designing and executing inclusive support strategies in this layer. The student 
voice, and lived experiences are absent and teachers and accommodating staff are not 
invited in the task force inclusion. 

Pedagogy of CIND Encounter steps: Inclusive } Narrative } Dialogical } Critical
1.  creating a mutual understanding of the institutional vision and mission regarding 

inclusion, creating an institutional inclusive language game
2.  didactically, a SAFE space facilitates a narrative approach to navigate the members' 

stories on in- and exclusion, seen from a personal perspective
3. didactically, a BRAVE space facilitates a dialogical approach where the shared 

narratives are analyzed Socratically, and mutual understanding sets up ingredients 
for a third voice (true encounter, beyond the single and individual storyline, 
evolved by narrative sharing)

4.  didactically, a DARING space facilitates critical understanding of the third voice 
by including the student voice and lived experiences and teachers' understanding 
of didactical and practical implications of the institutional inclusive idiom.



406   |   Chapter 5

Example of designing a trainer/inclusive support strategy for underrepresented students 
accessing HEI’s. 

student initial situation: students are about to start their higher educational journey and 
have enrolled in a bridge program. It is their first encounter with a higher education 
institution and they self-identify as first generation students. 

didactical analysis: this student population not only has no earlier experience in HEI's, 
they also lack resources such as significant others and role models to support them to 
navigate the academic life and prepare them socially and academically for a successful 
enrolment in higher education. Academic literacy as well as feelings of belonging are, 
therefore, key goals to achieve during the offered bridge program. Becoming aware 
of one's own identity, academic and social capital will be the essence of the training. 

Pedagogy of CIND Encounter steps: Narrative} Dialogical} Critical } Inclusive
1.  didactically, a SAFE space facilitates a narrative approach that supports students 

to explore their first generation and underrepresented identity in relation to study 
career and pathway. 

2.  didactically, a BRAVE space facilitates a dialogical approach of participants to 
share their experiences and stories, and become aware of shared and mutual 
experiences that lead to a third voice of truly understanding the barriers and 
pathways underrepresented students face. 

3. didactically, a DARING space facilitates a critical approach where participants 
use the content of their narrative learning process to write academic papers that 
challenge the status quo and master narrative, representing traditional transfer 
students. 

4.  institutionally, a BRAVE space facilitates inclusive spaces of belonging where 
first generation and underrepresented students feel at home, respected and 
acknowledged by the representation of their stories and identity development 
throughout the institutional support; they keep sharing their counter-narratives 
and are aware of the qualities and assets their specific identity has to offer them 
during their academic pathways. 
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5. Necessity of the accumulative effect of an integral intervention strategy 
When implementing parts of a support strategy, i.e., an access or bridge program only 
on a student level, there is a possibility that the intervention only has a positive effect 
on individual participants, as shown in this thesis. However, and without jeopardizing 
or undervaluing this relevance, change lies in the accumulation of these kinds of 
‘empowerments through engagement’ success stories. On an institutional and national 
level, the marginalized experiences of 1 to 200 students participating in support strategies 
are insignificant, whereas the monitored (longitudinal) effects of these interventions, 
seen and understood as part of an integral approach, could foster change within (higher) 
educational institutions. By means of this integral approach, incorporating a pedagogy of 
CIND encounter, the inclusive orthodoxy and/or idiom from the top, will be constantly 
and critically reassessed along the lines of the students’ and teachers’ perspective 
and execution. The tendency to silence bottom-up support initiatives, to marginalize 
social justice allies during the process of institutional change can be minimized by this 
continuous critical reflection and incorporation of all the institutional layers. The need to 
inclusively create change means advocating inclusivity beyond the lines of race, ethnicity 
and diversity. All interlocutors are evidently and equally important in this inclusive 
language game, including all allies within the (higher) educational pipeline. 
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PRACTICAL IMPLICATIONS 

- All in all, institutions ought to be secure and safe places to learn, and explore social, 
academic, aspirational, resistance and identity capital in order to overcome the lack 
of ‘habitus’ or incorporated culture that is still needed in HEIs today.

- The positive effects of the critical and narrative approach contribute to academic 
achievements to such an extent that it inspires and supports students in their 
navigation of academic systems and their transition to colleges and universities.
	• Peer coaches are essential to engage underrepresented students with each other 

from the perspective of sameness, experiencing (deep) similarities. A community 
of engaged learners can be created, including supporting staff, peer coaches and 
participants throughout the entirety of the program. 

	• Acknowledging the importance of monitoring, a longitudinal, long-term study 
would offer more insight into the abiding effects of these programs as critical 
and transformative momentums in people’s lives. 

- The outside enforcement, guidance and support of senior management and 
institutional approval is a non-negotiable. Without allies, social justice driven 
interventions and implementations are scarcely successful.

- A pipeline approach is a non-negotiable, including a student life journey/trajectory 
from the very start (as early as possible) creating an integrative support strategy and, 
consequently, creating a transfer receptive culture. To be more effective, a pipeline 
approach should be combined with consortia that commonly subscribe goals from a 
single mission to support underrepresented students during their access to university.

- Creating institutional change means creating, educating and supporting change 
agents. Teacher professionalization courses are, therefore, crucial to create a pedagogic 
climate of trust, i.e., creating safe spaces to not only engage the underrepresented 
students, but to also prepare and educate teachers and staff how to facilitate an 
inclusive curriculum and campus climate that indeed is transfer receptive.
	• Necessary ingredients of inclusive teaching and learning are: 1. Create a safe 

space to listen to the other, the marginalized groups and counter-narratives, 2. 
Create brave spaces to not only listen, but also share stories of in- and exclusion, 
3. Create daring spaces that include uncomfortable debates, discussion and 
narrative inquiries, 4. Facilitate these encounters by communicative and dialogic 
storytelling didactics. 

- When setting up a curriculum design, include academic and social integration, self-
awareness training, assessment and reflection as key components of your curriculum. 
Without the proper alignment of the various building blocks of a course, students 
tend to get lost or overwhelmed by the amount of qualitative data.
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- And, most importantly: listen to the student voice, create space for untold, unwritten, 
unexplored stories to be told, share and use these stories as elixir to empower, support 
and encourage students starting from their own qualities and abilities as shown in 
their study pathways thus far.
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RECOMMENDATION

- inclusive internationalization: taking the ongoing emancipation of the underrepresented 
group as terminus a quo, with their growing enrollment and increasing successful 
access to HEIs, one has to be cautious about the long route emancipation brings 
about. Underrepresented students and professionals are significantly absent in 
internationalization projects (exchanges, fellowships, etc.). However, for the traditional 
student body, participating in exchange programs not only gives access to an international 
scope of career planning and further education, it also implies international identity 
development skills and strategies that are required and seen as beneficial for future 
employers (i.e., recruiters). Unfortunately, underrepresented students hardly participate 
in these kinds of exchange programs, due to various reasons that resonate with the 
social and identity capital theory, meaning that students lack resources and reinforcers 
to be actively engaged and empowered to participate (role models, significant others to 
support them, habitus training in navigating internationalization mobility). This goal 
should be included in the pipeline approaches of creating access and support strategies 
in the educational pipeline as soon as possible, taking into consideration the language 
and cultural barriers that have to be bridged in order to participate successfully. The 
national understanding from higher education institutions on this topic shows a growing 
interest and acknowledgment of this alarming status quo. However, the accurate approach 
to include underrepresented students is still lagging behind and means to engage and 
empower these groups have not been salient yet. With financial stimuli to bridge the 
economic gap, one cannot bridge the cultural gap between identity formation processes 
and the reason to participate. In other words, if an underrepresented student does not 
feel included in its own institution, why should he or she be attracted to a foreign and 
non-familiar institution? Often, an economic argument is used to stress the importance 
of internationalization not only for the student (with his/her future prospective) but 
also for the institution’s international relations and exposure. For the underrepresented 
group, this economic argument could be mentioned not only for their own prospects for 
the national but also for the international job market as a reason to participate. More 
importantly, this necessity should be related to the striking absence of this student 
population within internationalization projects, demonstrating the gaps between the 
various transition points within the educational pipeline and showcasing the salient 
barriers that impinge upon underrepresented students fluid enrolment in the educational 
system gearing them up to enroll successfully in the labor market. Without an integral 
perspective, taking various reasons, strategies and options into account, including the 
exploration of the student voice and experiences regarding these particular transition 
points, a merely financial incentive is bound to fail, and the inclusive participation to 
internationalization programs will be the next gap to bridge. 
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FUTURE RESEARCH

- Future research should take an integral approach as axiom in developing, executing and 
monitoring inclusive support strategies interdisciplinary. All layers of execution as well 
as qualitative and quantitative research methods should be combined in order to create 
understanding of the effectiveness of the support strategy on an individual as well as 
institutional level through time. A longitudinal approach enables a wider understanding 
of the long-term effects of these kinds of interventions on students’ and teachers’ (study) 
pathways. In addition, this integral and longitudinal research should explicitly involve 
various disciplines, in order to support the integral and interpretative nature of the 
approach. Educational scientists, (religious) pedagogues, psychologists, anthropologists, 
sociologists and economists should collectively investigate subquestions and, within all 
the layers of execution and research, students should be actively and critically engaged in 
order to create change. Pedagogical science could benefit from a more economic marketing 
approach and address intervention strategies as a business case, creating not only a clear 
setup, outline and timeline but also stress the importance of an overarching economic 
need and urge to include all students in higher education successfully. This economic 
argument is definitely subordinate to the ideological incentive to create inclusive and 
safe spaces for all students in education. The need to belong to and participate is vividly 
expressed by the student voices exposed in this PhD. All interlocutors in the educational 
pipeline should acknowledge this need and take responsibility for creating safe, brave and 
daring places of critical narrative inclusive and dialogical encounters. 
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CONDITIONS WHITE PRIVILEGE: 
UNPACKING THE INVISIBLE 
KNAPSACK (MCINTOSH 1989)

	• I can if I wish arrange to be in the company of people of my race most of the time. 
	• If I should need to move, I can be pretty sure of renting or purchasing housing in an area, 

which I can afford and in which I would want to live. 
	• I can be pretty sure that my neighbors in such a location will be neutral or pleasant to me.
	• I can go shopping alone most of the time, pretty well assured that I will not be followed 

or harassed. 
	• I can turn on the television or open to the front page of the paper and see people of my 

race widely represented.
	• When I am told about our national heritage or about “civilization,” I am shown that people 

of my color made it what it is. 
	• I can be sure that my children will be given curricular materials that testify to the 

existence of their race. 
	• If I want to, I can be pretty sure of finding a publisher for this piece on white privilege. 
	• I can go into a music shop and count on finding the music of my race represented, into 

a supermarket and find the staple foods, which fit with my cultural traditions, into a 
hairdresser’s shop and find someone who can cut my hair. 

	• Whether I use checks, credit cards or cash, I can count on my skin color not to work against 
the appearance of my financial reliability.

	• I can arrange to protect my children most of the time from people who might not like 
them.

	• I can swear, or dress in second hand clothes, or not answer letters, without having people 
attribute these choices to the bad morals, the poverty, or the illiteracy of my race. 

	• I can speak in public to a powerful male group without putting my race on trial.
	• I can do well in a challenging situation without being called a credit to my race.
	• I am never asked to speak for all the people of my racial group.
	• I can remain oblivious of the language and customs of persons of color who constitute 

the world’s majority without feeling in my culture any penalty for such oblivion. 
	• I can criticize our government and talk about how much I fear its policies and behavior 

without being seen as a cultural outsider.
	• I can be pretty sure that if I ask to talk to “the person in charge,” I will be facing a person 

of my race. 
	• If a traffic cop pulls me over or if the IRS audits my tax return, I can be sure I haven’t been 

singled out because of my race. 
	• I can easily buy posters, post-cards, picture books, greeting cards, dolls, toys, and children’s 

magazines featuring people of my race.
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	• I can go home from most meetings of organizations I belong to feeling somewhat tied 
in, rather than isolated, out-of-place, outnumbered, unheard, held at a distance, or feared. 

	• I can take a job with an affirmative action employer without having coworkers on the job 
suspect that I got it because of race.

	• I can choose public accommodation without fearing that people of my race cannot get 
in or will be mistreated in the place I have chosen. 

	• I can be sure that if I need legal or medical help my race will not work against me.
	• If my day, week or year is going badly, I need not ask of each negative episode or situation 

whether it has racial overtones.
	• I can choose blemish cover or bandages in “flesh” color and have them more or less match 

my skin. 
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SUMMARY

In this PhD study, a critical narrative and inclusive learning and teaching approach is 
developed and applied to support underrepresented students during their matriculation at 
higher education institutions. This summary addresses theoretical notions, assumptions and 
interpretative understanding of concepts that have influenced the design and application of 
this approach on the one hand; on the other hand, empirical findings when putting theory into 
practice will be addressed by concisely highlighting the ‘why, how and what’ of three cases, 
i.e., the summer bridge programs that were executed between 2010 and 2015. In addition, the 
foremost ‘lessons learned’ from this PhD study will be shared, using the evolved Pedagogy of 
CIND encounter (Critical, Inclusive, Narrative and Dialogical), which can be seen as the key 
finding of putting inclusive and social justice driven policy into critical narrative practice.
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WHY

Transitioning to higher education and defeating the achievement gap 
Because of the ongoing globalization and migration, societies are changing continuously 
and at a rapid pace, as has been the case over the last forty years in the Western European 
and Dutch context. Subsequently, inequalities in education, related to the socioeconomic 
status and migrant background of students, are still prevalent judging by attainment rates 
(i.e., study success, completion and retention rates). More importantly, these students from 
underserved and underprivileged backgrounds face several challenges when matriculating at 
higher education. These groups of students (specifically first generation, low socioeconomic 
status, with a non-Western migrant background, and refugees) are confronted by deficit-
oriented approaches to helping them to fit into the educational system. Although debates 
on equality and equity, inclusion and belonging gradually manifest within the realm of 
education, the pragmatical understanding of putting inclusive theory into practice seems to 
be challenging to not only teachers and staff, but also to senior policymakers. Because of this 
gap between attainment and retention rates of underrepresented students as compared to 
the (former) traditional student body and, additionally, the gap between theoretical inclusive 
idioms and orthodoxies and pragmatical critical inclusive praxis, there is an urge to address 
this gap by bridging the achievement gap on the one hand, and the praxis gap on the other. 
How can underrepresented students benefit from an inclusive support strategy that is both 
critical and narrative, and what can be learned on an institutional managerial level when 
implementing inclusive policies that challenge the former traditional academic majority and 
dominant academic narrative? 

Creating inclusive spaces of belonging 
In order to make the transition to academia successfully, being academically prepared is 
not sufficient. One has to experience a feeling of belonging, inclusivity, in order to be fully 
academically engaged. Therefore, it seems to be crucial to create inclusive spaces of belonging, 
where all students and particularly underrepresented students can learn to understand the 
academic habitus (hidden rules, codes, preferred social and academic behavior) by means of 
self-understanding and positive self-awareness training that is narratively and exploratory 
navigated during summer bridge programs that support students’ agency. A potential approach, 
which champions inclusive excellence, seeks to find the unique individual stories (‘turning 
points’) that address meaningful moments (‘critical incidents’) in students’ lives that positively 
affect their study pathway. What forms of capital do students possess, did they thus far utilize 
unawares, and what can students, their peers and teachers learn from these academic journeys? 
The hybrid and layered identities of underrepresented students’ stories that expose the need, 
search and use of various forms of capital have been fundamental in a holistic support strategy 
that is both critical narrative and inclusive, and fosters students’ agency when combatting the 
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prevalent achievement gap. By understanding one’s silenced, hidden, and/or unaware story, 
and by sharing these stories in safe spaces of narrative encounter, students and their teachers 
find themselves empowered and equipped to be critically and academically engaged in mutual 
transformative learning spaces.
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HOW 

A critical narrative and inclusive support strategy, a multiple case study
Between 2009 and 2015, a multiple case research-study was designed and executed at the Vrije 
Universiteit Amsterdam (VUA), The University of California, Los Angeles (UCLA) and Nevada 
State College Las Vegas (NSC). During rigorous summer bridge programs, students from these 
universities participated in courses that aimed at optimizing students’ access to academia by 
offering academic preparedness modules. The components of these courses consist of assignments 
of academic preparedness and integration, social integration and reflection on one’s identity capital 
(forms of capital). Students went through the full empirical cycle and had to write an academic 
essay on their autobiographical research with regard to their own academic pathway. Academic 
skills such as academic writing, presenting, working collaboratively, and carrying out academic 
research were addressed and students had to submit their essay in order to obtain a certificate of 
completion. During the entire course, participants were supported by peers, i.e., student-coaches 
who participated in the program. These coaches were trained in peer-mentoring skills, and 
engaged critically and narratively throughout the entire bridge program. Because of the student-
coaches’ closeness to the participants - based on a ‘deep similarity approach’ and experiences of 
‘empathetic listening’ – students expressed to (have) become academically engaged due to feelings 
of belonging and inclusivity. They experienced summer bridge programs as inclusive biotopes of 
inclusive support, geared to engagement and excellence. Navigating campus life with the help of 
significant others who not only understand academic life, but also acknowledge the experiences 
and challenges underrepresented student face, creates an opportunity to honestly share stories that 
are truly understood because of a caring relationship and analysis. Students felt better prepared, 
included and both personally and academically empowered. 

Interpretative lenses of theoretical understanding
During the design of the courses, a priori (preliminary) theoretical concepts influenced the 
ingredients of the curriculum and teacher professionalization courses. Since the researcher, the 
I and subject of this thesis, was both theoretically and practically involved in the design and 
execution of the bridge program, the theoretical understanding and the empirical exploration, have 
been explicitly interpretative, i.e., subjective. As the design and execution started immediately after 
the assignment was given to the researcher of this PhD project, an iterative process of emergent 
understanding of theory and praxis has been salient throughout the process of designing and 
executing the summer bridge programs, i.e., an ongoing learning process that evolved by inductive 
and deductive logic. The various theoretical lenses of interpretative understanding include: a 
hermeneutical approach, a critical narrative approach, an inclusive orthodoxy approach, and a 
multicultural education approach. Within the Theoretical Studies, the concepts of each of these 
lenses are synthetically combined, i.e,. dialectically challenged, which led to ‘bridging the third voice, 
a true student-teacher encounter.’ Key to this phrase is the understanding of the essence of narrative 
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encounter, learning and pedagogy that lies at the heart of this inclusive support strategy. Not only 
are participants engaged by sharing their academic journeys narratively, but peer coaches, teachers 
and staff who participate in the design and execution of summer bridge courses are also involved 
in true narrative encounters that create spaces of mutual understanding and transformative 
experiences. A third voice can arise out of the true exchange between interlocutors that creates 
deeper understanding of self and other. By engaging interlocutors safely into a narrative exchange, 
space is given to listen to counter narratives that defy leading negative storylines that impinge on 
students’ attributed fixed abilities. Instead, by listening to the counter-narratives of marginalized 
and suppressed groups, all interlocutors are actively engaged in creating new storylines by re-
storying their personal and mutual understanding bravely. This new understanding, the third voice, 
opens up an idiom to express the used forms of capital in students’ academic journeys, in order to 
combat the achievement gap. Not only does it encompass social and academic capital, but it also 
entails family, navigational, linguistic and resistance capital. The explored ‘identity capital’ enriches 
and empowers students’ self-esteem and fuels students’ agency. 

Outside enforcement and inside activism
Designing a critical narrative approach cannot exist without its application and subsequent 
implementation within educational establishments. Therefore, the managerial implication of 
creating an effective and empowering inclusive support strategy coincides with an inclusive idiom 
i.e., language game, that has to be unfolded when implementing inclusive and diversity policies. 
Top-down outside enforcement and bottom-up inside activism are two sides of the bi-polar 
spectrum that inextricably are intertwined and are connected within the center, the teachers and 
staff that could function as mediators between top and bottom. Without senior management and a 
genuine accountability, implementation of an inclusive idiom and strategy is bound to fail because 
of its marginalized position within a ‘diffuse and bureaucratic’ educational institution. Without 
critical interference by students and the empowered inclusion of a student voice, implementation 
of an inclusive support strategy is bound to fail because of its lack of genuine experiences and 
marginalized students’ voices, representing the counter and silences narratives that oppose the 
former majority idiom of traditional academic understanding and academic habitus training. 
Consequently, both poles have to be simultaneously addressed in order to dialectically challenge 
and change the (unequal) status quo. Teachers and staff are, therefore, the ones who have to be 
engaged and trained, included and supported as mediators between top and bottom. They can 
translate, in close and critical collaboration with students, the ‘lessons learned’ from the critical 
narrative encounters into a reassessment of the curriculum and they can escort and empower 
students to be active change agents by using their status as social justice allies when advocating 
for institutional change towards the top. All in all, outside enforcement and inside activism go 
well together and should be continuously activated and engaged by both students, teachers and 
(senior policy) staff. 
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WHAT

The Third Voice
Participants of the summer bridge programs were interviewed, filled out self-reported 
evaluation forms, wrote essays and executed various narrative and dialogical assignments, 
which led to a capacious qualitative dataset that was analyzed in this PhD project. 
Students and peer coaches expressed the empowering effect of working with narratives 
and critical dialoguing pedagogies. The understanding of counter-narratives that address 
the marginalized students’ perspective and the alternative forms of capital that have been 
obtained or applied during students’ academic trajectories, creates a deeper understanding 
of the self and the other, i.e., a third voice. Moreover, because of the other (interlocutor: 
teacher, peer coach, interviewee etc.) and because of sharing one’s story, new and different 
meaning and understanding evolves, seen as empowering, reassuring and acknowledging 
one’s complex journey. These counter perspectives support students’ agency, self-
efficacy, resilience and navigational capital in overcoming the achievement gap. On an 
individual level, these narrative assignments and bridge programs are life-changing. 
On an institutional level, these stories embody the essence and heart of inclusive and 
holistic support strategies that are not yet aligned within institutional integral Bildung 
policies. Without the proper embeddedness within an institutional inclusive idiom and, in 
consequence, within the academic core, these kinds of strategies remain at the margins of 
institutional change, i.e., they are at the institutional periphery. Consequently, these stories 
and qualitative data should be longitudinally monitored and completed by quantitative 
effect studies that address the continuous process of academic identity formation (not 
only during a summer bridge program, but throughout the entire educational pipeline). 

Pedagogy of CIND Encounter
The design and execution of a critical narrative and inclusive learning and teaching 
approach has led to a synthetically and iteratively evolved pedagogy of CIND encounter, 
addressing specifically Critical, Inclusive, Narrative and Dialogical pedagogies. These 
pedagogies with their specific didactical apparatus, can only come into existence within 
safe, brave and daring spaces of encounter. 



SUMMARY   |   453

A Pedagogy of CIND encounter takes the student voice as axiom in addressing and supporting 
marginalized and underrepresented students in HEIs by not only hearing their voices by creating 
safe spaces of true encounter, but also by empowering underrepresented students’ agency by creating 
brave and daring spaces of dialogical and critical reflection on the status quo. Safe, brave and 
daring spaces are essential if one wants to put inclusive orthodoxy into practice and one can do 
so by offering inclusive spaces of systematically questioning equality, sameness and difference in 
HEIs. This can be realized by offering critical narrative encounters that create true and meaningful 
understanding of the self and the other, by offering brave and daring dialogical settings between 
all interlocutors, and by not only designing models of possibility but also dialectically executing 
models of possibility in stead of deficiency
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LESSONS LEARNED

What are the overall lessons learned?
A critical narrative and inclusive teaching and learning approach creates meaningful safe 
spaces of critical, reflective and, consequently, brave and daring encounters that foster 
empowerment and mobility of underrepresented students in their access and transition 
process to higher education.

What are specific lessons learned?
A critical narrative and inclusive teaching and learning approach consists of safe, brave and 
daring spaces which are explored by critical, inclusive, narrative and dialogical encounters. 
These encounters are facilitated on a student, teacher, staff and managerial policy level, 
and dialectically steer the process towards an integral approach to create success through 
empowerment of all the involved actors. 







Samenvatting
(Summary in Dutch)
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SAMENVATTING (SUMMARY IN DUTCH)

Horen van de Derde Stem
vanuit veilige, moedige en gedurfde ontmoetingen
Summercourses voor ondervertegenwoordigde studenten in het hoger onderwijs:
een kritisch narratieve en inclusieve onderwijsbenadering

Samenvatting 
In dit promotieonderzoek is een kritisch-narratieve en inclusieve onderwijsbenadering 
ontwikkeld en uitgevoerd die ondervertegenwoordigde studenten ondersteunt tijdens hun 
transitie naar het hoger onderwijs. In deze samenvatting wordt enerzijds aandacht besteed 
aan de theoretische noties, aannames, opvattingen en het interpretatieve begrip van de 
concepten die het ontwerp en de uitvoer van de benadering hebben beïnvloed. Anderzijds 
worden de empirische bevindingen beknopt beschreven: ‘Wat gebeurt er als de theorie in 
de praktijk wordt gebracht?’ Door stil te staan bij de onderdelen ‘Waarom, Hoe en Wat’ 
die aan de orde komen in beschrijvingen van de cases van de Summercourses (‘zomerbrug 
programma’s’) in empirische studies die hebben plaatsgevonden tussen 2010 en 2015, ontstaat 
inzicht in de (uit)werking van de theoretische concepten zoals geoperationaliseerd in de 
weerbarstige onderwijspraktijk. Aanvullend zullen de meest essentiële ‘lessons learned’ uit dit 
promotieonderzoek samenvattend vermeld worden aan de hand van het geleidelijk ontstane 
methode van ‘een pedagogiek van KIND ontmoeting,’ bestaande uit een Kritische, Inclusieve, 
Narratieve en Dialogische pedagogiek. Deze pedagogiek maakt het mogelijk om een inclusief 
sociaal-rechtvaardig en geëngageerd beleid op een kritisch-narratieve manier in praktijk te 
brengen. 
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WAAROM

Aansluiting en transitie naar hoger onderwijs en overwinnen van de prestatiekloof
Vanwege de aanhoudende globalisering en migratie die de West-Europese landen de afgelopen 
veertig jaar bepalend hebben beïnvloed, blijft de samenleving zich met name in de urbane 
gebieden transformeren. Voormalige meerderheden zijn de nieuwe minderheden geworden 
en etnisch Nederlandse studenten worden langzaamaan vergezeld door niet alleen studenten 
van niet-westerse migratieachtergrond, ook vluchtelingen en westerse-migranten beïnvloeden 
het onderwijslandschap. Met deze ontwikkelingen dient de vraag zich aan hoe het staat met de 
verdeling van kansen, de toegang tot gelijke kansen als men kijkt naar de succesvolle deelname 
van nieuwe en ondervertegenwoordigde groepen aan het hoger onderwijs. Niet alleen een 
achtergrond als migrant maakt dat kansen ongelijk verdeeld en verkregen worden, ook de 
sociaaleconomische status van een student heeft nog altijd een bepalende invloed op diens 
kansen in het onderwijsbestel, getuige de verschillen in onderwijsprestaties (in- en doorstroom 
van talent in de onderwijsketen). Belangrijk voor dit onderzoek is dat studenten met een 
minder kansrijke achtergrond - zogenaamde ‘niet-traditionele studenten’ - vaker en meer last 
hebben en worstelen met het succesvol doorlopen van hun studie vergeleken met traditionele 
(etnisch) Nederlandse studenten. In dit onderzoek is in het bijzonder aandacht besteed aan 
groepen studenten die gezien worden als ‘ondervertegenwoordigd’ in het hoger onderwijs. Er 
is met name gekeken naar studenten met achtergronden als: niet-westers, eerste generatie, 
lage sociaaleconomische status of vluchteling. Kenmerkend voor deze studenten is dat ze 
vaker geconfronteerd worden met deficiëntie-georiënteerde interventieprogramma’s gericht 
op ‘bijspijkeren en aanpassen.’ De vraag is echter wie zich aan wie moet aanpassen en of de 
voormalige traditionele inrichting van aansluitingsprogramma’s wel van toepassing is op deze 
groep studenten. Met andere woorden zijn de aansluiting- en ondersteuningsprogramma’s 
wel verenigbaar met de aansluitingsproblematiek die ondervertegenwoordigde studenten 
(hebben) ervaren? Helpt een programma gericht op spelling en academische geletterdheid 
de wezenlijke problematiek van ‘anders zijn, buitengesloten voelen en je niet thuis voelen’ op 
te lossen? Ondanks dat debatten over gelijkheid en rechtvaardigheid, inclusie en diversiteit 
binnen het onderwijsveld en de academische wereld wel degelijk gevoerd worden, lijkt de 
pragmatische vertaling van een inclusiebeleid in de praktijk lastig. Mede vanwege enerzijds 
de prestatiekloof tussen ondervertegenwoordigde studenten en voormalig (bevoorrechte) 
traditionele studenten en anderzijds de kloof tussen het begrip van de theorie over gelijkheid, 
rechtvaardigheid en inclusie en de weerbarstige praktijk van onderwijs implementaties, 
lijkt er een behoefte te zijn deze kloven te overbruggen. De vraag die rijst is: ‘hoe kunnen 
ondervertegenwoordigde studenten profiteren van een inclusieve onderwijsbenadering die 
zowel kritisch als narratief is’ en ‘wat kan er geleerd worden van het implementeren van 
inclusief beleid, als men kijkt naar het huidige verandermanagement. Wat gebeurt er als de 
voormalige meerderheid haar dominante academische narratief moet herzien?’ 
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Het creëren van veilige ruimtes: ‘thuis voelen en erbij horen’
Om succesvol in te stromen in het hoger onderwijs, hebben ondervertegenwoordigde 
studenten niet voldoende baat bij een louter academische voorbereiding. Het gevoel ergens 
bij te horen, er onderdeel van te zijn en je thuis voelen, zijn elementaire aspecten van een 
succesvolle aansluiting op het hoger onderwijs en een succesvolle doorstroom tijdens de 
academische studieloopbaan. Het academische engagement dat aangewakkerd wordt op het 
moment dat men zich erkend en onderdeel voelt van de (academische) gemeenschap, maakt 
dat studenten meer bronnen hebben om uit te putten: meer steunpilaren, meer souffleurs 
en meer uitvalswegen als ze het even niet weten. Binnen deze academische inclusieve 
gemeenschappen kunnen ondervertegenwoordigde studenten de juiste codes, spelregels en 
taal leren van het discours in hun nieuwe academische habitat. Dit vraagt om een habitus 
training, als het ware het oefenen en leren spreken van de academische codetaal. Het halen 
van goede cijfers alleen is niet voldoende om succesvol te zijn in het hoger onderwijs of als 
voorbereiding op de arbeidsmarkt. Juist het kennen van jezelf, van je eigen identiteitskapitaal, 
van je eigen competenties, krachten en valkuilen, wordt intensief geëxploreerd gedurende de 
summercourse waarin de handelingsbekwaamheid (agency) van studenten wordt gestimuleerd. 
Een potentie-benadering, die aanhoudend pleit voor inclusieve excellentie, besteedt in het 
bijzonder aandacht aan unieke individuele verhalen (‘kantelmomenten’) gekenmerkt door 
betekenisvolle gebeurtenissen (‘critical incidents’) die van grote positieve waarde zijn voor 
de academische studieloopbaan. Welke vormen van identiteitskapitaal bezitten de studenten 
eigenlijk, wat hebben ze ingezet tot nu toe dat wellicht onbelicht en onbewust was als onderdeel 
van hun kwaliteit en kracht, hun competenties, en wat kunnen studenten, hun peer-coaches en 
docenten leren van deze studieloopbaan verhalen? De hybride en gelaagde identiteiten zoals 
verteld in de levensverhalen van deze ondervertegenwoordigde studenten, tonen de behoefte 
aan de zoektocht naar en de inzet van verschillende vormen van kapitaal. Daarom is het voor een 
holistisch ondersteuningsprogramma van essentieel belang dat aandacht wordt besteed aan 
de verschillende vormen van identiteitskapitaal, dat op narratieve en inclusieve wijze verkend 
wordt in de summercourse. Door het diepere begrip van de stilgemaakte (‘silenced’), verborgen, 
onbewuste verhalen en door het delen van deze verhalen in veilige ruimtes waar narratieve 
ontmoetingen en uitwisselingen kunnen plaatsvinden, kunnen studenten en docenten zich 
gesterkt en bekrachtigd voelen en bovenal toegerust om kritisch academisch betrokken en 
geëngageerd te zijn in wederzijdse transformatieve academische leergemeenschappen. 
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HOE

Een kritisch narratieve en inclusieve onderwijsbenadering: een multiple case study
Tussen 2009 en 2015 hebben ontwerp en uitvoer van summercourses centraal gestaan in de 
multiple case study die onderwerp is van het empirisch gedeelte van dit promotieonderzoek. 
Op drie universiteiten vonden de summercourses plaats, de Vrije Universiteit Amsterdam 
(NL), de University of California Los Angeles (VS) en op Nevada State College Las Vegas 
(VS). Gedurende deze intensieve summercourses die varieerden van 10 dagen (NL) tot 
6 weken (VS), namen ondervertegenwoordigde studenten deel aan workshops en crash 
courses die studenten goed moesten voorbereiden op hun start aan de universiteit (een 
vliegende start). De cursus richtte zich in het bijzonder op academische integratie, sociale 
integratie en reflectie (op competenties, kwaliteiten en identiteitskapitaal). Studenten 
doorliepen de stappen van de empirische cyclus aan de hand van een onderzoek naar 
hun eigen levensverhaal. Ze verkenden hun studieloopbaan tot nu toe en schreven hun 
eerste academische essay over ‘hun eigen koers varen.’ De verschillende crash courses 
besteedden aandacht aan klassieke academische vaardigheden als academisch schrijven, 
lezen, samenwerken, presenteren en goed onderzoek doen. Om een certificaat te 
ontvangen moesten studenten het essay inleveren. Gedurende dit hele programma werden 
deelnemers ondersteund en begeleid door student-coaches, zogenaamde peer-learners die 
speciaal getraind waren als academische mentor voor dit programma. Zij zorgden voor de 
continuïteit binnen de cursus zelf en gedurende het natraject (het 1e semester) en stonden 
garant voor de gewenste sociale integratie. Vanuit een aanpak van empathische ‘getuigenis’ 
en een benadering van verwantschap (deep similarity approach), konden deelnemers zich 
(h)erkend voelen door significante anderen met soortgelijke studieloopbaanverhalen 
als zijzelf. Ook konden zij hun counter-narratives (tegen-verhalen) delen vanuit 
veiligheid, her- en erkenning van het perspectief van de ondervertegenwoordigde en 
(soms) gemarginaliseerde student. Studenten voelden zich academisch geëngageerd en 
inclusief benaderd, als behorend tot hun nieuwe habitat, de universiteit. De zogenaamde 
inclusieve biotopen, die met de summercourses werden gerealiseerd werkten, vanuit de 
potentie-benadering, aan inclusieve excellentie, iets dat door deelnemers werd ervaren als 
erkenning en bekrachtiging van hun inzet en doorzettingsvermogen. Het creëren van een 
veilige (leer)omgeving waar door narratieve uitwisseling dieper begrip ontstaat van het 
eigen verhaal en verhalen van anderen, maakte dat studenten zich gesterkt voelden hun 
verhalen ook moedig te delen (bijvoorbeeld in hun essays). Alles samengenomen voelden 
deelnemers zich beter voorbereid op hun nieuwe situatie en studie, en voelden zich in het 
bijzonder op een persoonlijk niveau bevestigd en academisch gesterkt. 
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Interpretatieve aannames en theoretische perspectieven
Voor, tijdens en na het ontwerp en de uitvoer van de summercourses werden de theoretische 
noties continu bijgesteld door nieuwe inzichten die de onderzoeker zich eigen maakte in de 
loop van het onderzoek (2009-2016). De theoretische kentheorie van een communicatieve 
hermeneutiek beïnvloedde van tevoren (a priori) de verdere kennisverwerving en verwerking. 
De onderzoeker in dit promotieproject is uitdrukkelijk subjectief en interpretatief betrokken 
bij zowel het ontwerp (theoretisch gedreven) als de uitvoer (empirisch gedreven) van de 
gerealiseerde inclusieve onderwijsbenadering. De uitvoer van de opdracht begon meteen 
na aanstelling van de onderzoeker en dit maakte dat zij subjectief betrokken raakte bij 
zowel ontwerp als uitvoer. Dit genereerde dan ook het iteratieve proces van theoretische 
en empirische duiding waarvan dit proefschrift een product is. Het voortschrijdende inzicht 
in de (uit)werking van de theoretische perspectieven in de weerbarstige onderwijspraktijk 
en, andersom, de duiding van de empirische dynamieken met behulp van theoretische 
analyses, maken dat dit proefschrift het product is van een inherent dialectisch proces. 
These, antithese, en synthese zijn continu geoperationaliseerd in zowel theorie als empirie 
en dialectisch is het begrip doorontwikkeld tot een concept van een ‘pedagogiek van KIND 
ontmoeting’. Het volgt een inductief-deductief logisch model van redeneren, bestaande uit 
een reeks overkoepelende theoretische perspectieven: een (communicatief) hermeneutische 
benadering, een kritisch narratieve benadering, een inclusieve orthodoxie benadering en een 
multiculturele onderwijsbenadering. Binnen de theoretische studie worden deze concepten 
synthetisch gecombineerd en dialectisch weerlegd, wat leidde tot het concept van ‘het 
overbruggen door een 3e stem, een integere docent-student ontmoeting.’ Bepalend voor 
deze frase is het begrip van de essentie van een narratieve ontmoeting, narratief leren en 
narratieve pedagogiek, die ten grondslag ligt aan een inclusieve onderwijsbenadering. Zowel 
deelnemers, studenten (peer coaches) als docenten zijn betrokken door het narratief delen 
van verhalen over hun academische studieloopbaan en daarbinnen het voeren van hun eigen 
koers. Door dit proces van het creëren van veilige (leer)omgevingen te delen, ontstaat voor het 
verhaal de gelegenheid om gehoord, herkend en erkend te kunnen worden. De volgende stap 
is delen met anderen, en hiervoor is moed nodig. Een derde stap vraagt, voorbij de moed, om 
durf, een gewaagde stap om, vanuit begrip voor het verhaal van de ondervertegenwoordigde 
ander, kritische counter narratives (tegen verhalen) te delen, die de bestaande status quo 
en traditionele vormen van academische vorming kunnen innoveren. Wederzijds begrip 
kan leiden tot transformatieve inzichten, niet alleen bij deelnemers en studenten, maar ook 
bij hun begeleiders en docenten. Een zogenaamde ‘3e stem’ kan ontstaan uit een oprechte 
uitwisseling en ontmoeting tussen gesprekspartners en markeert een dieper kennen van het 
zelf, bij de gratie van het luisteren en vertellen van de ander. Juist in deze uitwisseling vindt 
die betekenisgeving plaats, doordat de ander de woorden teruggeeft, de taal herschept, de 
interpretatie teruglegt bij de verteller. En wat wordt er dan gehoord, als hetzelfde verhaal 
opnieuw verteld wordt, maar nu met woorden van begrip? Het negatieve idioom van een 
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deficiëntie-benadering wordt krachtig weerlegd door de moedige verhalen van deelnemers 
die de vooroordelen en aannames over academische geletterdheid en aansluiting weerleggen 
en een nieuw licht werpen op de gemarginaliseerde verhalen van ondervertegenwoordigde 
studenten. De starre prestatiecultuur (‘fixed-ability thinking’) wordt opgeschud door de vele 
(andere) vormen van geletterdheid en kapitaal die deze studenten met zich meebrengen en 
die relevant zijn om te kunnen slagen binnen een academische leeromgeving. Door deze 
kritisch-narratieve uitwisselingen, worden nieuwe verhalen gecreëerd en opgetekend waarin, 
vanuit de veilige leeromgeving, moedig en uitbundig wordt gedeeld. Dit nieuwe begrip van 
een 3e stem geeft studenten een taal en idioom (met begrippen en betekenissen) om uiting te 
geven aan hun ingezette vormen van kapitaal, d.w.z. hun competenties. Studenten leren zich 
te bewegen binnen de nieuwe academische leeromgeving en kunnen zo de prestatiekloof beter 
overbruggen, in ieder geval vanuit hernieuwd vertrouwen in eigen kunnen. De geëxploreerde 
kapitaalvormen behelsen niet alleen het meer traditionele sociale en academische kapitaal 
(Bourdieu en Tinto), maar ook het gelaagde identiteitskapitaal (Coté), familiekapitaal, 
linguïstisch kapitaal, navigatiekapitaal, weerstandskapitaal etc. Al deze kapitaalvormen 
verrijken en bekrachtigen de eigenwaarde en het zelfbeeld van ondervertegenwoordigde 
studenten en voeden gelijktijdig hun zelfredzaamheid en eigenaarschap, ‘dit is jouw verhaal, 
en dat is waard om gedeeld te worden.’ 

Externe naleving en intern activisme (‘Outside enforcement and inside activism’)
Het ontwerp van een kritisch narratieve benadering kan niet bestaan zonder de uitvoer en 
implementatie binnen een onderwijsinstelling. Daarom zijn de management implicaties en 
de visies op verandermanagement binnen een instelling cruciaal. Het gaat om monitoren en 
bijsturen, wanneer een inclusieve onderwijsbenadering geïmplementeerd wordt. In essentie 
gaat het om de beschreven (descriptieve) en voorgeschreven (prescriptieve) (management) 
taal voor diversiteit en inclusie, het zogenaamde ‘inclusive orthodoxy idiom.’ Dit taalspel moet 
ontwikkeld en geïmplementeerd worden en dit vereist een betrokken en specifieke begeleiding. 
Indien wordt ingezet op het naleven van een van boven en buitenaf geformuleerd inclusie 
idioom (visie en missie), is de kans groot dat zo’n externe, top down visie wordt ervaren als 
opgelegd en ‘betekenisloos.’ Tegelijkertijd wordt een benadering die geworteld is in de uitvoer, 
en zich manifesteert als intern activisme van binnenuit en ‘onderop’, vaak niet gehoord, herkend 
of erkend als ‘echte’ kennis die relevant is voor verdere institutionele naleving (onderwijsbeleid, 
academisch presteren, studiesucces etc.). In feite lijkt het een bipolair systeem, bestaande uit 
twee polen die, door de bureaucratische ordening van management, beleid en taken, parallelle 
werkelijkheden zijn geworden van beleefde en opgelegde realiteiten. In de tussenlaag bevinden 
zich tussenpersonen, zoals docenten en medewerkers onderwijsondersteuning. Zijn zij de spil 
tussen de twee polen (‘top down’ en ‘bottom up’), kunnen zij een brug vormen tussen het van 
boven en buitenaf opgelegde inclusie idioom en de ervaringen van ondervertegenwoordigde 
‘student voices’? Op het moment dat deze docenten worden ondersteund, getraind en 
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gehoord in hun moedige en gewaagde pleidooi richting senior management en in goede 
afstemming met het beleefde studentenperspectief is dat mogelijk. Echter, dit proces is precair, 
ongemakkelijk, soms moeizaam en vaak emotioneel, want wie heeft nu eigenlijk het recht 
om te spreken, welke stem wordt nu eigenlijk gehoord en wie is daarin de verteller? Werken 
met tegenstemmen (counter narratives) is lang het speelveld geweest van de zogenaamde 
voormalige onderdrukkers (helper whiteys). In een kritisch-narratief discours zijn het de 
studenten zelf die hun pleidooi voeren en een eigen plek krijgen in de onderwijsinnovaties, 
van meet af aan. Ze worden niet enkel geconsulteerd op het moment dat er een verhaal nodig 
is, maar spelen een cruciale rol als verandermanagers en zijn niet meer weg te denken aan elke 
tafel waar beslissingen worden genomen over studenten, academische vorming en succes. De 
kunst is daarom, voor de sociaal geëngageerde bondgenoot (social justice ally) zich een houding 
te kunnen geven in dit speelveld, dat gemarkeerd is met gevoeligheden. Het her- en erkennen 
van deze situatie getuigt van een kritisch-pedagogische notie van de eigen positie en de ruimte 
die er moet zijn voor de ondervertegenwoordigde ander. Idealiter worden beide polen (‘top 
down’ en ‘bottom up’) tezamen gelijktijdig betrokken en dialectisch, en daarmee moedig en 
gewaagd, met elkaar in verbinding gebracht. Dit kan alleen worden gefaciliteerd in een veilige 
(leer)omgeving. De elementen van een kritische ontmoeting kunnen alleen ontstaan vanuit 
(leer)omgevingen die Safe, Brave en Daring zijn, d.w.z. Veilig, Moedig en Gewaagd. Externe 
naleving en intern activisme zijn daarom twee uitersten, die alleen verzoend kunnen worden 
in het dialectische midden, maar zeker voortgestuwd worden door de voortdurende stimuli 
van boven en onder, van buiten en van binnen. 
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WAT

De Derde Stem
Deelnemers aan de summercourses zijn geïnterviewd, vulden evaluatieformulieren in, 
schreven essays en maakten diverse narratieve en dialogische opdrachten. Dit alles heeft 
geleid tot een omvangrijke kwalitatieve dataset die gedurende het promotieonderzoek is 
bestudeerd. Zoals beschreven, uitten zowel deelnemers, peer coaches als ondersteunende 
docenten de ‘bekrachtigende werking’ van deelname aan een summercourse. Het begrip 
van de eigen stem en de tegenstem, die expliciet de verhalen van gemarginaliseerde 
en ondervertegenwoordigde studenten markeert en alternatieve vormen van 
identiteitskapitaal liet zien, creëerde een dieper begrip van de eigen identiteit en de ander, 
de zogenaamde 3e stem. De tegenstemmen geven inzicht in de vaak moeizame, getroebleerde 
studieloopbanen van ondervertegenwoordigde studenten en tonen het positieve gebruik 
van identiteitskapitaal om het gemis te overbruggen van andere kapitaalvormen, die nodig 
zijn om in een klassiek academische leeromgeving te kunnen slagen (het traditionele 
sociale en academische kapitaal). Deze nieuwe perspectieven voorzien studenten van een 
gevoel van zelfbeschikking en zelfredzaamheid, te ervaren vanuit een (her)nieuw(d) begrip 
van hun narratieve zelf en daarmee hun bekrachtigde eigenwaarde. Het inzicht in het eigen 
kunnen (‘self-efficacy’), het inzicht in hun weerstandskapitaal, doorzettingsvermogen en 
het gevoel van herkenning en erkenning maakt dat studenten beter voorbereid, beter 
beslagen ten ijs starten aan een nieuwe fase in hun leven, op de universiteit, waar zij 
thuis horen. Deze verhalen en ervaringen zijn, op individueel en narratief niveau, bepalend 
voor de levensloop. Op institutioneel niveau, vanuit management en beleid, zouden deze 
verhalen de essentie moeten vormen van een inclusieve, holistische onderwijsbenadering. 
Dat dit besef nog niet is verankerd in integrale aanpakken van onderwijsvernieuwing, 
gericht op academische vorming (Bildung), maakt de noodzaak des te groter om te blijven 
pleiten voor een inductieve, narratieve en holistische onderwijsbenadering, die alleen 
inclusief is als daadwerkelijk hoor en wederhoor wordt toegepast bij elke fase in het 
beslissingsproces. Met andere woorden, zonder een integrale verankering en borging, blijven 
dit soort ondersteuningsprogramma’s steken in de periferie van het instellingsbeleid. Een 
gemarginaliseerde plek is een al te bekende plek van een onderdrukte en het is tijd voor 
een hernieuwd begrip van onderwijsinnovatie en verandermanagement, beginnend en 
eindigend met de stem van de student. 



SAMENVATTING   |   467

Een pedagogiek van KIND ontmoeting
Het onderwerp en de uitvoer van een kritisch narratieve en inclusieve onderwijsbenadering 
heeft geleid tot een synthetisch en iteratief ontstane ‘pedagogiek van KIND ontmoeting’, 
die in het bijzonder aandacht besteedt aan Kritische, Inclusieve, Narratieve en Dialogische 
pedagogiek. Deze pedagogiek kan alleen ontstaan en uitgevoerd worden binnen (leer)
omgevingen die eerst veilig zijn, waardoor er moed kan zijn voor het delen van het verhaal en 
durf voor het aangaan van het weerleggen van het tegen verhaal (‘counter story’).

Een ‘pedagogiek van KIND ontmoeting’ neemt de stem en het verhaal van de student als 
uitgangspunt. Deze stemmen worden verkend en gehoord in veilige (leer)omgevingen, 
waarin gelegenheid is voor het vertellen van het verhaal en het horen van een 3e stem. Een 
integere ontmoeting maakt het mogelijk deze 3e stem uit te wisselen en vervolgens moedig 
te delen. Het delen van de geëxploreerde identiteit geeft ondervertegenwoordigde studenten 
het gevoel gehoord, gezien, herkend en erkend te worden. Studenten worden gemobiliseerd 
zich handelingsbekwaam en eigenaar van hun verhaal te voelen. Ze zijn zelfredzaam en, 
vanuit hernieuwd inzicht in hun identiteitskapitaal, voelen zij zich beter toegerust om 
het moedige gesprek aan te gaan over zichzelf in ontmoeting met de ander. De status quo 
van gelijkheid, rechtvaardigheid, kansen en mogelijkheden wordt verkend in een kritische 
onderwijsbenadering die ruimte creëert voor veilige (leer)omgevingen waar moedige en 
gewaagde gesprekken en ontmoetingen gefaciliteerd worden. Vanuit een institutioneel idioom 
van inclusieve orthodoxie zijn deze ontmoetingen en gesprekken essentieel, om vanuit de 
beleving en de praktijk aan te sluiten op ervaringen van studenten. De inherente dialectiek 
tussen boven en onder, buiten en binnen, beleid en uitvoer, docent en student, maakt dat een 
‘pedagogiek van KIND ontmoeting’ continu in beweging is en telkens contextueel verschillend 
zal zijn, afhankelijk van het institutionele idioom en de aandacht en ruimte voor de individuele 
stem. Zonder een integrale aanpak, die beide polen betrekt, die aandacht besteedt aan theorie 
en praktijk, aan beleid en uitvoer en aan visie, missie en de 3e stem, is het implementeren 
van een inclusieve onderwijsaanpak een verloren zaak, omdat de kern van de ontmoeting - 
horen en erkennen van een 3e stem - niet meegenomen wordt. Daarom zouden alle inclusieve 
onderwijsinnovaties zowel kritisch, narratief als dialogisch moeten worden ontworpen en 
kan dit alleen manifest worden in veilige (leer)omgevingen, opdat de moedige en gedurfde 
stemmen gehoord kunnen worden. 
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DANKWOORD
(ACKNOWLEDGMENTS IN DUTCH)

Normaal gesproken staan er in dankwoorden van proefschriften lijsten van personen, en dit 
zal wat dat betreft een dankwoord zijn dat trouw is aan die traditionele interpretatie, maar wel 
vanuit een narratieve benadering, waarin ik die mensen en momenten in mijn academische 
studieloopbaan zal benoemen die bepalend zijn geweest voor het kunnen voltooien van dit 
proefschrift als buiten-promovenda, een weg die inherent uitdagend en ingrijpend is geweest, 
voor mezelf en mijn directe omgeving.

Het belang van ‘die ene’ docent die het goed met je voor heeft, die ziet wat jij nodig hebt 
en die je een steuntje in de rug kan bieden op een kantelmoment, zijn in dit proefschrift 
vaak aangehaald en beschreven door de deelnemers van de summercourses. Zelf heb ik ook 
belangrijke anderen gehad, die hebben gemaakt dat ik mijn eigen academische studieloopbaan 
zo heb kunnen bewandelen, vanuit het vertrouwen en de overtuiging dat ik het waard was, dat 
ik er mocht zijn met mijn talenten en dat ik, ondanks mijn tekortkomingen, andere kwaliteiten 
had die zouden maken dat ik op mijn eigen manier een doorzetter ben en op mijn eigen manier 
inzichten heb die waardevol zijn.

Op de basisschool was daar mijn meester Rob Wolthuis, voor mij een ‘belangrijke ander,’ die 
juist mijn kwaliteiten wist te stimuleren en bekrachtigen die wellicht niet zo belangrijk waren 
voor een goede citoscore, maar wel voor mijn ontwikkeling als persoon, gericht op vertrouwen 
in mijn eigen kunnen. Rob liet mij altijd eerst werken vanuit mijn eigen kwaliteiten, om 
vervolgens me te wijzen op de rekentaakjes die nog open stonden en waar ik aan het einde van 
de dag of week dan echt nog even aan moest werken, ‘de beuk erin’ zei hij dan altijd. Ik begreep 
dat dit principe van ‘mij mijn eigen kwaliteiten laten onderzoeken en ontwikkelen’ onderdeel 
uitmaakte van een wederkerig stil verbond, want uiteindelijk was ik aan de beurt om ook over 
de streep te komen en alsnog mijn rekentaakjes te maken. Tot op de dag van vandaag zeg ik 
tegen mezelf, kom op Gus: ‘de beuk erin!’ Rob heeft mij als docent in een cruciale vormingsfase 
in mijn leven meegegeven dat ik ‘mijn eigen koers’ mag varen en daarop mag vertrouwen, en 
dat mijn uitdagingen me dan gemakkelijker af zullen gaan. Dank je wel Rob, voor deze basis, 
ik gun alle leerlingen zo’n fijne en belangrijke docent.

In de brugklas op de middelbare school was meneer Nielsen mijn mentor, een wiskunde 
leraar. Ik had geen klik met mijn mentor en dat lag geheel aan mij, vanuit zijn vak (wiskunde 
en biologie en hij was ook concertpianist…) was er vanuit mij geen interesse en ik was een 
klassieke tiener die vanuit het ontbreken van directe gemeenschappelijke delers, niet direct in 
staat was me open te stellen voor zijn mentoring. Toen aan het einde van de tweede klas het 
advies kwam of je door mocht naar Havo of Vwo, was het zo makkelijk voor meneer Nielsen 



472   |   Appendices

geweest mij toch eens op de feiten te drukken dat mijn werkhouding niet bepaald positief was 
geweest en mijn resultaten op het gebied van wiskunde, natuurkunde en alle andere vakken 
met rekenen het ernstig af lieten weten voor het gewenste Vwo advies. Tijdens de rapport 
uitreiking in de aula kreeg iedereen z’n eindrapport én z’n advies. Terwijl hij de envelop in mijn 
handen stak fluisterde hij: ‘zonder twijfel en unaniem Vwo’ … Dat had hij niet hoeven doen, 
maar het feit dat hij op dat moment mij die bevestiging kon geven, getuigt voor mij van echt 
mentorschap, vanaf de zijlijn bekrachtigend en met vertrouwen.

Op de universiteit heb ik vele mentoren ontmoet die mij op een spoor hebben gezet van onderzoek 
willen doen, en werd mijn aanhoudende nieuwsgierigheid en kritische blik gewaardeerd en 
uitgedaagd. Naast mijn promotoren, was er Prof. dr. Hijme Stoffels, die altijd beschikbaar was 
voor feedback, om te sparren over een van mijn grootste ideeën en schema’s (voor mijn bachelor 
scriptie en het project Kerk op IJburg). Tijdens een zo’n sessie kwam ik in Hijme’s kamer aan en 
had een gigantisch schema bij me, dat mijn theoretische inzichten moest verhelderen. Hijme 
keek me aan, zette twee letters op papier met één pijl ertussen en zei: ‘zo kan het ook’, met 
een kwinkslag in zijn ogen. ‘In der Beschränkung zeigt sich der Meister’ en ‘kill your darlings’ waren 
zijn lijfspreuken, en wat heb ik daar veel van geleerd: een oefening in nederigheid terwijl ik 
tegelijkertijd enorm gestimuleerd werd het beter, krachtiger, puntiger neer te zetten.

Als young professional op de VU lag de wereld aan mijn voeten, ik was afgestudeerd, had een 
nare periode overwonnen met ziekte en had mijn eerste echte baan. Ik was zo enthousiast, 
over alles, zo gemotiveerd, om alles aan te pakken en zo ambitieus, dat geen brug me te ver 
leek en ik als een hamster zoveel mogelijk voedsel en projecten me probeerde toe te eigenen. 
Mijn nieuwe leidinggevende, Isabella van Ophem, had op veel manieren kunnen reageren: ze 
had me kunnen afremmen, ze had me kunnen bijsturen, ze had me kunnen inperken. In plaats 
daarvan kreeg ik van haar de kans om in oktober 2009 mee te gaan op een studiereis naar 
Chicago, georganiseerd door Echo, Expertise Centrum Diversiteitsbeleid Hoger Onderwijs. 
Tijdens deze reis werd de kiem gelegd van de gehele VU Summercourse, werd het curriculum 
ontwerp geboren en ontmoette ik mijn toekomstige collega’s zoals Özlem Coban-Rayman, 
Aroosa Khan, Irene Wolff en Mary Tupan. Voor mij is deze reis het begin geweest van deze 
promotie, en ik ben Isabella en ook Wim Haan erg erkentelijk voor hun vertrouwen in mij.

De kritische incidenten in mijn academische studieloopbaan zijn talrijk, en telkens zitten er 
narratieve leringen in het analyseren van deze momenten; ‘wat vertelt het me over de periode 
daarvoor en hoe werkt het door in het heden?’ De bovengenoemde momenten hebben mij 
gevormd en bekrachtigd, hebben mij vertrouwen gegeven vanuit mijn eigen motivatie en mijn 
eigen kwaliteiten me (academisch) te ‘manifesteren,’ en daar ben ik deze personen erg dankbaar 
voor. Er zijn nog vele anderen die hebben gemaakt dat er een boek ligt, en natuurlijk wil ik 
proberen recht te doen aan alle steun die ik heb mogen ontvangen de laatste jaren.
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Mijn promotoren en academische mentoren hebben mij allereerst op dit pad gezet vanuit hun 
vertrouwen in mijn competenties en hun vertrouwen in de goede afloop. Siebren Miedema was 
mijn docent in mijn Master en later mijn scriptiebegeleider, samen met Ina ter Avest. Siebren 
heeft vanaf het eerste college dat ik bij hem volgde een enorme dosis aanstekelijke drive en 
passie in mij ontlokt en gaandeweg mijn master bleken we, naar mijn mening, inhoudelijke 
gesprekspartners in plaats van louter student-docent. Tijdens een van de mondelinge examens 
herinner ik me dat we uitgebreid zaten te discussiëren over theoretische concepten en nadat 
ik mijn cijfer kreeg zei hij: ‘maar jij wil toch wel promoveren zeker?’ Siebren is degene geweest 
die deze latente ambitie voor mij veel dichterbij heeft gebracht, en hij is degene geweest die 
me in november 2012 nog eens voor een laatste keer vroeg: als je nog wilt promoveren, wil ik 
over twee weken je voorstel hebben ontvangen, anders kan ik niet meer je promotor zijn. En 
ik wist zelf, áls ik ga promoveren dán is het bij Siebren. Dank Siebren, voor dit vertrouwen, ook 
na de moeilijke tijd die ik toen net had doorgemaakt met mijn hoofd. 

Ina ter Avest is in mijn academische studieloopbaan erg belangrijk geweest en heeft me 
op het spoor gezet van werken met narratieven en levensverhalen, werken met stemmen 
en tegenstemmen, en Ina is ook betrokken geweest bij het ontwerp en de uitvoer van de 
eerste versie van de VU Summercourse 2010. Dank Ina, voor al je tijd en de warmte die je 
ook uitte tijdens onze vele gesprekken op de VU en bij jou thuis in Ede. Naast dat ik Joke van 
Saane als docent in de bachelor had gehad voor godsdienstpsychologie, en ik geen genoeg 
kon krijgen van deze theorieën, kwam ik haar later weer tegen als mijn supervisor van het vak 
Academische Vaardigheden, dat ik gaf aan de eerstejaars studenten van de Faculteit Religie en 
Theologie. Gedurende deze intervisie momenten herinnerde ik me hoe prettig Joke feedback 
kon geven en hoe constructief zij was in het meedenken en adequaat bijsturen van eventuele 
interventies die nodig waren om de groepsdynamica te keren. Ik was dan ook erg blij toen Joke 
positief reageerde op mijn verzoek tweede Promotor te zijn van mijn onderzoek, en sinds Joke is 
betrokken is wat mij betreft de constructieve koers ingezet. Dank voor je heldere, kernachtige 
en vaak pragmatische feedback.

Dank aan betrokkenen bij het ontwerp en de uitvoer van de Summercourses! Het zijn er te veel 
om allemaal bij naam te noemen, maar zal ik de betrokkenen van het eerste uur in het bijzonder 
bedanken, die onwaarschijnlijk belangrijk zijn geweest in het co-trainen en ontwerpen van 
de courses alsmede de student-assistenten en student-coaches die hebben gemaakt dat de 
courses een succes zijn geworden.

Leila Pazargadi, als co-trainer en partner in crime: jij op UCLA en ik op de VU, later jij op 
NSC en ik op NSC: onze partnership is uitgegroeid tot een van mijn meest waardevolle 
vriendschappen en dankzij jou heb ik niet alleen vele schrijf retreats kunnen houden in Las 
Vegas, maar heb ik ook het gehele curriculum ontwerp kunnen herhalen en uitvoeren op 
Nevada State College in 2015. Thank you so much Leila-Jan. Mick Matthys, als onderzoeker 
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van narratieven van eerste- generatie-studenten en gastspreker van de summercourses en 
train the trainer, ben jij de inspirator geweest om op een dergelijke manier narratieven te 
gebruiken en analyseren in zowel de onderzoeken die de studenten zelf moesten doen naar 
hun levensverhaal, als het onderzoek dat ik heb verricht. Jij hebt ook een zeer belangrijke 
bijdrage geleverd aan dit proefschrift met je studie uit 2012 over de narratieven van deelnemers 
van de summercourse 2011. Dank voor de bereidheid je inzichten te delen en je materiaal te 
bespreken. Ik zie uit naar een toekomst waarin we eindelijk samen onze gedachten op papier 
kunnen zetten. Het concept van identiteitskapitaal heb jij aan mij geïntroduceerd, en daar ben 
ik je uiteraard enorm erkentelijk voor! Hester Radstake, als inhoudelijk sparringpartner op het 
Onderwijscentrum VU, jij net gepromoveerd en werkzaam op de VU en ik ook nieuw bij het 
VU Aansluitingsprogramma. Wim Haan koppelde ons aan elkaar in mijn eerste werkweek en 
meteen voelde ik: dit is een inhoudelijke soulmate met wie ik eindeloos kan discussiëren over 
beleid, management en de weerbarstige onderwijspraktijk. Naast deze gesprekken hebben we 
een samen gepresenteerd (ok, ik nam jou waar;-)) op ECER Porto 2014 en met dat paper proposal 
is weer een kiem gelegd voor mijn analyses van mijn cases vanuit ‘verandermanagement.’ Ik 
zie ernaar uit weer met je samen te werken (bij Erasmus+) en mooie dingen te co-creëren 
(de Inclusion Scan). Santiago Bernal, co-trainer in de train-the- trainer 2011 (UCLA) en 2012 
en als sparringspartner op het gebied van het benoemen en ontdekken van mijn eigen rol 
als ‘social justice ally.’ Je hebt me niet alleen ontzettend veel geleerd en materiaal aangereikt 
dat we hebben kunnen gebruiken binnen de summercourses, ook heb je me op persoonlijk 
niveau erkend als ‘social justice ally.’ Ik voelde me veilig bij jou mijn gevoelens van ongemak 
te benoemen als ‘witte bevoorrechte Nederlandse vrouw’ in een context van ‘bottom up’ en 
‘social justice driven policies.’ ‘Heb ik wel het recht om op dit podium te staan en wiens stem 
vertegenwoordig ik? Moet ik dat verhaal vertellen, moet ik een brug zijn?’ We hebben hier veel 
over uitgewisseld, en mede dankzij jouw inclusieve houding, voel ik tot op de dag van vandaag 
dat ook ik een rol heb binnen dit debat en dat ik die rol mag vervullen, en: jij heb mij gekoppeld 
aan Leila omdat je dacht dat wij écht met elkaar moesten praten... ever so grateful! Wim Haan, 
die in mijn eerste werkweek werd geconfronteerd met een ultra ambitieuze jongedame met 
eenzelfde hart voor de zaak. Wim, je hebt me niet alleen in 2009 op het spoor gezet van de 
summercourse, ook heb je me in verbinding gebracht met Echo, met mijn toekomstige partners 
op UCLA en heb je me tussen 2013-2018 telkens betrokken bij de aansluitingsprogramma’s 
van de VU, samen met Loes Mulders. Dank voor je vertrouwen en voor deze kansen die je mij 
hebt geboden en Loes, dank dat je me zo vaak uit de brand hebt geholpen en bijgestaan. Het 
was een voorrecht samen met jou, Loes, Hester, Isabella e.a. het pad te plaveien van inclusieve 
aansluitingprogramma’s op de VU. Echo, Mary Tupan en Irene Wolff, in 2009 maakte ik kennis 
vanuit de studiereis naar Chicago met Echo. Direct wist ik, daar wil ik werken. Ik heb een 
‘open sollicitatie’ gestuurd, een gesprek gevoerd met Irene in november 2009 en te horen 
gekregen dat er geen posities waren. Toch werd ik niet lang daarna gebeld of ik niet wilde 
fungeren als co-trainer samen met Irene en later als collega. Lieve Irene, ik dank je voor je 
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bereidheid jouw werkvormen met me te willen delen en samen de train-the-trainer 2011 te 
hebben ontwikkeld en uitgevoerd. Mary, mijn werkzaamheden met en voor Echo zijn in mijn 
eigen loopbaan erg bepalend geweest. Dankzij de studiereizen, de trainingen en programma’s 
die ik heb mogen ontwerpen voor Echo heb ik ontzettend veel mensen ontmoet en veel kennis 
mogen ontvangen. Je bent voor het veld een belangrijke advocaat en voor mij persoonlijk een 
inspirerend voorbeeld. Zonder mijn werkzaamheden met en voor Echo, had dit proefschrift 
niet de ingrediënten gehad van een Pedagogy of CIND Encounter. Aroosa Khan en Aouatif 
Mezouari: mijn student-assistenten van de eerste summercourse 2010, of moet ik zeggen: mijn 
steun en toeverlaat. Toen meiden, nu vrouwen: wat hebben jullie hard gewerkt en met zoveel 
toewijding. Dank voor jullie inzet, voor jullie kritische stemmen, voor de gedrevenheid. Zonder 
jullie inzet en zonder jullie kritische blik en tegenstem was de summercourse nooit gelukt 
en sterker nog, zullen dit soort projecten niet de student-voice herbergen die zo belangrijk 
is. Nadia Adnani, Joao Richmond, Mitchell Esajas, Berna Keskindemir, jullie hebben allemaal 
keihard gewerkt als student-assistent en student-coach. Jullie hebben mee-ontworpen, waren 
klankbord groep, waren kritisch, stuurden bij, brachten je eigen netwerk in verbinding met 
het VU aansluitingsprogramma en dat allemaal vaak zonder een evenredige vergoeding. Jullie 
betrokkenheid en inzet maakt dat ik me blijvend dankbaar voel voor jullie medewerking, omdat 
in wezen alles hiervan afhankelijk is. Marjorie Wielkens, Sarita Bajnath en Özlem Coban-
Rayman, als co-trainers van de student-coaches, jullie hebben altijd zo veel waardering gehad 
voor de aanpak en het project en de samenwerking is zo prettig geweest. Keep up the good 
work ladies! Renée Rosenboom, Alma Wittemena, Renate Schepen en Suzanne Metselaar: 
als co-trainers van de socratische dialoog en de narratieve werkvormen zijn jullie uitermate 
belangrijk geweest voor de course, het curriculum ontwerp van de course en ben ik jullie heel 
erg dankbaar voor het materiaal en de toewijding tijdens de uitvoer.

Medewerkers Onderwijscentrum VU, ICT, het secretariaat (Ingrid Spoelstra), VU Repro, Jos 
Beishuizen, Reyka Lycklama, Janco Bonnink, Halleh Ghorashi, Alma Lanser-van der Velde, 
Leonie van de Valk, Hannah Aukes, Doret de Ruyter, Trees Pels, Tyrone Howard, Charles 
Alexander, Abel Valenzuela Jr., Donald Wasson, Hanna Kuijs, Wouter Mulders, Carmen Peters, 
Caroline Holleman e.v.a., er zijn zoveel mensen die op een facilitair niveau of als sparringpartners 
belangrijk zijn geweest, dank!

Natuurlijk is er in de privésfeer een hele groep mensen te noemen die mij heeft gesteund, en 
naast mijn studiemaatjes Melissa Bakker en Nynke Sietsma (die mij al jaren dr. Tavecchio 
noemt;-))… en onze lieve en zeer flexibele oppas Herna, gaat mijn grootste respect uit naar mijn 
familie, die me heeft gesteund tijdens dit proces. Want naast een (fulltime) baan en gezin met 
drie prachtige kinderen, is promoveren niet niks. Dank aan mijn broer Wouter, omdat hij zijn 
mooie fijne retraitecentrum Mandali ter beschikking heeft gesteld voor mijn schrijf retreats de 
afgelopen twee jaar, en dus ook dank aan de Mandali Family. Daarnaast steun jij me sowieso 
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door dik en dun: hoe fijn en bijzonder is het toch om zo’n grote broer te mogen hebben. Mijn 
zus Lotte, die als trainer van o.a. promovendi mijn personal coach was op de Whatsapp, met 
weer eens een vraag over tekstplan en do’s en don’ts van een pitch op een conferentie. Door de 
jaren heen, vanaf mijn eerste studiedag op de VU, ben jij mijn academische mentor geweest 
die me heeft leren navigeren en me de benodigde academische geletterdheid heeft bijgebracht. 
Dat ik zo’n zus heb maakt mij dus bevoorrecht, en daar ben ik je heel dankbaar voor. Mijn 
moeder, omdat zij zelf als eerste-generatie-student op latere leeftijd (40) alsnog een Hbo studie 
heeft gedaan en vervolgens cum laude is afgestudeerd. Lieve mama, je bent een inspiratie en 
voorbeeld dat je meer kunt dan je denkt en dat doorzetten op elke leeftijd altijd de moeite 
waard is. Daarnaast zijn er talloze uren (dagen en zelfs weken!) van liefdevolle zorg voor onze 
drie kinderen die jij hebt geboden zodat ik dit project succesvol kon afronden. Zonder jouw 
aanhoudende steun en bereidheid mijn zorgtaken over te nemen, was het me nooit gelukt. 
Met deze steun heb je me in mijn ambitie gesteund, en volgens mij heb jij het woord ambitie 
uitgevonden. Je bent een voorbeeld voor een generatie werkende vrouwen, en weet hoe lastig 
het is die work-life balance daadwerkelijk in balans te houden. Mijn schoonmoeder Ronnie, die 
de liefdevolle zorg voor onze kinderen op zich heeft genomen om ons en mij te steunen in onze 
ambities. Mijn partner Maarten, die keer op keer zijn goedkeuring gaf voor weer een schrijf 
retreat, conferenties in het buitenland, cases ontwikkelen en uitvoeren in LA en Las Vegas, 
die het vertrouwen had dat ik het zou afronden en die langs de zijlijn eigenlijk alles moest 
opvangen (kinderen, last minute tabellen, gecrashte computers, zoek zijnde externe schijven 
etc. etc.). Lieve Maart, wat zullen er veel momenten komen waarop ik niet weg ben en er kan 
zijn voor en met jou en onze kinderen. Mijn kinderen, dat ze me elke keer weer even liefdevol 
knuffelen als ik thuis kom. Lieve Davi, Marne en Nore, ik ben zo blij dat jullie er zijn en ik hoop 
dat ik vanaf nu wat vaker op de bank kan komen zitten, mét dat dekentje… 

En dan mijn vader, Prof. dr. Louis Tavecchio. Lieve Paps, jij bent mijn academische maatje, 
mijn buddy, mijn grootste fan en mijn grootste voorbeeld. Ik draag dit proefschrift op aan 
jou. Als eerste-generatie-student uit de Haagse Schilderwijk, kwam jij door de steun en het 
vertrouwen van een betrokken meester op de lagere school op het Gymnasium. Uit het niks 
en zonder (academische) steun, belangrijke anderen die je konden gidsen en financieel of 
sociaal kapitaal om je de barrières te vergemakkelijken die je ervoer in je aansluiting naar 
het hoger onderwijs, heb je 100% op eigen kracht de universiteit bereikt en ben je een zeer 
geslaagde wetenschapper geworden die nog altijd actief is en bereid is mensen te begeleiden, 
zoals mij: je dochter. Ik ben je niet alleen dankbaar voor al je feedback op mijn teksten en het 
meedenken over methodologische kwesties, ook ben ik je in het bijzonder dankbaar dat jij me 
zo hebt gestimuleerd dit te doen en af te maken vanuit het intrinsieke geloof in mijn kunnen. 
Hadden we allemaal maar zo’n vader of ‘belangrijke ander.’
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This PhD thesis contains a descriptive multiple case study of summer bridge pro-
grams aimed at supporting underrepresented students during their transition 
into higher education. A critical narrative and inclusive support strategy allows 
students from non-traditional backgrounds to explore their hybrid, layered and 
silenced identities that are of true importance to become actively and academi-
cally engaged.

To all those social justice allies and outreach workers in the field of (higher) ed-
ucation, this research exists by the grace of your engagement and your ability 
to unravel counter-perspectives. To all those students, transitioning into Higher 
Education Institutions, your stories matter and are at the essence of transformative 
educational innovations

‘Don’t stop sharing, be safe, be brave and be daring!’
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