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CHAPTER 3

Review of Indigenous Education and Sami
Pedagogy

Key Tendencies and Notions

Pigga Keskitalo and Torjer Olsen

Abstract

This chapter portrays Sami education as deeply rooted in culturally specific childrear-
ing practices and traditional knowledge passed down from through generations,
enduring across diverse institutional settings within Sami educational contexts despite
historical challenges, including colonialism. Aligned with global advancements in
Indigenous education, Sami education reflects ongoing efforts in cultural revitalisa-
tion and asserting cultural sovereignty. It underscores the broader objective shared by
Indigenous worldwide: nurturing youth in their distinct cultures, deeply connected
to the cosmology, land, and water of each Indigenous community. The chapter high-
lights Sami education as evolving from colonial state policies to address contemporary
and future educational needs while acknowledging the ongoing risk of Sami lan-
guage loss. It situates Sami educational development within the global discourse on
Indigenous education, noting recent institutional enhancements driven by legal sup-
port and increased resources, which have catalysed significant changes at educational
and societal levels. Challenges remain, including the enduring impact of colonialism
and assimilation, underscoring the ongoing imperative to safeguard the well-being of
Indigenous children, families, and communities.

Keywords
Sami pedagogy — Indigenous education — Sami education history — endangered Sami
languages

Coahkkaigeassu

Sami skuvlejupmi lea ovdanan guhkes aiggi ¢ada oassin instituhtalas ja arbevirolas

bajasgeassima. Otne sapmelaccaid skuvlen ja bajasgeassin cadahuvvo iesgudet
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institusuvnnain. Samiid skuvlema sahtta geahccat oassin eamialbmogiid skuvlejumi
ovdaneami, man ulbmilin lea addit eamialbmot ménaide vejolasvuoda doalahit sin
iezaset kultuvrra ja giela ja oktavuoda eatnamii ja servoziidda. Sami skuvlejumis lea
dehalas doalahit oktavuoda arbevieruide ja ealaskahttit sdimegielaid, mat leat aito-
juvvon dilis. Kapihttalis maiddai bukto ovdan ovdamearkkaid bokte, mo eamialbmogat
iesgudet baikkiin leat ovdanahttan skuvlejumi ja dutkama. Instituhtalas ovdaneapmi
sami skuvlejumis lea manimu$ marngalogi jagis ovddnan, dasa lea boahtan eambo
doarjja ja resurssat. Oppalaccat sahttit dicat skuvlejumis ovdaneami ja servodatlas
dasis maiddai. Das fuolakeahtta leat olu hastalusat ain, nugo kolonialisma ja assimi-
leren ja mo de galggasii sihkkarastit manaid ja nuoraid, bearrasiid ja olbmuid bures-
veadjima ja birgema. Bajasgeassimis ja skuvlejumislea dehalas rolla dalé ja boahtteaiggi
hastalusaid siste.

Coavddasanit

sami pedagogihkka — eamialbmotskuvlen ja -dutkan — sami skuvlenhistorja — aito-
juvvon samegielat

1 Introduction

In order to comprehend and prepare for future educational concerns within
the Indigenous Sami context, this chapter will look at previous and current
Sami education practices, with the emphasis on understanding the progres-
sion, and to foresee the future challenges in the educational field as part of
Indigenous education. When viewing the timeline of Sami education, the
chapter acknowledges the importance of decolonial (Smith L. T., 1999/2012)
and critical Indigenous education (Denzin et al., 2008), to analyse and describe
the educational premises, as well as the challenges and developmental issues,
of Sami education. A decolonial approach helps to understand and address the
historical consequences and ongoing impacts on Sami education, promoting
an education system that is more equitable and just for Indigenous communi-
ties, specifically the Sami in this case. Integrating critical Indigenous education,
it advocates for educational practices that recognise and value the diversity
of Indigenous perspectives and knowledge (Denzin et al., 2008). Indigenous
education is a crossover or synthesis of two large and disparate fields of study:
Indigenous studies and education. Methodological and conceptual debates are
crucial in both these interdisciplinary domains. We relate to these debates, and
discuss them through a review of the principles, foundations and practices.
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The goal of this chapter is to discuss Sami education and the concept of
Sami pedagogy, both of which fall under the canopy of Indigenous education.
Sami education and pedagogy play a crucial role in preserving and revitalising
the Sami languages, culture and traditions. Indigenous education is a grow-
ing field that on one hand relates to ideas of applying traditional childrear-
ing practices and traditional knowledge into educational practices, with the
goal of reducing the distance between non-formal and formal education, also
showing the need to revitalise cultural knowledge in institutionalised settings
(cf. Breidlid et al., 2015). As a philosophy, this has an effect on Indigenous edu-
cation as a teaching and research discipline. By saying this, we would like to
emphasise that the transformative nature of academic knowledge generation
is dependent on conceptual and methodological exchanges (cf. Huber, 2009),
opening new doors and producing the possibilities to build bright futures
and collaboration for everyone affected by the Indigenous education context.
From a broader viewpoint, Indigenous education encompasses a wide array of
educational objectives, ranging from educating the general population about
Indigenous cultures and issues to addressing the specific educational needs
of Indigenous communities themselves (Keskitalo P. & Olsen, 2021; Olsen &
Sollid, 2022a).

Sami education works in an area where present and future practices interact
with traditional knowledge. In this regard, Sami people’s languages, traditions,
identities, and welfare are all important factors to consider when building
quality education in the Indigenous education field (cf. United Nations, 2003).
As a result of the global decolonial and indigenisation ways of thinking about
and studying critical and alternative research paradigms and gaps, Sami edu-
cation has become part of the global Indigenous education research, at the
same time as it is now a relevant area of education, with its own premises and
goals. Institutional progression, with Sami language teaching and education
provision in various fields, has established the need to construct Sami educa-
tion as an independent and established educational and research discipline.

Starting hundreds of years ago, several forms of action have been taken,
from the state against the Sami people, beginning with the Church Enlight-
enment initiatives in the 1600s, and subsequent national state educational
measures, called nationalism in the 1850s, and more recently, emphasis on
Indigenous sovereignty (Keskitalo P., 2022; Keskitalo P. & Olsen, 2021). For
a long time, many oppressive ideologies have had an impact on minorities,
including Sami people, producing inequalities and othering. Because of his-
torical and piecemeal development and its repercussions, assimilation and its
aftermath including power-relations have influenced the language and cul-
tural situations in the different regions, and these premises pose a challenge to
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today’s Sami education and add new dimensions of diversity and inclusion to
pedagogical operations (cf. Minde, 2003).

Today, the field of Sami education is established and developed in close
connection to the more general field of Sami research. Thus, there is also a
close connection to the emergence of Indigenous research methodologies.
Today, there is substantial literature on Indigenous research methodology.
Decolonisation - the deconstructive and critical approach — and indigenisa-
tion - the endeavor to highlight and clarify how and what research should do in
new ways — are crucial notions here. In this chapter, we will recognise the con-
tributions of Indigenous researchers in various contexts (cf. Aérel4, 2016; Balto,
1997, 2008; Battiste, 2000; Denzin et al., 2008; Grande, 2008; Hirvonen, 2003;
Laiti O., 2021; Nutti, 2018; Nystad, 2003; Outakoski, 2015; Rahko-Ravantti, 2016;
Smith G. H,, 2012; Smith L. T,, 2012/1999) and authors of this chapter (Keskitalo
P, 2010, 2022; Keskitalo P. & Olsen, 2019, 2021; Olsen & Sollid, 2022b). We will
highlight key points on the history and current practices in Sami education.
This chapter is based on the review and reflections on different perspectives of
Sami pedagogy, referencing how Sami education has been institutionally and
philosophically established, aligned with the progression of Indigenous educa-
tion and the evolution of various Indigenous pedagogies.

2 Trends and Notions of Indigenous Education and Pedagogies

Indigenous peoples live in a variety of contexts around the world. Part of what
Indigenous peoples do have in common is colonial history, which has been
inflicted in a variety of ways but has generated similar effects, endangering
many Indigenous languages (The United Nations Permanent Forum on Indig-
enous Issues, 2018). Indigenous education arises from the heritage of an assim-
ilation era, in which there are at least two main goals: initially, the focus in on
preserving and revitalizing Indigenous languages and cultures, while simulta-
neously aiming to enhance awareness of Indigenous histories, contexts, and
challenges to promote greater equity within societies.

The progression of Indigenous education is connected to the global waves
in different areas of the world, to start putting Indigenous needs in the centre,
and emphasising these needs in critiques, that mostly arose since the 1960s
in the different areas. The global advancement of the Indigenous research
paradigm is linked to broader waves in the research field, where varied criti-
cal voices emerged throughout the humanities fields. More specifically, the
growth of Indigenous research has been centred on the fact that, until recently,
much of this research was carried out on Indigenous peoples, their, cultures,
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and lands without involving them through consent, consultation, or active
participation (Ormiston, 2010).

The global spread of Indigenous pedagogies implies taking a critical stance
towards current education and ideology. Many additional Indigenous pedago-
gies around the world refer similarly to these broad pedagogical and educa-
tional efforts, for example, Kaupapa Maori (Smith G. H., 2003, 2012), Nehinuw
pedagogy (Goulet & Goulet, 2014) and Red Pedagogy (Grande, 2008). Indig-
enous pedagogies are of course multifaceted but have a tendency to discuss
emancipation and the nurturing of past heritage in Indigenous peoples’ con-
texts around the world. Further, this seeks to be a basis to create hope, enhance
widened collaboration, and care for people, with the aim of creating a better
and more promising future for all children and young people in Indigenous
societies, that are diverse and have diverse colonial histories (Denzin et al.,
2008).

There is a strong division between different schools of education, and para-
digms and differences in ways that that education is implemented. National
education and Indigenous education can be seen and perceived differently.
W. James Jacob et al. (2015, p. 3), for example, characterise Indigenous educa-
tion as carrying the implication of the need to implement Indigenous heritage
into children’s learning:

We define the term indigenous education as the path and process whereby
individuals gain knowledge and meaning from their indigenous heritages.
... Indigenous education is a spiritual as well as physical or mental learning
process ... The indigenous education process is better understood as an
eternal reciprocal, interactive, and symbiotic learning process.

The current diversity in Indigenous education comes partly as the result of
various linguistic backgrounds and diversified pedagogical contexts in Indig-
enous teaching and learning. This has historical and power-relations reasons,
shown on the impact on Indigenous children and families, in the form of lan-
guage loss and change. Going from this to the discussion on pedagogy in diverse
contexts highlights approaches such as culturally responsive pedagogy and
the pedagogy of tolerance that aim to handle cultural differences in different
ways (Gay, 2000). Being aware that these approaches often take their starting
point in the majority society and carry a majority perspective, in real of Indig-
enous education, alternative approaches may hold relevance in challenging this
perspective (Boyle, 2018). Important in this sense is the connection between
self-determination and education, raised in different Indigenous contexts (Lee,
2015). In Aotearoa New Zealand, Linda Tuhiwai Smith (1999/2012) concluded
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that self-determination is integral to the process of an Indigenous transforma-
tion of education. Along the same lines, Kim McBreen (2018) claims that when
Maori takes central positions in defining the aims and methods of education, it
is a part of a strive towards self-determination. In a US Indigenous context, Red
pedagogy, as defined by Sandy Grande (2008), represents an Indigneous educa-
tional framework that integrates critical pedagogy with Indigenous knowledge
systems. Its core principles include grounding in Indigenous epistemologies,
engaging with mainstream critical theories, and emphasising the pursuit of
democracy and self-determination.

In Aotearoa New Zealand, Maori education, in the tradition of the Kaupapa
Maori movement and philosophy, has had a huge influence on Indigenous
education elsewhere. Russell Bishop (2008) advocated for culturally respon-
sive education, specifically framed within Indigenous contexts, emphasizing
the importance of educational practices that respect and incorporate Indig-
enous cultural perspectives and values. He proposed an education and educa-
tional spaces that can create learning contexts for previously pathologised and
marginalised students in ways that allow them to participate in education on
their terms as Mdori, as well as becoming citizens of the world’ (Bishop, 2008,
p- 457). This change is central, with a strong emphasis on education on their
own terms as Maori. Similarly, L. T. Smith (2017, pp. 79-83) discussed culturally
transformative pedagogy in education. The connection to self-determination
and Maori-centred pedagogy is emphasised here. Smith also addresses Indig-
enous diversity. She takes as a starting point the fact that Maori are not homog-
enous group as such, nor are they in their educational aspirations. Thus, Maori
education cannot be based on a homogenous idea of the Maori community.
Smith’s and Bishop’s perspectives clearly resonate with other Indigenous con-
texts, including the Sami context, where similar principles of cultural respon-
siveness and self-determination are emphasized.

The transformative aspect of education necessitates creating space for
Indigenous and minority cultures, safeguarding endangered languages, and
fostering critical awareness to challenge false consciousness and dominant
hegemonies. It also involves acknowledging the incremental victories achieved
on the path to broader societal transformation (Somby & Olsen, 2022). A part
of this is the recognition of Indigenous education as relevant, and not solely
for Indigenous students and children. Members of majority communities also
need to be educated on matters relating to Indigenous communities, and to
the relationship between Indigenous and majority communities. Teachers
working with Indigenous students should be aware of their knowledge, world
views, and human understanding (Santoro & Kennedy, 2016). Teaching should
emphasise experience-based learning that considers informal learning condi-
tions, in conjunction with parents, Indigenous society members, and elders.
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Teachers must be mindful of the impact of students’ backgrounds on their
ability to learn and thrive in school. Collaboration between teachers can sup-
port these perspectives in teaching (Légaré, 2002; Santoro et al., 2011).

3 Colonial State Education Policy

Throughout history, there have been early and subsequent attempts by out-
siders to have different impacts on Indigenous cultures. Education plays a
crucial role in the history of the Sami people vis-a-vis European ideology and
Christianity. Several approaches and measures have been utilised over the cen-
turies in this regard. Even if the paths and degrees of success varied over the
centuries, the consequences inevitably set in motion a chain of events that led
to the current state of the Sami people.

It was decided in the 1600s that the Sami people needed to be educated,
to serve as priests and instructors for the population, in order for Christianity
to grow more effectively! (Grimberg, 1924; Lehtola, 2015; Lundmark, 2008). In
the 1600s Christianity, through its missionaries, began to strengthen European
hegemony in Scandinavia by training the Sami to be priests among their own,
with the intention of transforming the Sami’s cultural and linguistic charac-
teristics as an Enlightenment ideal. An attempt was made to persuade Indig-
enous peoples to embrace national shared citizenship. These first kinds of
major assaults against the Sami people have been witnessed in Scandinavia
from the 1600s onwards, and then globally as part of colonial power. Christian
beliefs, rites, and customs were imposed through education, which became a
major influence on missionary operations (Lindmark, 2019). Before that, when
the priests started to work with education among the Sami, children learnt,
within the family, the life and ways to cope, learning by participating in family
life, which has been, and is of course, the reality today as well. But the process
since the 1600s has impacted on the Sami as becoming part of civil societies of
the current Nordic countries, today with wide political Indigenous rights. From
the beginning of the 1700s, for example, each of the Swedish Sami parishes saw
a more active establishment of the school system, with one residential school
(Norlin, 2018). The system was subsequently organised and institutionalised.
In Norway, schooling in Sami areas came as part of the state-run Christian
mission. In fact, a permanent schooling arrangement came into place in Sami
areas before it did in the rest of Norway (Hansen & Olsen B., 2004).

When national states began to establish national schools in the 1850s, regula-
tions varied as nationalist ideology became more prevalent. Norway, for exam-
ple, established a state-funded and written strategy for its ethnic minorities,
the Finnish origin Kven and Sami (Minde, 2003). The Norwegianisation policy
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sought to enforce a language and cultural transformation among the Sami peo-
ple, aiming to assimilate them fully into Norwegian language, culture, and cus-
toms. This policy was primarily carried out through the education system during
the assimilation period in Norway (Harju-Luukkainen et al., 2022). The major-
ity of this policy was implemented through the education system. Many Sami
youngsters were sent to boarding schools, where they were forbidden to speak
Sami (Eriksen & Niemi, 1981). The strategy of Norwegianisation formally ended
in the early 1960s, although the consequences are still felt today (Minde, 2003).

In turn, Sweden began to push its segregation policy towards the Sami, with
Sami-speaking reindeer herders attending school in their settlements, while
other Sami attended municipal village schools. The creation of hut-schools for
reindeer herders who spoke Sami was one of the measures set up, with the idea
that the Lapps should stay Lapps’, and that they were not able to practice liveli-
hoods other than reindeer herding (Lundmark, 2008). For those who attended
municipal schools, this trend culminated in a loss of Samihood, with the real-
ity of learning only the Swedish language in surroundings that highlighted the
national Swedish culture. The segregation policy resulted in the loss of lan-
guage and culture for those Sami who were not reindeer herders and spoke
Sami, and it continues to have an impact on who is defined as a Sami, and their
rights today (Svonni, 2017).

Fennomanian ideology from the 1800s onwards in Finland, which priori-
tised the Finnish language and culture, while neglecting minority concerns,
in order to develop a strong nationhood through Finnish language and culture
after the rules of Sweden and Russia, was imposed on Finland’s minorities, and
leaving their own cultures and languages with no attention or support in the
education system. Because those in minority positions were not supported, the
majority national language, Finnish, was often preferred, resulting in assimila-
tion (Keskitalo P. et al., 2016).

According to Andrej Kotljarchuk (2019), although significant changes for the
worse were evident from 1940 onwards, before that, the trajectory in Russia was
progressive, with five Sami schools operating in 1917. Stalin modified the policy
over the next 60 years in the 1940s, and as a result, Sami speaking was no longer
allowed in the education system. For example, in the 1940s, 18 leading Sami
scholars were held in detention centres and never returned to their villages, illus-
trating the unavoidable totalitarian stance towards the Sami in Russia, because
the Soviets regarded the semi-nomadic Sami as a potential security risk. The
aim, with violence against the Sami, was to ensure ethnic integrity in border
areas, in case of invasion from the neighboring enemy states (Kotljarchuk, 2019).

Despite the state policies and also because of that, as a countermeasure, in
the early 1900s, there were already attempts being made by the Sami to begin
improving their situation (Lehtola, 2015). Since the end of the 1950s in the Nordic
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Sami context, there have also been discussions in the educational field on how
to maintain and resuscitate the various Sami languages (Keskitalo J. H., 2016).

We then enter the 1970s and 1980s, when policy changed, and Sami lan-
guages were reintroduced into the classroom in the present primary school
system (Nyyssonen, 2019), and from the 1980s onwards, in Lovozero, as an
extracurricular provision (Zmyvalova & Outakoski, 2019). Since the 1980s, in
Nordic countries with a Sami population, educational efforts have included
widespread support for education in kindergartens and primary schools, pri-
marily in core Sami regions, but education practices can also be found beyond
these areas. National funding is used to generate learning materials, and there is
also action-based support in some places, including suburban areas, although
sometimes or often only in a limited way. Distance learning alternatives have
been developed to fill the void (e.g., Helander et al., 2022).

Efforts for language revitalisation have been developed in various Sami lan-
guages, but special mention deserves the Inari and South Sami contexts (cf.
Pasanen, 2015; Todal, 2007). Sami teacher education, which includes Sami con-
tent and a didactic dimension in the Sami language, was introduced in Norway
in 1989 at Sami University of Applied Sciences (Elstad, 2023). An independent
Sami teacher education reform was established in 2010 (Samisk hegskole, n.d.),
in addition to the Sami school and curriculum systems in Norway in 1997 (Todal,
2003) and in Sweden in 1979 (Blossing & Séderstrom, 2013). There is no distinct
Sami school system or dedicated curriculum tailored specifically for Sami educa-
tion in Finland, and Sami education in Sami language classes takes place mainly
in core Sami areas inside local school systems.? In Russia, the matter is more dif-
ficult, as extracurricular activities with Sami cultural content are provided only
for younger children in a narrow context (Zmyvalova & Outakoski, 2019).

Although there has been considerable progress and relatively wide action-
based support and funding acquired in Nordic nations for the Sami, challenges
such as a lack of competent teachers, learning materials, resources, support,
and teaching reachability remain (Aikio-Puoskari, 2009; Arola, 2020). Lan-
guage loss has occurred as a result of the assimilation history, status of the
minoritised Indigenous language, and attitudes towards language.

4 Foundations on Sami Education Research

The foundations of Sami educational study can be traced back to earlier stud-
ies with tendential distinctions. You can observe the trend to document tradi-
tional childrearing practices in an ethnological manner (cf. Pdivinsalo, 1953),
following the arise of critical studies of schooling directed towards Sami peo-
ple (cf. Hoém, 1976; Hagmo, 1989). There is also interdisciplinary research that
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has examined the impact of various ideologies on Sami existence and educa-
tion progression in Sami regions (cf. Afanasyeva, 2019; Lassila, 2001; Minde,
2003; Nyyssonen, 2007; Rahkola, 1999).

After the Sami teacher education programme began in 1989 at the Sdmi
allaskuvla/Sami University of Applied Sciences, to verify the right to indigenous
education sovereignty, Sami pedagogy began to grow alongside institutional-
ised Sami education progression. Consequently, Sami pedagogy was started, to
be discussed and implemented, in order to pave the way for Sami thought in
education through teacher education, to be transmitted with the teachers into
the schools. A concept of Sami pedagogy, sami pedagogihkka (North Sami), has
been developed for Sami teacher education. It has been utilised in general dis-
cussions of teacher education programme actions, as well as in Sami teacher
education pedagogy and subject didactic studies. With the help of various pro-
cesses in policy making, the Sdmi allaskuvla started to conduct teacher educa-
tion programmes in the Sami language in Guovdageaidnu [Kautokeino], North
Norway. Alongside this process, research that emerged has created questions
and discourses for Sami education. Sdmi allaskuvla has long been a vital insti-
tution for the development of Sami pedagogy and research.3

Since Sami allaskuvla was established, two key researchers in the field, Asta
Balto and Vuokko Hirvonen, were among the pioneers in articulating and
establishing it as a research and pedagogical discipline at the institution (cf.
Hirvonen & Balto, 2008). Earlier, Balto (1997) had published her research on
traditional childrearing practices, based on observations and realisations in
the realm of institutionalised education. In 2008, she released an action study
and a book about Sami pedagogy, stating the following:

Skuvla valddahall4d sami bajasgeassima ulbmilas dassin dan, ahte sihke
oahpahuvvo ja beassa oahppat iezas kultuvrra vuodul. Sii (oahpa-
headdjit) deattuhit, ahte oahppama vuolgga lea sami pedagogihkkii
¢adnon. (Balto, 2008, p. 10)

The school takes, as a goal of Sami education, that teaching will be con-
ducted, and one can learn based on one’s own culture. They (the teach-
ers) highlight that the premises of learning is based on Sami pedagogy.
(Author’s translation)

According to Balto (2008, p. 10), teachers should emphasise Sami traditions
as pedagogical practices, thus systematising, analysing, replicating, and adapt-
ing them into new contexts. The development of Sami pedagogy is linked to
the goal of development and change, as a core from which pedagogy emerges.
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Balto explained the intrinsic educational value as the creation of favorable
conditions and emotions that facilitate learning and increase motivation. Cop-
ing with and supporting independence are two ways in which humans exhibit
their desire to be decent (Balto, 2008). Self-efficacy is another term for the lat-
ter. Balto (2008, p. 26) says, ‘We are decolonizing our own educational methods
and witnessing unfair treatments by learning about history, re-constructing
events, and reclaiming the past via stories’*

Added to the important insights of the early generation of Sami peda-
gogues, mentioned above, has come the emphasis on Sami diversity and on
Sami pedagogy, being built and articulated, based on different Sami localities.
Allin all, 10—20 years after, Sami pedagogy has come further, with new contri-
butions of different kinds and on different levels (cf. Adreld, 2016; Keskitalo P,
2010; Keskitalo P. et al., 2013; Laiti M., 2018; Linkola, 2014; Nutti, 2018; Nystad
et al., 2017; Olsen & Sollid, 2022b; Rahko-Ravantti, 2016; Somby & Olsen, 2022).

Other higher education institutions, such as UiT The Arctic University of
Norway, the University of Lapland, Luled University, Umeé University, the
University of Oulu and Nord University, have also produced Sami educational
research and education programmes as part of their profiles in their teacher
education programmes. Currently, all teacher education institutions are mor-
ally connected to the responsibility to educate pre-service and in-service
teachers in Indigenous and Sami matters, so that every teacher will gain knowl-
edge about Indigenous contents and be prepared to serve the knowledge in
classrooms. When examining how to live as an Indigenous person in today’s
society, and survive its cultures and languages, Sami people’s peculiarities and
history serve as a new aim when evaluating a viewpoint on childhood. This has
been seen as centring children in education,® and for example, can be seen
also when Indigenous children and their languages and culture were also put
in the centre in education institutions in Indigenous core areas in many places
in the world, such as Sdpmi and Aoteoroa New Zealand.

5 Discussion about Sami Education and Pedagogy

The ideas of Sami education and Sami pedagogy can shed light on current wor-
ries regarding the diversity and fragmentation of Sami education. In this con-
text, education refers to the broad objective of imparting knowledge through
both formal and informal contexts, whereas pedagogy, often used synony-
mously, specifically refers to teaching methods (Marshall, 2006). Institution-
alised Sami education can be defined, in formal terms, as education for and by
the Sami people, that is based on education policy objectives.
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Sami pedagogy can be seen as a way of answering needs within the Sami
communities. As such, it works on different levels: Traditional childrearing
practices, the traditional knowledge in institutionalised settings in Sami kin-
dergartens and various levels of schooling institutions applying educational
goals. These goals are articulated in acts, curricula, and other documents that
guide educational acts and practices at various institutionalised levels. The
challenge is in the importance of maintaining strong connections between
formal education and non-formal education in non-institutionalised settings.
Sami pedagogy does not only apply to teaching methods and teaching prem-
ises in Sami contexts, but it may also be viewed in a broader sense as a sci-
entific discipline, or an understanding of how teaching and learning should
be organised, taking into account the spiritual and philosophical aspects of
humanity as a continual progression of development work. This means that
strong ties to traditional knowledge and traditional childrearing approaches,
on the other hand, appear to be an important field to reaffirm. Sami peda-
gogy, like other Indigenous pedagogies, is based on the decolonial needs to
transform and reorganise the teaching, so that it is leaning on the Indigenous
culture and languages and historical starting points and will be consistent with
the Indigenous community’s worldview and values (cf. Wood, 2018).

Pigga Keskitalo et al. (2013) defined Sami pedagogy as follows:

Sami pedagogy means the Sami’s own pedagogy that acknowledges the
historical-cultural phenomena or burden related to the Sami’s position
and strengthens the special features of the Sdmi culture through teach-
ing and classroom arrangements. The special features of Sami pedagogy
are intertwined with the paradigmatic changes of teaching that aims at
squaring the learning environment and the learner’s role with the Sami
culture. (Keskitalo et al., 2013, p. 96)

Sami pedagogy focuses on historical-cultural phenomena and burdens
related to Sami status as an Indigenous people in a minority position, as well as
the historical implications of cultural colonialism, which refer to the psycho-
logical and practical historical, global, and ideological effects and measures on
Indigenous Sami people. It is the local and curricular-specific cases that form
the educational reality and teaching practices. The distinctive aspect of Sami
pedagogy is that it is linked to paradigmatic change or rethinking of learning
spaces and learners’ roles (Keskitalo et al., 2013). This is how Sami pedagogy is
connected to pedagogical and educational sciences: Sami pedagogy connects
pedagogical premises with culture and traditions.
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Evaluating the first reform of the Sami school, which began in1997, Hirvonen
(2003) discussed Sami pedagogy based on her school research. Sami pedagogy
appears when schools reach the fourth stage of Banks’ multicultural education
model, and it is at this point that we can start talking about multicultural Sami
schools. Sami ontology and epistemology, in which school pedagogy and rais-
ing are founded, are the starting point for this stage. According to Hirvonen
(2003), after that, we can begin discussing Sami pedagogy.

Pedagogy has, as its universal purpose, the acceptance of each individual’s
dignity and human rights, as well as of each person’s uniqueness (Loreman,
2017; @Ozerk, 2006; Valiandes, 2015). Many actions have already been taken in
different areas and school settings. However, since primary schools were estab-
lished in the 1970s, we can begin to discuss inclusive approaches from then on.
More sophisticated solutions have been established as a result of increased
efforts to talk about school settings for the Sami, in complex and diverse cul-
tural and linguistic settings. The scope of this work is extensive and wide rang-
ing. When Sami pedagogy is integrated into research, the goals are similar to
those of Indigenous education and research, in that they aim to undermine
colonial practices, adaptations, and prejudices. In addition, problems of iden-
tity and of being conscious of cultural essentialism or stereotyping, and being
aware of them, occur in connection with Sami research (cf. Valkonen, 2009).

6 Future Expectations of Sami Education

The situation for Sami education clearly combines the tiny details of classroom
activities and everyday childrearing with the local, national and international
political picture, as well as questions of money and resources, alongside reflec-
tions on pedagogy and perspectives. This means that several discourses are at
play here that, to some extent, clash. In its current form, the curricullum empha-
sises local content in addition to national aims. This means that governments,
schools, and teachers engage with local curricula to choose what is relevant and
meaningful to undertake at a local level. The content can also be assessed on
a regular basis, or annually. It has been a long-standing deliberate custom that
these local features are not always highlighted to the extent that they should be.

The situation for Sami languages, as is the case for most Indigenous lan-
guages that are still in use, is one of paradoxes and dilemmas. Historically, states
have pursued measures that are intended to diminish or marginalise Sami lan-
guages. This has been successful, as can been seen in the disastrous decrease
in the number of Sami speakers. On the other hand, states have extended their
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recognition of Sami rights as an aftermath of years of revitalisation, and battles
for Sami rights. Using the case of Norway as an example, the trend is evident in
the field of education. Curricular and legal recognition has led to an increased
demand for competence in Sami languages. All students in Norway have the
right to learn Sami, and all Sami students have the right to receive an educa-
tion in the Sami language (Marjomaa, 2014). Moreover, many vocational profes-
sions include, to a growing extent, the need for competence both about Sami
communities and culture and in the Sami languages. However, recruiting teach-
ers, scholars, and students for these domains is a very complicated endeavor.
This represents and contributes to a general shortage of human resources. This
discrepancy between ambition and mandate on the one hand, and the lack of
resources on the other, is a challenging one, both for the field of practice and
for academic institutions.

Another dilemma concerns who are at the receiving end of Sami education:
Sami education can be seen and practiced both as education for the Sami and
as education about the Sami, for all (Marjomaa, 2014). This distinction is key to
understanding the complexities of Indigenous education and is recognisable
across many Indigenous contexts worldwide. We have formerly argued that this
should not be seen through the lens of dichotomies (Keskitalo & Olsen, 2021).
Further, it is to be treated as a continuum where the boundaries between differ-
ent parts of the continuum are blurry. In addition, we have claimed that there is
aneed to expand the understanding of Indigenous education in order to incor-
porate a more detailed and multifaceted perspective on Indigenous communi-
ties themselves (Keskitalo & Olsen, 2021). Indigenous communities are often,
to varying degrees, closely connected to mainstream society, which suggests
that Indigenous education is also best understood as complex and less dichot-
omous. Indigenous education can, following this model, be seen as divided
between education for Indigenous students based on Indigenous knowledge,
language, and curriculum on one side, and learning regarding Indigenous com-
munities in a colonial system based on the language, culture and curriculum
of mainstream society on the other. In mainstream schools, we can find simi-
lar diversity in the education on Indigenous communities and cultures, from
Indigenous perspectives being integrated into school practices, to more old
school presentations about Indigenous matters from outside perspectives. In
Sami contexts, we see all of this at the same time. For future reference, we can
see that decolonisation and indigenisation should be integrated into the edu-
cational system, in order to provide a proper Sami education in different parts
of the continuum. Education for Sami students is considered a mission of the
state educational system in Nordic countries. However, how it plays out and the
implications for educational practices in different parts of Sapmi varies.
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The purpose of this mission is to influence and actualise various state poli-
cies and practices, as well as to raise awareness of the opportunities and com-
plexity of Indigenous teacher education. Culturally relevant and responsive
pedagogy is important to the development of Indigenous education (Breidlid,
2013). It is critical to study the success of education for sustainable develop-
ment in formal institutions, and whether that can incorporate Indigenous
pedagogies to safeguard the futures of Indigenous peoples and their cultures
to their continuing existence and measure of success. The distribution of tradi-
tional knowledge and linguistic terminology is linked with Indigenous sustain-
ability; hence, Indigenous education is potentially an example of sustainable
development.

7 Conclusion

This chapter discussed the concept of Sami pedagogy as a convergence of
traditional childrearing, and new understanding of children, with practical
effects in socialisation and how this is interpreted in order to explain the evo-
lution. Pedagogy is more than just teaching methodology; it ensures the coping
of Indigenous languages and cultures and is a means to ensure human rights in
asuperdiverse society. It entails emphasising a broadly disseminated culturally
and linguistically sustainable and responsive pedagogy. Sami pedagogy can be
referred to as an established way, on an interdisciplinary level, to investigate,
develop, and find solutions through research and practical implementation, in
diverse Sami educational contexts, in the way Indigenous education has devel-
oped globally.

There is a growing need to enable Indigenous education’s role in teacher
education, both from Indigenous students’ and mainstream perspectives. At
the very least, all pre-service students in those regions, where Indigenous peo-
ple exist, need to reach a level where they are prepared to take into account the
diverse needs of all students at educational institutions. On the other hand,
more competent teachers are needed to teach Indigenous languages and con-
tent. Thus, teacher education, in Indigenous contexts, needs to enable teachers
to teach Indigenous languages and cultures to Indigenous students, as well as
those who are involved in these regions, from a culturally inclusive and respon-
sive perspective. Moreover, at a minimum, all pre-service students need to
be prepared to teach curricular issues of Indigenous people to all students in
countries that house Indigenous populations. To achieve these goals, all institu-
tions from Indigenous regions should give study credits to Indigenous students,
and also mainstream students, as well as produce research-based knowledge.
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With these measures, teachers are prepared for the sustainable future of all stu-
dents. At present, these measures are being actualised at different levels. There
are different kinds of policies on how Indigenous education rights are granted.
Currently, globalism and the move to suburban areas have raised new chal-
lenges for education to preserve Indigenous languages, cultures, and identities.

As the knowledge of Indigenous peoples and Sami matters is now all the
time increasing, and there are still some gaps, there is an urgent call for fulfill-
ing knowledge creation on many levels in Sami education and within main-
stream education. There is also an urgent call for Indigenous children and
youth to take on educational opportunities, that evolved from culturally and
linguistically responsive teaching. Teacher education is key when fulfilling
both of these goals (Arola, 2020; Ngai & Koehn, 2011). Furthermore, teacher
education concerning the Indigenous people’s territories should prepare
teachers who are competent to teach Indigenous languages and provide them
with Indigenous students. Teaching should fulfil their demands and provide
quality education for them. On the other hand, teacher education should also
prepare teachers who will teach at mainstream schools and ensure that teach-
ing about Indigenous peoples for mainstream pupils increases their knowl-
edge adequately and increases equity and reduces racism in society.

Despite there being increasing awareness of these new demands for Indig-
enous education realisation at the national and regional levels, there is a gap
in teachers’ knowledge, hindering them from giving tuition for Indigenous
issues to their students at a national level (e.g., Korte et al., 2024). Moreover,
there are shortcomings of Indigenous language teachers, learning materials
and resources (Arola, 2020). It was only in the 1960s that more inclusive edu-
cational practices were instated overall, which means that this is when Indig-
enous education and language education started to progress.

The absence of Indigenous content in university curricula is a problem that
must also be addressed. Furthermore, there are beneficial practices, such as
Sami teacher education, which is mostly conducted in various Sami languages,
and language revitalisation activities. We can also learn from Maori models to
make a significant shift in educational processes.

We welcome a culturally inclusive and responsive schooling policy for Indig-
enous education in the near future, worldwide, and realise that there are dif-
ferent practices and policies for Indigenous peoples and how they are treated.
Furthermore, when Indigenous people increasingly move away from their tra-
ditional regions to suburban areas, new demands on education practices arise.
National policies need to be abreast of these changes to ensure that ongoing
gaps are taken care of, and that there are preparations in place to take care of
the challenges that arise in the near future.
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Notes

1 Christian missionaries travelled around Sapmi as early as the Roman Catholic Middle Ages
(Henrysson, 1993).

2 Afewyears ago, the City of Helsinki began a pilot program for Sami language instruction, and
a similar initiative recently began in the City of Oulu Finland.

3 Research done in Sdmi allaskuvla teacher education context: cf. Aikio, 2009; Balto, 1997,
2008; Keskitalo J. H., 1998; Keskitalo P., 2010; Nystad, 2003.

4 Author’s translation.

5 More about understanding of child sociology created since 1980 children becoming in gen-
eral important actors in their own lives in Alan Prout and Allison James (2015).
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