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Inclusion as indigenisation? Sámi perspectives in teacher
education
Hege Merete Somby a and Torjer Andreas Olsen b
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ABSTRACT
The Norwegian educational system is in the process of recognising
and incorporating the rights of the Sámi as an Indigenous people.
This transition will place new and challenging demands on
teacher education programmes. The international goal within the
field of inclusive education has been to give all children and
youth equal opportunities for education, as exemplified by the
UN Sustainable Development Goals and the Salamanca
Statement. However, the literature still commonly defines
inclusive education according to the place of education (inclusion
as placement). Moreover, the Indigenous community in Norway
has largely been victimised by an assimilation process that
employs placement in ordinary education as a primary strategy.
Now that the Norwegian education system has placed more
emphasis on recognising and incorporating the rights of the Sámi
as an Indigenous people, teacher programmes must be examined
to determine how they reflect this added focus on the Sámi
culture. Will an inclusion approach be sufficient? Or are more
radical strategies towards indigenisation needed?

KEYWORDS
Inclusion; Indigenous
people; teacher education

Introduction

In Norway, where the Sámi are recognised as an Indigenous people, Sámi issues are
gaining more attention in the educational context, exemplified by the ‘Framework
Plan for Kindergartens’ (Norwegian Directorate for Education and Training 2017) and
the ‘National Curriculum for Knowledge Promotion in Primary and Secondary Edu-
cation and Training’ (Ministry of Education and Research 2017). For instance, the ‘Fra-
mework Plan for Kindergartens’ has acknowledged the rights of Indigenous peoples and
Sámi children as part of its ‘Core Values’ since the plan was originally approved in 1996.
The 2017 version has moved beyond recognising the specific legislative rights for Sámi
children by adding a passage in the ‘Core Values’ section pointing to kindergarten pro-
grammes’ responsibility for ensuring ‘respect for and solidarity with the diversity of Sami
culture’ (Norwegian Directorate for Education and Training 2017, 9). The publication of
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the current national curriculum in 2017 marked the first time the Sámi were acknowl-
edged as an Indigenous people, anchoring rights for Sámi pupils in the International
Labour Organisation Convention C169 Indigenous and Tribal Peoples Convention,
1989 (International Labour Conference [ILO-169] 1989). Before being finalised in
2017, the curriculum underwent substantial changes related to the education of Sámi
pupils and the incorporation of Sámi themes for all pupils (see, for instance, Olsen
and Andreassen 2018). At the end of the nineteenth century, Sámi language was only
allowed for educational purposes when absolutely necessary, and according to an 1880
directive from the Directors of Troms, ‘all Sami and Kven1 children were to learn to
speak, read and write Norwegian, while all previous clauses saying that the children
were to learn their native tongue were repealed’ (Minde 2005, 13). Today, Sámi students
have the right to speak and learn their mother tongue, both in kindergarten and compul-
sory school. Moreover, all pupils must learn about the Sámi as an Indigenous people, and
this knowledge ‘must be carried forward by present and future generations’ (Norwegian
Ministry of Education and Research 2017, 5), the quoted verbiage representing a histori-
cal change in rhetoric by the ministry. These changes require revisions in teacher edu-
cation programmes to reflect the current content and intentions of the curriculum.

Although Sámi perspectives are included in the curriculum, teaching and training
related to Sámi perspectives do not necessarily ensure the provision of an inclusive edu-
cation, nor do they necessarily offer an inclusive education for Sámi pupils. Although the
Sámi area extends from the far north to central parts of Norway, Sámi children live in all
Norwegian municipalities. In some, Sámi schools are teaching from a Sámi curriculum
(since 1997); otherwise, most Sámi children attend regular schools (Gjerpe 2017)
where the main educational language and culture is Norwegian.

Many countries have supported inclusive education for decades in policy documents,
practice and research (see, for instance, Ainscow and César 2006; Göransson and
Nilholm 2014). However, the gap between integration and inclusion with respect to mar-
ginalised groups in education is still debated by scholars, although with some agreement
that ‘inclusion is not only about physical placement’ (Göransson and Nilholm 2014, 265).
Indeed, integrating students into regular classes does not necessarily constitute an inclus-
ive education. The fact that the ‘placement’ definition of inclusion remains the most
common (Nilholm and Göransson 2017) indicates a narrow understanding of inclusive
education.

Norway has a long tradition of universal schooling with a guiding principle of provid-
ing education to all within mainstream learning environments, regardless of individual
or social conditions (Nes, Demo, and Ianes 2018). However, some student populations
have been educated outside the mainstream class, specifically, children receiving
special education (Demo et al. 2021). In the context of the Sámi, the integration versus
inclusion issue is especially relevant because the education Sámi pupils in Norway
have traditionally received is based on the Norwegian curriculum, with Norwegian-
centred topics and values, demonstrating that the strategy for integrating Sámi learners
into mainstream education has been one of ‘placement’. Although Sámi students have
been integrated, the education they have received has not been inclusive and has not
met their formal educational needs; instead, while overlooking Sámi values and world-
views and the history and needs of the Sámi population, the education reflects a Norwe-
gian majority perspective, teaches the traditional Norwegian history (e.g. Pedersen 2021),
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presents traditional Norwegian literature in textbooks (Bakken forthcoming) or presents
Lutheran Christianity as the mainstream Norwegian religious culture (see, e.g. Olsen
2017). Eriksen (2018) argued that teaching about and for ‘the Other’ (in this case, the
Sámi) is visible in Norwegian textbooks. The Sámi are depicted, however, in a way
that maintains stereotypes about them, a finding supported by multiple studies (Askeland
2016; Kolpus 2015; Mortensen-Buan 2016 in Eriksen 2018). Historically, establishment
of a monocultural education has been part of a nation building process that aimed for
assimilation for several groups and/or individuals (see, for instance, Skrefsrud 2016).
Today, teacher education programmes are criticised for not adequately preparing Nor-
wegian teacher students to teach in a multicultural school and society (Cochran-Smith
et al. 2020)

Within Indigenous education, both ‘decolonisation’ and ‘indigenisation’ can describe
the relation to the colonial system. They form an interesting contrast as different but con-
nected strategies related to addressing the colonial past, present and future. Where deco-
lonisation is primarily oriented towards the critical and deconstructive approach to
lasting colonial structures, indigenisation takes a more (re)constructive approach,
aiming to articulate Indigenous spaces, voices and ideas. We argue that, in order to
achieve an inclusive approach within mainstream education, we need both, that one
without the other is not sufficient, and an education that reflects these notions represents
a broad understanding of inclusive education. We need the critical approach to the past
and the proper analysis of how colonialism has impacted, damaged and stolen Indigen-
ous land, culture and language, but we also need the space in teacher education to discuss
the reclamation of Indigenous land, culture and language in current and future settings.
To this end, we address the current representation of Sámi people and issues in teacher
education programmes.

Theoretical points of departure

Even though inclusion as an educational phenomenon is much debated in the research
(Göransson and Nilholm 2014; Kiuppis and Hausstätter 2014; Messiou 2017), that the
concept revolves around terms such as fellowship, participation, democratisation,
benefit, equal access, quality, equity and justice (see, for instance, Haug 2017) seems to
be globally understood. However, inclusive education is often seen in combination
with special education or special educational needs (see, for instance, Göransson and
Nilholm 2014; Hausstätter and Vik 2021) and concerns that ‘inclusion equals special edu-
cation’ have been raised in the field of research (see, for instance, Hausstätter 2013; Mag-
nússon 2019; Nilholm and Göransson 2017). A review from Göransson and Nilholm
(2014) confirmed that ‘placement’ as a category for inclusive education still has explana-
tory ability, despite the critique of such a narrow perspective. Swedish researchers inves-
tigated how inclusive education is understood in research and identified four categories
that emerged in the literature: (a) inclusion as placement of pupils with disabilities in
mainstream education, (b) inclusion as meeting both social and academic needs of
pupils with disabilities, (c) inclusion as meeting both social and academic needs of all
pupils and (d) inclusion as creation of communities with specific characteristics.
Under the first two categories, an individualised definition of needs and research con-
cerning children with disabilities is targeted, confirming the concerns mentioned
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previously and reflecting a narrow definition of inclusion (for a supplementary discus-
son, see Haug 2017). The third category embraces all students but still targets individual
learners’ needs as ‘meeting the (…) needs of all pupils’ (Göransson and Nilholm 2014,
268), while the fourth views inclusion on the community level, not the individual
level; both categories reflect a broad definition of inclusion (see Haug 2017). Indeed, a
broad definition of inclusion extends beyond disabilities to concern all students and mar-
ginalised groups but, also, and important for education for Indigenous people, encom-
passes a non-categorical approach in which diversity is a starting point for educational
theory and practice (Kiuppis and Hausstätter 2014). Similar theoretical constructs
have been drawn previously. For example, Kiuppis and Hausstätter (2014) identified
three agendas in the international literature that cover (1) inclusion as special needs edu-
cation in mainstream education for children with disabilities (like a and b in the previous
list), (2) inclusion as meeting special needs in mainstream education for all but,
especially, for targeted groups conceived as vulnerable (for instance, Indigenous
groups, as in the previously described category c) and (3) inclusion as an approach to
diversity and heterogenous learning populations without categorising specific groups
(similar to category d).

Opertti, Zachary, and Zhang (2014) also described these trajectories but placed them
on a timeline. Initially, inclusion is understood as a right, building on the 1948 United
Nations Declaration of Human Rights to proclaim all children’s right to an education,
aiming towards social justice (Opertti, Zachary, and Zhang 2014, referring to Rioux
2007). Second, inclusion is understood as an action to improve education for children
with special needs, supporting the Salamanca Statement from 1994 and the Framework
for Action on Special Needs Education (UNESCO 1994). Then, considering the develop-
ments for marginalised groups that followed from the World Education Forum in Dakar
(World Education Forum 2000), as of 2014, inclusion is understood as transforming edu-
cation ‘across all its levels, provisions, and settings, to deliver on the promise of a quality
education for all’ (Opertti, Zachary, and Zhang 2014, 150).

Expanding the perspective on inclusive education to embrace Indigenous peoples has
been achieved by researchers such as Maxwell and Bakke (2019), who argued for ‘edu-
cational inclusiveness in general as well as cultural inclusiveness’, and Keskitalo and
Olsen (2019), who highlighted the need for ‘avoiding various types of othering’. From
an Indigenous perspective, this can imply that children from essentially marginalised
Indigenous communities have access to education equal to that of any other child
(United Nations 2014). Inclusion is, thus, connected to a rights discourse and to Indigen-
ous peoples’ rights to education, as stated in international treaties. However, from a Nor-
wegian and Sámi perspective, inclusive education also has considered the Norwegian
comprehensive school’s ideas and practices and the assimilation policy directed
towards the Sámi (Maxwell and Bakke 2019, 102).

Indigenisation forms an interesting pair with decolonisation, and both concepts have
been investigated by scholars (c.f. Battiste 2013; Nakata 2007; Smith 2012; Tuck and Yang
2012). In their often-cited paper, Tuck and Yang (2012) emphasise that decolonisation
must be understood as something physical and concrete – not as a metaphor. If colonisa-
tion involves the takeover of land, institutions, language, knowledge, minds and other
resources, then decolonisation must involve their reclamation. Decolonising education,
then, may equate to reclaiming knowledge, institutions and minds. In academic and
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educational texts, decolonisation still often involves a critical investigation into the colo-
nial impacts on Indigenous communities. Nakata (2006) references indigenisation as a
strategy within research and academic work, creating a recognisably Indigenous space
within universities that culturally affirms Indigenous people and practices. This is
clearly transferrable to the sphere of primary and secondary education, indicating the
need to create educational spaces in that context that culturally affirm Indigenous
people and practices, which we consider the realisation of a broad understanding of
inclusive education that can benefit Indigenous and non-Indigenous people alike.
Smith, Tuck, and Yang (2019) presented a bridge between decolonisation and indigen-
isation and added critical remarks, stating that their work to decolonise education
included creating ‘new approaches to education that theorise, revitalise, enhance, and
produce Indigenous educational experiences that support Indigenous futures’ (Smith,
Tuck, and Yang 2019, 6). This seems an appropriate characterisation of indigenisation.
The authors also warned readers to be cautious by investigating who makes the call to
indigenise and controls how it is articulated, as well as the Indigenous capacity being
established (Smith, Tuck, and Yang 2019).

Context: Sámi education and teacher education

In Norway, the Sámi situation and Sámi languages have undergone dramatic changes. As
they are for Indigenous peoples worldwide, questions regarding language and identity are
highly politicised in the Sámi context. As such, global, national, regional, local and per-
sonal perspectives must be considered to gain a full understanding when discussing Sámi
education. In the current analysis, although we start in this section at the national level,
we recognise implications for and connections to the other perspectives.

A historical overview
Many have already provided historical overviews of Sámi education in Norway (Bergland
2001; Hirvonen 2004; Keskitalo and Olsen 2019; Olsen 2019), which we summarise here.
From the time of Christian missions in the early 1700s, school was a key arena for practi-
cing state politics, including those related to Sámi matters. Through Christian missionary
work, the Sámi Indigenous religion (noaidevuohta) essentially disappeared. This became
more evident with the introduction of Norwegianisation, the assimilation policy followed
from the mid-nineteenth to the mid-twentieth century. A goal of Norwegianisation was
to assimilate minority groups living within the state borders. The Sámi, one of these
groups, experienced the multi-faceted political ideology and practices this involved. Nor-
wegianisation had a devastating impact on Sámi communities. Some Sámi dialects disap-
peared; some Sámi languages were pushed to (near) extinction. Schools’ and teachers’
practices varied, but the results are clear: The Sámi society changed.

Contemporary politics pertaining to Sámi education depends on assimilation and
colonisation. Norway began in the mid-1980s to change its policy towards the Sámi.
The 1987 Sámi Act, the 1988 Sámi Constitution Article, the 1989 establishment of the
Sámi Parliament and the 1990 ratification of ILO-169 ‘On the Rights of Tribal and Indi-
genous Peoples’ (International Labour Conference [ILO] 1989) reflect the policy of rec-
ognition. Lule Sámi, South Sámi and North Sámi are now official languages in Norway.
Moreover, 1997 saw the launch of the first national Sámi curriculum, a separate but

INTERNATIONAL JOURNAL OF INCLUSIVE EDUCATION 5



equivalent and parallel curriculum for education in Sámi schools or for pupils with a legal
right (through the Education Act) to education in and on the Sámi language. This was an
important milestone for Sámi education in Norway (Gjerpe 2017).

The curricula for all educational levels – early childhood through higher education –
continue to more closely represent the ideological statements of a system wherein the rec-
ognition of Sámi rights is significant and defining (Olsen 2021). The education system,
from kindergarten to teacher education programmes, is bound by law to provide edu-
cation in Sámi languages for Sámi students and education about Sámi history, society,
language and rights for all students in Norway.

The implementation of these curricula, however, is challenging, as the historical lines
cannot be ignored. One result of the long Norwegianisation period was a dramatic
decline in the number of Sámi language speakers. Thus, although many have found
their Sámi ancestry and identity through the revitalisation of the culture in Norwegia-
nised contexts, the languages are not as easily reclaimed, leading to declining numbers
of current and potential Sámi language speakers.

Another consequence of Norwegianisation is that many pre-service teachers lack
knowledge on Sámi history, society, languages and rights for Sámi-speaking students,
especially outside Sámi areas (in some municipalities from Norway’s far north to its
centre). Pedersen (2021) proposed as a possible reason the exclusion of Sámi history
from the national history, which led to the absence of Sámi people and history in litera-
ture. From an Indigenous perspective, such a strategy is not unknown. Olsen (2017)
observed three approaches to representing Indigenous peoples and histories in publi-
cations: absence, inclusion and indigenisation. The first is characterised by the absence
of Indigenous peoples and issues from literature and textbooks; history is told from a per-
spective that excludes these minorities. Under the inclusion strategy, only certain aspects
of Indigenous peoples’ stories are told, which in practice, according to Olsen (2017), pre-
sents a majority perspective on the terms of the majority. The indigenisation approach
implies that Indigenous perspectives are valued and can contribute to our understanding
of various issues (Olsen 2017). According to Olsen (2017) and Eriksen (2018), textbooks
in mainstream Norwegian compulsory education linger in the second strategy. There-
fore, the current implementation of new curricula in primary, lower and upper secondary
schools presents two challenges: offering education in Sámi languages and providing edu-
cation and knowledge about Sámi history and society.

Teacher education in Norway faces related dilemmas. Teacher education programmes
exist throughout Norway in universities and university colleges. These programmes must
comply with the teacher education study curriculum and the curriculum of compulsory
education. Thus, all programmes are obliged to provide their students with an education
that includes proper knowledge about the Sámi culture.

The three teacher training institutions in the northernmost part of Norway (in the
Sámi area) – Nord University, UiT the Arctic University of Norway and Sámi University
of Applied Sciences – have an additional mandate related to the three official Sámi
languages. Nord University offers a Lule Sámi and a South Sámi teacher education pro-
gramme, as well as an early childhood teacher education programme with a special Sámi
focus. Sámi University of Applied Sciences provides the North Sámi teacher education
for both compulsory school and early childhood education. UiT The Arctic University
also has a North Sámi teacher education programme for upper secondary school for
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teachers in Sámi schools, as well as an ambition to integrate Sámi knowledge and per-
spectives in its main teacher education programmes attended by Sámi and non-Sámi
learners.

Teacher education

Teacher education in Norway encompasses several levels of the profession, from early
childhood to vocational and/or upper secondary teacher education. The examples in
this paper are from the primary and lower secondary education (GLU) level for grades
1–10. This teacher education programme was recently (fall 2017) revised from a four-
year bachelor’s to a five-year master’s programme; the first students to graduate from
the new teacher education programme are still enrolled, scheduled to graduate in
2022. These teacher education programmes are accredited and, hence, regulated at the
national level, and an independent governmental committee monitors their overall
quality, but they maintain a high level of autonomy in establishing and maintaining
their standards of quality at the local level (Cochran-Smith 2021). The content of
Norway’s teacher education system is anchored in the accreditation regulations outlined
in the Ministry of Education and Research’s (2016a, 2016b) ‘Regulations Relating to the
Framework Plan for Primary and Lower Secondary Teacher Education’, both ‘for Years
1–7’ and ‘for Years 5–10’. These regulations, developed by a committee appointed by the
Ministry, establish an accreditation framework with regulations for primary and lower
secondary teacher education. Based on the framework, each institution establishes
study plans for its teacher education programme. This is also applicable to Sámi
teacher education.

In the regulations, Sámi conditions are mentioned in the first paragraph and the
purpose clause (§1–5) (we have referred from the 5–10 version).

Teacher education 1–7 and 5–10 (primary and lower secondary teacher education) shall
qualify students to instruct their students on Sámi conditions, including knowledge of the
status of Indigenous peoples internationally and on Sámi pupils’ right to education in
accordance with the Education Act and current curricula. [authors’ translation]

This specified, for the first time, the status of Indigenous peoples internationally. Sámi
subjects are also mentioned for the first time under ‘Programme Plan and National
Guidelines’, §4–3:

The programme plan must describe how internationalisation is incorporated and how inter-
disciplinary themes are addressed in the structure of the programme. This includes work
with adapted education, basic skills and competencies, use of ICT in work with subjects,
Sámi subjects, the multicultural and multilingual aspect, professional ethics and knowledge
about violence and sexual abuse of children and young people. [authors’ translation and
emphasis]

Still, reports on the 2010 teacher education reform (Følgjegruppa for lærarutdan-
ningsreforma 2013, 2015) highlight, as an unresolved matter, that neither teacher edu-
cation programme professors nor pre-service teachers had knowledge and competence
in the Sámi culture. One report was also concerned that the incorporation of a topic
in each subject depended on the teacher of that subject. Olsen, Sollid, and Johansen
(2017) concluded implementing the accreditation plan for teacher education would be
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difficult, especially due to teacher educators’ lack of knowledge of Sámi culture, thereby
making teaching vulnerable to the responsible educator.

To further discuss inclusive education, we investigated the core values in teacher edu-
cation study programmes from two selected institutions to visualise the inclusion of Sámi
issues in teacher education studies.

Inland Norway University of Applied Sciences (INN)
INN’s study facility is in central southern Norway, outside a Sámi area and far from Sámi
language administrative districts but near a South Sámi county. Sámi people and issues
are less visible in the local environment than in Tromsø, in northern Norway, where
Arctic University of Norway is located. INN’s study programme follows a core curricu-
lum supported by syllabi for all subjects. We concentrated on the core curriculum, in
which Sámi issues are incorporated twice, first in the ‘Goals of the Subject’ section
(The Inland Norway University of Applied Sciences 2021, 3):

(…) The student can strengthen international and multicultural perspectives in the school’s
work, contribute to an understanding of the Sámis’ status as Indigenous peoples and stimu-
late democratic participation and sustainable development. [authors’ translation]

The second reference appears in the ‘Description of the Academic Content’ in the pro-
gramme of study (The Inland Norway University of Applied Sciences 2021, 12) after a
description of connections between subjects and general didactics and an account of
how cross-curricular topics are addressed and integrated in different subjects:

Multidisciplinary topics, such as the psychosocial learning environment, citizenship and the
multicultural society, Sámi conditions and Sámi students’ rights, sustainable development
and aesthetic and professional digital learning processes, are addressed during seminar
days and conferences at the university college. [authors’ translation]

Although ‘Sámi’ and/or ‘Indigenous’ are only mentioned twice, concepts like ‘diversity’
and ‘culture’ are also relevant for an inclusive education. In the study programme, ‘pupil
diversity’ is a core theme within the subject of pedagogy. However, in the programme’s
core curriculum, the concept is only mentioned under ‘Practice’ and related to the diver-
sity the students will encounter during their practicum. In contrast, the concept of ‘multi-
culture’ is part of the core values of teacher education (The Inland Norway University of
Applied Sciences 2021, 1–2):

In the primary school teacher education for grades 5–10, the Inland Norway University of
Applied Sciences places special emphasis on: (…) a multicultural perspective on teaching
and learning (…). [authors’ translation]

The concept is also mentioned in relation to Sámi conditions and the Sámis’ status as
Indigenous peoples (as the first two excerpts illustrate).

Uit the Arctic University of Norway
UiT’s teacher study programme facility is situated in a Sámi area and has, as noted, a
specific obligation regarding Sámi languages in addition to a more general ambition to
provide education on Sámi issues. In UiT’s study programme for teacher education
(5–10) (The Arctic University of Norway 2021), we found three references to Sámi
people or Sámi issues. The first paragraph in the ‘Goals of the Subject’ section (The
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Arctic University of Norway 2021, 3) overlaps the ‘Goals of the Subject (3) from INN.
The second reference is in the ‘Description of the Academic Content and Study as a
Whole’ (The Arctic University of Norway 2021, 4):

Primary school teacher education contains an additional perspective and theme: Adapted
education, assessment, basic skills, citizenship and the multicultural society, psychosocial
learning environment, Sámi conditions and the rights of Sámi students, sustainable devel-
opment and aesthetic learning processes. [authors’ translation]

In contrast to INN’s study programme, the concept of ‘pupil diversity’ is only mentioned
as a core theme in the subject of pedagogy. Multicultural perspectives are, however, used
similar to the way they are used in the INN study programme, with specific mention of
Sámi conditions and the Sámis’ status as Indigenous peoples.

Crossing lines
Both study programmes are legally required to educate for and about Sámi people and
their institutions take similar approaches to comply. First, both institutions and their
respective programmes state that teacher education students shall have knowledge
about Sámi issues, as the excerpts provided illustrate. Second, they both address the
issue of rights, which applies to Sámi students and follows the ILO-169 by asserting the
Sámis’ status as an Indigenous people. Third, both programmes incorporate knowledge
for and about Sámi issues in close relation to cross-curricular topics, such as democracy,
citizenship, multicultural society and similar subjects. This represents an advancement
towards a more inclusive education, far from the starting point at which Sámi languages
and issues were absent from all levels of education. The study programmes are, however,
the only national guidelines established at a general level as core values and, hence, vul-
nerable to those interpreting them. The inclusion of educational goals for and about
Sámi students and Sámi issues in teacher education has the potential to facilitate an inclus-
ive education, but the manner in which those goals are realised can also potentially follow
the trajectory of how marginalised groups are presented in the inclusive education
research literature: inclusion as meeting the needs of the students in question (in this
case, possibly the Sámi student) andmaintaining amonocultural education, thus fulfilling
only part of the compulsory education curriculum, ensuring the rights of Sámi students.

Discussion

When addressing rights and content regarding education for and about Indigenous
people, we find inclusive education has the necessary vocabulary and ideals. However,
establishing an inclusive education is challenging when the concept is narrowly
defined so that inclusion is understood merely as a matter of students’ rights and
access to mainstream classes. In discussing inclusive education for Indigenous peoples,
the right to education is an important issue, as ‘children and young people of indigenous
families remain less likely to be enrolled in school or in training programmes and more
likely to underperform than non-indigenous children’ (UNESCO n.d., second para-
graph). In the accreditation plans for teacher education (both 1–7 and 5–10) and in
the teacher education programmes at INN and UiT, the rights of Sámi students are
specifically expressed. These efforts to offer Sámi language education or to provide an
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overall education in the Sámi language for Sámi children and youth are important.
However, from a Sámi perspective, such efforts are not sufficient due to the teacher edu-
cators’ lack of knowledge about Sámi history and society. Prior education about and for
Sámi pupils has taught both the Sámi and the non-Sámi population that Sámi language,
culture and general values are not acknowledged. Hoëm (1978), a well-known Norwegian
commentator, shed light on possible socialisation consequences when Sámi children
receive a majority education, arguing that a conflict of values between school and
home would lead to de-socialisation, re-socialisation or shielded socialisation, and for
any of these, the risk of failure in education and training can be equal to separation, seg-
regation or marginalisation (Engen 2009). Therefore, a discourse on inclusive education
for Indigenous people as a ‘right to education’ or as ‘inclusion as placement’ is an impor-
tant step but does not maintain the broad understanding of inclusive education where
‘the idea is that education develops human capital for everyone’ (Haug 2017, 209).

Moreover, a narrow discourse on inclusive education can potentially maintain the
relation between the majority–minority perspective as highlighted by Olsen (2017). An
education based on the majority’s perspectives is not necessarily an education that
views Indigenous perspectives as important. It can, instead, maintain an illusion of
inclusive education. In the accreditation plans of INN and UiT, knowledge about Sámi
issues is closely connected to cross-curricular topics such as democracy, citizenship
and multicultural society, but what these concepts entail fails to reflect the knowledge
of other worldviews and value systems. Therefore, inclusive education also needs to
address the content of education.

In the discourse on pedagogy in diverse contexts, both cultural-sensitive pedagogy and
the pedagogy of tolerance are approaches for addressing cultural diversity but in different
ways. Still, they have been criticised for mainly suggesting efforts designed by majority
teachers to be culturally sensitive and tolerant towards those who are different
(Røthing 2019). Within the field of Indigenous education, some other strategies are
potentially relevant that challenge this approach. Graham Smith and Russell Bishop
have both articulated Māori educational approaches from Aotearoa [New Zealand].
Bishop (2008) argued for a culturally responsive education articulated in Indigenous con-
texts that can create ‘learning contexts for previously pathologized and marginalized stu-
dents in ways that allow them to participate in education on their terms as Māori, as well
as becoming citizens of the world’ (Bishop 2008, 457). The change of starting point is key
here, with the emphasis on education on their terms as Māori. Along similar lines is
Smith’s discussion of culturally transformative pedagogy kaupapa [principles] guiding
Māori theory and/on education (2017). Smith takes as a starting point that Māori are
not homogenous in their educational aspirations, which is important to an inclusive edu-
cation approach. The transformative dimension of education requires making space for
Indigenous and minority cultures, protecting languages at risk, struggling for the minds
to be educated out of false consciousness and hegemony and recognising the small vic-
tories along the way to transformation. Smith’s and Bishop’s perspectives find resonance
also in United States Indigenous contexts. Red Pedagogy, as described by Grande (2008),
is an Indigenous pedagogy combining critical pedagogy and Indigenous knowledge.
Amongst the main principles are the emphasis on ‘red pedagogy’ as rooted in Native
American Indigenous knowledge, the connection to mainstream critical theories and
the desire to relate to democracy and self-determination (Grande 2008).
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We see, from a Sámi and Norwegian context, that thoughts from Indigenous contexts
elsewhere connect well. For our discussion on inclusive education, we note that both the
‘red pedagogy’ and culturally responsive/transformative pedagogies grow out of and aim
to address the relationship between mainstream society and Indigenous communities.
However, the recentring of Indigenous knowledge and perspectives suggests a new
way of thinking about inclusion. Instead of a mainstream system tolerating and including
the Indigenous ‘Others’, proper inclusion can be achieved through indigenising the
mainstream system, working to build education (also) on Indigenous terms. This
aligns with the broad definition of inclusion and with the possibility to raise human
capital for all (cf. Haug 2017).

We view the general formulations in the study programmes as contributing to a narrow
understanding of including Indigenous perspectives in teacher education and see a need for
certain structural measures. The curricular obligation given to all teacher education insti-
tutions to provide knowledge about and perspectives on Sámi society, history, language
and rights is an important driving factor. Inclusion, in its broadest sense, is a potential
method for teaching in these programmes. This means that such knowledge and perspec-
tives need to be part of all aspects of the programme. When teaching national history, stu-
dents need to be asked, for example, about how the Sámi were impacted by Norwegian
independence from Sweden (1905) and Denmark (1814), by the resultant nationalist
streams, by the Second World War when Norway was occupied by Germany and by the
urbanisation present since the latter half of the nineteenth century. When teaching
music, students need to be asked to give examples from and reflect on Sámimusic. Inclusion
through systematic articulation may be a fruitful measure.

From an inclusive education perspective, the content of the curricula is as important
as the pupils receiving it. ‘If education is really going to be for all, it must be inclusive not
only legally, but in the sense that the content is relevant and accessible to all’ (Nes 2003,
78). The United Nations Educational, Scientific and Cultural Organization (2018)
promote education that is sensitive to Indigenous peoples’ cultures, languages, lifestyles,
world views and more. Efforts to provide access to and equal education for Indigenous
learners as well as ‘education that is culturally and linguistically appropriate and that
does not aim at or result in unwanted assimilation’ are among key messages promoted
by the United Nations (2014, 1). Seeing how Sámi issues are articulated in plans and pro-
grammes, this is a particular concern for Norwegian teacher education.

Inclusion and indigenisation are concepts that involve processes. As such, the
meaning of each can and should evolve. Indigenisation is, compared to inclusion, a
rather new strategy that is still being (re)defined and negotiated in the context of Norwe-
gian experiences with their long historical heritage of state building following indepen-
dence from neighbours. The general purpose is quite clear, though: Indigenisation means
the active process of changing a system in a way that makes it better for Indigenous
peoples and communities. Inclusion can and should clearly be part of that.

Note

1. Norwegian minority group that migrated from northern Finland and Sweden over several
hundred years that holds specific legal rights as one of the national minorities.
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