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Shaking the Foundations: Moving Gender and Sexual
Diversity Education to the Centre of the Child and
Youth Development Classroom
Andrea Ridgley, Marilyn McLean, Mandy Bonisteel, and
Som Dasmohapatra

How do we as educators provide professional education to diverse student populations in ways that challenge conventional teaching about
child and youth identity development, while also understanding that
learners and educators are products of the very systems we seek to challenge? How do we teach and learn in ways that enable exploration of
the richness of a full-spectrum awareness of gender and sexual diversity rather than reinforce the rigid binary thinking that limits the consciousness raising necessary for social transformation.

In this chapter,

four educators collaborate to explore the challenges involved in designing and delivering gender and sexual diversity curriculum in child and
youth development courses, identify delivery strategies, and pose questions emerging from our experiences. We begin by presenting the theoretical and pedagogical roots and social action goals of our work. Next
we discuss the challenges we face in teaching lifespan development
from a perspective that views both gender and sex as spectral rather
than binary, and classroom strategies we undertake to address those
challenges. In conclusion, we query the future of our work, anticipating
that our teaching of this material will evolve in tandem with the further
expansion of our own understandings

of gender and sexual identity.
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Who We Are
We are four members of a team of about 20 educators who provide critical social work education to a diverse student group. The female and
genderqueer-identified

learners in our program, the Assaulted Women's

and Children's Counsellor/Advocate

Program (AWCCA) at George

Brown College in Toronto, are training to be anti-violence counsellors,
advocates, and activists. Students' and educators' demographics reflect
those of Toronto in relation to race, nationality and status, language,
ethnicity, ability, and sexual identity. Students' field work takes place in
a range of anti-violence and community organizations including shelters and rape crisis centres, programs supporting parents and children
in the aftermath of violence, literacy and anti-poverty organizations,
organizations supporting youth, and policy and advocacy groups and
coalitions.
Our teaching team embraces an approach rooted in a feminist epistemological view of knowledge acquisition (Crabtree, Sapp, & Licona,
2009) that employs both queer and constructivist pedagogies. What does
this mean for us as educators? First, our use offeminist epistemologyparticularly a Black feminist epistemology (Narayan, 1989) emphasizes
the importance

of lived experience, promotes dialogue rather than

debate, and requests personal accountability in knowledge acquisition
(Hill Collins, 1990; Lather, 1991). This requires that we construct transformative learning environments in which the experiences students
bring to the classroom are both valued and critically explored as sources
of knowledge.
Second, a queer pedagogy demands that our materials represent, and
our curriculum employs, what Malinowitz (1995) describes as "thinking about the ways margins produce not only abject outsiderhood, but
also profoundly unique ways of self-defining, knowing and acting"
(p. 252). This queer pedagogy values the "sharp vision that comes from
living with friction and contradiction" (p. 252) and creates space for
learners to insert themselves into layered and nuanced conversations
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about the tensions that arise in modern critical social work practice. It
demands they reflexively examine discourses concerning race, poverty,
disability, childhood, gender, and sexual identity that surround them.
This pedagogy inspires learners to explore and value difference (Lorde,
1984) rather than-as diversity education is so often at risk of doingerasing or flattening it (Alexander, 2008).
Finally, constructivist

methodologies

temology create opportunities

blended with feminist epis-

for learners and instructors with mul-

tiple identities and ways of knowing to work collaboratively to create
meaning, and evaluate and validate learning. They do this by encouraging an ongoing exploration of power dynamics within the classroom
(Crabtree et al., 2009); requiring instructors to model and students to
question received knowledge and beliefs; and empowering instructors
and students to vocalize and test their emerging theories about themselves and the world (Gezinski, 2009). Students in our program explore
issues related to violence and the effects of trauma. This de construction
of popular narratives about violence and social inequality lays the foundation for the reconstruction of vibrant new narratives that mirror back
to students the grit, complexity, and beauty of their lives.
Some of the most important reconstruction

activities, which are also

among the first students explore in the course of our program, focus
on teaching and learning about gender and sexual identity. While gender and sexual identity studies are woven throughout the two-year curriculum, they are a central focus of exploration in the child and youth
oriented courses taught over the two years, starting in the first semester.

What We Do
In the AWCCA program's child and youth themed courses, students
examine a range of topics: child and youth development, children who
witness and/or experience violence, psychology of women, and adult
survivors of child sexual abuse. These courses integrate theory with the
applied skills needed to advocate and work with individuals, families, and
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communities. The foundational course is Child and Youth Development:
Gender Identity. The outcomes of this Ontario college-level course
include demonstrating knowledge of widely accepted child development
and milestone theories that meet both college and work sector requirements (Bandura, 1977; Bronfenbrenner & Morris, 2006; Erikson, 1950;
Freud, 1923; Gillian, 1982; Piaget, 1971; Thelen & Smith, 2006; Vygotsky,
1992). However, it is apparent in the classroom that these theories and

milestones do not describe the lived reality of most of the students in our
classes. Therefore, it is imperative that we centralize the role of learner
identities related to culture and community, social exclusion based on
gender and sexual diversity, and the experience of violence, in the critical
analysis of the dominant theories and ideas within the course.
Child and youth development courses in colleges and universities are
most often grounded in developmental psychology, the "branch of psychology concerned with interaction between physical and psychological processes and with stages of growth from conception throughout
the entire life span" (American Psychological Association, 2012). A
survey of textbooks widely available for use in such courses reveals a
commonality of theories developed in Europe from the mid-twentieth
century onward, describing the ages and stages of child development
based on certain physical, cognitive, language, and emotional/social
milestones (Berk, 2012; Boyd, Iohnson, & Bee, 2012; Shaffer, Kipp,
Wood, & Willoughby, 2012).1 Derived from observational studies of
children from the dominant European/North American culture, such
theories imply that they are historically rooted, universal, and scientifically sound, while they ignore the rich knowledge that exists in noncolonial and non-dominant

cultures (Almeida, Woods, & Messineo,

1998; Anderson, 2011; Matlin, 2012; Simard & Blight, 2011).2

The descriptions of sex, gender, and sexuality development in texts We
surveyed are consistently brief. The theories in which sex is only "male"
and "female" are binary, essentialist, universalizing, colonizing, medicalized, and exclusionary-neither

thoroughly explored nor critically

analyzed. Some more recent texts include "transsexual" and "intersex;'
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but in ways that pathologize and medicalize and deny the personhood
of people who identify as transsexual (Serano, 2007) and people who
identify as intersex (Koyama, 2003).
Theories of gender development are most often limited to psychoanalytic theory, behavioural learning theory, cognitive learning theory,
social learning theory, evolutionary

theory, gender schema theory,

and social cognitive theory. Some texts now include ecological and
systems theory (Berk, 2012; Boyd et al., 2012; Shaffer et al., 2012).
These theories are often presented in historical order, implying an evolution in thought and an increase in validity over time. Occasionally,
"cross-cultural" /anthropological

approaches

describe those who do

not "fit in" to colonial definitions of gender, such as Calabai, Calalai
(Davies, 2010; Rupp, 2009), Two-Spirit (Jacobs, Thomas, & Lang,
1997; Swanson, 2012), Fa'afafine (Vanes sa, 2009; Taulapapa, 2011),
and Hijra (Galliano, 2002; Reddy, 2005). Whether self-identified or
identified by the observer, this exoticizing intensifies the already privileged patriarchal,

Western dominant

culture notion of gender and

ensures silencing of the very voices that bring lived experience into
the classroom.
In regard to sexuality, the texts we surveyed only provide definitions
of "sexual orientation": gay, lesbian and bisexual (Berk, 2012). The enormous range of human sexual diversity is absent or erased. Missing is a
discussion of the ever changing, ever nuanced complexities of attraction, sexuality, the erotic, and the politics of identity (Driskill, Justice,
Miranda, & Tatonetti, 2011). Erased are the multiple ways that racialization, ethnicity, class, and ability join with sexuality to defy the constraints of the ideological box (Bilodeau & Renn, 2005). That "sexuality:'
as the dominant culture has labelled it, is a social and historical construct is not considered (Foucault, 1990), nor is the colonial practice
of labelling and pathologizing a variety of behaviours and identities
(Cannon, 2012). Iftheories of homosexuality are present, they are limited to hereditary/genetic

and possible environmental influences (Berk,

2012). The texts do not critique the research or pose questions about the

LGBTQ PEOPLE

AND SOCIAL WORK

arbiters of knowledge, who, in keeping with scientific methodology, are
not themselves situated in the discourse.
It is evident from this brief analysis that dominant discourse and
theory on gender and sexuality are deficient, failing to recognize that
intersections such as racialization, gender, class, and culture are central
pillars that structure development (Almeida et al., 1998). 'They also fail
to recognize the impact that violence has on an individual or a culture. 'This includes all forms of violence against women and children
(including, but not limited to, assault, emotional assault, sexual assault,
female genital mutilation, sexual harassment, criminalization,

control

of women's reproductive rights, control of women's sexuality, and the
pathologizing of women's experience). 'These theories do not acknowledge the interconnectedness of overt and systemic forms of violence in
all forms of oppression (including, but not limited to, colonialization,
sexism, racism, anti-Semitism, classism, heterosexism, ableism, ageism,
ethnocentrism,

lookism, and fat prejudice) (Davis, 1990; Smith, 2006;

Whalen, 1996).
We attempt to bring the narratives, worldviews, models, and practices
that have been silenced in mainstream approaches to the study of gender and sexual development into the course and the classroom. Students
are asked to consider how they, their families, their communities, and
their nations view child and youth development. How and where do
gender and sexuality fit in to these understandings

of development? 'The

objective here is to explore, challenge, interrogate, create, and celebrate
diverse ways of being and knowing. Starting by identifying the personal
connections the students make to the course topics and then adding a
variety of secondary sources results in lively discussion.

How We Do It
Most of the learners and educators in our programs have been raised
and educated in societies that have either produced, or had forced upon
them, the discourses about child and youth development

discussed
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above. The legacies of colonizing governments include the criminalization of consensual sex acts and the pathologizing of gender expressions
that transgress the constructed gender binaries (Cannon, 2012). One
of the consequences of this legacy is thesuppression

of multiple ways

of expressing, experiencing, or conceptualizing gender and sexuality
(Bilodeau & Renn, 2005; Morgensen, 2011; Wilchins, 2002). It is not
surprising that the terrain of gender and sexuality studies as it relates
to child and youth development can seem harsh and dangerous. Our
experience tells us that traversing this terrain can also be transformative
and promote healing of the wounds inflicted when complex identities
are forced into tight spaces marked by razor-sharp edges. Experience
also tells us that careful planning, collaboration with colleagues, and
support from both the college and the external communities in which
we are rooted are vital to our work.
When designing and delivering curriculum,

we have found that

course content and the environment in which we deliver it are inextricably linked. The work we do to establish an open and supportive learning environment is key to our ability to deliver challenging content and
rests upon four foundational strategies: using a children's human rights
perspective as a starting point to frame discussion; situating our classrooms within the college's rights-based policies and practices (George
Brown College, 2012); requiring that students apply the interpersonal
communication

and group-process skills they are acquiring in concur-

rent classes; and mapping gender and sexual identity studies across the
two-year curriculum on an ongoing basis.
The first strategy, setting the stage for complex discussions about gender and sexual identity within a children's human rights framework, has
been incredibly successful. It allows us to begin discussions from a starting point that bypasses conventional debates. Students enter our p~ogram with a desire to support children's growth and safeguard children's
rights, so they are curious about arguments based on children's rights,
even as their learning challenges closely held values and beliefs rooted in
their own upbringings. For example, using a graphically illustrated photo
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essay (UNICEF, n.d.) that explores the United Nations Convention on
the Rights of the Child (United Nations General Assembly, 1989 [signed
by 149 member nations]), students learn about various articles of the
convention by creating group-generated examples and writing scenarios
illustrating rights protection or violation.
The diagram below (Figure 18.1) illustrates the five key articles in
the convention that intersect to inform a rights-based analysis that
strengthens children's interpretations of their own identities. While the
articles do not explicitly codify the right to sexual and gender identity
and expression, they certainly lend themselves to this interpretation
(United Nations, 2012). They also provide instructors with an internationally authored focus for discussion that displaces the religious and
moral objections that often arise.
Figure 18.1 identifies the articles that form the foundation for applying a human rights framework to child and youth development and
decision-making.

Article 8, the right to identity, is layered with other

core rights-right
to participation, freedom from discrimination, survival and development, and primary consideration of best interests of
the child-to create openings for advocates, states parties, and children themselves to begin discussion of how the right to identity can be
understood and applied to children's lives. A social justice interpretation of Article 8 includes the opportunity for a child or youth to explore,
express, and be informed about gender as they see fit, and should be
considered and applied to all children, regardless of social location.
The strategy of situating the classroom within the college's human
rights policies and positive space practices requires instructors to read
aloud the student code of conduct and the equity statement posted on
the front page of all course outlines. Many instructors have worried that
such readings are gratuitous. However, when one of us conducted informal research with racialized, Indigenous, and queer students within
our program, several commented on the importance of this very act:
"We already know about the Code and the statement; you reading it
to us is your way of showing us that you know about it and are open to
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Figure 18.1 Articles from the United Nations Convention on the Rights of
the Child that work in combination

to support rights to sexual and gender

identity and expression.
Source: Dasmohapatra, 2012.

discussing it when something goes wrong" (McLean, 2007). Students
also indicated they look in faculty offices for the rainbow ribbon that
signifies an individual has completed the Positive Space training; one
instructor who brings the ribbon to class has elicited overwhelmingly
positive responses.
Students in our program develop interpersonal communication
group process skills throughout

and

their studies. They learn and practise

skills by collaborating to create group guidelines for classrooms that
support learning and dialogue across difference; using active listening skills to navigate difficult conversations; providing respectful and
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concrete feedback to others; being open to being challenged, challenging, and listening to challenges to one another's thinking; and working
constructively and creatively with conflict. The more that instructors in
child and youth classes are able to demonstrate a commitment to drawing on students' use of these skills, the greater the possibility of stepping outside conventional discourses on child and youth development
and moving beyond rights-based conversation to deeper investigations
of development and identity as they relate to constructions
and sexuality.

of gender

Finally, the strategy of mapping sexuality and gender studies subject
matter across t~e curriculum

ensures that both key content and the

development of skills necessary to fully explore this content are embedded in curriculum, rather than relying on individual instructors to
include it. Working across the curriculum ensures learning is reinforced
in multiple contexts, and increases the likelihood that students' diverse
learning styles and needs will be met. It also demonstrates to learners
that the content is critical to their learning, and illustrates that while
faculty may differ in approach and perspective, we agree that these are
topics worthy of serious study.

Using Constructivist Methods to Invite Engagement and Analysis
A constructivist approach to teaching about sexual and gender diversity requires curriculum

that invites the participation

of all learners

while also engaging their critical analytical skills in the process of collaboratively constructing meaning. Even though we use a rights-based
framework as an entry point into child and youth development studies,
and students are aware that they are expected to behave in ways consistent with the student code of conduct and contribute to the creation
of a positive learning environment, our queer pedagogy and construetivist methods require more from students than simple compliance
with a human rights framework. Ford (2004) notes that a queer pedagogy avoids ready-made understandings,
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investigative stance toward the course content in

order to regain their equilibrium and understanding"

(p. 6). Learning

activities that encourage reflexivity, collaboration, and shared construction of meaning are crucial. While a human rights framework
provides a clear articulation of the rights to which all human beings,
children included, are entitled, such a framework is not intended to
assist in deeper-level exploration of difference and marginalized identities. Alexander (2008) cautions about teaching that leaves learners
with flattened everyone-is-the-same understanding. We strive to prevent the kinds of erasure of difference that can occur when curriculum
focuses on singular narratives of oppression, essentialized identities,
and/or imposes homogenous views on vibrant, dynamic, and diverse
movements of resistance.
While constructivist strategies lend themselves to noisy and sometimes
chaotic classrooms, they also result in explorations that bring forward
suppressed knowledge about gender and sexuality. While it is easier to
rely on predetermined

narratives, the rewards for trusting in learners'

capacity to contribute to the construction of knowledge are immense.
Learners in our classes are excited and even relieved at times to share
stories, make observations, and convey bits of family history that have
been irritating or disrupting their understandings of gender or sexuality
for years, often since childhood. Their contributions include teachings
received from Indigenous Elders about practices and ceremony that
support children in creating gender identity as they grow; information
about Hijra identities passed on by parents with varying perspectives
on colonial governments' impositions of sodomy laws and restrictive
gender practices; and tales of maiden aunts and bachelor uncles that
challenge normative discourse on family structures in North America.
In addition to our responsibility to invite learners' lived experience
and analysis into the centre of the classroom, we have an obligation as
curriculum designers to ensure that multiple narratives of difference
are woven through our course materials. Attempting to centralize the
lived experience of people who may not be present in the room is a
371
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challenge, but it is critical to explorations of gender and sexual identity that challenge mainstream paradigms. While knowledge rooted in
learners' lived experience is at the heart of a constructivist classroom,
it is, at the same time, never acceptable to place learners whose voices
are marginalized by the very theories we are critically investigating
in the position of bearing the responsibility for educating the class.
Incorporating

methods that invite lived experience to the centre of the

classroom is not the same thing as an instructor expecting marginalized learners to speak not only for themselves but for the complex
and diverse communities

they may (or may not) choose to identify

with. It is also worth noting that we have learned to not make assumptions about who is in the room when it comes to student identities and
histories.
When choosing materials to include in our curricula, we have learned
to interrogate the academic training that has taught us to privilege
text-based demonstrations of knowledge over other ways of knowing.
We strive to centre the voices of children and youth as much as possible, looking far beyond textbooks for narratives that, when brought
together for the brief period of time that our courses exist, have the
capacity to illustrate spectra of gender and sexual diversity that vibrate
with contradiction and concordance, that resound with voices emerging from multiple marginalized positionalities. These narratives can
and do take the form of print, video, or digital media, and they can be
introduced by instructors and by learners; for example, we have had
success with creating assignments where small groups of learners collect and curate resources in small groups using social bookmarking
programs. These materials do not need to be located in the classroom
or cyberspace; learners have participated in Sisters in Spirit vigils, the
annual rally and march for missing and murdered Indigenous women,
Take Back the Night, and SlutWalk; attended Iules Koostachins exhibit
Alive with Breath (2014), which celebrates the lives of Mushkegowuk
(Cree) Elders; the Envisioning exhibit (The Envisioning Project, 20102012) in which women with disabilities and physical differences present
372
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themselves using photography and digital media; and productions

of

Waawaate Fobister's Agokwe and Trey Anthony's 'da Kink in My Hair.
It is not our intention in this chapter to allow our passion for our
work to obscure the challenges of embracing constructivist methods
rooted in queer pedagogy. The reality is that these methods produce, in
both learners and educators, a range of emotions including discomfort,
anxiety, guilt, frustration, and grief. Paying attention to the physical circumstances in which we work is beneficial: it helps to take breaks, to
encourage students to move their bodies physically, to celebrate hard
work with sensory treats such as sweets or essential oils for hand massage, and to provide aesthetically pleasing and stimulating visuals. We
have been amazed at learners' capacity to be vulnerable with each other
and with their capacity to create strategies for mutual care and support.

Challenges and Future Directions
In closing, we will elaborate on some ongoing challenges we face in
facilitating shared learning on sexual and gender diversity in child and
youth development

classrooms. We will then conclude with a brief

description of a paradigm shift currently underway in our program.
As educators, we understand that challenges are an inevitable consequence of our methods. The strategies and practices we employ are not
always welcomed by students who have, for the most part, been schooled
in a world of textbooks and multiple-choice quizzes. Some students will
resist constructivist classroom activities, taking the position that their
desire is not to deconstruct anything, but rather to study prescribed
knowledge from assigned texts, and to reproduce it in conventional tests
in order to acquire practical skills deemed essential for employment in
the field. This position reflects the desires of a number of students, particularlyat the time of entry, and is due, at least in part, to the huge costs
of post -secondary education. Consequently, we walk a fine line between
designing activities that encourage participation and respecting that for
some learners classroom engagement will be minimal.
373
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In addition to working with learners who do not anticipate benefitting from constructivist methods, our classes include students whose
gender and/or sexual identities are systemically marginalized, and who
may not wish to collaborate with learners whose self-definitions place
them more comfortably into systemically constructed gender and sexual binaries. In our experience, some learners find working across such
differences empowering, while others are irritated, frustrated, or silent.
Other factors that affect their experience are the skills and knowledge
of the other learners in their group, the design of the activity itself, and
the instructor's ability to facilitate it. Given all of these variables, it is
important learners have the choice to opt out of certain activities and to
make up for any lost marks. In some instances learners will be in different places of understanding in relation to the de construction of marginalized knowledge. Queer and/or gender-independent learners may find
they are held back from holding particular conversations in the larger
group, and may want opportunities to work together on subject matter
that engages them. On occasions when the instructor frames the conversation supportively, members from all social locations can benefit
from witnessing discussions among queer and/or transgender learners
about topics in their communities. We have found that maintaining a
balance between supporting constructive learning through dialogue
across difference, ensuring safer spaces for learners with marginalized
identities, and maximizing each student's potential for learning is exciting and requires constant vigilance (Crabtree et al., 2009; Ayers, Quinn,
& Stovall, 2009).
An ongoing challenge of a different nature is ensuring that the students
in our program are reflective of the communities they will be working
with. The rising financial cost of post-secondary education, coupled
with the increasing reliance on degrees and professional accreditation
in community and social service agencies and institutions (Willats,
Bonisteel, & McLean, 2005) can have the effect of keeping students from
marginalized populations shut out of the classroom and field placement
opportunities. The subsequent homogenizing of identities in classrooms
374

SHAKING

THE FOUNDATIONS

makes the kinds of dialogue and deconstruction
nificantly more difficult.

we are advocating sig-

As educators who choose to use constructivist methods and queer
pedagogy, we expect to face disequilibrium

and disruption

in our

thinking and practice. One profound consequence of adopting a constructivist methodology is the requirement that we continue to engage
in the act of creating meaning alongside our students and in partnership with allied field organizations. This curriculum and partnership
development is time- and resource-consuming.

The inherent nature of

academic institutions does not allow for the efforts required to collaboratively produce vibrant and flexible curricula.
Queer pedagogy requires reflexivity, demanding that we, as educators,
look inward as well as outward (Bryson & de Castell, 1993). An inward
gaze leads us to reflect on the uncomfortable reality that we are products of the same systems that have produced the rigid binaries we are
engaged in deconstructing

(Grace & Hill, 2001). The authors are FAAB

(female assigned at birth), white and brown, straight and queer, ablebodied, and with layered, complex socio-economic class backgrounds
and gender identities. We work in a staff team whose membership is
diverse in racial, ethnic, and linguistic identities, and spans several sexual and gender identities, many socio-economic class positionalities,
and a variety of abilities and disabilities. Therefore, we strive to check
ourselves and each other to ensure that we do not replicate the same
silencing and exclusionary tactics of the dominant culture.
It is not coincidental that while the authors of this chapter have participated in shaking the foundations of gender and sexuality studies in our
program, the program has been undergoing a profound shift away from
Eurocentric knowledge and methods, and toward Indigenous ways of
knowing and worldviews. This paradigm shift began seven years ago
(Bryson & de Castell, 1993), with the first formal work being the mapping of our curriculum for Indigenous content. The authors of this
chapter, who claim non-Indigenous and settler identities, are engaged
in the ongoing process of decolonizing our thinking, worldviews, and
375
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actions at the same time that we continue the life-long process of revising our understandings

of gender and sexuality.

The project of decolonizing Eurocentric constructions of gender and
sexual identity requires moving Indigenous worldviews of children's
development, roles, and responsibilities to the centre of the child and
youth development classroom. Looking to queer Indigenous movements
and studies produces interesting results: Morgensen's (2010) assertion that
the "sexual colonization of Native peoples produces modern sexuality as a
function of settlement" (p. 105) turns on its head the Eurocentric notion
that categories of sexual identity exist apart from history or politics. As
we develop our understandings of Indigenous knowledge and culturally
restorative practices in relation to children and youth (Simard & Blight,
2011), some of the questions making their way into our classes include the
following: What does it look like to talk about the development of gender
and sexuality when Indigenous ways of knowing frame the discussion?
Would centring Indigenous teachings on lifespan development and the
roles and responsibilities of children require us to shift our queer understandings of sex, sexuality, and gender? How does the colonization of
Indigenous sexuality relate to theories of gender and sexual identity development? While we do not have fully formed responses to these questions,
the learning we are doing in pursuit of answers inspires hope and excitement about possibilities for change and restorative practice. We look forward to future learning and dialogue with our colleagues and our students.

Notes
1. Our statements about lifespan development textbooks are not based on
any rigorous hermeneutics/philology/linguistics

research study. They are

based on years of instructors in our program attempting to find a textbook
to use. We have examined best-selling textbooks, textbooks publishers
have sent us, and textbooks used in academic programs across Canada. In
the process of writing this chapter, we revisited eight textbooks found in
the George Brown College Library and in our program collection.
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2. One creation of an Aboriginal worldview on development states,
''Applying non-Aboriginal

developmental theories with Aboriginal youth

exclusively will not provide a complete or exact description nor will it
show positive outcomes" (Simard & Blight, 2011, p. 32). In Anishinaabe
culture(s) there is an honouring of a child's development that is non-linear,
holistic, and flexible. Children are not measured against one another
(Anderson, 2011; Simard & Blight, 2011).
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