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ABSTRACT
Globally, there is a trend in academic development to centralize the importance of decolonizing 
curriculum and pedagogical practice in higher education (HE). In Norway, despite internationali-
zation, diversity and inclusion being highly regarded values in HE policy documents, efforts towards 
decolonial change and transformation of curriculum and pedagogical practice in HE seem to be 
largely ignored. Understanding university teacher education as a driver of institutional educational 
transformation, this article contributes to the effort of decolonizing HE in Norway. Utilizing criti-
cal collaborative autoethnographic methodology, we reflect on our own roles in our early attempts 
to decolonize a course on decolonization and pedagogical practice offered to teaching staff at a 
Norwegian university college. Taking our point of departure in decolonial theory and the concept 
of modernity/coloniality, we critically discuss and question the potency of our own roles—as two 
middle-aged white cis-men and one middle-aged cis-woman, all lecturers with expertise mainly in 
decolonial theories, decolonial learning and teaching practices, and critical whiteness and critical 
discourse analysis perspectives—in transforming the ways that Western epistemology prevail in 
our pedagogical practices. We also address the implications for university pedagogy courses with 
respect to future decolonizing efforts in HE in Norway.
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Introduction

Globally, there are increasing efforts in academia to centralize the importance of 
decolonizing curriculum and pedagogical practice in higher education institutions 
(HEI), where recent work carried out in South Africa, the US, Canada, the UK, 
and the Netherlands are but a few examples (e.g., Bhambra et al., 2018; Shahjahan 
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et al., 2022; Tight, 2022; Zembylas, 2018). However in Norway, even though inter-
nationalization (Gunnes et al., 2017; Statistics Norway, 2023), diversity and inclu-
sion are highly regarded values in higher education (HE) and legislation (e.g., the 
Norwegian Equality and Anti-Discrimination Act, 2018; the Norwegian University 
and University Colleges Act, 2005), efforts towards decolonial change and transfor-
mation of curriculum and pedagogical practice in HE have been scarce and met with 
great resistance (cf. Eriksen, 2021; Høiskar, 2020). Important contributions specif-
ically in the area of HE are the pedagogical toolkit of the Norwegian Students’ and 
Academics’ International Assistance Fund (2020) and the collaborative autoethno
graphy by Eriksen et al. (2023), as well as, in a Nordic context, Velásquez Atehortúa 
(2020) and Suárez-Krabbe (2012), while within the wider field of education and aca-
demia in the Nordic countries there are recent works such as Eriksen and Svendsen 
(2020b), Dankertsen (2021) and Fjellheim (2020).

Historically, HEIs have had an important role in the grounding of Western systems 
of knowledge production and thus in the perpetuation of coloniality (Shahjahan et al., 
2022). However in Norway, European colonial history is mainly considered some-
thing that Norway (and the wider Nordic region) is excepted from (e.g., Dankertsen, 
2021; Eriksen & Svendsen, 2020a; Keskinen et al., 2009). Yet the Norwegian state 
is by no means exempt from the global logic of coloniality. Being a bearer of the 
colonial Western-modern knowledge tradition, a colonizer both internationally (e.g., 
Keskinen et al., 2009; Kjerland & Bertelsen, 2014) and domestically—of the Sámi 
and other colonized or minoritized peoples (i.e. most of the Norwegian national 
minorities)—and having a legacy of scientifically legitimized state racism through 
its Norwegianization policy (Minde, 2005; Norwegian Truth and Reconciliation 
Commission, 2023), coloniality is proven to be part of the Norwegian state’s insti-
tutionalized national historical legacy. The recent report of the Norwegian Truth and 
Reconciliation Commission (2023) actualizes Tuck and Yang’s (2012) argument that 
decolonization is not a metaphor but is inseparable from the settler colonial logic. 
However, this national historical legacy is often obscured in both academic and pub-
lic debates, contributing to a lack of knowledge about the historical and contem-
porary continuous colonization and racism in Norwegian society. Recent initiatives 
have shown the urgency of making Indigenous knowledge and knowledge of the 
Sámi visible in research and HE (Dankertsen, 2019, 2021; Eriksen, 2021; Fjellheim, 
2020; Students’ and Academics’ International Assistance Fund, 2020). Furthermore, 
Norwegian lecturers remain predominantly white/Western and there is a relative lack 
of teachers from minority groups in tenured positions and within fields such as educa-
tional science (Askvik & Drange, 2019; Thomas & Fylkesnes, forthcoming). A study 
by Thomas and Fylkesnes (forthcoming) confirms the lack of non-white authors in 
Norwegian curricula for teacher education. Internationalization of HEIs in Norway 
(Gunnes et al., 2017) and the increasingly heterogeneous student body (Statistics 
Norway, 2023) call for meeting students’ demands to recognize epistemic diversity, 
not only for its own sake (cf. Gopal, 2021), but moreover to meet the decolonial 
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reparative demands of transformation and the inseparable aspects of cognitive and 
social justice, as well as academic soundness (Ndlovu-Gatsheni, 2019; Santos, 2014). 

Understanding university teacher education (henceforth “learning and teaching in 
higher education” (LTHE)) as a driver of educational transformation, this article con-
tributes to a new body of research on decolonizing LTHE in Norway, in particular, and 
decolonizing Norwegian and other Scandinavian HEIs, more generally. Thus, the aim 
of this article is twofold: (1) to gain critical reflective insight into how our own initial 
work on the module in decolonizing LTHE itself could possibly have persisting aspects 
of colonialization; and (2) to initiate a transformation of the module in line with deco-
lonial theory for the inspiration of scholarly colleagues in other HEIs. Taking critical 
collaborative autoethnographic methodology (Adams, 2017; Chang, 2016; Blalock & 
Akehi, 2018; Eriksen et al., 2023) and decolonial theory (e.g., Gopal, 2021; Mignolo, 
2003; Santos, 2014) as our point of departure for reflecting on the syllabus of the newly 
developed module on decolonization and pedagogical practice for teaching staff at a 
Norwegian university college, we critically discuss and question the potency of our 
own roles—being two middle-aged white cis-men and one middle-aged cis-woman, all 
lecturers with expertise mainly in decolonial theories, decolonial learning and teaching 
practices, and critical whiteness and critical discourse analysis perspectives—in chang-
ing and transforming the ways that Western ontology and epistemology prevail in our 
pedagogical practices. We also address the implications for university pedagogy courses 
with respect to future decolonizing efforts in HEIs in Norway. 

The article is structured as follows: First, we outline the Norwegian context of 
LTHE and briefly describe the university pedagogy module analyzed in the article. 
Second, we define and discuss decolonial theory related to HE with a point of depar-
ture in the concept of modernity/coloniality (Mignolo, 2003; Quijano, 1992), and 
we support our claim that decolonizing HE is relevant also in a Norwegian context. 
Third, we discuss critical collaborative autoethnography as our methodology and 
present the data and the steps we took to critically reflect upon the module syllabus. 
Fourth, we present the analysis and the findings of our discussion in light of deco-
lonial theory. Finally, we discuss the implications of our findings and point to how 
a LTHE course on decolonization at a Norwegian university college could possibly 
be translated into a larger process of decolonizing wider curriculum and pedagogical 
practice in HE, beyond our local context.

Context: University pedagogy in Norway and the local LTHE module

In Norway, as in many other European countries, educational training programs for 
academics have been offered since the 1960s. LTHE courses are directed towards 
teaching staff and typically comprise courses in university pedagogy, but may also 
include workshops, lectures, and other activities on related themes (Lycke & Handal, 
2018). The purpose of LTHE courses is typically to enhance the quality of the edu-
cation and qualify academic staff for their work as lecturers. 
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While academic development initiatives may take place on different levels of the 
organization, LTHE courses in Norway are often centralized, focused on ongoing 
professional development (supporting the process of change through reflection), and 
on individual practice (cf. Amundsen & Wilson, 2012; Trowler & Bamber, 2005). As 
such, academic development through LTHE courses can be seen as a two-step process, 
where individual change in the mind of the lecturer is supposed to lead to a change in 
the pedagogical practice, which may (or may not) produce enhanced student learning 
and a change in the students (Amundsen & Wilson, 2012; Trowler & Bamber, 2005). 

In early 2023, two of the authors of this article, Fredrik and Jørgen, developed a 
module in two parts, entitled “Decolonization and Pedagogical Practice, Module 
I–II”, with Module I ready for launch in autumn 2023 and Module II in spring 
2024 at Østfold University College. The aim of the module was to offer pedagog-
ical development for teaching staff, focusing particularly on introducing partic-
ipants to decolonial theory and encouraging them to incorporate decolonizing 
pedagogies in their own LTHE practices. Importantly, the module is not part of 
the compulsory 15 ECTS credit qualification LTHE program for all new teach-
ing staff at the institution (cf. Lycke & Handal, 2018; Trowler & Bamber, 2005), 
but is offered as an optional course open to academics in Norway. Each part of 
the module corresponds to a workload of 20 hours and is structured with one on- 
campus meeting and one webinar. While Module I focuses on the participants’ 
meta-reflections on their own practice, Module II includes the implementation of a 
small development project intended to actually create decolonial pedagogical trans-
formation in the participants’ own pedagogical LTHE-related activities. 

Decolonial theory and HE 

Decolonization has different meanings for different people in different contexts  
(cf. Shahjahan et al., 2022). Zembylas (2018) points to how two common ideas of 
decolonization are about (1) the urge to resist Eurocentrism and acknowledge the 
contributions of colonized peoples, and (2) a moral imperative for righting the wrongs 
of colonial domination, including social justice for people affected by coloniality. The 
theoretical framework of this article takes its standpoint in Quijano’s (cf. 1992) con-
cept of modernity/coloniality, as further developed by Mignolo (cf. 2003). The Latin 
American concept of modernity/coloniality refers to 500 years of unequal power 
relations, starting with the colonization of the Americas, a process that is seen as 
inseparable from the formation of European modernity during the Renaissance and 
Enlightenment periods and the existing capitalist world economy (cf. Maldonado-
Torres, 2011). Even though colonialism officially ended with the political liberation 
of the former European colonies during the 19th and 20th centuries, coloniality—the 
underlying logic or matrix of power (Quijano, 1992)—is still defining the modern 
world (Maldonado-Torres, 2007; Mignolo, 2003). For Quijano (1992), colonial-
ity is the shadowy side of modernity and its discourse on progress and civilization. 
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The center of the matrix of coloniality is race, racism, and racialization: the modern 
forms of domination, hierarchization, and the exploitation of some human beings 
for the benefit of other human beings (Quijano, 1992; Walsh, 2012). A central point 
concerning the concept of modernity/coloniality is that there is no general epistemol-
ogy. On the contrary, the production of knowledge is geohistorically grounded in the 
colonial matrix of power, even if some knowledge has been presented as universal 
(i.e. Eurocentric rational knowledge) (Quijano, 1992)—as local histories imposed 
as global designs (Delgado & Romero, 2000; Mignolo, 2003). Based on this colo-
nial worldview, the university is understood as a privileged site for the production 
of knowledge, with the power to decide what (or whose) knowledge counts as legit-
imate or not. Ever since the 16th century, the Western university has been complicit 
in “epistemicides”—the death of knowledge related to the extermination of subor-
dinated cultures and social groups—of, for instance, Indigenous people, not only in 
the conquest and colonization of the Americas (Grosfoguel, 2013; Santos, 2012), but 
worldwide, including the Global North (cf. Minde, 2005). 

For Zembylas (2018), decolonization means “challenging all forms of coloniality 
that still persist in HE and that are complicit in colonial oppression” (p. 3). As Ndlovu-
Gatsheni (2019) argues, in line with Santos (2014) and the notion of “epistemologies 
of the South”, the struggle of social justice is inseparable from the struggle of cognitive 
justice (decentering the colonial knowledge regimes and recognizing the knowledge 
production of the dominated) and epistemic diversity (opening up for a plurality of 
knowledges to co-exist). Cognitive justice can even be seen as a prerequisite for other 
forms of liberation (Ndlovu-Gatsheni, 2019). In their review of global interdisciplin-
ary literature on decolonizing HE curriculum and pedagogy, Shahjahan et al. (2022) 
discern four general ways of carrying out this endeavor: (1) critiquing and probing 
the positionality of knowledge in educational processes; (2) constructing an inclusive 
curriculum beyond dominating knowledge systems; (3) creating environments that 
foster relational teaching and learning; and (4) connecting HEIs with community and 
socio-political movements. Mindful of not wanting to reproduce the colonial logic of 
universality, Shahjahan et al. (2022) suggest avoiding “best practices” approaches to 
decolonizing curriculum and pedagogy, and recommend instead paying attention to 
the local contexts of diverse disciplinary, cultural, and geographic contexts.

As outlined in the introduction, Norway, as well as the rest of the Nordic states, is 
in no way peripheral to the colonial logic outlined above (e.g., Eriksen & Svendsen, 
2020a; Suárez-Krabbe, 2012). Apart from having established small colonies overseas 
during the Denmark-Norway union, Norwegian companies participated with success 
in the profitable colonial trade (Kjerland & Bertelsen, 2014; Norwegian Students’ 
and Academics’ International Assistance Fund, 2020), which even brought wealth 
to a small town like Halden—currently home to one of the two campuses of Østfold 
University College—through its national monopoly, together with Bergen, on the 
sugar refinery business (Hove, 2017). Domestically, the policy of Norwegianization 
and its epistemicide of Indigenous and other minoritized groups’ knowledge was at 
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the time viewed as a modernization project, something that highlights how moder-
nity and coloniality are intimately entwined (Minde, 2005; Norwegian Students’ and 
Academics’ International Assistance Fund, 2020). 

Tuck and Yang’s (2012) reminder that decolonization is not a metaphor is use-
ful for understanding the Sámi in their relation to the nation state (cf. Dankertsen, 
2021; Norwegian Truth and Reconciliation Commission, 2023). From an Indigenous 
Studies perspective, Tuck and Yang (2012) highlight the dangers of an academic 
domestication of “decolonization” as it is used metaphorically to describe efforts to 
promote diversity and inclusion, and clarify how decolonization is not a metaphor 
of symbolic or rhetorical substance, but something that involves real, tangible anti-
colonial political and social strategies and actions (cf. Simpson, 2004), such as the 
restoration of land, knowledge, and other properties to Indigenous peoples, as well as 
the dismantling of structures that perpetuate colonial dominance. In the light of the 
Norwegian Truth and Reconciliation Commission (2023), Norwegian HEIs could 
have a role in fostering a reconciled society, embracing a multitude of voices and 
forms of expression within academic institutions to cultivate an environment that not 
only seeks knowledge but also values the diverse ways in which that knowledge can 
be shared, understood, and applied (Jørstad, 2023).

Methodology

In this study, we draw on critical collaborative autoethnography (Adams, 2017; 
Blalock & Akehi, 2018; Chang, 2016; Eriksen et al., 2023). This methodology allows 
us to be both researchers and researched, to self-reflect on our emotions, thoughts, 
and beliefs related to our personal experiences (Keleş, 2022) of decolonizing LTHE, 
and to enable metacognitive critical reflections of those experiences. Thus, the meth-
odology can to a greater extent ensure a double research process (Delamont, 2009; 
Eriksen, 2020; Pillow, 2015; Țîștea, 2020), potentially leading to decolonial trans-
formative LTHE practices in our work on the module (Blalock & Akehi, 2018). In 
the process of working with this methodology, we draw heavily on the framework of 
Andreotti et al. (2015) which describes four spaces of enunciation as a response to 
coloniality: (1) “everything is awesome” space; (2) soft-reform space; (3) radical- 
reform space; and (4) beyond-reform space. While the first space does not recog-
nize decolonization as a desirable project and, thus, no decolonizing practices are 
needed, the “soft-reform space” suggests the increased and conditional inclusion into 
mainstream academia of previously underrepresented groups. The “radical-reform 
space”, which recognizes epistemological dominance, calls for recognition, represen-
tation, and redistribution to empower marginalized groups with a voice and resources. 
The “beyond-reform space”, which brings a recognition of ontological hegemony, 
demands a dismantling of the systematic violence of the shadowy side of modernity 
(Mignolo, 2003; Quijano, 1992) through subversive educational use of spaces and 
resources. In line with these perspectives, we critically reflected on the syllabus of the 
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newly designed LTHE module (Decolonization and Pedagogical Practice, Module 
I–II). Our aim was twofold yet interconnected. Firstly, we wanted to gain insight 
into how our own initial work on the module in decolonizing LTHE itself possibly 
had persisting aspects of colonization. Secondly, we wanted to initiate a decolonial 
transformation of the module, which, as stated before, is to be implemented in 2023–
2024, from a soft-reform space to include a more radical-reform space (Andreotti 
et al., 2015), with (if possible) elements of beyond-reform space in it.

How we worked with the data
Centering our critical collaborative autoethnography on the syllabus of the module 
(see Appendix for an English translation), developed by Fredrik and Jørgen, Sandra  
was invited to interrogate and criticize the course description as a critical friend 
(Lauvås et al., 2016). As an academic in the related field of critical whiteness studies 
and critical discourse analysis, Sandra’s role was to conduct a close critical reading 
of the module syllabus and pose critical questions to this text. Fredrik and Jørgen 
discussed Sandra’s comments to the text and responded to the questions separately 
from Sandra but in the same document where Sandra initially posted her critical 
questions. The three authors then came together for several discussions about: (1) the 
questions and answers; (2) the process of individual and collective critical meta reflec-
tion; and (3) the feelings that the critical questions provoked in Fredrik and Jørgen, 
particularly when their “blindness” to their own colonizing ways were revealed by 
Sandra’s questions (cf. Eriksen et al., 2023), as well as when Fredrik and/or Jørgen 
did not see eye to eye with Sandra’s reflections. The discussions, which were all held 
in English, were then transcribed to a common document.

For the analysis of the data—one document containing the questions posted by 
Sandra to the module syllabus and Fredrik and Jørgen’s answers, and a second docu
ment containing all authors’ joint discussions—we applied a process of comparison 
of these documents and themed the data (Saldaña, 2015, pp. 14, 205) into what we 
found to be four main issues, regarding: (1) what a decolonization of LTHE means; 
(2) the motivation and rationale for why LTHE should be decolonized; (3) how to go 
about a decolonization of LTHE; and (4) what the role of language usage in decolo-
nization is. In the next sections we present these findings.

Analysis

With the module on decolonizing LTHE, and in accordance with the decolonial the-
ory outlined above, we want to challenge the participants to potentially modify their 
curricula, pedagogical practice and related activities, and work towards more cogni-
tive justice (by decentering the existing colonial knowledge regimes and recognizing 
the knowledge production of the dominated) and more epistemic diversity (by open-
ing up for a plurality of knowledges to co-exist). Our implicit invitation through the 
module is to encourage critical reflection on our positionality as educators and even 
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as individuals. When Fredrik and Jørgen initially crafted the module, they intended 
it to serve as a catalyst for change and personal transformation. The full extent of 
these ambitions may not have been wholly comprehended during the creation of the 
module syllabus within the institutional framework. Nonetheless, the module sym-
bolizes a wish to instigate radical change (cf. Andreotti et al., 2015). We resolved to 
subject our module to the same stringent evaluation we would expect from our future 
participants.

The conversation between the authors, outlined in the following paragraphs and 
exemplified by quotes, demonstrated multiple topics simultaneously. It empha-
sized the diverse viewpoints within our group and the importance of constructively  
challenging one another to provoke more insightful responses. Jørgen confessed to 
feeling challenged by several questions, finding them irrelevant or overly theoretical, 
and at times detached from the purpose of communicating with peers. Meanwhile, 
Sandra pointed out a series of significant omissions that undermined the goal of ini-
tiating change. 

In the following paragraphs, the quotes from the syllabus are written with indents 
only, while the quotes from the written conversation between the authors are written 
with indents and in italics.

What does it mean to decolonize LTHE?
One of the first points of discussion that came up was the meaning of decolonizing 
LTHE in the context of the new module:

Syllabus:	� “Decolonization entails posing critical inquiries concerning the origins 
of knowledge and epistemological perspectives…” 

Sandra:	� Is this only what decolonialization is about – critical inquiries and asking 
questions (who is included/excluded)? What about actually changing 
these very points that the inquiries are addressed towards? 

Jørgen:	� Wholeheartedly agreed. This phrasing must be changed, for example in 
alignment with what summarizes the definitions that guide this article.

Fredrik:	� Yes, if we argue with the theory, it is not only about critical reflection 
on epistemology, but also decentering colonial knowledge regimes and 
working towards epistemic diversity, i.e., transformation.

Recognizing the limitations of monocultural perspectives and hierarchies is cru-
cial, as is disrupting these constraints to make room for a plurality of knowledges 
(Shahjahan et al., 2022). This means that the call in the syllabus for an inquiry is not 
sufficient, neither is simply “seeing the wrongs”, as Sandra stated later in the con-
versation. In the conversations, Fredrik and Jørgen realized that there is a dualism 
at the heart of decolonization, recalling Zembylas’ (2018) words about the need to 
resist Eurocentrism and recognize the knowledge contributions of colonized peo-
ples, in combination with the moral imperative to correct the wrongs of colonial 
domination and call for social justice. In the view of “epistemologies of the South”  
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(cf. Ndlovu-Gatsheni, 2019; Santos, 2014), the struggle for social justice is insep-
arable from the struggle for cognitive justice, which entails the decentralization of 
colonial knowledge regimes and the recognition of the knowledge production of the 
dominated. It also calls for epistemic diversity, opening a space for a plurality of 
knowledges to co-exist. Cognitive justice can thus be viewed as a precursor to other 
forms of liberation. Drawing on Gopal (2021), one way to do this could be to “relink” 
approaches to knowledge (cf. Mignolo, 2003) by opening new pathways to dialogue 
between different cultures and traditions, for example in the recorded interviews 
with Nordic decolonial scholars that we will use as part of the course material (see 
Appendix). 

Why decolonize LTHE? The rationale for the module
Another central but overlooked aspect of the syllabus was the rationale for the mod-
ule, which Sandra brought up early in the conversations:

Syllabus:	� “…for those interested in incorporating decolonization into their peda-
gogical practice.” 

Sandra:	� Generally, an unanswered question I have to this intro is: Why? What 
is your rationale for why anyone should be interested in incorporating 
decolonization into their pedagogical practice?  I am thinking a ratio-
nale with respect to social/racial justice could work, diversity (what HEI 
advertise – they put “diversity” (melanin-rich persons) into our advert 
photos) yet fail to diversify […] our curriculum and pedagogical practice. 

Why did we not address the question of why decolonize LTHE?, Fredrik and Jørgen 
asked themselves simultaneously when reading Sandra’s comment. Sandra’s wake-up 
call was followed up by Fredrik, who recognized that it is a fundamental question 
that needs to be addressed in the syllabus, as well as discussed with the participants.

Fredrik agreed with Sandra in that the question of diversity is central, but in a 
transformative sense. More heterogeneous student groups offer both challenges and 
possibilities for lecturers, Fredrik added, while minority students rightfully claim rec-
ognition and representation in line with the “Why is my curriculum white?” move-
ment (cf. Bhambra et al., 2018; Gopal, 2021). Drawing on Gopal (2021), we may 
add that diversity is important for its own sake and, moreover, it is pedagogically 
and intellectually sound, because monocultures “do not produce good thinking and 
are in themselves a lethal form of unmarked narrow identity politics” (Gopal, 2021, 
p. 877). Finally, in line with Shahjahan et al. (2022), Gopal (2021) and Ndlovu-
Gatsheni (2019) and what has been discussed above, Fredrik argued that the role  
of the university in Norway’s colonial past needs more attention. Fredrik reminded 
us of the moral imperative to right the wrongs of colonial domination and create 
an ethical stance in relation to social justice for people affected by coloniality (cf. 
Zembylas, 2018): in our context, the Sámi and other colonized or minoritized groups 
in Norway. All these arguments, we concluded, need to be discussed with the future 
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participants and communicated to those interested in taking the module with, as 
Sandra stressed, the actual inclusion of these into their LTHE pedagogical practices 
and related activities in decolonial transformative ways.

How to decolonize HE?
Under this heading, we grouped together various conversations on how to work on 
decolonization in the module and how to challenge the participants to deal with 
decolonizing curriculum and pedagogical practice. The term “awareness” and the 
focus on the individual turned out to be a pivotal point that challenged Jørgen’s as 
well as Fredrik’s positioning in relation to others:

Syllabus:	� “…specifically, how we engage with our students and strive to heighten 
both our own and our students’ awareness of knowledge, power, and the 
recognition of knowledge.” 

Sandra:	� Awareness? What do you mean? Can one not be aware of injustice, yet 
decide to do nothing about it – as long as I benefit in this system, why 
should I care? 

Jørgen:	� This is a very fair point, and we might have dropped the ball on this one. 
Awareness in itself solves nothing. Racism is something that everyone is 
aware of, yet it continues to bury people every day. Increasing awareness 
cannot be perceived as the end goal of this module. 

For this, we had to ask ourselves: Are we simply asking lecturers to be aware of injus-
tices or do we rather want to motivate a move towards radical change (cf. Andreotti 
et al., 2015)? Reminding ourselves of the two-step process of academic develop-
ment through LTHE courses, which may (or may not) lead to enhanced student 
learning and a change in the students (cf. Amundsen & Wilson, 2012; Trowler & 
Bamber, 2005), makes the question even more relevant. Before these conversations, 
Fredrik and Jørgen would be likely to claim the latter, yet Sandra had objections to 
that understanding, which caused Fredrik and Jørgen to rethink the module design. 
Sandra expressed skepticism towards the idea of increasing awareness of knowledge, 
power, and recognition without promoting anticolonial strategical actions against 
injustice (cf. Simpson, 2004). Sandra also highlighted the ineffectiveness of mere 
awareness in addressing issues like racism, implying that a decolonial pedagogical 
approach needs to be not only critical and interrogative but also reparative and trans-
formative in line with the rationale of decolonial theorists (cf. Gopal, 2021) and the 
module itself. From an institutional point of view, this discussion relates to the widely 
held assumption in LTHE courses that the development of the reflective practitioner 
will automatically result in pedagogical change, when interventions on one level do 
not automatically have repercussions on another (Trowler & Bamber, 2005).

At another point in the discussion, Jørgen expressed comprehension of the argu-
ment surrounding the perceived lack of action associated with “awareness”, yet did 
not entirely dismiss it. Going further, Jørgen asserted that disregarding it would 
be erroneous, because the way we discuss the world and categorize aspects such 
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as gender, ethnicities, and so forth influences actions within any given society or 
group. This underscores the notion that our conceptualizations play a role in shaping 
the world. Consequently, alterations in our conceptualizations can serve as potential 
agents of change. Adding to this point, Fredrik suggested that within the related field 
of critical pedagogy, awareness of social injustices often serves as a starting point  
(cf. Freire, 2021). To effect change regarding an injustice, one must first be aware 
of its existence. The discussion relates to Andreotti et al. (2015) and the framework 
of the four spaces of enunciation as a response to coloniality. Possibly, with the cur-
rent syllabus we are recognizing epistemological hegemony, which is at the border 
between the soft-reform space and the radical-reform space.

Connected to the discussion on awareness is the question of the role of pedagogical 
practice and introspection. Sandra came up with the idea to change the title of the 
module: 

Syllabus:	� Decolonization and Pedagogical Practice: Module I – Introduction and 
Introspection 

Sandra:	� Would personally love it if it was entitled: Decolonizing Pedagogical 
Practices.

Jørgen:	� That is a good and action-oriented title. 
Fredrik:	� I like it as well, it kind of urges the participants to transform their own 

practice. 

Sandra questioned the “and” of the title and pointed out the central role of peda
gogical practice in decolonizing HE. The three authors agreed on the implemen-
tation of the new title, which is more in line with the aspirations of the module. In 
another conversation, the authors also decided to change the wording of the syllabus 
under the heading of assessment, where emphasis will be on implementing changes 
in the participants’ pedagogical practice rather than presenting a plan.

Syllabus:	� In-person campus meeting (Halden or Fredrikstad, approximately 
five-hour one day meeting): Topic: Decolonization – Introduction and 
Introspection

Sandra:	� What is the rationale for introspection (I do not find these perspectives 
so prominent in our decolonizing theory (am I right?), but I kind of think 
of it as a Western, Freudian even, concept. 

Jørgen:	� The end goal of these modules is not to rid us of Western ways of knowing 
and concepts. So, there is nothing wrong with including a Western concept. 
The rationale, as I recall, was to use awareness (yikes!) as a detonator for 
action. 

Sandra questioned the idea of introspection as a Western concept. Jørgen, followed by 
Fredrik, responded that decolonizing HEIs is not about erasing Western knowledge 
but rather challenging Western epistemic hegemony and opening up for a plurality 
of perspectives, as Mignolo states, “learning to think with, against and beyond the 
legacy of Western epistemology” (interviewed in Delgado & Romero, 2000, p. 31). 
Further on, Sandra proposed working more with the participants’ positioning and 
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how it could go beyond their own selves and include how they, as educators (in posi-
tions of power), position racialized Others (in the sense of Said, 1978) though their 
curriculum, reading lists and pedagogical practices. Sandra also suggested deal-
ing with Indigenous knowledges and utilizing the experience of shared knowledge  
practices (e.g., Balto & Østmo, 2012). This would be a decentering practice, Sandra 
explained, for the self-centeredness of white/Western academics performing a  
listening practice where they show that they take the Others’ perspectives seriously 
into account. Considering their own roles during the conversations, Fredrik and 
Jørgen became even more convinced of the necessity to invite external lecturers to 
the module to cover different perspectives on decolonization from outside Western 
hegemonic epistemology, such as Indigenization (cf. Simpson, 2004), going beyond 
their own self-centeredness and practicing listening and sharing knowledges.

On the role of language
The question regarding whether we should use the term pedagogy for this module 
was raised early in the discussions. Sandra had issues with the term “pedagogy”, due 
to its etymology, deriving from the Greek paidagōgós, a slave that brought children of 
the ruling classes to school (Merriam-Webster, n.d.), and suggested searching for a 
term from other forms of knowledges to replace it. Fredrik presented an alternative, 
namely “andragogy”, which is also a Western concept, however. Jørgen replied that 
such a vocabulary indeed exists and mentioned the paradigm of Indigenous educa-
tion that emphasizes the revitalization of Indigenous epistemology and the decoloni-
zation of education. Instead of using the term pedagogy as commonly understood in 
Western education, Indigenous knowledge systems often refer to their own traditional 
concepts and practices of teaching and learning (cf. Kuokkanen, 2000). The Network 
of Indigenous, Intercultural and Community Universities of Abya Yala (RUIICAY, 
2019), for example, uses concepts such as Nurture and Cultivation of Wisdoms and 
Knowledges (CCRISAC), however they are not just about pedagogy but also what 
we would refer to as science. 

Jørgen, however, articulated a certain hesitancy regarding the relevance of seek-
ing a new term for pedagogy for the given module. The etymology of the term peda
gogy is undeniably noteworthy, yet Jørgen emphasized the distance between the 
origin of the term and the practices promoted in today’s education. Jørgen therefore 
questioned the significant impact of the term’s slave connection on contemporary 
understandings. Viewing the module as primarily focused on implementing changes 
in LTHE practices, Jørgen also expressed doubt that the general teaching staff of 
the university college would be motivated to action by a renunciation of the term 
“pedagogy”, particularly considering their potential lack of knowledge concerning its 
original meaning and the resistance it could meet in local academic cultures. Indeed, 
it may be relevant to ask to what extent they should be expected to connect on a 
personal level to concepts too foreign to their understanding of what they are doing 
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to what concepts are used to describe their practices. However, Fredrik and Jørgen 
acknowledged that it could, and perhaps should, be beneficial to incorporate other 
terminologies used to describe learning processes. 

Discussion

In this article, we have discussed the initial process of decolonizing a LTHE module 
for teaching staff at a Norwegian university college. With a point of departure in 
decolonial theory and critical collaborative autoethnography, the aim of the article 
was to gain critical reflective insight into our own work on the module in decoloniz-
ing LTHE and how this possibly had persisting aspects of colonization, as well as to 
initiate a transformation of the module more in line with our decolonial aspirations. 

Despite our ambitions for the module to challenge the participants to create peda
gogical change and encourage critical reflection on our own colonial positionalities, 
the critical conversations between Sandra and the two authors responsible for the 
module (Fredrik and Jørgen) made clear how we, as white academics in Norway, are 
shaped within a Western tradition and how the institutional frames, local cultures, 
and disciplinary traditions may be limiting for changes within a radical-reform or 
beyond-reform space (cf. Andreotti et al., 2015). Two major lacunae in the current  
syllabus are the rationale for the module and a clear definition of what we mean by decol-
onizing HE in our local and national context. Besides, the focus on the predominantly  
white academic’s awareness-raising and introspection needs to be complemented with 
relational perspectives and the practice of listening to silenced Others through invited 
lecturers, not least bringing in existing Indigenous Studies from a Sámi context (e.g. 
Dankertsen, 2019, 2021; Kuokkanen, 2000; Minde, 2005). Furthermore, recognizing 
how language-use matters in decolonizing attempts and how the conversations enabled 
Fredrik and Jørgen to initiate critical metacognitive self-reflections on terminology, 
such as the term “awareness”, ensured not only a double research process (Delamont, 
2009; Eriksen, 2020; Pillow, 2015; Țîștea, 2020), but also a LTHE pedagogical pro-
cess, hopefully leading them towards more decolonial transformative LTHE practices 
(Blalock & Akehi, 2018), including vocabulary from other knowledge systems. 

As the assignment of the second part of the module is to plan and implement 
a pedagogical change towards decolonization in the participants’ own subjects, the 
article can potentially serve as an example of how such development work could 
initially be performed in practice. Thus, the results can be used to further develop 
the module and serve as inspiration for teaching staff in their attempts to decol-
onize HE through their own pedagogical practice and related activities. However, 
as Trowler and Bamber (2005) remind us, the individual teacher may have limited 
space to implement changes, as the departmental, disciplinary, and institutional con-
texts tend to constrain new practices. Not all academic development initiatives lead 
to learning that is subsequently reflected in teaching and student learning, because 
the process can be seen as “a dynamic interplay, among individual, disciplinary, and 
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organizational elements and mediated by the reflection on action” (Amundsen & 
Wilson, 2012, p. 110). Furthermore, the development process may result in differ-
ent outcomes for different faculty members, something that we did not consider 
when planning the module (Amundsen & Wilson, 2012). The participants may act 
as precursors in their departments, but we acknowledge that a successful decolonial 
intervention would also need to be broader (for instance, by incorporating decolonial 
perspectives into the compulsory LTHE course for newly appointed teaching staff) 
and aimed at other levels beyond the individual lecturer (for example, as professional 
development workshops offered to departments, faculties, and institutions).

As a way of undoing coloniality, decolonizing HE means recognizing the con-
straints of monocultural perspectives and hierarchies in the discipline, constructing 
an inclusive curriculum beyond Western epistemic hegemony, and creating LTHE 
environments that encourage more relational pedagogical practices, both on the indi-
vidual, the disciplinary and the institutional levels, as well as in collaboration with 
the local community. We argue, along with Gopal (2021), that posing “the right 
questions for each context is itself part of the work of intellectual decolonisation” 
(p. 881). Drawing on the distinction between inward and outward-facing strategies 
(Shahjahan et al., 2022), we suggest that decolonizing curriculum and pedagogy in a 
Norwegian HEI context will include processes of diversification (including a critical 
scrutiny of institutionalized Whiteness), and inward-facing Indigenization, that is, 
strategies targeting changes within HEIs, such as curricular and pedagogical shifts, 
and bringing in Indigenous knowledge systems.

Author declaration

Fredrik Olsson contributed to the conceptualization of the article, contributed to 
the investigation and formal analysis and had a lead role in the writing and editing of 
all parts of the manuscript, including theory development. 

Sandra Fylkesnes initiated the idea of the article and its methodology, contributed 
to its conceptualization and methodological development, and took part in review-
ing, critically commenting on, editing and writing all parts of the manuscript.

Jørgen Sørlie Yri contributed to the conceptualization of the formal analysis, partic-
ipated in the investigation and in writing the analysis. Sørlie Yri initiated, and together 
with Olsson co-developed the module on decolonizing university pedagogy, which, 
influenced by Fylkesnes’ critical comments, became the main focus of the article.

Author biographies

Fredrik Olsson is an Associate Professor in the Section for Teaching and Learning 
(PULS) at Østfold University College, where he works in academic development. 



76

F. Olsson, S. Fylkesnes & J. S. Yri

He has a PhD in Spanish and Latin American Literature from the University of 
Gothenburg and the University of Seville. His research interests are migration liter-
ature, Post- and Decolonial Studies, and teaching and learning in higher education.

Sandra Fylkesnes is an Associate Professor in pedagogy at Østfold University 
College, where she works in teacher education. She has a PhD in Educational 
Sciences for Teacher Education from OsloMet. Her research interests are concerned 
with how teacher education deals with issues related to social and racial justice, often 
drawing on methodologies inspired by critical theoretical perspectives on discourse, 
whiteness and policy.

Jørgen Sørlie Yri  is an Associate Professor at Oslo Metropolitan University 
(OsloMet), and teaches Spanish at the Norwegian Ministry of Foreign Affairs. He 
holds a PhD in History from the Norwegian University of Science and Technology 
(NTNU) (2022), with a focus on Dominican-Haitian relations as perceived by 
Dominican-Haitian borderland youth. Recent relevant collaborations include a 
three-year (ongoing) contract as a PhD supervisor, teacher, and co-administrator on 
a doctoral program shared between OsloMet and the Indigenous and intercultural 
universities of UAÍIN (Colombia) and URQACCAN (Nicaragua).

References

Adams, T. E. (2017). Critical autoethnography, education, and a call for forgiveness. International Journal of 
Multicultural Education, 19(1), 79–88. https://doi.org/10.18251/ijme.v19i1.1387

Amundsen, C., & Wilson, M. (2012). Are we asking the right questions? A conceptual review of the educational 
development literature in higher education.  Review of Educational Research,  82(1), 90–126. https://doi.
org/10.3102/0034654312438409

Andreotti, D. O. V., Stein, S., Ahenakew, C., & Hunt, D. (2015). Mapping interpretations of decolonisation in 
the context of higher education. Decolonization: Indigeneity, Education & Society, 4(1), 21–40. https://jps.
library.utoronto.ca/index.php/des/article/view/22168

Askvik, T., & Drange, I. (2019). Etnisk mangfold i akademia. Søkelys på arbeidslivet, 3(36), 194–210. https://doi.
org/10.18261/iss.1505-7989-2019-03-06

Balto, A. M., & Østmo, L. (2012). Multicultural studies from a Sámi perspective: Bridging traditions and 
challenges in an indigenous setting. Issues in Educational Research, 22 (1), 1–17. http://www.iier.org.au/
iier22/balto.pdf

Bhambra, G. K., Gebrial, D., & Nişansıoğlu, K. (Eds.). (2018). Decolonising the university. Pluto Press. http://
library.oapen.org/handle/20.500.12657/25936

Blalock, A. E., & Akehi, M. (2018). Collaborative autoethnography as a pathway for transformative learning. 
Journal of Transformative Education, 16(2), 89–107. https://doi.org/10.1177/154134461771571

Chang, H. (2016). Individual and collaborative autoethnography as method in a social scientist’s perspective.  
In S. Holman Jones, T. E. Adams, & C. Ellis (Eds.), Handbook of autoethnography (pp. 107–122). 
Routledge.

Dankertsen, A. (2019). I felt so white: Sámi racialization, indigeneity, and shades of whiteness. NAIS Journal 
of the Native American and Indigenous Studies Association 6(2), 110–137. https://doi.org/10.1353/nai.2019.
a755894

Dankertsen, A. (2021). Indigenising Nordic feminism—A Sámi decolonial critique. In S. Keskinen, P. Stoltz &  
D. Mulinari (Eds.), Feminisms in the Nordic region. Neoliberalism, nationalism and decolonial critique 
(pp. 135–154). Springer. 

https://doi.org/10.3102/0034654312438409
https://doi.org/10.3102/0034654312438409
https://jps.library.utoronto.ca/index.php/des/article/view/22168
https://jps.library.utoronto.ca/index.php/des/article/view/22168
https://doi.org/10.18261/iss.1505-7989-2019-03-06
https://doi.org/10.18261/iss.1505-7989-2019-03-06
http://www.iier.org.au/iier22/balto.pdf
http://www.iier.org.au/iier22/balto.pdf
https://doi.org/10.1353/nai.2019.a755894
https://doi.org/10.1353/nai.2019.a755894


77

Decolonizing Higher Education in Norway

Delamont, S. (2009). The only honest thing: Autoethnography, reflexivity and small crises in fieldwork. 
Ethnography and Education, 4(1), 51–63. https://doi.org/10.1080/17457820802703507

Delgado, L. E., & Romero, R. J. (2000). Local histories and global designs: An interview with Walter Mignolo. 
Discourse, 22(3), 7–33. https://www.jstor.org/stable/41389582

Eriksen, K. G. (2020). Decolonial methodology and the reflexive wrestles of whiteness. Reconceptualizing 
Educational Research Methodology (RERM), 13(2), 99–116. https://doi.org/10.7577/rerm.4666 

Eriksen, K. G. (2021). “We don’t usually talk that way about Europe…”: Interrupting the coloniality of Norwegian 
citizenship education. [Doctoral dissertation]. University of South-Eastern Norway.

Eriksen, K. G., Aamaas, Å., & Bjerknes, A.-L. (2023). Engaging with indigenous perspectives in mainstream 
Norwegian teacher education: Collaborative autoethnography as a path toward decolonial indigenization. 
Diaspora, Indigenous, and Minority Education. https://doi.org/10.1080/15595692.2023.2173168

Eriksen, K. G., & Svendsen, S. H. B. (2020a). Decolonial options in education – Interrupting coloniality and 
inviting alternative conversations. Nordic Journal of Comparative and International Education (NJCIE), 1(4), 
1–9. https://hdl.handle.net/11250/2735404 

Eriksen, K. G., & Svensen, S. H. B. (Eds.). (2020b). Decolonial options in education [Special issue]. Nordic 
Journal of Comparative and International Education (NJCIE), 4(1). https://journals.oslomet.no/index.php/
nordiccie/issue/view/380

Fjellheim, E. (2020). Through our stories we resist. In A. Breidlid & R. Krøvel (Eds.), Indigenous knowledges and 
the sustainable development agenda (pp. 207–226). Routledge.

Freire, P. (2021). De undertryktes pedagogikk [Pedagogy of the oppressed]. Gyldendal.
Gopal, P. (2021). On decolonisation and the university. Textual Practice, 35(6), 873–899. https://doi.org/10. 

1080/0950236X.2021.1929561
Grosfoguel, R. (2013). Racismo/sexismo epistémico, universidades occidentalizadas y los cuatro genocidios/

epistemicidios del largo siglo XVI [Epistemic racism/sexism, Westernized universities and the four genocides/
epistemicides of the long 16th century]. Tabula Rasa, 19, 31–58. https://doi.org/10.25058/20112742.153

Gunnes, H., Nordby, P., Næsheim, H. N., & Wiig, O. (2017). Statistikk om innvandrere og etterkommere av 
innvandrere i norsk forskning og høyere utdanning [Statistics on immigrants and born-to-immigrant parents 
in Norwegian research and higher education]. NIFU.

Hove, J. O. (2017). Dei vestindiske øyane og den dansk/norske slavehandel [The West Indies and the Danish-
Norwegian slave trade]. Arkivverket. https://www.arkivverket.no/utforsk-arkivene/eldre-historie--1814/de-
vestindiske-oyer-og-den-dansk-norske-slavehandel

Høiskar, S. F. (2020). Decolonization of education from the perspective of a Norwegian solidarity organisation 
for students and academics.  Nordic Journal of Comparative and International Education (NJCIE),  4(1), 
172–177.

Jørstad, F. (2023, October 31). Formidling for forsoning [Communication for reconciliation] [Panel discussion]. 
Forsoning gjennom kunnskap, University of Oslo, Oslo, Norway.

Keleş, U. (2022). Writing a “good” autoethnography in educational research: A modest proposal. The Qualitative 
Report, 27(9), 2026–2046. https://doi.org/10.46743/2160-3715/2022.5662

Keskinen, S., Tuori, S., Irni, S., & Mulnari, S. (Eds.). (2009). Complying with colonialism: Gender, race, and 
ethnicity in the Nordic region. Routledge.

Kjerland, K. A., & Bertelsen, B. E. (Eds.). (2014). Navigating colonial orders. Norwegian entrepreneurship in Africa 
and Oceania. Berghan Books.

Kuokkanen, R. (2000). Towards an “Indigenous paradigm” from a Sami perspective. The Canadian Journal of 
Native Studies, 20(2), 411–436.

Lauvås, P., Hofgaard Lycke, K., & Handal, G. (2016). Kollegaveiledning med kritiske venner [Colleague mentoring 
with critical friends]. Cappelen Damm Akademisk.

Lycke, K., & Handal, G. (2018). Kurs i universitetspedagogikk. Et 50-årsperspektiv [Courses in university 
pedagogy. A 50-year perspective]. Uniped, 41(3), 189–205. https://doi.org/10.18261/issn.1893-8981-
2018-03-02

Maldonado-Torres, N. (2007). On the coloniality of being: Contributions to the development of a concept. 
Cultural Studies, 21(2–3), 240–270. https://doi.org/10.1080/09502380601162548

Maldonado-Torres, N. (2011). Thinking through the decolonial turn: Post-continental interventions in theory, 
philosophy, and critique: An introduction. Transmodernity: Journal of Peripheral Cultural Production of the 
Luso-Hispanic World, 1(2), 1–15. https://doi.org/10.5070/T412011805

https://journals.oslomet.no/index.php/nordiccie/issue/view/380
https://journals.oslomet.no/index.php/nordiccie/issue/view/380
https://doi.org/10.1080/0950236X.2021.1929561
https://doi.org/10.1080/0950236X.2021.1929561
https://www.arkivverket.no/utforsk-arkivene/eldre-historie--1814/de-vestindiske-oyer-og-den-dansk-norske-slavehandel
https://www.arkivverket.no/utforsk-arkivene/eldre-historie--1814/de-vestindiske-oyer-og-den-dansk-norske-slavehandel


78

F. Olsson, S. Fylkesnes & J. S. Yri

Merriam-Webster. (n.d.). Pedagogy. In Merriam Webster online. Retrieved May 23, 2023, from https://www.
merriam-webster.com/dictionary/pedagogy

Mignolo, W. D. (2003). Historias locales/diseños globales: Colonialidad, conocimientos subalternos y pensamiento 
fronterizo [Local histories/global designs: Coloniality, subaltern knowledges, and border thinking]. Akal.

Minde, H. (2005). Fornorskinga av samene. Hvordan, hvorfor og med hvilke følger? [Norwegianization of the 
Sámi. How, why and with what consequences] Gáldu Čála – Tidsskrift for Urfolks Rettigheter, 3. https://
samiskeveivisere.no/wp-content/uploads/2019/05/3-2005-fornorskning-av-samene-henry-minde.pdf

Ndlovu-Gatsheni, S. J. (2019). Discourses of decolonization/decoloniality. Papers on Language and Literature, 
55(3), 201–226. https://search.ebscohost.com/login.aspx?direct=true&db=aph&AN=138671246&site=e
host-live

Norwegian Equality and Anti-Discrimination Act [Lov om likestilling og forbud mot diskriminering]. (2018). 
(LOV-2017-06-16-51). Lovdata. https://lovdata.no/dokument/NLE/lov/2017-06-16-51

Norwegian Students’ and Academics’ International Assistance Fund [Studentenes og Akademikernes 
Internasjonale Hjelpefond]. (2020). En introduksjon til avkolonisering av akademia [An introduction to 
the decolonialization of academia]. Retrieved November 17, 2022, from https://saih.no/assets/docs/
Avkolonisering/Avkolonisering-klar-for-web.pdf

Norwegian Truth and Reconciliation Commission. (2023). Sannhet og forsoning – grunnlag for et oppgjør med 
fornorskingspolitikk og urett mot samer, kvener/norskfinner og skogfinner [Report from The Truth and Justice 
Commission]. https://www.stortinget.no/globalassets/pdf/sannhets--og-forsoningskommisjonen/rapport-til-
stortinget-fra-sannhets--og-forsoningskommisjonen.pdf

Norwegian University and University Colleges Act [Lov om universiteter og høyskoler]. (2005). (LOV-2005-
04-01-15). Lovdata. Retrieved June 19, 2023, from https://lovdata.no/dokument/NLE/lov/2005-04-01-15

Pillow, W. S. (2015). Reflexivity as interpretation and genealogy in research. Cultural Studies, Critical Methodologies, 
15(6), 419–434. https://doi.org/10.1177/1532708615615605 

Quijano, A. (1992). Colonialidad y modernidad/racionalidad [Coloniality and modernity/rationality]. Perú 
Indígena, 13(29), 11–20.

RUIICAY (Network of Indigenous, Intercultural and Community Universities of Abya Yala). (2019). Nurture 
and Cultivation of Wisdoms and Knowledges (CCRISAC). University of the Autonomous Regions of the 
Nicaraguan Caribbean Coast (URACCAN). https://www.uraccan.edu.ni/en/node/1162 

Said, E. W. (1978). Orientalism. Penguin Books.
Saldaña, J. (2015). The coding manual for qualitative researchers. SAGE.
Santos, B. D. S. (2012). The university at a crossroads. Human Architecture: Journal of the Sociology of Self-

Knowledge, 10(1), 7–16. https://www.boaventuradesousasantos.pt/media/University%20at%20crossroads_
HumanArchitecture2011.pdf

Santos, B. D. S. (2014). Epistemologies of the south: Justice against epistemicide. Routledge.
Shahjahan, R., Estera, A., Surla, K., & Edwards, K. (2022). “Decolonizing” curriculum and pedagogy:  

A comparative review across disciplines and global higher education contexts. Review of Educational 
Research, 92(1), 73–113. https://doi.org/10.3102/00346543211042423

Simpson, L. R. (2004). Anticolonial strategies for the recovery and maintenance of indigenous knowledge. The 
American Indian Quarterly, 28(3), 373–384. https://doi.org/10.1353/aiq.2004.

Statistics Norway [Statistisk sentralbyrå]. (2023). Studenter i universitets- og høgskoleutdanning [Students in 
university and college education]. Retrieved April 5, 2023, from https://www.ssb.no/utdanning/hoyere-
utdanning/statistikk/studenter-i-universitets-og-hogskoleutdanning 

Suárez-Krabbe, J. (2012). “Epistemic coyotismo” and transnational collaboration: Decolonizing the Danish 
university. Human Architecture: Journal of the Sociology of Self-Knowledge, 10(1), 31–44.

Thomas, A. J., & Fylkesnes, S. (forthcoming). Measured tones: The exclusion of people of colour from Norwegian 
reading lists [Currently in review].

Tight, M. (2022). Decolonization and higher education: A critical review of a contemporary concern, policy 
and theory. Higher Education Policy. https://doi.org/10.1057/s41307-022-00296-8

Țîștea, I. (2020). “Reflexivity of reflexivity” with Roma-related Nordic educational research. Nordic Journal of 
Comparative and International Education, 4(1), 26–42. https://doi.org/10.7577/njcie.3579

Trowler, P., & Bamber, J. (2005). Compulsory higher education teacher training. Joined-up policies, institutional 
architectures and enhancement cultures. International Journal for Academic Development, 10(2), 79–93. 
https://doi.org/10.1080/13601440500281708

https://www.merriam-webster.com/dictionary/pedagogy
https://www.merriam-webster.com/dictionary/pedagogy
https://search.ebscohost.com/login.aspx?direct=true&db=aph&AN=138671246&site=ehost-live
https://search.ebscohost.com/login.aspx?direct=true&db=aph&AN=138671246&site=ehost-live
https://lovdata.no/dokument/NLE/lov/2017-06-16-51
https://www.stortinget.no/globalassets/pdf/sannhets--og-forsoningskommisjonen/rapport-til-stortinget-fra-sannhets--og-forsoningskommisjonen.pdf
https://www.stortinget.no/globalassets/pdf/sannhets--og-forsoningskommisjonen/rapport-til-stortinget-fra-sannhets--og-forsoningskommisjonen.pdf
https://www.boaventuradesousasantos.pt/media/University%20at%20crossroads_HumanArchitecture2011.pdf
https://www.boaventuradesousasantos.pt/media/University%20at%20crossroads_HumanArchitecture2011.pdf
https://www.ssb.no/utdanning/hoyere-utdanning/statistikk/studenter-i-universitets-og-hogskoleutdanning
https://www.ssb.no/utdanning/hoyere-utdanning/statistikk/studenter-i-universitets-og-hogskoleutdanning


79

Decolonizing Higher Education in Norway

Tuck, E., & Yang, K. W. (2012). Decolonization is not a metaphor. Decolonization: Indigeneity, Education & 
Society, 1(1), 1–40. https://jps.library.utoronto.ca/index.php/des/article/view/18630/15554

Velásquez Atehortúa, J. (2020). A decolonial pedagogy for teaching intersectionality. Nordic Journal of 
Comparative and International Education, 4(1), 156–171.

Walsh, C. (2012). Interculturalidad crítica y pedagogía de-colonial: in-surgir, re-existir y re-vivir [Critical 
interculturality and de-colonial pedagogy: in-surge, re-exist and re-vive]. In P. Melgarejo (Ed.), Educación 
Intercultural en América Latina: memorias, horizontes históricos y disyuntivas políticas [Intercultural education 
in Latin America: memories, historical horizons, and disjunctive politics]. Universidad Pedagógica 
Nacional–CONACIT, Editorial Plaza y Valdés.

Zembylas, M. (2018). Decolonial possibilities in South African higher education: Reconfiguring humanising 
pedagogies as/with decolonial pedagogies. South African Journal of Education, 38(4). https://doi.org/10. 
15700/saje.v38n4a1699

https://doi.org/10.15700/saje.v38n4a1699
https://doi.org/10.15700/saje.v38n4a1699


80

F. Olsson, S. Fylkesnes & J. S. Yri

APPENDIX A

Module Descriptions (I & II)
Decolonization entails posing critical inquiries concerning the origins of knowledge 
and epistemological perspectives and of what may potentially be left out within this 
understanding. Which voices are included and excluded in the disciplines we teach 
and research, and what are the implications of this? Consequently, this also pertains 
to our pedagogical practice, specifically how we engage with our students and strive 
to heighten both our own and our students’ awareness of knowledge, power, and 
the recognition of knowledge. This form of awareness is a crucial tool for recog-
nizing oppressive practices within ourselves and others. These two modules aim to 
discuss and demystify the concept of decolonization, facilitating participants’ revision 
of aspects of their own teaching practices. The change may relate to a single subject 
or a portion of a subject that you personally teach. These modules serve as an intro-
duction for those interested in incorporating decolonization into their pedagogical 
practice.

Keywords: decolonization, pedagogical practice, curriculum, and epistemology

Decolonization and Pedagogical Practice: Module I – Introduction and 
Introspection
Learning Outcomes Description
Upon completion of the module, it is expected that the participant:

•	 is familiar with and can account for the meaning of decolonization in higher edu-
cation, including in a Scandinavian context;

•	 has knowledge of what decolonization means for their own positioning and pedagogical 
practice.

Learning Activities
The module is organized with one in-person gathering and one online meeting in the 
fall of 2023. In addition, preparations and intermediate work will consist of a combi-
nation of videos featuring interviews with relevant professionals and text.

•	 In-person campus meeting (Halden or Fredrikstad, approximately five-hour one 
day meeting). Topic: Decolonization – Introduction and Introspection.

•	 Webinar: Presentation of reflection notes and discussion.

Assessment
Participants are required to complete a reflection note and a plenary discussion, 
based on the theoretical framework of the course. This is to be submitted as a writ-
ten note of one to two pages. It is also permissible to formulate the reflection in the 
form of a brief podcast episode, video, or other formats – it is up to the participant. 
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The formal requirement is that the participant reflects on themselves and their own 
pedagogical practice in light of a selected part of the course literature. This is to be 
completed and submitted before the concluding webinar, where participants’ reflec-
tion notes will be presented and discussed in a plenary session.

The module will be assessed with the grade pass/fail, based on a comprehensive 
evaluation of the reflection note and the presentation at the concluding webinar.

Curriculum
The module has one mandatory text. In addition, students must choose at least 
one text from the list of optional literature (this can be replaced by a self-chosen 
text). Furthermore, a series of interviews created for this course are included 
and, in working on this module, students must incorporate at least one of these 
interviews.

Decolonization and Pedagogical Practice: Module II – Pedagogical Practice 
and Change
Learning Outcomes Description
Upon completion of the module, it is expected that the participant:

•	 can reflect on pedagogical challenges related to decolonization in higher educati-
on within a Scandinavian context;

•	 has knowledge of what decolonization means for their own pedagogical practice and 
can utilize this knowledge to investigate and implement changes in their pedagogical 
practice.

Learning Activities
The module is organized with an in-person gathering and a digital concluding meet-
ing in the spring semester of 2024. In addition, preparations and intermediate work 
are included.

•	 In-person campus meeting (Halden or Fredrikstad, approximately five-hour one 
day meeting). Topic: Decolonization and Pedagogical Practice.

•	 Concluding webinar: Presentation and discussion of students’ implemented or planned 
changes.

Assessment
Participants are required to plan and implement a change in their own subject, based 
on a framework from the course. The extent of this change is to be assessed and 
determined by the participant themselves. An oral presentation of the work is to be 
given at the final gathering. A brief report on what has been done and why must also 
be submitted before the last meeting. Length: 1 – 2 pages.

The module will be assessed with the grade pass/fail.
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Curriculum
The curriculum for Module I and Module II is the same. The module has one 
mandatory text. In addition, students must choose at least one text from the list of 
optional literature (this can be replaced by a self-chosen text). A series of interviews 
created for this course are also included and, in working on this module, students 
must incorporate at least one of these interviews. This should assist in the execution 
of the course’s final product, which is an implemented change in their own subject. 
More information about this can be found under the “Assessment” section in this 
description.


