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Kasvatus usein määritellään tietojen ja taitojen edelleenvälittämisenä kasvavalle sukupolvelle. Jos näin 

on, on kysyttävä kuka määrittää sen millaisen tiedon pohjalta oppilaita opetetaan ja mitä tietoa heille 
ei välitetä.  

Pitkään vain tietynlaista, usein eurooppalaiseen maailmankäsitykseen perustuvaa tietoa on pidetty 

tieteellisenä ja akateemisena. Nykyään on kertynyt kuitenkin enenevissä määrin tutkimusta ja kes-

kustelua erilaisista tietojärjestelmistä ja paikallistasolla eri yhteisöissä kertyvä tieto ja sen rooli tieteen 

edistämisessä on saamassa enemmän kuuluvuutta. Tämä kehitys näyttäytyy toisinaan vastakkainaset-

teluna länsimaalaisen ja paikallisen tai toisinaan perinteiseksi tiedoksi kutsuttujen tietojärjestelmien 

välillä. Länsimainen tiede ja tieto nähdään ‘valkoisena’ teoreettisena tietona, joka on menettänyt kos-

ketuspintansa oikeaan todellisuuteen kun taas paikallinen ja perinteinen tieto nähdään taikauskoisena, 

irrationaalisena ja kehittymättömänä.  

Tässä tutkimuksessa etsin vastauksia ja näkökulmia siihen millaisia käsityksiä ja oletuksia kasvatus 
edistää ‘tiedosta’ - mikä tieto koetaan validiksi ja tieteelliseksi ja millainen tieto taas ei sitä ole. Ole-

tuksenani on että sillä, mitä pidetään autoritäärisenä ja tieteellisenä tietona, on vaikutusta erilaisten 

väestöryhmien kehitykseen ja siihen kokevatko nämä kykenevänsä ottamaan vastuun oman yhtei-

sönsä edistyksestä ja kehityksestä. Tästä johtuen haluan nähdä miten kasvatus voi hyödyntää useita 

tietojärjestelmiä (knowledge systems). Kyseiseen tavoitteeseen päästäkseni tutkin kirjallisuutta ja 

tutkimuksia liittyen tietoon, tietojärjestelmiin, yhteisöjen kehitykseen, kehitystyöhön sekä hyödyn-

nän Paulo Freiren teoriaa sorrettujen pedagogiasta, kasvatuksen ja tieteen dekolonisaatioon liittyvää 

kirjallisuutta ja länsimaista sekä paikallista tietoa koulutusjärjestelmässään yhdistävän FUNDAEC-ni-

misen järjestön kokemuksia Latinalaisessa Amerikassa.  

Toivon tämän tutkimuksen auttavan ketä tahansa tulemaan tietoiseksi siitä tietopohjasta johon hei-

dän oma kasvatuksensa ja koulutuksensa perustuu, mutta myös erityisesti opettajia ja kasvattajia 

tulemaan tietoiseksi siitä millaisia oletuksia tiedosta he vahvistavat tai jättävät huomiotta omassa 

tehtävässään. Kuten Paulo Freire sanoo, kysyessään minkä puolesta kasvatan, kasvattajan on myös 

kysyttävä itseltään mitä vastaan kasvatukseni sotii. (Freire & Shor, 1987, s. 46) 
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“Knowledge is a single point, but the ignorant have multiplied it” 

- attributed to Muhammad



 

   

1 INTRODUCTION 

 

1.1 Personal positioning 

 

In my research, I am interested in finding out what kind of an understanding or conceptualiza-

tion of sources of valid knowledge do educational systems promote. This motivation is stem-

ming from my own personal history. I was born and raised in the small villages of northernmost 

Finland. I grew up in a community that was a mix of Finnish and Sámi people, split by language 

and culture – one of the practical implications being a school divided into Finnish and northern 

Sámi speaking classes. The rhythm of life was set by the changing seasons of extremes – long 

dark winter and bright summer of ‘nightless nights’. The most memorable moments were play-

ing outside while adults worked in the fields to provide food for the reindeer herds. 

It was not until moving out of Lapland that I came to realize this not being the reality all have 

been facing when growing up. Quite soon I was thought at schools to regard the gears and 

vehicles used by reindeer herders such as snow mobiles and all-terrain vehicles as unnecessary 

and unecological devices and that the people I grew up with where seen as exotic and out 

worldly. Later, when applying for the university I was faced with the question of “how do I see 

Sámi knowledge” and it startled me even more. Was there a different knowledge to these people 

that I had not been part of and, what is more, had to summarize to this professor? At the time 

I answered by saying that I do not know whether they have a distinct different knowledge of 

their own but rather a different perspective where they are coming from. Yet, it sparked an 

interest towards understanding more of how different groups of people operate and come to 

know and gather information and whether there is a way to strengthen interaction between what 

these groups are learning. Even more, I want to see how by putting value on both, a school and 

an educational system can promote a more holistic development of a community – a develop-

ment that does not lead to “brain drain” from the rural areas to urban centers in the hopes of 

higher quality education and access to valid knowledge but enables the students to gain skills 

and motivation to develop their own community. 
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1.2 Relevance to others 

 

In its widest sense, education is seen as means to transfer knowledge from one generation to 

the rising one and equipping it with skills needed to shoulder the responsibilities of the world 

which it is inheriting.  Whilst there is a lot of debate on what this knowledge should include and 

what skills are needed for future, I want to focus on looking at how knowledge itself is perceived 

and what is seen as a source of valid knowledge in education. 

For a long time a certain kind of knowledge has been valued and regarded over other systems 

and sources of information and knowledge – that is, the predominantly Western idea of scien-

tific discovery with an emphasis on objectivity, neutrality and rationality. Recently, however, 

there has been more and more discourse on the role of local knowledge being gained at the 

grassroots all around the globe and how it can contribute to the fields of science and develop-

ment work. This development has led to the emergence of a confrontation of the two 

knowledge systems: when there’s an emphasis on local knowledge, contemporary science is la-

belled as white, western science that has lost its touch on reality happening at the grassroots and 

is forcing its ideas in a top-down approach to local communities. In his article on the confron-

tation of modern and traditional knowledge systems in development, Pat Howard points out 

that when there’s an emphasis on contemporary sciences, it seems that local knowledge is seen 

as something superstitious, underdeveloped and irrational. (Howard, 1994) 

With this study and the points it will bring out, I am aiming for helping all teachers and educators 

to become aware of what kind of ideas and values and perceptions on knowledge they are 

strengthening, promoting or ignoring. As Freire puts it, “by asking in favor of whom am I edu-

cating, the teacher must also ask against whom am I educating”. (Freire and Shor, 1987, p. 46) 

 

1.3 Research questions and methods 

 

In this thesis I am focusing on the approach to knowledge in educational imperatives. In order 

to find out answers how these approaches impact communities and a society, I formed the two 

following questions: 
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1. What kind of an approach to knowledge in education leads to community-driven development 

2. What kind of an approach to knowledge in education prevents or limits community-driven development? 

To answer these questions, I made a literature review that touches on the topics of knowledge 

in education and education for community-driven development. Three different perspectives 

arose from the study, which are Paulo Freire’s theory and experiences on education serving as 

means for liberating the oppressed, discourse around decolonizing education from the remains 

and heritage of colonialism and imperialism and lastly, years of experience gained from the rural 

areas of Latin America by and organization called FUNDAEC that seeks to help rural commu-

nities to take responsibility of their own progress through education that integrates local 

knowledge and contemporary sciences. 
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2 THEORETICAL FRAMEWORK 

 

2.1 Knowledge 

 

From a quick search into the world of defining knowledge one finds many references to 

knowledge management, knowledge and information, implications and communications of 

knowledge, but it seems that the word and concept in itself is most often viewed as being self-

explanatory and in no need of defining.  To know and to have a knowledge of something are 

everyday words and phrases we use and knowledge is something we all seek and value. Yet, 

when we look beyond the word to what it means and entails, it proves harder to find common 

grounds to agree on (Lehrer, 1990). In this part, then, I want to use the insights depicted from 

a mix range of sources to make a short outline of how knowledge has been conceptualized and 

what are the more current trends in conceptualizing it now while bringing out how I, myself, 

define it in the context of this thesis. 

2.1.1 History of knowledge 

 

As a first step I feel it is needed to take a quick look into the history of knowledge. In his book 

“What is the history of knowledge?” (2016), Peter Burke brings out the fact that knowledge studies 

and especially studies focused on its history are relatively new. Despite this, a lot more under-

standing on the history of knowledge has been gained in a short period of time. 

Knowledge as a concept has developed through various stages and roles, and according to 

Burke, varies most with language. In the Greek and Latin vocabulary, which can be seen as one 

of the foundation for European and Western culture and world-view, there has been a division 

into techne (Greek) or ars in Latin which means ‘knowing how’, episteme (Greek) or scientia (Latin) 

‘knowing that’, praxis (Greek) for ‘practice’ and in Latin sapientia and experientia which mean 

‘wisdom’/’to know’ and the other ‘knowledge that comes from action’. Burke states that “in 

Arabic episteme was translated as ‘ilm (plural ‘ulum)” and that scholars are known as the ‘ulama, 

‘the ones with knowledge’ (Burke, 2016, p. 8). In Chinese, on the other hand, there is a distinc-

tion between ‘knowledge in general’ – zhi – and shixue which stands for ‘knowhow’. These are 
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only some few examples of differences in verbalizing knowledge, but hopefully give a glimpse 

of the variations of different approaches in describing it. (Burke, 2016) 

In his article called Epistemologies of Situated Knowledges: “Troubling” Knowledge in Philosophy of Educa-

tion James C. Lang (2011) analyzes the history and foundation of what he calls the mainstream 

knowledge epistemology and stirs ups conversation on it through the feminist perspective of 

situated knowledges. According to Lang and a historical overview written by Burke the modern 

idea of knowledge has been greatly influenced by the enlightenment and personages such as 

Immanuel Kant and Descartes. These, as Lang describes them, white and European men, 

claimed that knowledge – in order to be valid – needs to be based on neutral and objective 

observations and methods. This view, as questioned by feminist approaches to epistemologies, 

is based on the assumption that a knower and all knowers are capable of full neutrality and 

objectivity and are in nature similar to one another – hence, can be expected to come to same 

conclusions – and on the belief that there exists something to be known and that this something 

can be known. ‘S knows that p’ is a famous rubric one cannot avoid facing when looking into the 

ideologies stemming from the times of enlightenment. (Burke, 2016) (Lang, 2011) 

A more recent trend in the perception on science and knowledge is to the concept of classifica-

tion, implying the division of knowledge into smaller and smaller classes. These classes, also 

known as disciplines, are visible in the present day universities which are organized and build 

on them. Although this tendency is aimed to making knowledge more easily accessible whilst 

aiming to learning more about certain aspects of with a special focus, it seems, according to 

Burke, that we will end up knowing more and more of less and less (Burke, 2016).  

The way in which I conceptualize and define knowledge in the context of this thesis is a mix of 

these more recent ideas of multiple knowledges and my own understanding. While agreeing on 

the societal and subjective influence on understanding and knowing the ‘p’, I see knowledge as 

an ever-advancing body of experiences, insights and discoveries that has been shaped by people 

throughout history and continues to advance. I see ‘knowing that p’ as a collective effort to 

understanding more of what a ‘p’ is whilst holding the belief that no one can claim to know the 

whole ‘p’ – we all, as knowers, are contributing to understanding it more and hence have also 

the moral right and obligation to try to understand more and also to contribute our understand-

ing to this ever-advancing crystallization process. In short, it is ‘S is engaged in understanding 

more of p together with all other Ss’. 
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2.1.2 Categorizing knowledge 

 

According to the previously mentioned Peter Burke, our current understanding of knowledge-

has moved to a vantage point where we see the history and the current time as being composed 

of different knowledges. He states that these different knowledges exist between cultures and 

peoples, but also within cultures and a population as differences between the concrete and ab-

stract, learner and teacher, male and female, universal and local (Burke, 2016). With this point 

of view in mind, we can look back to the rubric of ‘S knows that p’.  As the feministic theories 

that Lang elaborates on in his article bring out, the context of the S affects a lot how the ‘p’ is 

understood but also how to ‘know’ or what is seen as ‘knowing’. 

In an article called Discovering Indigenous Science: Implications for Science Education (2000) about in-

cluding traditional and indigenous knowledge in science education, Gloria Snively and John 

Corsiglia give some different categories or distinctions for knowledge. These they call Western 

Modern Science (WMS), Traditional Ecological Knowledge (TEK) and Indigenous Knowledge 

(IK). 

Before attempting to define these different knowledge systems, it is, according to them, neces-

sary to define what ‘science’ is due to its close link to knowledge. They state that the word in 

itself proceeds from the latin word scientia which means “knowledge in the broadest possible 

sense” (Corsiglia & Snively, 2000, pp. 8-9) In this connection they bring up a position held by a 

Japanese researcher Makoto Ogawa’s that sees science as a way to explaining the material envi-

ronment around us and the Western Modern Science not being the only way of doing this, 

science can be regarded as an universal phenomenon. (Ogawa, 1989) 

The Western Modern Science (WMS) according to Corsiglia and Snively’s study has not existed 

as a concept for a long time. It was formed out of the need to create “logically consistent rules 

outlining how theoretical statements can be derived from observational statements” (Corsiglia 

& Snively, 2000, p. 9). WMS, according to their findings and research, is a term used for the 

only officially authorized form of knowledge and science supported and applied by Western 

countries and governments.  

Regarding the Traditional Ecological Knowledge (TEK), although the term itself has not existed 

for a long time, the system of knowledge it is seeking to describe is one that has existed for 

thousands of years and has been “handed across generations of long-resident oral traditional 
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peoples” (Corsiglia & Snively, 2000, p. 11). Due to the fact that ‘tradition’ is seen as instable and 

changing with time, a term that is used instead or in addition is IK: Indigenous Knowledge, 

which is in its broadest and shortest sense means a knowledge or an approach to it in which 

science is interwoven into every aspect of a culture and lives of people: knowledge impacting all 

aspects of life and all aspects of life impacting and informing knowledge. Glen Aikenhead, a 

researcher who has worked long with culturally sensitive education, states that the term ‘Indig-

enous Knowledge’ is problematic due to the fact that the word ‘knowledge’ is in itself embedded 

in Western or Eurocentric epistemology. He suggests that this word should be replaced with 

something more adequate such as ‘Indigenous way of knowing or coming to know’ – a term 

that would more ably demonstrate the personal, participatory, holistic journey towards gaining 

wisdom that the Indigenous communities, according to Aikenhead, are engaged in. (Aikenhead 

& Elliott, An Emerging Decolonizing Science Education in Canada, 2010) 

It is in their methods of acquiring knowledge that the difference of the knowledge systems is 

most visible. WMS is often described and defined to carry out its research in a controlled labor-

atory through observations aiming to produce knowledge that is objective, in this context im-

plying free from distractions caused by environmental or social influences, and universal – never 

minding the fact that it is, as Burke points out in his book, often being carried out in very 

practical and secluded places. (Burke, 2016) On the other end of the spectrum, TEK is carried 

out in an interaction with environment and people by gathering information and observation 

carefully throughout a lifetime or lifetimes, as knowledge has been transmitted from generation 

to generation orally and often in a metaphorical language.  In addition to methods, the goals 

and aims of these two systems differ – according to Corsiglia and Snively, TEK seeks to find 

ways to “balan[ce] human needs with environmental requirements”, whereas WMS is seen as 

being based on the notion of humanity claiming dominance or control over nature. (Corsiglia 

& Snively, 2000, p. 14) 

It seems that TEK and IK are seen as contributing useful knowledge and practices to the body 

of knowledge of WMS. An example of trying to apply what is learnt by different local commu-

nities worldwide through data gathering is offered by Agrawal in his research on World Bank 

and efforts in establishing a global data system for gathering IK and TEK (Agrawal, 2002). The 

problems with this kind of a posture are various – first of all, one can clearly see that in such an 

approach to TEK and IK regards them as instances to benefit from and to collect from, which 

might, even if the goal is to strengthen the position of TEK and IK, create new ways of main-
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taining the status quo of WMS claiming monopoly over deciding what is valid and useful. Cor-

siglia and Snively agree with this view. They state that although IK and TEK can contribute a 

lot to the fields of ecology, this approach is not enough. What is needed then, according to 

them, is a cross-cultural scientific approach where all different knowledge systems are tapped 

upon equally, especially in the context of education. (Corsiglia & Snively, 2000) 

In this thesis I take Ogawa’s position on science being a way of describing the world around us. 

With this statement I also agree on the fact that there are several ways of coming to know more 

of this world. In short, S’s are all striving to know more of p and with the contributions of all 

we get to know more of p, but will never know that p.  

Due to the fact that I need different titles to describe distinctive ways of coming to know of p 

in order to answer my research question, I choose two different terms to use, one for the at-

tempts that have an emphasis to be universally generalizable and one for the attempts that have 

an emphasis on the local level. Regarding the first category, I will use the term of Mainstream 

Knowledge (MK) as a way to describe knowledge that has been dominating and applied globally 

directly or indirectly claiming monopoly over defining authoritarian knowledge. This knowledge 

can be seen as the descendant of enlightenment and colonialism – sometimes called the Western 

knowledge or modern knowledge in order to describe the ideology on which it is based on or 

how relatively new the knowledge system is in comparison to more traditional knowledge sys-

tems. 

The other term I will use for the ‘other’ knowledge systems in the context of this research is 

situated knowledge (SK) in order to define a knowledge that stems from the every-day life and 

practices of a given population and their knowledge of their environment, life and community. 

Other ways of describing knowledge such as this is TEK, traditional ecological knowledge, IK, 

indigenous knowledge or local knowledge, but I see these categories as too specific for the 

purpose of this thesis. TEK frames knowledge in the terms of ‘traditional’ and ‘ecological’ which 

in my opinion do not allow for a new knowledge to emerge from a given population, but place 

an intrinsic value on tradition. Also I am not only focusing on the ecological knowledge a pop-

ulation has but looking at it more holistically, keeping in mind knowledge, understanding and 

experience of the social, ecological, intellectual, spiritual or moral characteristics. Indigenous 

knowledge in turn implies a knowledge belonging to groups that can be seen as indigenous - 

implying a way of knowing that needs to be nurtured and cherished and that has existed as a 

feature of a culture from generations. Local knowledge is close to situated knowledge but also 

might geographically narrow or limit knowledge too much. Situated in this connection, then, 
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implies knowledge gained within a certain locality by people living there or knowledge gained 

within a certain network of people, even if they do not live in the same local place. 

 

2.2 Knowledge and Education 

 

In the literature review I am carrying out I put special focus on knowledge in the context of 

education and especially its role in the construction of a given curriculum. I hold the assumption 

that a curriculum plays a critical role in any given educational process, since it is a binding con-

tract that guides and restricts schools and educators. Dean Scott who wrote an article about the 

link between knowledge and curricula which states that knowledge should be placed at the cen-

tre of curricula since it, a curriculum, as a “set of teaching and learning prescriptions, is in es-

sence a knowledge-forming activity” (Scott, 2014, p. 14). 

In addition to the view that Scott takes, Michael Young states in a book called Curriculum studies 

and the problem of knowledge; updating the Enlightenment? (2006) that curriculum, rather than other 

aspects of educational policy such as learning outcomes and targets, plays a central role in an 

educational process. In addition to this, Young claims that knowledge and its acquisition rather 

than other aspects of curriculum – such as assessment and evaluation – needs to be given pri-

ority in curriculum-development. (Young, 2006) 

As an example of the impacts of curricula on perceptions of knowledge and approaches to it, 

he delineates the effects of the establishment of a subject-based curriculum in the end of the 

19th century: 1) separation between what can be learnt at school and in the everyday lives of 

people, 2) knowledge gained at school superior to the one gained from the everyday lives of 

people – knowledge gained in schools helps an individual move ‘beyond’ this everyday 

knowledge. Young adds that also in a curriculum of this nature subjects being taught at school 

are closely linked to communities of specialists and hence serve the interests of only a few.  

(Young, 2006) 

Michael Young’s final remarks is a wish to have a knowledge-based theory of the curriculum 

that recognizes a distinction between the type of knowledge that can be acquired at school, 

college, or university and the common-sense or practical knowledge that we acquire in our eve-

ryday lives” (Muller & Young, 2016). The before-mentioned David Scott also raises a question 
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in his article on the role of knowledge in curriculum and says that if we agree that curriculum is 

a knowledge-forming practice, then there needs to be tools for finding out what constitutes a 

“legitimate form of knowledge and an illegitimate form” on which curricula will be based on. 

(Scott, 2014) 

 

2.2.1 Critical theory 

 

As mentioned before on the link between education and knowledge, curriculum and the 

knowledge it imparts might serve the interests of a few who have access or somehow have a 

monopoly over the curricula or defining legitimate forms of knowledge to be used in educating 

the raising generations. This issue of imbalanced power-relations is closely linked to the ideas 

of critical theory which, although widely known, deserves an introduction.  

Critical theory as a term has its roots in Germany (Kritische Theorie) where a group of scholars 

started using it as a way to describe an approach to analyzing the Marxist theory in the 1920. 

This group is often referred to the Frankfurt School. (Morrow & Brown, 1994) It is based on 

the notion that society and individuals are inseparable – we create society and it creates us. The 

current social structures affect us but we also affect them. While other social theories might 

have this same assumption, critical theory stands out with its specific focus and concern with 

power-relations – structures and forms of social relations that “inhibit the realization of human 

potentialities” of all and grant it for some (Morrow & Brown, 1994, p. 7). In short, critical theory 

seeks to identify these power relations in order to find out how the current situation was created 

and what ought to be, in its stead.  (Morrow & Brown, 1994) 

When looking at critical theory in the context of education, it enables us to pinpoint a benefiter 

that is behind a curriculum and schooling systems – a vital analysis that is the very starting point 

in developing new approaches and content for education. This alone is not enough, however. 

According to Michael Young an equal amount of attention should be given to finding out what 

knowledge a given curriculum is promoting and who that view on knowledge serves – it is not 

enough to look at who has had the power to define a curriculum without looking at the forms 

of knowledge integrated in it since “some forms”, states Young, “give greater power than others 

with access to them, irrespective of their origins” (Muller & Young, 2016, p. 139) These two, as 

Young calls them, ‘constrains’ – constrains created by the power-relations a curriculum is based 
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on together with the epistemological constrains – constitute the boundaries within which cur-

riculum operates. (Muller & Young, 2016) 

In pointing out the critical theory and the ideas of Young in the same connection, I aim to point 

out that my own assumptions of the purpose of research and in depth analysis of education is 

to pin-point existent power-relations that have to do or are created by the approach to 

knowledge that constitute its foundation. I also want to go beyond this identification and seek 

to make a summary of what education and approaches to knowledge in the context of it ought 

to look like. 

 

2.3 Education for development of the community 

 

In the light on the critical theory elaborated above, I state that educations purpose is to equip 

communities with the capacity to contribute to a change and progress of their own community 

and not to maintain a status quo. In this connection it is essential to define what I mean by 

progress or a development of a community and what ‘community’ in itself means in this con-

nection. 

According to a summary of many ideas, theories and studies collected by Tony Blackshaw in 

his book called the “Key Concepts in Community Studies” (2010), the word community itself is part 

of our daily vocabulary, but can imply many differing meanings. The only common ground that 

can be agreed on, he states, is that community is something that has to do with social relations 

that connect people.  

Community in the connection of this thesis is that of local: people sharing a common living 

environment. In the context of rural areas, this might mean habitants of a village, and in the 

more urban contexts of towns and cities it might consist of only a street – especially when the 

city is quite densely populated – or a neighbourhood. In short, a small enough area that it is 

possible for people to share same facilities and resource but also mingle with one another. As it 

is pointed out in Blackshaw’s book, communities can also be defined by sharing a common 

belief, hobby, profession and hence living in the same vicinity is not required for a community 

to exist. I wish to however, focus on seeing how education impacts a given geographical locality.  
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As Blackshaw summarizes, community development can be summarized as a collective effort 

for attaining to ideal conditions set by the community itself – these might include security for 

all, fairness and justice and solidarity. It is a process during which effort is made towards re-

moving identified injustices in a collective manner including collaboration which in turn are 

shaped by a continuous cycle of planning, action, reflection/consultation (Blackshaw, 2010, p. 

164). In the same book, he refers to Stewart and Taylor who claim that the aim of community 

development is for the community to become a place where people want to live and work and 

what they want to work on (Blackshaw, 2010, p. 166). Amitai Etzioni, a political activist and a 

writer claims that the contemporary world and Western culture has created an over individual-

ized culture where people “no longer care for their fellow citizens” (Blackshaw, 2010, p. 132) 

In my research questions I talk about community-driven development in which people start 

identifying the place they live in as a place they want to live in and which they want to contribute 

their time and energies to and help it and the lives of its inhabitants to flourish. 
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3 PEDAGOGY OF THE OPPRESSED 

 

3.1 Paulo Freire and the Pedagogy of the Oppressed 

 

“Any situation in which some men prevent others from engaging in the process of inquiry is one of violence” 

Paulo Freire, 1972 

 

When looking deeper into the power-relations in education and particularly the role of 

knowledge or the view of knowledge it promotes and how this can affect the power-relations 

in the society, one cannot ignore the thoughts Paulo Freire, an influential Brazilian educator 

sheds on the topic. Freire is one of the renown contributors to the field of critical theory and 

its link to education, but not the only one. The reason why I am focusing on Paulo Freire’s 

theory rather than, for example, the Frankfurt schools view on critical pedagogy or theory, is 

that shares the same Latin American roots that an organization called FUNDAEC has, on which 

I will shed more light on in section 5.  

According to Freire’s view in his book call the Pedagogy of the Oppressed (1970), humanity 

and its history can be viewed from two perspectives: humanization and dehumanization. The 

first is a struggle for freedom, whilst the latter is its absence – first is fighting for justice, the 

latter is forms of injustice prevalent in the society and its structures. Education has an important 

role to play in this historical setting, since it is contributing to one or the other due to the fact 

that, according to Freire, education is based on assumptions shaped by past experiences and 

aims for a goal (Roberts, 2000). Even educators and educational policies emphasizing neutrality 

or being ‘apolitical’ have a stand which is to maintain a status quo – hence, education can never 

be neutral (Roberts, 2000).  

The only way to change a status quo, then, lies within the dehumanized, which Freire calls the 

‘oppressed’. In his opinion it is the task of the oppressed “to liberate themselves and their op-

pressors as well” (Freire, 1970, p.44). This is because the oppressors are not able to tackle the 

problem without causing a setting where the oppressed become the objects of what Freire calls 
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‘false charity’ – objects in need of assistance from the oppressors rather than being workers for 

the transformation of the world, as Freire thinks they ought to be. (Freire, 1970) 

The question that needs answering then, according to Freire, is how can the oppressed take part 

in the formation of a pedagogy that liberates them and others from dehumanization? The first 

step to this direction is, according to his theory, for the oppressed to become aware of the 

oppression and of the fact that they have what it takes to change the situation. As Freire states: 

“it is only when the oppressed find the oppressor out and become involved in the organized 

struggle for their liberation that they begin to believe in themselves.” (Freire, Pedagogy of the 

Opressed, 1972, p. 40) The formation of this ‘organized struggle’ that he mentions should on 

the level of principle lie on the shoulders of the oppressed. Nevertheless, the process can be 

started by a group of investigators that do not belong to the category of the oppressed but want 

to work alongside them. 

 

3.1.1 Formation of pedagogy of the oppressed: guiding principles 

 

As a starting point, the source of content and the form must reflect the aspirations and the 

situation of the people it will concern (Freire, Pedagogy of the Opressed, 1972, p. 68). This 

approach will help the educator avoid reinforcing the gap between himself or herself and the 

people which is formed by a language is not linked and attuned to the lives of the people. “In 

order to communicate”, Freire states, “educator [--] must understand the structural conditions 

in which the thought and language of the people are dialectically framed” (Freire, Pedagogy of 

the Oppressed, 1970, p. 69) – in short, understanding the ‘thematic universe’ of the local pop-

ulation.  

To be able to form an educational content and language that incorporates and is based on the 

thematic universe of the people, a group of investigators need to immerse themselves in the 

lives of the local community. This process is started off by a meeting with the community where 

the aims and means of the investigation are discussed and agreed on – in the best and most 

desirable scenario the group will be able to identify local members to work alongside with in the 

process of investigation. This helps avoiding the pitfall of shifting from the investigation of the 

thematic themes present in the lives and aspirations of the local populations to the investigation 

of the people themselves, which results in regarding them as objects of investigation (Freire, 
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Pedagogy of the Opressed, 1972). “The investigation for thematics involves the investigation of 

the people’s thinking – thinking which occurs only in and among men seeking out reality to-

gether” (Freire, Pedagogy of the Opressed, 1972, p. 80) – in a dialogue. 

According to Freire, the investigations carried out by the educators need to permeate the whole 

spectrum of the life of the community, including different practices, places and ways of inter-

acting between diverse members. Also the time and number of visits need to be such as to allow 

this in-depth analysis to happen. Each visit should be followed by writing a report and sharing 

the observations with a team of investigators working with and within the same community. As 

Freire makes sure to state, the inhabitants of the community under study should be present in 

all these stages – aware of and contributing to the insights being formulated. (Freire, Pedagogy 

of the Opressed, 1972) 

During this stage of the research process, first versions of the educational programme and its 

content start to form. By now, the content will be consisting of the contradictions and themes 

that rise from the life of the community – occasionally, the educators might add themes that 

have not been observed in that particular context to the programme if they identify foundational 

themes they feel impelled to bring to the discourse to be had with the students. In order to carry 

out the educational programme that is to be based on the principle of dialogue between the 

teacher and the students who are engaged in a process where they learn from one another and 

together attain to a new understanding, the working team needs to find ways to codify the dif-

ferent contradictions found: finding out the best means of introducing the themes for a class. 

These codifications aim at raising discussions and could be anything from sketches to photo-

graphs that are representing situations familiar to the local people. (Freire, Pedagogy of the 

Opressed, 1972) 

After the codification and formation of the didactical materials to assist in the implementation 

of the programme, a community gathering is arranged again and the work presented and evalu-

ated with the inhabitants.  Once this is done, a study group(s) is formed and the thematic themes 

are introduced and discussed with students – in these conversations the students also introduce 

themes for the exploration of the group. (Freire, 1972) 

From this quick description of the process leading to a formation of an educational content 

which, of course, continues to be refined as more experience is being gained by the team work-

ing on it, it is possible to point out the main principles that have to do with how educational 

content in formulated and what is seen as a valid basis of knowledge from which the educational 
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content can be built from: the life and the situation of local populations. This knowledge can 

only be accessed to, according to Freire, with the local people themselves. (Freire, 1972) 

 

3.1.2 Towards cultural synthesis 

 

Freire, later in the same book, says that this process of identifying thematic themes and forming 

the educational system on that foundation is one of the first steps toward what he calls ‘cultural 

synthesis’. The educational content through dialogue poses problems, and from this problem-

posing action is stemmed and that action is aimed at a cultural transformation.  At the heart of 

this process is knowledge of the culture that Freire describes as alienating or oppressive or de-

humanizing – and the knowledge of this culture leads to action towards a culture free of alien-

ation, and this action, empirical experience, leads to a more sophisticated knowledge to be 

formed. This creates a positive cycle in which “knowledge of the leaders is remade in the em-

pirical knowledge of the people, while the latter is refined by the former”. (Freire, Pedagogy of 

the Opressed, 1972, p. 148) In the praxis towards liberty, new knowledge emerges and a new 

culture is reformed. 

All in all, education can only lead to humanization as long as it is characterized by cooperation, 

dialogue and leads to the oppressed taking the role of protagonists of a process in which all are 

seen as subjects to work together with rather than object to be conquered. Only when all are 

seen as subjects, claims Freire, can a true cooperation exist. And what is more, none of this is 

possible without the belief that all “people are capable of participating in the pursuit of libera-

tion” (Freire, Pedagogy of the Opressed, 1972, p. 137). As Freire puts it, due to the fact that 

“this view of education starts with the conviction that it cannot present its own programme but 

must search for this programme dialogically with the people, it serves to introduce the pedagogy 

of the oppressed, in the development of which oppressed must participate” (Freire, Pedagogy 

of the Opressed, 1972, p. 95). 

 

 

 



17 
 

 

4 DECOLONIZING EDUCATION 

 

4.1 Discourse on decolonization 

 

In her article Colonizing Knowledges, Linda Tuhiwai Smith (2006) brings out the darker past of 

modern knowledge and science. She states that it is based on a culture of colonization, based 

on the notion of gathering and making ‘new discoveries’ from the ‘other’ and bringing that back 

to Europe and to the Western world.  Smith goes on to say that research practices of this kind 

in the past served the needs of the colonizers and maintained the colonial practices – enhancing 

the ‘civilized-uncivilized’ duality. This, according to Smith and other researchers and education-

alist working for decolonizing education, is the legacy upon which our science and knowledge 

is founded on – in addition to colonizing the lands and peoples of the ‘other’ world, the West 

has also succeeded in colonizing knowledge and science. (Tuhiwai Smith, 2006) 

In this part I explore the insights that researchers and educationalists working towards ‘decolo-

nizing’ education can lend to the question of what kind of education leads to development of 

local communities. By decolonization in this connection is meant acknowledging the imperial 

legacy and impact of the colonization on knowledge all around the world with the exclusion of 

the aspirations and peoples of the ‘other’ world (Tuhiwai Smith, 2012). The process of decolo-

nization itself in this context implies the efforts aimed at removing this bias and impact of im-

perialism and empowering the local populations to take charge of their own development.  

 

4.1.1 Knowledge-base in education limiting community-driven development 

 

To answer the question of what kind of approaches to knowledge limit community development 

in the context of education, it is easy to just take look at the history and what has happened in 

education directed towards the indigenous communities and people. In these cases education 

has happened by the population in power and fed the process of assimilation. The mode of 

teaching itself has usually happened through missionary or religious schooling in boarding 
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school settings where children were taken away from their families and communities. This is 

not unique to the experience of one people or even to the experiences of indigenous populations 

of the ‘other’ outside Europe, but also an experience and history shared by the minority culture 

and language groups inside Europe. One example can be provided from our own nation, Fin-

land, by looking at the experiences of the Sámi population. A quick look shows the same history 

of boarding schools efficiently assimilating this population by teaching them the Finnish lan-

guage, culture and the Christian religion to such an extent that the Sámi population – that also 

consists of various languages and sub-groups – feels a threat towards their identity, culture and 

languages. (Keskitalo, Lehtola, & Paksuniemi, 2014) 

With a glimpse of the history of the colonized, it is easier to understand the position held by 

many researchers working for decolonization. In his studies on the efforts of decolonizing the 

Canadian education system, Glen Aikenhead states that any education that is carried out in a 

specific frame of knowledge or that does not become aware of what kind of knowledge it is 

acculturating is a continuation of colonization, or what can be called “cognitive imperialism”. 

(Aikenhead, Towards Decolonizing the Pan-Canadian Science Framework, 2010) In most cases, 

education of this nature is enculturating pupils into adapting a ‘Western scientific way of know-

ing’ and teachers work on helping the students to think like a scientist by helping them adapt 

values and ontologies founded on realism and ideologies stemming from the times of Enlight-

enment, together with methodologies based on reduction, analysis, classification and deduction. 

(Aikenhead, Towards Decolonizing the Pan-Canadian Science Framework, 2010, p. 1) The ef-

fects of this kind of an approach to science education are, according to studies referred to in 

Aikenhead’s research, overall alarming. It seems that the majority of any student population do 

not feel comfortable with the science identity that schools all around the world are trying to 

acculturate or do not identify themselves to belonging to that definition of science identity. 

(Aikenhead & Elliott, An Emerging Decolonizing Science Education in Canada, 2010) He also 

draws out the example of Canada facing an issue of low representation of indigenous aka First 

Nations students in secondary science education. Whilst not undermining the discouraging in-

fluence of such a racism, Aikenhead emphasizes the influence science educators and education 

itself have on this issue. (Aikenhead, Towards Decolonizing the Pan-Canadian Science Frame-

work, 2010, p. 1) From these points of view it can be gathered that any education that does not 

become aware of its knowledge base and what kind of an image of knowledge and science it is 

promoting is unable to help any community to achieve a fully community-driven development. 
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4.1.2 Knowledge-base in education leading to community-driven development 

 

From the review I have made on different attempts on decolonize education, there are some 

common features and principles that arise. Gathering from examples brought out in the studies 

of Aikenhead in addition with some others from different sources such as Linda Tuhiwai Smith 

who has written a lot about decolonizing scientific research, it seems that one of the prerequi-

sites for a successful science education, for instance, is the involvement of the local community 

and especially the elders in the creation of the school educational content. In an African context, 

studies in the 90s showed that there was an increase in the interest and achievements of indige-

nous students when there was an increase in collaboration between African local community 

members and science educators – especially in the context for producing cross-cultural educa-

tional content for science. Now this kind of approach has been adopted in the goals of South 

Africa’s education. (Aikenhead, Towards Decolonizing the Pan-Canadian Science Framework, 

2010) According to Corsiglia and Snively that were mentioned earlier when defining different 

knowledge systems, arguments for integrating TEK, IK and WMS respectively in education can 

be divided into individual gains of the pupils, who will not be prevented from access to “infor-

mation embedded in other cultural perspectives” and who will not be “forced to accept the 

Western values and ethical priorities”, which can be seen as limiting pupil’s worldview regardless 

of their own cultural background (Corsiglia & Snively, 2000, p. 24) and to the societal or global 

gains that come from utilizing and having universal access to contributing and benefiting from 

a body of knowledge that is shaped by ‘universal’ and ‘relative/situational’ knowledges through 

which we can, as a humanity, answer problems such as deforestation, erosion, public health, 

loss of biodiversity (Corsiglia & Snively, 2000). 

In order to involve the community in the creation of the educational content, the science edu-

cation or the view on knowledge necessarily has to be based on the idea of multiple epistemol-

ogies, states Aikenhead’s research.  This is one of the essential arrangements to reach in curric-

ulum development. (Aikenhead & Elliott, An Emerging Decolonizing Science Education in 

Canada, 2010) What needs to follow such an understanding is a guarantee of providing resources 

and training for teachers. Aikenhead brings out the example of customized science books that 

should be developed in collaboration with the Indigenous educators. (Aikenhead & Elliott, An 

Emerging Decolonizing Science Education in Canada, 2010, pp. 19-20) Regarding the training 

of the teachers, it must lead to culturally responsive and responsible science teaching that in its 

cross-cultural nature incorporates indigenous knowledge but also maintains the expectations or 
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requirements for academic achievement. (Aikenhead & Elliott, An Emerging Decolonizing Sci-

ence Education in Canada, 2010, p. 20) This process of moving from one-view centred science 

education towards incorporating multiple views into education is delineated by Aikenhead as 

follows: 

 (Aikenhead, Towards 

Decolonizing the Pan-Canadian Science Framework, 2010) 

 

In additions to the views and experiences that Aikenhead lists, one cannot talk about decolo-

nizing education without mentioning the astounding efforts made by the Māori in New-Zea-

land. Currently the policies governing education in New-Zealand require all schools to assist 

Maori students to achieve educational success. (Hynds, et al., 2016). In order to answer this 

requirement and more importantly to create a system of education that is rendering agency and 

self-determination for the Maori community, a collective approach of Kaupapa Maori to re-

search has formed that is distinctively indigenous in how it deals with cultural, political and 

educational dimensions of society. Looked up to by many indigenous communities, Kaupapa 

Maori is gaining more and more experience of how to have the ‘researched’ become the re-

searchers. With research of this kind being applied increasingly all around the globe, new insights 

of how education can incorporate various sources and views on knowledge will surely be gained 

in the coming years. (Tuhiwai Smith L. , 2012) 

 

4.1.3 Problematizing decolonization for education 
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According to attempts for developing science education that becomes aware of the knowledge 

content and framework it is using and that seeks to work together with the indigenous commu-

nities, it has not proven easy to actually create a new kind of system for offering education as 

an option for the ‘mainstream’ approaches. This becomes more understandable when one un-

derstands that there is a variance between every community and a student body. According to 

Aikenhead there is even a greater variation relating to interests and capabilities within an Abo-

riginal group of students than between Aboriginal and non-Aboriginal groups of students.  

(Aikenhead, Towards Decolonizing the Pan-Canadian Science Framework, 2010) 

In their research on applying Maori principles to secondary school education that was carried 

out it 84 schools in New Zealand in 2016, Anne Hynds and five other researchers found out 

that focusing on school leaders and helping them apply Maori principles in schools and seeing 

value in doing so is not sufficient. Whilst awareness of Maori students and their school achieve-

ments was increased, this did not lead to schools cooperating with the local communities and 

student’s families which is vital if an educational system that seeks to be ‘culturally responsive’.  

In a project carried out in the North West Australia in 2015, a group of researchers worked on 

developing a methodology of research that incorporates both contemporary and indigenous 

knowledge systems – a model for methodology that would better answer the needs and aspira-

tions of a local population that could be adapted internationally and would have been formed 

together with the local indigenous population. Whilst they struggled to develop such a model in 

the end, the research shed more light on how complex it is to have the participation of the 

community itself in a research even when the right framework for it would be present or under 

the process of development. (Goulding, Steel, & McGarty, 2016) 

In their article called Decolonizing is Not a Metaphor, Eve Tuck and Wayne Yang (2012) problem-

atize the whole idea of decolonizing education. They state that it is not uncommon to hear 

speakers refer to decolonizing schools and education or using decolonizing methods at confer-

ences on educational research. However, it is, according to them, alarming to notice that there 

is an absence of mentions of indigenous contributions to decolonization. It seems that talking 

about decolonizing education has, according to their views, become another way to soothe the 

guilt of the descendants or representatives of the colonizing peoples. Tuck and Yang go as far 

as to criticize the theory of the oppressed and oppressors by Paulo Freire due to the issue of it 

encouraging educators to use the term colonization interchangeably with oppression and sim-

plify a process of liberation from oppression as an internal process which happens in the mind 

of an individual who is liberated through becoming aware of the power structures of society. 
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This, according to Tuck and Yang, although essential and highly praiseworthy, is only the start-

ing point to a process of true decolonization which is actually linked to the reclaiming of the 

rights that have been lost – especially rights linked to land-ownership. (Tuck & Yang, 2012) 
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5 FUNDAEC AND RURAL EDUCATION 

 

In the previous chapters we have looked on what kind of education can promote a liberation of 

the oppressed and a process of decolonization and of self-determination of the colonized peo-

ples. In this part we take a look at how education has been utilized as a tool for helping rural 

populations to take charge of the progress of their community and slow down a process of 

world-wide urbanization and brain drain from the rural areas to city centers. 

According to the United Nations task force on Science, Technology and Innovation, education 

can be greatly enhanced with cooperation with nongovernmental organizations. FUNDAEC, 

an acronym in Spanish for “The Foundation for the Application and Teaching of the Sciences” 

(FUNDAEC, n.d.), according to the UN task force, offers a significant and valuable experience 

of ways an NGO can involve rural populations excluded from global efforts of knowledge pro-

duction and application in the creation of educational innovations. (Juma & Yee-Cheong, 2005) 

FUNDAEC was founded in Colombia in the 70s during a time of debate around development 

work and the role and content of education for the progress of communities. The founding 

members consisted of a small interdisciplinary group of professors which decided to relocate to 

a small rural community to be able to get involved in the local life of its peoples and be better 

able to form an educational programme that would enable for the community to take charge of 

its own progress. What this group had in common was a shared understanding on the right of 

everyone to “have access to information and to fully participate in the generation and applica-

tion of knowledge” (Juma & Yee-Cheong, 2005, p. 98) and this is seen as the overarching goal 

of the organization. Through a long process of plan, action and reflection which started with an 

initial draft of an educational programme studied by a small number of youth in the village, who 

in turn facilitated it to others and made changes to it the material together with the founding 

members of FUNDAEC according to what they perceived to be the needs of their community. 

Additionally FUNDAEC’s work has taken other forms from working together with families in 

the rural settings in the fields of agricultural production, forming collaborative groupings in the 

community, developing appropriate technologies for agriculture jointly with the locals, working 

to empower the rural youth by helping them develop different capacities and cooperating with 

local businesses and economies (Juma & Yee-Cheong, 2005). From these continuous endeavors 

FUNDAEC made in different fields and the insights accumulated eventually crystallized into a 

set of educational materials targeted for secondary and tertiary levels of schooling the aims of 
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which was not only to help the participants and students to become professionals in fields of 

work that already existed in the community but also to provide them with career paths that did 

not necessarily exist in the community but for which there was a great need. By now, FUN-

DAEC’s programme for higher level education and rural university have become part of the 

nationally acknowledged educational systems of Colombia. The programme for secondary edu-

cation has now spread to other countries in South America and even out of the Americas to 

Africa and Asia where different NGO’s together with local communities work to apply it in 

accordance to the specific nature and needs of the communities (Arbab & Stifel, 1982) (R4D, 

2015) 

 

5.1 Knowledges in education 

 

The reason for analyzing this specific organization is the conceptual framework that FUN-

DAEC is founded upon. Faced with the confrontation of two opinions on modern and tradi-

tional knowledge systems – one stating that perfect solutions and technologies already exist and 

should be implemented internationally and the other arguing that modern technologies should 

be rejected and focus should be on traditional technologies – the organization decided to focus 

on application of science in a way that is in accordance to the needs of the community. And 

these needs of the community cannot, states one of the founding members of FUNDAEC, 

Farzam Arbab, be defined in any other criteria but in the participation of the community in the 

process of scientific research and in the continuous strengthening of its capability to search and 

try out solutions to the needs and problems that the community is facing.  (Arbab & Stifel, 

1982). According to it, the interaction of contemporary scientific discoveries and traditional 

knowledges is needed for equipping individuals with skills and a capacity to participate in this 

above mentioned scientific research. Without this participation, FUNDAEC states, “knowledge 

is easily managed for the benefit of the privileged in the global society” and the role of science 

in contributing to the creation of a just and balanced social order becomes a ‘castle in the air’ 

(FUNDAEC, Guiding principles, n.d., par. 12). 

Since its inception, FUNDAEC has hold firmly on the idea that that science is the heritage to 

all. By this is meant that myriads of cultures and communities have contributed to the field of 

science and also should benefit from it. The underlying assumption that this is based on is the 
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view that there exists only one science which pierces through and makes use of different 

knowledge systems the aim of which should be the continuous refinement and transformation 

of the entirety of knowledge of the humankind. (FUNDAEC, Guiding principles, n.d.) This 

paradigm makes it possible for the educational systems of both secondary and tertiary levels to 

join and validate both the mainstream knowledge system and the knowledge of the local popu-

lation as sources of facts. While holding that these two points of view to knowledge are com-

patible, they also acknowledge the differences between the ‘rationale’ of a rural population and 

that of mainstream, mostly urban-based scientific methods. In FUNDAEC’s view and experi-

ences in Colombia mainstream scientific methods have an emphasis on technology and holding 

to the view that inventions can be applied universally. Local populations have an emphasis on 

finding specific solutions that have to do with profit, but also sustaining relationships and nature 

that provides for them.  (FUNDAEC, Guiding principles, n.d.) 

 

5.1.1 Educational content 

 

Through years of experience in teaching it became clear to the professors working with FUN-

DAEC that an alarming number of university students were at a total loss when being faced 

with a complex challenge of formulating new knowledge or finding solutions presented by real 

life circumstances due to being accustomed to well-defined problems and situations posed by 

their education. Faced with this concern the group of professors sought to create a series of 

educational material – 75 in total for the secondary level education offered in Spanish (Juma & 

Yee-Cheong, 2005) – helping youth and young adults reach competence in creating new 

knowledge and answering the needs stemming from irrespective communities. They decided 

that this material needs to be based on the praxis and foundation of service to the community 

and that the logic of the books needs to build on capacities and knowledge that helps any indi-

vidual to start a process of such a service gradually growing in ability and efficacy. By having an 

explicit social purpose of service as the basis of the educational system it is possible to avoid 

the dichotomy between theory and practice often faced especially in tertiary education since 

practice and theory need to go hand in hand if one is to contribute to the development of one’s 

own region. (FUNDAEC, Guiding principles, n.d.) 
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Another element in contemporary education that FUNDAEC sees could lead to issues in ap-

plying what is learnt in schools to one’s everyday reality is the division of education and 

knowledge into different disciplines. “Knowledge is one”, they state, “and its division into dis-

ciplines is nothing more than the result of the finiteness of the human mind” (FUNDAEC, 

Guiding principles, n.d., par. 74). This being said, FUNDAEC agrees on the fact that this clas-

sification and division helps in specializing and in strengthening our understanding on complex 

issues – it becomes problematic however, when such division is seen as an inherent character-

istic of knowledge itself. One reaction to tackling this is the trend of integration of different 

disciplines and subjects in education, which, while acknowledged by FUNDAEC, is conducive 

to learning but needs to have a purpose. In the materials organized by the NGO concepts and 

themes are integrated, but they are organized around capabilities that are seen as leading to the 

capacity of being of service to one’s community and humanity at large. (FUNDAEC, Intellectual 

Preparation for Social Action, 2003) In short, there is no integration just for the sake of inte-

gration. (FUNDAEC, Guiding principles, n.d.) 

The modality of the programme is through a distant-education system which can be carried out 

in any environment or place. The basic requirements for the learning system is a regular coming 

together of a tutor, students and the materials in any suitable venue, whether it be in a classroom 

or under a tree. This is a concrete reflection of the fundamental ideas of FUNDAEC according 

to which all need to have access to education. (FUNDAEC, Guiding principles, n.d.) 

A research on one of FUNDAEC’s programs offered in English in Uganda offers an example 

of what all this looks like in practice. In 2011 a researcher called Emily Lample visited a local 

NGO in Uganda called Kimanya-Ngeyo with the aim of looking more closely at the knowledge 

sharing activities that happened between the participants of the secondary level programme 

called Preparation for Social Action (PSA) and other community members, with the aim of 

seeing how this interaction contributes to the development of the community. According to her 

research, through the study of the programme the students began to draw from the knowledge 

of their families and also found their knowledge relevant to the questions the questions the 

students were facing. With the help of the textbooks, the PSA tutors and other students, the 

participants of the programme were able to seek out the knowledge of people they were less 

familiar or not at all familiar with and hence spread the circle of knowledge-sharing activities 

even more. From this thesis it seems that the knowledge-flow was not only from the community 

to the students, but the students were also able to share relevant insights from the study of the 
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textbooks with the members of the community enabling contemporary sciences and local 

knowledge to interact. (Lample, 2011) 

 

5.1.2 Roles of the educator and learner(s) 

 

The students of the programmes offered by FUNDAEC are, from the very beginning of their 

studies – usually in the adolescent years – introduced and involved to a process of knowledge 

generation through interaction with their local communities. These interactions happen through 

different conversations, investigations and projects. (Juma & Yee-Cheong, 2005) Each group of 

students is guided by a teacher, going by the name of a tutor, whose task is to facilitate a process 

of learning by guiding the students through the concepts and themes addressed in the materials. 

Usually a first cadre of tutors, when establishing the programme in any given area, is raised from 

the pool of people who have finished at least some if not all of the books in the sequence. It is 

stated clearly in the materials and documents of FUNDAEC that the role of both of the students 

and the tutors are that of participants in the exploration and investigation of knowledge. 

(FUNDAEC, Intellectual Preparation for Social Action, 2003) (FUNDAEC, Guiding 

principles, n.d.) This does not imply that the tutor does not have a special position due to access 

to more experience in or knowledge of the field than the students. What FUNDAEC states that 

authority is not within the person of the teacher but authority is that of knowledge. "Moreover”, 

the organization states, “everyone is taught that the authority of so-called scientific knowledge 

is not absolute either." (FUNDAEC, Guiding principles, n.d., par. 70) 

The programme is not to the least interested in educating the students for examinations and 

tests since it sees these as being over-emphasized by a culture competition in the society. Hence, 

the task of the tutor is not only to help the students go through the set of texts and pass exams 

or fill a check-list of required capacities, but help them comprehend the potential they have for 

participating in the development of their communities. 

 

5.1.3 Further development 
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All in all what FUNDAEC can offer is an example of constructing a whole educational pro-

gramme from the axis of allowing for universal participation in the process of knowledge-gen-

eration and application, in comparison and in addition to efforts to how mainstream, science 

education can integrate local knowledge. (FUNDAEC, Guiding principles, n.d.) (Juma & Yee-

Cheong, 2005) The organization states, however, that integrating the different views on 

knowledge whilst being a step towards creating a more just social order, is by no means sufficient 

by itself. What is needed is to help students acquire a strong sense of purpose and mission that 

is the foundation of building the before mentioned just social order. According to FUNDAEC 

this cannot be achieved through an education that is neglecting human and moral development. 

Education, for the sake of being scientific, has “separated the discourse of the inner conditions 

of the individual from every other aspect of importance in life” (Arbab F. , 1984, pp. 27-28) A 

task greater than integrating local and global knowledge systems in education, according to the 

organization, is that of integrating the material and immaterial – that is, moral, spiritual, ethical 

– aspects of life in it. The task, by no means an easy one to tackle, has been approached by 

FUNDAEC by integrating spiritual concepts such as the dual moral purpose of a human being 

to take charge of his or her own development and contribute to the advancement of the whole 

in the materials and curriculum of the programmes of secondary and tertiary level education. In 

addition to this integration, service and action in one’s own community is seen as a sign of moral 

development. Even with these efforts, the organization strongly feels that there is yet much to 

be learnt from this territory and does not claim to hold the answers. (Arbab F. , 1984) 

(FUNDAEC, Guiding principles, n.d.) 
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6 KNOWLEDGE FOR LOCAL COMMUNITY 

DEVELOPMENT 

 

In this synthesis I bring together of the theory of Paulo Freire, decolonizing discourse and the 

experience and conceptual framework of FUNDAEC with the aim of creating a standard con-

sisting of a set of categories by which to analyze whether an educational programme is based 

on a view on knowledge that allows and strengthens community-driven development or limits 

and prevents it. 

From the study of the three perspectives two wide categories seem to stand out. One charac-

terized by the dual setting of oppressor-oppressed or colonized-colonizers and the other a one 

aiming for empowering the ‘oppressed’ or ‘colonized’ to take charge of their own progress. In 

my synthesis I will call these two categories i) ‘A for B’ implying that knowledge and education 

is defined and validated by a certain group of people (A) and handed to the others (B) and ii) ‘A 

with B’ implying that there are two (or more) groups that are making a joint effort in the gener-

ation and application of knowledge and finding ways to help more people to participate in this 

process via education. This dual view is not an idea of my own but it is inspired by the ideas of 

Peter Robert’s analysis on Freire’s pedagogy in a book called Education, Literacy, and Humanization: 

Exploring the Work of Paulo Freire (2000). Of course this division into just two opposing categories 

can be questioned. One could, for example, put the category of a neutral education as a third 

larger category, but as Freire states such a genre does not exist since there is no education that 

is absolutely neutral. (Freire, Pedagogy of the Opressed, 1972) 

After identifying these two wider categories, I formed four sub-categories within them. First 

one I see as the overall attitude towards knowledge and science. The second has to do with the 

elements in an educational system. Third and fourth have to do with how is the role of the 

educator and educated conceptualized within the wider category and what is their role in regards 

to knowledge generation and application. 

With these categories formed, I went back to the three points of view of pedagogy of the op-

pressed, decolonizing education and that of FUNDAEC’s and combined the similarities and 

aspects of these perspectives that seem to complement one another into the following table. 
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 Main categories  

Sub-categories A for B A with B 

Knowledge 

 possessed by a knowledgeable 

one, handed to the ignorant 

one – knowledge something 

to bank or gain and to give 

 consisting of a fixed idea of 

facts and proved information 

 based on a narrow outlook on 

scientific research, most often 

Western/Eurocentric 

 fragmented and materialistic 

in the name of being scientific 

 knowledge created and 

recreated in a dialogue 

that has an problem-pos-

ing approach 

 communities involved in 

the generation of a 

knowledge-base and in 

its application and gain-

ing knowledge and ap-

plying is seen as a way to 

contribute to the devel-

opment of one’s com-

munity 

 knowledge as an accu-

mulating body and herit-

age of all, belongs to all 

Education system 

 educational system based on 

certain understanding of 

knowledge  

 mainstream, internationally ap-

plied, inflexible 

 created by a certain group of 

professionals for others, not 

together with others 

 

 needs to happen in the 

context of the needs and 

aspirations of the com-

munity 

 composed of regularly 

reading the needs of the 

people living in a given 

area, interacting with the 

local people and most 

importantly, raising ever-

growing numbers of hu-

man resources from that 

community to do this 

work of reading their re-
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ality and refining the edu-

cational system at place 

to suit that reality 

Teacher 

 false neutrality: teacher a neu-

tral distributor of knowledge  

 an expert that teaches his/her 

expertise to students that have 

none yet 

 learning together with 

the students but occupy 

different places in the di-

alogue due to experi-

ence. NOT taking a pas-

sive by-stander position, 

but facilitating learning 

consciously through dia-

logue that is mediated 

through the objects of 

study and through ana-

lyzing the world and 

posing problems 

 more in the role of a tu-

tor than a teacher 

 aware of his/her biases 

and that no educational 

activity is neutral 

Student 

 student an empty container 

waiting to be filled with 

knowledge 

 is seen as having the ca-

pacity to recreate 

knowledge 
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 a participant in 

knowledge generation 

and application, capable 

of taking responsibility 

of his/her own learning 

 

 

 

From this table it can be seen that combining the three perspectives is possible. However, there 

are differences that cannot be depicted from it. From my analysis I gathered that in his theory 

of the oppressed, Freire is seeing the world through a dichotomy, a power struggle between two 

groups that can only be solved by the oppressed arising for a change together with their sym-

pathizers. The decolonizing discourse sees the world through a similar duality, but between the 

colonizer-colonized in which the colonized have to gain back what they lost through imperial-

ism. FUNDAEC sees world and knowledge as inherently ‘one’ which has been multiplied and 

divided. It also states that both mainstream and local knowledge need to contribute to the ever-

advancing body of knowledge – this body belonging to all and being the heritage of all. In short, 

not all these ideas are well-matched but when viewed from a perspective of this thesis, it is 

possible to see the clashes in views as points where these different theories and experiences can 

inform and benefit from one another. (FUNDAEC, Guiding principles, n.d.) (Freire, Pedagogy 

of the Opressed, 1972) (Tuck & Yang, 2012) 
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7 DISCUSSION 

 

As stated in the beginning of this thesis, I embarked on this research in order to become aware 

of the knowledge-basis of my own upbringing and how it affects the way I see the world. In 

addition I wanted to see how as an educator, I and others can be part of processes that seek to 

involve all people in knowledge generation and application and not strengthen a setting where 

one knowledge is validated and emphasized by downgrading other ways of coming to know.  

From the review, albeit a very initial one, I can see that it is quite tempting to take a stand where 

one knowledge system and culture is blamed – and sometimes justifiably so – for the disem-

powerment of other cultures and ways of knowing. Western or Eurocentric world-view has 

monopolized knowledge for a long time and this is a status quo that needs to be shaken. Solving 

a problem goes much deeper than finding a culprit. In the experiences I read about, a key for a 

community to rise for the refining and development of an educational content and programmes 

or lives of people in the neighborhood, seemed to be both a cooperation and interaction be-

tween groups of people and an interaction and validation of different ways of knowing and 

knowledge-systems. According to these examples, knowledge of the unequal relations between 

cultures is only a very first step to take for the empowerment of populations to take the charge 

of their own development.   

Now after visiting the experiences from all around the world, I want to take us back to my home 

country, Finland. Although there is a lot of positive things to say about the freedom and levity 

for schools and teachers to modify their teaching according to the needs of the local communi-

ties, I feel there is a need for engaging the local people in villages, or urban neighborhoods more 

in the education that happens in those settings. And not just to engage them, but cooperate and 

learn together by forming and working together towards common goals. 

Acknowledging the fact that this thesis only scratched the surface of a complex and sometimes 

a painful topic with a lot of history of colonization and assimilation, I feel that there is a need 

for further research on this topic in Finland and in Scandinavia in general to see what we can 

learn by working together with the indigenous population of northern Europe and other mi-

nority cultures within and without our borders to create an educational system that matches the 

needs, aspirations and the reality of communities in the rural areas. From what I have gathered 

from this research and from conversations with teachers in the rural areas of northern Finland 
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it seems that this responsibility is placed largely on the shoulders of individual teachers and there 

is not a framework supporting and unifying the efforts.  
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