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ABSTRACT
Since the emergence of official education in the colonies of the Caribbean and beyond, the
curriculum which was taught has been colonial, racist and Eurocentric. Eurocentrism is a
“superstructure that seeks to impose European consciousness onto other people’s consciousness”
(Asante 2012: 38). It is a pervasive ideology that sneaks into every aspect of life, attempting to
erase the diverse histories of peoples, in order to replace their outlook on life and their
understanding of the world with a perspective molded and sculpted by those who sought to
subdue them.
The spread and subsequent rooting of Eurocentric ideologies was vital to the processes of
colonization. In order to conquer vast numbers of peoples and territories, the European
aggressors tried their best to make the conquered believe in their supposed ‘racial’ inferiority, so
that oppression would be internalized and self-perpetuating. This process started several
centuries ago and unfortunately it still has not ended.
Colonized education affects both the colonizer and the colonized, but in very opposite
ways. It influences their worldviews, their identity, their self-esteem, and their physical, mental
and spiritual well-being. It reproduces the racist status quo, by institutionalizing the premises on
which enslavement and colonialism were built for hundreds of years. Furthermore, it reinforces
the racist belief that people of colour have less or no right to agency and self-determination,
because the colonizing (European) country supposedly ‘knows what’s best for them’. Through
colonized education, people internalize racism and oppression, and as a result, racist ways of
thinking become “common sense” knowledge.
The field of social sciences has witnessed an increasing attention towards the
decolonization of education in the past decade. However, progress in these decolonization
processes is slowed down, partially because of internalized oppression and internalized antiblack racism and colourism. This article focuses on how the works of Frantz Fanon and others
can be used in the decolonization of education to address this internalized oppression. It
addresses the problem of ‘epidermalization of inferiority’ (Fanon 2008), which causes some
people of colour to accept their subjugated position as being the ‘natural order of things’. It lays
out a short history of colonized education, its aims, and the role of religion and colour symbolism
in education. It also discusses the element of class in colonized education and ‘development’.
Furthermore, it analyses the effects of a colonized education on the colonized and the colonizer,
and on the advancement of knowledge. It proceeds to discuss the need for a decolonization of
education, and possible pathways towards achieving a decolonized education system. In all
sections, the work of Frantz Fanon is leading.
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1. Introduction
“Once, Eurocentrism, so pervasive and unnoticed as to be taken as ‘common sense’ (Shohat and
Stam 1997), flourished in its invisibility and anonymity, exercising a range of influences that
comfortably transcended the geographical boundaries of its heartland, shaping a world system
in its image, silencing arguments to the contrary, and expelling non-Western Indigenous
existences to the peripheries of importance” (Akomolafe 2012: 414).
As the above quote perfectly illustrates, Eurocentrism is a “a superstructure that seeks to impose
European consciousness onto other people’s consciousness” (Asante 2012: 38). It is a pervasive
ideology that sneaks into every aspect of life, attempting to erase the diverse histories of peoples,
in order to replace their outlook on life and their understanding of the world with a perspective
molded and sculpted by those who sought to subdue them.
The spread and subsequent rooting of Eurocentric ideologies was vital to the processes of
colonization. In order to conquer vast numbers of peoples and territories, the European
aggressors tried their best to make the conquered believe in their supposed ‘racial’ inferiority, so
that oppression would be internalized and self-perpetuating. This process started several
centuries ago and unfortunately it still has not ended. Even though the measurements of scalp
and brain sizes - to find ‘proof’ for any biological superiority or inferiority - are no longer
performed nor considered valid scientific evidence, there are other more insidious and less
visually explicit ways to make people believe in the Eurocentric ideologies (such as ‘race’)
forced upon them. One of those ways is colonized education.
As this paper shows, education has from the beginning aimed to colonize people’s hearts
and minds, both in the colonized and colonizing countries. Even though ideologies of ‘race’ were
at the heart of this colonization, I argue that this was mainly a means to an end and not an end in
itself. ‘Race’, and its supposed worth in explaining differences between groups of people who do
not look alike in terms of skin color, hair texture, facial features and so on, proved to be most
helpful in capitalist exploitation. Capital could rule supreme when the masses without capital
would be distracted from the issue of class by the issue of ‘race’. This paper will dive into both
concepts.
During the twentieth century, most colonies gained their political independence through
different means.1 Sadly, most European powers were not so eager to give up their control of
these territories, resources and peoples. A period of neo-colonialism started, where the former
colonizers ruled the supposedly independent people through trade agreements, structural
adjustment programs, debt schemes and more. On top of that, all the former British colonies still
1

In the case of the Dutch Caribbean, one can hardly even speak of independent islands: the populations
of these islands have Dutch passports and are legal Dutch nationals. Although Aruba was supposed to
become fully independent in 1996, its population did not fancy the notion of independence as they were
aware of the poverty and political chaos of Suriname and other countries in the region after political
independence (Sharpe 2014). And while the 1954 Charter for the Kingdom of the Netherlands
represented the official end of colonial relations, the government of Curaçao for example continued to be
led by white Protestants of the Democratic party. The society was so racially segregated and the black
population experienced such a level of racism and oppression, that there was a major revolt in May 1969.
This eventually led to a transition “from a mostly non-black minority ruling elite to a majority black
dominated sometimes anti-makamba (anti-Dutch) populist politics (Sharpe 2014: 122). The movie
Sombra di Koló by Angela Roe however shows that this black leadership has not changed the
internalized anti-black racism of Curaçaoans: it is still present in all layers of society. Oostindie speaks of
a “deeply embedded color class hierarchy” (Sharpe 2014: 127).
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have a Governor-General, who is a representative of the queen of England. In Jamaica for
example, the Governor-General “gives formal assent to the laws passed in Jamaica by the House
of Representatives and the Senate before those laws can take effect (…) He or she also names the
date of a general election and appoints ministers. In most cases the Governor-General acts in
accordance with the advice of the Prime Minister” (The British Monarchy 2015 [emphasis
added]). To some, this role of the queen in Jamaican political life is a disgrace:
“The English monarchy has a history here that is rooted in exploitation and racial
apartheid. Paradoxically, we have, notwithstanding this sad history, placed the very
same monarchy on a pedestal. The Queen of England is the head of our Parliament.
"There shall be a Parliament of Jamaica which shall consist of Her Majesty, a Senate
and a House of Representatives," says Section 34 of our Constitution and we have at
Section 68 shamefully maintained that "executive authority of Jamaica is vested in Her
Majesty", the Queen of England” (Samuels 2015).
Furthermore, Jamaican court houses open each court case by saying “God save the Queen”
(Samuels 2015). In a country which celebrates its independence from England every year in
August, paying daily homage to a monarchy which was partly responsible for slavery and
colonialism, is strange, to say the least.
In this context of dependency, it is not surprising that in most (former) colonies in the
world, the local elites kept on taking their wisdoms from the European and North American
scholars who did not have the interests of the colonized peoples at heart. Education remained a
colonial enterprise and the harmful consequences of this fact are manifold, as this article will
show. That is why all over the world, scholars, students, politicians, activists and others are
arguing for the need of a decolonization of education. I will explore their concerns and find out
how the works of Frantz Fanon can be used in this struggle. My essay investigates 1) how
education became colonized and with which aims, 2) what its effects were on the colonized, the
colonizer, and the advancement of knowledge itself, 3) why there is a need for decolonization of
education everywhere, and 4) what a decolonized education could look like. I argue that Fanon’s
theories are still as relevant today as they were half a century ago. The specific research question
will be: ‘Of what use are the works of Fanon today in the decolonization of education?’

Focus
Decolonization is always a violent phenomenon, according to Fanon (2001). It entails “the
replacing of a certain ‘species’ of men by another ‘species’ of men” (ibid: 27). However,
decolonization can never be successful if the only visible change is the replacement of whites by
people of color. Before legal independence was achieved, the colonial powers had successfully
created local elites, who were thinking and acting like the Europeans and who had Western2
interests at heart (Allahar 2005, Alvares 2012a, Fanon 2008). This means that when it comes to
the people who hold positions of power, only a change in skin colors is not enough. Successful
decolonization processes have to deal with the personal and national consciousness as well,
because “the cultural and intellectual consequences of colonialism do not end with the attainment
The term ‘West’ is loosely defined as Europe and North America, while ‘Western’ refers to things that
originated in these territories or are associated with them, such as ‘Western education’. Non-Western thus
refers to things that did not originate in these territories or are not associated with them.
2

2

of political freedom” (Varma 2012: 21). For one can remove physical chains fairly easily, but
“whilst others might free the body, none but ourselves can free the mind (...) The man who is not
able to develop and use his mind is bound to be the slave of the other man who uses his mind”
(Garvey 1990). In this process, the work of Fanon (2001, 2008) is essential.
Although knowledge of your people’s history and present is very important, my essay
will not be a political fight for the establishment of so-called Afrocentric or otherwise ‘race’- or
ethnic-focused schools. Allahar (2010) has laid out several fundamental problems that exist with
such schools already. His major argument is that it is much easier for the capitalist class to
control society when the idea of ‘race’ is accepted as being biologically real (which it certainly is
not, as demonstrated by Roberts 2011). When members of the oppressed classes solely organize
around ‘race’ consciousness and leave out class consciousness, it is the powerful who benefit. By
in-fighting along racial lines, the working-class becomes weakened since its class awareness
decreases. For “if men define the situations as real, they are real in their consequences” (Thomas
in Allahar 1993: 46).
Split labor market theory is a useful tool in analyzing this process. It argues that labor
competition among an ethnically diverse labor force is at the heart of capitalist exploitation:
“capital divides workers racially by rewarding (hiring, wages, promotions, security, etc.) one
group more than the other. This serves to exacerbate perceived differences among workers,
politicizes the competition over scarce jobs, and in the process prevents workers from developing
a critical class awareness that transcends their ethnic, national, and racial differences” (Allahar
2005: 1). ‘Race’ consciousness should not precede or take the place of class consciousness. As
C.L.R. James argued, “[t]he race question is subsidiary to the class question in politics, and to
think of imperialism in terms of race is disastrous. But to neglect the racial factor as merely
incidental is an error only less grave than to make it fundamental” (in Allahar 2005: 227). Fanon
made this point as follows: “We are convinced that it would be of enormous interest to discover
a black literature or architecture from the third century before Christ. We would be overjoyed to
learn of the existence of a correspondence between some black philosopher and Plato. But we
can absolutely not see how this fact would change the lives of eight-year-old kids working in the
cane fields of Martinique or Guadeloupe” (2008: 205).
Therefore, what needs to be radically changed in the education system is not a matter of
skin colors of the teachers or a shift from Eurocentrism to any other ‘race’-related centrism.
People of any ‘racial’ background need to decolonize their minds. Any form of racial centrism
will not solve the larger problem at hand. What has to be transformed is the way in which we
practice ‘education’, no matter the skin color of the students and staff population in a particular
school or country. Isaacs argues that the
“habits of mind created by this long history of mastery and subjection are part of
the culture itself in all its many manifestations. Conscious and unremitting effort
will be needed to free the culture of the many gross and subtle ways in which it
has shaped whites and non-whites to these patterns. This effort begins in the
political, legal, and economic systems, but then must move into society’s
educational systems and religious establishments, its great bodies of sacred and
profane literature, folklores, and languages and vernaculars” (1968: 78).
Although ‘race’-centered schools might not be the solution, I am not arguing that schools are not
in need of a more diverse teaching staff or that they need no books about for example ‘Black
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History’ - whatever that may be3. For “it matters to students if they see teachers that look like
them and they see a curriculum that reflects their own experiences” (McKell in Robinson 2007).
But a Black teacher does not automatically know ‘Black History’ by virtue of her/his skin color,
and the focus should not be on the history of one particular ‘kind’ of people, but about world
history and the interrelatedness of different people’s histories. Therefore, the curriculum and the
pedagogical ideology is a more important thing to focus on than the skin color of the teacher. As
Cahis argued, “[w]hat is lacking in our education system is an education in the struggles,
triumphs, achievements and defeats of oppressed classes throughout history. This education can
only benefit from the racial and ethnic diversity of our class. What is needed is not education
based on race, but on class” (in Allahar 2010: 33-34). To do otherwise will only satisfy capital
(Allahar 2010).
However, there is resistance to the idea of curriculum change or a shift in the way
education is practiced. Here we can see that Fanon’s ideas on decolonization being a threatening
process for whites are also true when it comes to decolonization of schools. As a black student
said in Robinson (2007): “They can have their Jewish schools, they can have their Chinese
schools, but all of a sudden it's a big issue now that they want to create black schools. I think that
by having black teachers in a black school they're going to teach us our history, they're going to
teach us everything that we went through, and I think the greatest minds will come from that”.
This student expresses the sort of belief that a black teacher will “produce memorialization
which gives ‘literary voice to the lost and/or reframed points of history and to the ever-present
scars of violence’” (Suárez in Allahar 2011: 249). However, this should happen in the new type
of school as well, not because of Afrocentrism but because of decolonization: it should give a
different, more complete and more truthful account of history than in the colonized version. As
we know, it is not only in the former colonies that one finds colonized education. Schools in the
colonizing countries still suffer from the remnants of colonial thinking and the illusion of white
superiority and black inferiority as well. Isaacs argued that “[c]easing to be the subhuman the
white man made him has become the Negro’s new business, and the white man’s new business
has become ceasing to be the superman that his subjection of the Negro allowed him to think he
was” (1968: 81). He does however recognize that this process moves with “unbearable slowness”
(ibid: 80). Therefore, the need for decolonization of education is not limited to those regions that
were colonized, and the next sections will illustrate this.

The way in which the term ‘Black History’ is often applied is questionable to me. For example, the
Transatlantic Trade in Africans (TTA) usually falls under ‘Black History’ while it was white Europeans who
were its engineers and profited the most from it. That would make it ‘White History’ too. Also, the ‘Golden
Age’ falls under White/European history while it is just as much Black/African history - for it was Africans
who enabled its riches through their forced, unpaid labour in the stolen lands of the Western hemisphere.
It is also the history of the Indigenous peoples of the Caribbean and the Americas, for they were
completely wiped out or decimated and their lands were stolen in order to produce the crops or mine the
resources that made the ‘Golden Age’ possible. And it is the history of Asia and Australia, where the
Europeans – in their quest for territory, spices and resources – weren’t any more respectful of human
rights and Indigenous people's self-determination than in the other continents they conquered.
3
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2. History and aims of colonized education
“We hypothesize that the spread of schooling was carried out in the context of imperialism and
colonialism – in the spread of mercantilism and capitalism – and it cannot in its present form
and purpose be separated from that context. This is not to say that schooling was not affected by
the cultures into which it was introduced; however, the effect was small relative to the principal
relationships that schooling was designed to promote” (Carnoy 1974: 15).
In this section I shall illustrate how Eurocentric education4 was used to benefit the international
capitalist class. In the colonies, schools created local elites who could serve as intermediaries
between merchants from the metropole and plantation labor. Even if they were black, they wore or were taught to wear - white masks (Allahar, personal communication). Schools were a useful
tool to incorporate the colonized peoples “into the production of goods necessary for metropole
markets; they were used to help change social structures to fit in with European concepts of work
and interpersonal relationships” (Carnoy 1974: 16). At the same time, in Europe and the United
States, schools were a way to position white laborers (and later workers of color) “into economic
and social roles defined by the dominant capitalist class” (Carnoy 1974: 16). Schools were meant
to advance the cause of capitalism, and they perpetuated and solidified the inequalities which
were already present in the system of capitalism. Equal access to education therefore was never
meant to be a tool to diminish class inequalities (Allahar 2009).
Following Marxist logic then, the class element was the overarching, dominant factor in
creating colonized education, but I argue that it would not have worked without religious and
racist ideologies alongside it. These ideologies could on the one hand justify the capitalist
exploitation of people of color and their lands and resources, and on the other hand distract the
working classes from their mutual goals and interests, by having them focus on religious and
racial differences. Class consciousness was thus significantly obstructed by false consciousness5.
In looking at the history of colonized education and the promotion of false consciousness,
we therefore need to look at the role of religion in Europe and its accompanying color symbolism
which was invigorated during the construction and institutionalization of the ideology of racism6.
After that, we go back to the class elements of the topic at hand.

2.1 Religion, color symbolism, and racism in education
In the past 500 years of world history, Christianity has been a major force in shaping societies all
over the planet. With the Bible in one hand and a gun in the other, the Europeans went out into
the world and conquered, colonized, enslaved and killed those which they deemed 'enemies of
Christ'.
I use the words ‘Eurocentric education’ and ‘colonized education’ interchangeably.
Jomo Kenyatta’s words come to mind here: “When the missionaries arrived, the Africans had the land
and the missionaries had the Bible. They taught us how to pray with our eyes closed. When we opened
them, they had the land and we had the Bible.”
6
In this essay I use the following definition of racism: “along with its ideological message, racism is the
practice of including and excluding individuals and groups from participating fully in the social economy
on the basis of some imputed racial similarities or differences, and their denial of access to certain
services and resources” (Allahar 1993: 39)
4
5
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According to Bastide, color symbolism has always been part of Christianity. It “formed
and cultivated a sensitivity to color that extends even to people who claim to be detached from
religion” (1968: 35). This means that long after abolition and emancipation, the color symbolism
of white/good versus black/evil has remained existent not only in the religious schools which are
based on Christian teachings but even in secular education systems.
So, even though “the historical roots of racism disappeared, racism itself did not. Rather,
new racist ideas have evolved all the way from classical antiquity, utilizing the images of
medieval thought and the color symbolisms of Christianity to inform discriminatory practices
right into the modern period” (Allahar 1993: 52). In the formerly colonized countries we see an
internalization of this way of thinking (Gergen 1968). Fanon called this the epidermalization of
inferiority (2008). A western education with western (read: white/Eurocentric) standards is
almost automatically seen as better than a non-western education. I argue that this is not only the
case in the formerly colonized countries, but also in the colonizing countries, where those who
are white suffer from what I call an epidermalization of superiority: the ingrained belief,
conscious or unconscious, that their whiteness somehow indicates superiority over those who are
not white, in numerous areas of life. This belief did not enter their minds through natural forces.
It is a consequence of daily exposure to a system of institutionalized racism, upheld with
colonized education.
A perfect example of this epidermalization of superiority is Shils - a white man - who
claims that
“[w]hen many more African and Asian intellectuals become productive and
creative in the natural and social sciences, in humanistic scholarship, and in
literature, their position will begin to change, and so will their self-identification
by color. As individuals in the universities and towns of Africa and Asia begin
to produce works7 that commend themselves to the intellectual appreciation of
their colleagues at the centers8 in other parts of the world, and as they begin to
produce some of their own succession9, they will emerge from provinciality to
centrality (...) [A]s they do, the strain of an inferior position in the international
intellectual community will be reduced (...) The impetus to the “revolt against
Western values” will weaken. The values will cease to be Western (...) They will
become more fully what they are already patchily and unevenly - the universalistic
values of a world-wide intellectual community” (1968: 14-15 [emphasis added]).
In other words: only when the non-Western scholars, stuck in their ‘provinciality’, adopt the
Eurocentric ways of the (white) West, they can ever hope to achieve the same intellectual
standards. He thus regards it as impossible to have high intellectual standards while being antiEurocentric, anti-capitalist, anti-imperialist, or while using completely different frames of
reference that are as yet unknown to European scientific thought.
Unfortunately, many in the non-Western regions have internalized this way of thinking.
To bring about a change of decolonizing the universities in these regions is seen as
7

However, there were universities and libraries full of academic works in Africa at a time when the
majority of the people living in Europe were still illiterate and living in a world full of superstition.
8
It seems that in Shils’ view, work is only scientifically of value when it is read and approved by those in
the ‘centers’ - i.e. those who are white.
9
See footnote 7.
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revolutionary: “So steeped in our psyche is the Western hold that to think in any other way is
unimaginable for fear that we end up in poverty and backwardness - as if there were no other
civilization before the coming of the colonialists” (Mohamed Idris 2012: xiv).
With more and more critical thinkers and writers (such as Frantz Fanon) who have
written classics about decolonization, racism and education, how can we explain the continued
colonization of our minds that happens through education? One view might be found in
Davidson’s ideas on the reasons for racism: “Racism had been useful to the justification of mass
enslavement. It was to be still more useful to the justification of invading and dispossessing
Africans in their own lands” (Davidson 1992: 23). The process of invading and dispossessing
Africans - and other Indigenous peoples in their respective lands - is still one of the fundamental
premises of the global neoliberal economic system. Therefore, I argue that our education systems
continue to be colonized intentionally, so as to make every new generation believe that the
hegemonic system that we are currently living in, is the only possible and ‘normal’ way to live.
Through colonized education, we subconsciously internalize racism, capitalism and
neoliberalism and their premises, and we do not envision other possibilities. The decolonization
of our mind and our education are therefore a necessary prerequisite for developing a counterhegemonic vision of how the world should be organized. For it is true that “if you lack
imagination, you cannot begin to imagine what you like” (Allahar 2015, personal
communication).
One of the ways in which colonized education perpetuates this lack of imagining other
possibilities is the way in which history is taught. There is a difference between history ‘as what
happened’ and history ‘as that which is said to have happened’ (Trouillot in Allahar 2011: 244).
History is often something that historians ‘produce’. Even though history is based on the
“recounting of ‘facts’”, these facts only speak “when the historian calls on them, it is he who
decides to which facts to give the floor, in what order of context” (Carr in Allahar 2011: 245).
Therefore, there are many silences in history too. “Any historical narrative is a particular bundle
of silences” (Trouillot in Allahar 2011: 245). Remembering and forgetting - whether intentional
or unintentional - are political acts (Allahar 2011: 247). Education is full with historical
narratives which silence the oppressed and glorify the oppressor. This shows that history is
subject to power, because, as the African proverb goes: ‘Until lions have their own historians,
tales of the hunt shall always glorify the hunter’. I argue that this institutionalization and
normalization of the existing order between oppressor and oppressed through schooling keeps
the lack of imagination of a different order firmly in place, and does not encourage students to
revolt against this situation. In the decolonized education system that I argue for, the lions will
have their own historians, they will be heard, and their stories will not be forgotten or
deliberately distorted.

2.2 Back to class
“Schooling as a colonial and imperial institution is eminently reasonable once we understand
who influences it and who controls the public funds which support it” (Carnoy 1974: 24).
In 1835, Governor General Macaulay of India wrote:
“It is impossible for us, with our limited means, to attempt to educate the body
of the people. We must at present do our best to form a class who may be
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interpreters between us and the millions whom we govern, - a class of persons
Indian in blood and color, but English in tastes, in opinions, in morals and in
intellect10. To that class we may leave it to refine the vernacular dialects of the
country, to enrich those dialects with terms of science borrowed from the
Western nomenclature, and to render them by degrees fit vehicles for conveying
knowledge to the great mass of the population” (Raley 2015 [emphasis added]).
Macaulay became one of the most defining figures in the history of India’s modern education,
and the policy described in this quote later became known as Macaulayism. In it, we see the clear
intent of the colonial powers to impose what Syed Hussein Alatas calls intellectual imperialism:
the “domination of one people by another in their world of thinking” (S.H. Alatas in S.F. Alatas
2012: 209).
Strangely enough, S.H. Alatas argues that intellectual imperialism today is a form of
hegemony that was “not imposed by the West through colonial domination, but accepted
willingly with confident enthusiasm, by scholars and planners of the former colonial territories
and even in the few countries that remained independent during that period” (ibid: 209). I firmly
disagree with the first part of his statement. It cannot be denied that intellectual imperialism was
imposed via colonial domination. Schools were set up during the colonial period as a means of
intellectual domination and of raising the colonial elite who could help to dominate the masses.
Even if there were people that ‘willingly accepted’ this situation, there was vast protest against it.
Alvares argues that it was “the most marginalised groups including the American Indians, the
Maories in Aotearoa (New Zealand), the Aboriginals in Australia and Canada, and a significant
group of scholars from the African countries” who proved to offer the most significant resistance
to intellectual imperialism, far more than the “captive and enslaved class of university-based
academics” (Alvares 2012a: 142). Farred stated that while “the colonial project engendered class
divisions in the ranks of the colonized, it has also traditionally provided the native elite with the
education, and bi-cultural sophistication to resist colonialism” (in Allahar 2010). It is also
possible that the history of protest by the native elites has been partially forgotten or erased
(Allahar 2011) and that Alatas does not have the complete picture of how intellectual
imperialism was introduced.

2.3 Education, ‘development’ and social class
There are a number of myths that pertain to the relationship between education, development,
social class and class mobility. These myths sustain the colonization of education.
If we look at most of the African continent, we witness the following. After the process
of political decolonization, the conventional wisdom given to African countries was that
“education is the key that unlocks the door to modernization” (Harbison and Myers in Boyle
1999: 13). However, the promise of modern education proved to be a deception for many.
Instead of a more egalitarian society, formal schooling was in many cases promoting social class
formation or reinforcing existing social class structures, strengthening political elites and ruling
classes, and developing passive social stratification between those with and without educational
privilege (Boyle 1999).
Carnoy had come to the same conclusions more than two decades earlier: Within the
colonies, education did not change social inequalities: “The educational system was no more just
or equal than the economy and society itself – specifically, we argue, because schooling was
10

The people with black skins, but white masks (Fanon 2008).
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organized to develop and maintain, in the imperial countries, an inherently inequitable and unjust
organization of production and political power” (Carnoy 1974: 3). Since the same framework
was copied to the colonized countries, it logically follows that there too the result would be an
inherently unjust distribution of capital and power.
Nevertheless, the myth of education as a tool for class mobility and overall development
has remained. Razak argues that the educational approach
“is used as a kind of platform to promote hegemony in other areas and to propagate the
superiority, the dynamism and comprehensiveness of western civilization. We think that
the system is best because in our enslaved minds, we do not know any better. In our
world-view we feel the need to be European all the time - from our fundamental,
framework assumptions to the most superficial externalities like hair and skin color (...)
The tangible ways of colonization were visible but more subtle and perfidious were the
intangible ways in which our education system, the curricula, and our mindsets were
shaped to represent the hegemonic European world-view and to promote Europe’s
commercial and political interests and the mirage of its cultural superiority” (Razak
2012: 16 [emphasis added]).
Clearly, the Eurocentric knowledge construction, meant to “impose self-hatred and
subservience” (Asante 2012: 39) was eventually internalized by many, causing the
epidermalization of inferiority that Fanon discussed.
To understand why those in power perpetuate the myths about education helping the poor
to succeed and the rich to become benign, we need to understand that this knowledge too is
colonized:
“As long as people thought that schooling did the things that the authorities claimed it
did, it was hoped that they would not try to change the schools. Those who supported
schooling as a means to mass mobility wanted either to perpetuate the myth to support
the social structure unchanged in their own interest or, as “disinterested” academics,
were themselves colonized sufficiently to accept the system’s rules for limited selfcriticism” (Carnoy 1974: 3).
The hierarchical system in society was once again preserved, and the unskilled workers became
skilled, eager to climb on the socioeconomic ladder, thereby providing capital with a more useful
(trained) labor force.
Because schools became an institution working in the interest of capitalism, it also made
sure that the class distribution of schooling sustained the existing income inequalities. Economic
advantages in gaining access to better schools play a role, but conscious or unconscious
discrimination against poor children has important effects too:
“Since poor children generally do badly in school, they are branded as
“failures” early in life, destined for jobs which require little skill and originality,
simply because they were unable to succeed at these school tests and
exercises. Worse, perhaps, is the self-concept of these dropouts. The society
reinforces, through schooling and other institutions, the self-image of
incompetence and ignorance for those who do not succeed in school. As a
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result, society invests more schooling (earning capability) and gives a higher
self-image to those who already have high-status parents when they enter
school, and invests little schooling and may reduce the self-image of those who
have low-status and poor parents” (Carnoy 1974: 12).
The data thus clearly show that the education system is not concerned with equalization aspects,
but colonized knowledge will continue to tell us that it is. In convincing the people that the
system is just, the capitalist class can avoid calls for redistribution of wealth and has to rely less
on direct repression of the people but more on mental colonization (Carnoy 1974). This is a good
example of hegemonic control.
While Eurocentric schooling in the colonies takes people out of traditional systems of
hierarchy (which has an element of liberation), at the same time it brings them into capitalist
hierarchy, leading to dependency and alienation (Carnoy 1974). As discussed by Illich (1971),
Freire (1996) and Carnoy (1974), most schools do not provide a suitable environment for
students to liberate themselves:
“the degree of liberation allowed by the school is controlled by those who are the most
influential in setting goals for the society. In most cases, the modern, capitalistic society
was/is controlled by foreigners (different culture, history, social structure) either directly
or indirectly, and/or by a class of people who represent very different interests,
consumption patterns, and cultural identity, from the bulk of the population.” (Carnoy
1974: 14 [emphasis in original]).
As discussed, the ideologies of ‘race’ and racism were and continue to be a useful tool to divert
attention away from the issues of class and make the conversation only about ‘race’, promoting
false consciousness amongst the masses of workers and blocking class action for the liberation of
all. This is how colonized knowledge perpetuates the colonization of education. The analyzed
systems of oppression at work in education have had, and continue to have, dreadful effects on
the colonized, the colonizer, and the quality of education on a whole. The next section
investigates these effects and relates them to the works of Fanon.

3. Effects of colonized education
“It is the final triumph of a system of domination when the dominated start singing its virtues”11
(Ngũgĩ wa Thiong'o in Alvares 2012a: 142)
Colonized, Eurocentric education has had sweeping effects on the colonized, the colonizer, and
the advancement of knowledge itself. It is impossible to grasp every aspect of this
institutionalized colonial effort, so this section focuses on just a few of the effects with which all
over the world people are forced to deal.

11
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3.1 Effects on the colonized
Mental effects
According to the Kenyan writer Ngũgĩ wa Thiong'o, imperialism’s greatest weapon was the
cultural bomb. The effect of a cultural bomb, when unleashed daily, is the annihilation of
“a people’s belief in their names, in their languages, in their environment, in
their heritage of struggle, in their unity, in their capacities and ultimately themselves. It makes them see their past as one wasteland of non-achievement and
it makes them want to distance themselves from that wasteland. It makes them
want to identify with that which is furthest removed from themselves; for instance,
with other peoples’ languages rather than their own. It makes them identify with
that which is decadent and reactionary, all those forces which would stop their own
springs of life” (Ngũgĩ wa Thiong'o in Alvares 2012a: 140).
This beautiful quote sums up what kind of violence colonized schooling presented to the peoples
at its mercy. It shows how it convinced people of their own inferiority and of their culture’s
worthlessness, making them submit to those people whom their education portrayed as their
superiors in all aspects (Alvares 2012a). We can see here the manifestation of the phenomenon
that Fanon described as the epidermalization of inferiority: the imposed colonized image of an
inferior kind of people was eventually internalized and accepted as true by the conquered people
themselves. Varma called this part of the colonial strategy the creation of a “corpus of
institutional derision” (2012: 23) of the culture of the ruled. Seeing that it was part and parcel of
colonized (academic) knowledge, the conquered peoples could not avoid these images. It created
alienation from their own cultures and respect or awe for the master’s culture12 (Varma 2012).
An important example of alienation of their own culture includes the imposition of the
master’s language at the expense of their own. In schools in Aruba and Curaçao for example,
Dutch became the only language of instruction in the year 1936. This was done both to “assert
Dutch influence as well as prepare the children of the native Dutch for higher education in the
Netherlands. The Papiamento that was spoken by the majority populations was sidelined with
punishments being doled out to children speaking it on school playgrounds” (Van Hulst in
Sharpe 2014: 121).
The ability to speak the colonial language became a status symbol while at the same time
the local language became associated with inferiority. Owing to the fact that language is more
than a means of communication, the loss of it means the hibernation of a culture - since language
is “a window to your culture, it is a window to your folklore, it is a window to your parables, to
your proverbs, to all the stories that you hear at birth and what you grow up with” (Varma 2012:
25).
I expect that Fanon would have agreed with Varma (2012), because he argued that the
ability to speak a language meant “above all assuming a culture and bearing the weight of a
civilization” (Fanon 2008: 2), and the appropriation of “its world and culture” (ibid: 21). He
discussed the phenomenon of language in Black Skin, White Masks, where he showed that there
is not just a value attached to speaking the master’s language, but especially to speaking it in the
“right” way (as opposed to the ‘creole’ version), with the “right” accent and the “right”
12
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expressions. The more the colonized subject is able speak this language, the ‘whiter’ he gets and
the more he is able to gain a “feeling of equality with the European and his achievements” (ibid:
9). Taking on the European’s attitude is part of this transformation. If a French Antillean tells his
friends, upon his return from France, “I am so happy to be back among you. Good Lord, it’s so
hot in this place; I’m not sure I can put up with it for long,” (ibid: 20), then his friends are
forewarned: “it’s a European who’s come back” (ibid: 20).
The next effect of colonized education on the psyche of the colonized is the need for a
Western ‘certificate of approval’ (Varma 2012). There has been a diminished ability for
“independent application of mind and the absence of independent appraisal” (ibid: 29) which
creates euphoria at moments of recognition and “disproportionate indignation at the slightest
criticism coming from the West and no independent application of mind which is the hallmark of
our civilizations” (Varma 2012: 29). One of the examples Varma gives is the book ‘The White
Tiger’. This book, written by Aravind Adiga, won the Booker Prize and there was a big
celebration in India over the fact that an Indian had won the prize. Strangely enough, there was
no single review of the book in the Indian press until weeks later. It was simply the Western
stamp of approval that caused the euphoria. Something similar happened when Slum Dog
Millionaire won some Oscars: the film was not even released in India (it was made in Britain),
but there was wide celebration just over the fact that a film with Indian actors had become such a
success in the West.
This behaviour can be directly related to the consequences of colonialism. It corresponds
to the analysis of Fanon where he investigates the dependency complex of the colonized and the
‘mark of approval’ that being in a relationship with a white partner grants to a woman or man of
color. The man of color wants to be white, and “who better than the white woman to bring this
about? By loving me, she proves to me that I am worthy of a white love. I am loved like a white
man. I am a white man. Her love opens the illustrious path that leads to total fulfilment (...)
Between these white breasts that my wandering hands fondle, white civilization and worthiness
become mine” (Fanon 2008: 45). The woman of color who wants to be with a white man is
“striving for lactification” (ibid: 29). In the Dutch Caribbean this can be demonstrated by the
acceptance of a “white somatic ideal” (Van Hulst in Sharpe 2014: 120), where having children
with someone as white as possible can lead to social advancement. Power and status were thus,
like elsewhere, merged with skin colour gradations to form ‘pigmentocracies’ (Sterling 2010;
Sharpe 2014).
Outside the realm of romantic relationships, there is the working relationship. Fanon
(2008)discussed the case of a black medical student who would not agree to work in the
colonies, because he wanted to have white people under his orders. To be feared and respected
by whites, to have them adopt a ‘black attitude’ toward him, was what he wanted. The white
man’s ‘certificate of approval’ (Varma 2012) was more important than independent appraisal of
his qualities.
Class effects
Despite the fact that a small number of educated Africans, Asians, and Latin Americans were at
the forefront of independence movements (either pro-capitalist or anti-capitalist), the vast
majority of the educated colonial elites chose to model themselves on the Europeans while
distancing themselves from their own people (Carnoy 1974). This can partially be explained by
the inherent repression built into colonized education: schools are used to make sure that their
students do not rebel against the system that oppresses them. Rather than engaging students 12

especially the poorer ones - in the construction of independence and autonomy, it makes them
identify with leaders that “work within the framework of action set by the dominant ruling class”
(ibid: 18). Colonialist schools thus try their best to impose “economic and political relationships
in the society especially on those children who gain least (or lose most) from those relationships”
(ibid: 19 [emphasis in original]). They colonize children to accept the status quo and to accept
unsatisfactory roles in society. Colonized education thus helps to create and maintain colonizercolonized relationships between individuals as well as between groups in society, and
“formalized these relationships, giving them a logic that makes reasonable the unreasonable”
(ibid: 19) and that rationalizes the irrational (Freire 1996). This is a way to normalize the
violence of colonialism (Fanon 2001) being inflicted upon them.
Academic or educational dependency thus provides an indirect avenue of control,
especially useful for the former colonial rulers in the era of formal independence. Even though
there are scholars who protest against the intimidation exercised by the colonists or ex-colonists,
there are those who have internalised the colonization so much that they “have gone so far as to
enjoy the imposed relations” (Shih and Wu 2012: 331-332). Nonetheless, following the Western
curricula and frameworks “renders more oppression and one can never see clearly through the
goggles of oppression” (Asante 2012: 38).
At the same time, the effect of the schools on the students (especially the poor ones), is
that it makes them “confuse process and substance” (Illich 1971:1). The minute these two
become blurred, the students assume a new logic, where more treatment leads to better results.
Teaching thus becomes confused with learning, “grade advancement with education, a diploma
with competence, and fluency with the ability to say something new” (Illich 1971: 1).
The decades and in some cases centuries of imperialism and colonialism have had such
lasting effects that the presence of European nationals is not even required to assure the
colonized character of the schools after the event of political independence. What is essential
however is a relation of dependency between the two countries or regions. As long as
dependency is established in the domains of economy, politics and/or culture, the colonial
character of the schools is secure. Whenever changes occur in these domains in the metropole,
they will be passed on through schools and other institutions to the dependencies. The stronger
the dependency relationship, the stronger the transmission of the changes will occur (Carnoy
1974)
To conclude, colonized education tries to fit people into a class-controlled hierarchy
regardless of whether this is to their own advantage. Although transformation occurs from
traditional to capitalist hierarchies, “the tools of change are not taught in the schools” (Carnoy
1974: 18 [emphasis in original]). Furthermore, the manifold effects on the colonized persons and
their cultures are deeply damaging.

3.2 Effects on the colonizer
“Locked in a segregated history (Eichstedt and Small 2002), rather than depicted as parallel
histories and intertwined belongings (Nimako and Willemsen 2011), slavery is
compartmentalized in separate subsections, using short terse sentences that likely fail to capture
students’ attention and leave little room for explanation or details” (Weiner 2014a: 16).
Mental effects
In section 2.1 I illustrated that history is always subject to power, because, as the African proverb
goes: “Until lions have their own historians, tales of the hunt shall always glorify the hunter”.
Contemporary textbooks used in the colonizing nations often “promote Eurocentric epistemic
13

privilege” (Weiner 2014a), serving “as the template for all history, even when we are least aware
of it” (Lal 2012: 218), because it is the victors who write history.
This distorts both the study of non-Western cultures and the study of Europe’s history
and the entire West. As a consequence of the West’s poor recognition of the relationship between
its colonial history and its current culture, politics, wealth and the general state of their nations,
Western historians are often guilty of employing a false framework of reference. In this
framework, few or no traces are found of the legacy that colonialism and imperialism left behind
in all aspects of life. This is not only true for the British historians discussed by Lal (2012). Their
Dutch counterparts are suffering a similar selective amnesia, much to the frustration of their
critical colleagues who try to bring more complete perspectives into the public and academic
arena. Since I have been raised in the Netherlands and have experienced Dutch education for
about twenty years, this section focuses on colonized education in my own country.
Works by Essed and Hoving (2014), Hira (2009a, 2009b, 2009c, 2009d), Small and Hira
(2014), Wekker (2014) and Weiner (2014a, 2014b) provide a different and much more
decolonized account of Dutch history, but unfortunately this is not the account that mainstream
Dutch academia likes to present to its students and the general populace. The Dutch relationship
to its former colonies, the continuing exploitation of the territories and the never-ending
discrimination and racist treatment of the descendants of the enslaved is rather erased from the
Dutch national consciousness (Wekker 2014; Weiner 2014a). The Netherlands also prefers to
forget the important role it played in the enslavement era, the colonization of multiple regions in
Latin America, North America, the Caribbean, Asia and Africa, and the resulting racial
inequalities that to date have never been seriously addressed by those in power. The average
citizen likes to believe that Dutch people “do not see race” or that the Netherlands has no history
of racism, but instead is a country known for its ‘tolerance’ and welcoming embrace of people
who escaped from tyranny and oppression. The Eurocentric education received by the Dutch
population plays an important role in upholding this positive self-image and in the justification of
any ‘eventual’ role it played in colonialism, exploitation and genocide.
In addition, colonized education could partially explain the relative lack of social
activism13 related to racial issues (Weiner 2014a) because it delinks the Dutch imperial history as
a global power from contemporary inequalities experienced by Afro-Dutch citizens in the Dutch
kingdom and Suriname. Owing to the fact that history is viewed “with a White gloss” (Oyerinde
2015, personal communication), the Dutch population is generally unaware of “the international
links between racism and capitalism” (Weiner 2014a) and likes to pride itself in the Dutch
Golden Age while excluding slavery from the national narrative. Weiner’s findings “suggest an
international institutionalization of hegemonic racist discourses obscuring White privilege in
Western nations’ textbooks of relevance to other nations eschewing the terminology around
race” (ibid: 17). In 1901, socialist Van Kol referred in the Dutch parliament to the people of the
Dutch Antilles as “truly a kind-hearted, childlike people” (Van Hulst in Sharpe 2014: 120), and
this line of thought has not disappeared, for I have often heard white Dutch people refer to black
people (wherever they find themselves in the world) as nice, but childlike or immature.
Eurocentric schooling and its racial neoliberal foundation shape the students’ “racialized
conceptions of their nation, realities, and identities” (ibid: 17) and these conceptions continue to
be embedded in the generations of children that receive this education. Historical and
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contemporary textbooks portray White Dutch in a heavily positive light, not at all guilty of
racism or exploitative behaviour, but instead possessing a good sense of mercantilism, while
constructing the African enslaved human beings as robust, aggressive, and lacking humanity.
They thereby essentialize and racialize the African populations and “likely contribute to the
aversive racism” (ibid: 17) demonstrated by a large part of the Dutch population. For it is true
that “if men define the situations as real they are real in their consequences” (Thomas in Allahar
2011: 244).
Because of Eurocentric delinking of past and present, it is evident that Dutch people are
often unable to recognize the institutional racism that is embedded within Dutch culture and
politics. An example is the peculiar case of ‘Black Pete’ (Zwarte Piet), the blackface caricature
which is part of the national holiday ‘Sinterklaas’ (Saint Nicholas). The majority of the Dutch
population - a poll suggested around 90% - does not consider the figure to have any racial
connotations, despite the fact that blackface is acknowledged as racist in practically the entire
Western world. Upon encountering protests against the racist blackface tradition, many Dutch
respond with furious defense of the ‘tradition’, often hurling insults at ‘anti-Petes’, telling them
that “if you don’t like our traditions, why don’t you go back to where you came from?”, or even
sending them death threats. Several leading activists against Black Pete receive these death
threats on a daily basis.
The case of the Netherlands and its troubled relationship with the legacies of the past is
such a perfect example of the effects of colonized education on the colonizer that it cannot be
ignored in the discussion of the epidermalization of superiority of which the white colonialist
population suffers. The intertwined histories of white and black people in the Netherlands are so
erased in Dutch education that accusations of racism and discrimination are fervently denied
(Essed and Hoving 2014) by those who are white. The Dutch population acts as if there is no
racism because they do not like to think of themselves as racist people. Bonilla-Silva (2014)
described this phenomenon excellently in ‘Racism without Racists: Color-Blind Racism and the
Persistence of Racial Inequality in America’, and a similar color-blind racism is present in the
Netherlands as well (Hondius 2014). The average person in the population thinks of racism as
individual negative bias, and does not want to be “accused” of being a racist. Racism is then not
seen for what it really is, more than individual bias: it is an institutionalized system of oppression
which is reproduced by various societal and national institutions on a daily basis.
Lal offers an important suggestion that I argue we should take into consideration: “We
ought perhaps, then, to insist that national histories, insofar as such histories are at all attempted,
should never be left entirely in the hands of the citizens of the nation-state in question. In the
matter of national histories, nearly everyone is a nationalist” (2012: 220). This relates to the
observation made by Alvares, who showed that there is no objective assessment or evaluation of
Western achievements happening in the West. Western history is studied by Western historians,
who “unabashedly glory in their own achievements” (2012a: 142) and celebrate their own
greatness. There is little recognition of the intellectual contributions made by non-Europeans
because to admit their influence “would downplay the West’s own claim to self-directed
development up the ladder of human progress due to its innate cultural superiority over the rest
of humankind” (ibid: 142). The lack of acknowledgement of non-European thinkers (such as Ibn
Khaldun) and of the astounding impact of the Moorish Enlightenment (Carew 1992) on Europe’s
development gives students the impression that the West only has to thank itself for its current
‘superiority’. Alatas referred to this as the ‘new orientalism’ of today: “the neglect and silencing
of non-Western voices” (2012: 199). The only time non-Europeans appear in textbooks, it is in
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the form of objects of study. They are not seen as knowing subjects - “sources of sociological
theories and ideas” (ibid: 200) - but are silenced or marginalized. This is not a new phenomenon,
but the same old wine in new bottles: José Rizal (Philippines, 1861-1896) and Benoy Kumar
Sarkar (India, 1887-1949) already wrote critiques of what was later called Orientalism by
Edward Said (Alatas 2012).
Class effects
As outlined in section 3.1, the institutional design of the school as a space meant to repress
dissent and promote acceptance of the given class hierarchies in capitalist societies, was copied
from the European countries to the colonized ones. It had been successful there, and generally
speaking it continues to be successful (from the perspective of the ruling class of course).
The generally firm belief in the illusion of education as equalizing force has had its effect
on the peoples of the colonizing country. The majority has been convinced of the idea that higher
education is the key to “success” - defined as well-paid jobs and social status - and upward
mobility. Although in a limited sense this is true for the “lucky few”14, there has been an
increasing marginalization of many who
“have gone through the same lengthy and very costly process only to realize
that the rewards at the end are often few and far between (...) At the same time
communities and families acting on the hope of upward mobility and access to
wealth and power through obtaining a university degree are coming under a
greater burden from paying for the education of their children, even while the
prospect is often bleak of securing a job that leads to a satisfying position and
which can provide enough income capable of paying back such a large
investment” (Progler 2012: 51).
Carnoy wrote almost the same in 1974 in Education as Cultural Imperialism, and the situation
seems to become worse and worse with continuously rising tuition fees, a university system in
crisis, a sometimes staggering unemployment that awaits many students upon graduation, and an
increasing reliance by students on their parents for financial support (Côté and Allahar 2007).
Here we see the contradiction of capitalism. Those students of poorer backgrounds are much
more negatively affected by these developments than those of the elite, resulting in a growing
disparity between students of different class backgrounds.15 Nevertheless, the colonized belief in
education as an equalizing force remains an important factor in the relative silence about these
developments, keeping social class stratification firmly in place.

3.3 Effects on the advancement of knowledge
“The overall scheme of Western philosophy and its concerns over the ages remains the
framework of philosophy studies in India. (Replace the term ‘philosophy’ in the above sentence
with any other term, like ‘sociology’ or ‘anthropology’, and the meaning of the sentence would
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be valid then as well.) It is taken for granted that this framework is basic, absolute, not to be
questioned - the only developed tradition in comparison with which all others are ethnic, quaint,
undeveloped, anachronisms” (Alvares 2012a: 149).
One of the major effects that colonized education had on the advancement of knowledge itself, is
that the so-called ‘mainstream science’ is seen as universal instead of Western or European.
Owing to the fact that mainstream science is Eurocentric, it should be recognized that it is an
ethnoscience, just as it defines scientific traditions from other cultures as ethnosciences (Alvares
2012a). Regrettably, this recognition has not occurred to most and this has come with destructive
consequences.
One of the consequences is that an academic dependency persists in the context of
intellectual imperialism. This dependency can be defined as
“a condition in which the knowledge production of certain social science communities is
conditioned by the development and growth of knowledge of other scholarly communities
to which the former is subjected. The relations of interdependence between two or more
scientific communities, and between these and global transactions in knowledge, assumes
the form of dependency when some scientific communities (those located in the
knowledge powers) can expand according to certain criteria of development and
progress, while other scientific communities (such as those in the developing societies)
can only do this as a reflection of that expansion, which generally has negative effects on
their development according to the same criteria” (ibid: 209).
Readers familiar with Latin American dependency theories will see the similarities between
academic dependency and economic dependency relations as outlined by André Gunder Frank
(1969, 1978).
The problem of academic dependency does not just lie in structural and institutional
causes but also in the psychological captivity in which many people find themselves trapped and
the need for western approval as discussed in the section 3.1. This is not just the case in the
social sciences but even in mathematics, a field that to the layman appears to be a ‘hard science’
relatively free of colonization or subjective judgments when compared, for example, to
psychology. Because 1+1 is always 2, isn’t it? Raju reveals that this is far from the truth. First of
all, he shows that “[t]he worth of a mathematical theory is decided solely through Western
endorsement” (2012: 164). All mathematicians thus depend on Western approval, which is not
granted if the Western mathematicians do not understand the theories that may be perfectly valid
but do not fall within the Western frame of reference. This is “a natural outcome of the colonial
education system which ensures that most people remain scientifically illiterate and learn to trust
only the West” (ibid: 172).
Scientists ‘signed’ by the West thus become typical examples of those with ‘black skin,
white masks’ who marginalize local knowledge and carry on European traditions. They are
thereby “spreading the same leaflets of European supremacy as the European colonisers and
enslavers disseminated” (Asante 2012: 38). Ngũgĩ wa Thiong'o even went as far as to say that
most academic scholarship in Africa consisted of “exercises in apemanship and parrotry”
(Alvares 2012a: 143). This intellectual alienation develops because the scientist “ takes European
culture as a means of detaching himself from his own race” (Fanon 2008: 198-199). To break out
of this ‘captive mind’, there is a need for scientists to pursue knowledge in their own way, and to
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“not to feel inferior when faced with Western knowledge and Western scholars” (Abdullah 2012:
3) but be independent minded. This is an important part of breaking the cycle of colonial
violence and ending the phenomenon of epidermalization of inferiority (Fanon 2001, 2008).
The second way in which colonization damages the advancement of knowledge is the
creation of a kind of “cram and vomit” ethos (Varma 2012: 24) with an emphasis on exams and
an absence of independent thinking and innovation. As a consequence, there is a serious lack of
original methods and theories generated by social scientists who do not work in the cultural area
of Europe or North America (Alvares 2012a). Although there are exceptions, Alvares provides
an example of the intellectual enslavement present in political sciences in India. Most of their
PhD theses are assembled based on any new book or concept coming from the United States,
applying any popular new ideas in the Indian environment without critically examining the need
for local ways of analyzing their own political context. This results in works with little value for
local use, and I argue that this harms the advancement of the entire discipline, regardless of the
territory.
The third effect of colonization on the advancement of knowledge is the problem of
‘auto-orientalism’, in which scholars from non-Western societies consciously or unconsciously
adopt orientalist ideas about their own societies. The West’s view of the ‘Orient’ (Said 1978) has
been internalized to such an extent that this is how people come to see themselves (Alvares
2012a). Again, I argue that this undoubtedly harms the advancement of knowledge, since
orientalism is based on incorrect or flawed premises that could hardly result in any useful
insights about the world.
The fourth effect which harms the advancement of knowledge is the lack of recognition
for research conducted in languages other than the main European ones, the low recognition of
authors that are not Western, and “differences in fundamental paradigms of thought and concepts
of what are social and human sciences” (Macer 2012: 113). To exclude vast sources of
knowledge simply based on the language in which they are written limits the academic pursuit
for knowledge and understanding. Data analyzed by Singh (2012) show clearly that Western
researchers take most of their references form their own region or other regions of the western
world, while not exploring research done by people in the rest of the world. The direction of
knowledge is thus a one way street: “with all the movement from the ‘superior’ or ‘advanced’
culture at the core to the ‘inferior’ or ‘deficient’ culture at the periphery - because that is how
knowledge continues to flow in the global university system” (Alvares 2012a: 135).
The advancement of knowledge is further harmed by the ranking of universities. This is a
western project to maintain the West’s hegemony of knowledge. As can be expected, rankings
will always place Western universities at the top to preserve the status quo (Abdullah 2012). This
discourages students from pursuing education at non-Western institutions, placing limits on the
pursuit and development of Indigenous knowledge and research and restricting the amount of
research done into social concerns that are relevant in non-Western areas. I therefore see it as the
fifth way in which colonization of education limits the advancement of knowledge.
The sixth effect of colonized education on the advancement of knowledge is the
perception of the concept of ‘learning’. Confucius said that ‘learning is about being and not
about having’ (in Razak 2012: 19). Today’s education system seems to be about the opposite:
having instead of being:
“Students come to the university, take the easiest course, shortest period of time to
graduate, so long as they can go and earn. The word now is earning not learning and
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they start to build up their own nest and hence we find that the whole global community
falls into neglect because we are so focused on ourselves (as consumers) that the society
around us does not matter much anymore” (Razak 2012: 19).
I argue that if learning only becomes a tool in order to ‘have’, rather than a tool in order to
‘become’, then the advancement of knowledge is at risk, for mainly those types of knowledge
that can bring money to the table (such as business administration or accounting) will be deemed
eligible to pursue, as opposed to studies who have “nothing to sell except the truth” (Progler
2012: 49). Progler argued that if we “are honest with ourselves about universities today, (...) we
will find that many, if not most, of our students are in universities to find jobs or lack of
something better to do” (2012: 48). Education for them needs to have the ability to ‘earn itself
back’, it needs to be monetarized. And here we come back again to colonized scholars who have
accepted the Eurocentric framework in order to financially benefit from it: “These may
occasionally be misguided people, but often enough there are also traitors who well understand
that western endorsement is a source of profit and are out to profit by betraying their people and
culture (that is how colonization functioned)” (Raju 2012: 172).
In conclusion, we see that the university or the school in general is a colonized space. Its
colonization has tremendous effects on the colonizer, the colonized, and the advancement of
knowledge on a whole. The curriculum is Eurocentric at the expense of other knowledges and
the implicit class dynamics in education perpetuate an unequal socio-economic hierarchy with
limited chances of upward mobility for the many while privileging the few from the higher social
classes. Students are made to believe that schooling will lead them to a better life without ever
questioning the capitalist structure in which this upward mobility is supposed to take place. The
real mission and purpose of colonized education - and all capitalist education for that matter are therefore not to be found in the curriculum and textbooks but in the ideology of “elitism
bolstered by notions of supremacy” (Progler 2012: 50). In this ideology, the school, specifically
the university, “becomes a space for the upper social classes to reproduce themselves”, produces
obedient servants of power and capital (Allahar, personal communication) while at the same time
“the knowledge acquired in this way is thought to be inherently better than the knowledge
outside the university” (Progler 2012: 50). According to Allahar, this ideology is all about social
control. Since we cannot build enough prisons for all the masses, we use education - including
religious education - to control them (personal communication).
The next section sets out to explain why we have to “resist this elite university-based knowledge
system” (ibid: 50) and all its underlying assumptions.

4. The need for decolonization of education
“When we revolt it’s not for a particular culture. We revolt simply because, for many reasons,
we can no longer breathe” (Fanon 2001).
As the previous sections have shown, the world’s education systems are heavily and thoroughly
colonized. This colonization needs to be broken because colonialism is “not a thinking machine,
nor a body endowed with reasoning faculties. It is violence in its natural state, and it will only
yield when confronted with greater violence” (Fanon 2001: 48). The negative effects of
colonized education are deep-seated and they penetrate all aspects of the world of their victims.
What we need therefore is decolonization, which is “the process of revealing and dismantling
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colonialist power in all its forms. This includes dismantling the hidden aspects of those
institutional and cultural forces that had maintained the colonialist power and that remain even
after political independence is achieved” (Ashcroft, Grifﬁths, and Tifﬁn in Ritzer 2011).
In the process of decolonization, the West will need to be purged of its misconception
“that the world is its world”, and will need help “to discover, to its acute discomfort, that the
world is no longer Western” (Razak 2012: 18). At the same time, this process will be one of
liberation for the colonized: they will redevelop their humanness and self-esteem and redefine
what it means to be independent (Carnoy 1974). Decolonization of education will contribute to
the dismantling of colonial “knowledge hierarchies” (Singh 2012) which for so long have
diminished “intellectual novelty” and excluded “less favoured researchers from agenda setting
discourses on issues of global relevance” (ibid: 119). The “subconscious notion that the West is
the centre of human experience, the epitome of knowledge and the pinnacle of all possible
cultural aspirations, from which other cultures are unfortunate deviations in need of saving and
by which all value must be judged” (Akomolafe 2012: 414) will be shattered in this
decolonization process.
It is hoped that decolonization of education will bring some form of prosperity for many
of the world’s peoples, since Lal noted that “the misery of human beings has increased in almost
direct proportion to the spread of Western social sciences - from anthropology to geography and
economics - in the rest of the world” (in Alvares 2012a: 144). This is not surprising because the
European supremacy system “depends for its continued maintenance and expansion, even its
survival, upon the reproduction of its own intellectual paradigm - its approved way of thinking,
seeing, understanding, and being - to the ultimate exclusion of all others” (Churchill in Alvares
2012a: 144). As Garreau and Chekki observed, it is not a coincidence that “the great economic
powers are also the great social powers” (Alatas 2012: 210).

The quest for knowledge
When students attend school, they should gain knowledge, but not a Eurocentric version of it.
Professor Syed Naquib Alatas said that “knowledge is the arrival of meaning from information
that is true16” (in Abdullah 2012: 4). Following this definition, we cannot gain knowledge when
the information presented to us is not true or when the meanings arising from that information
are predisposed to be favourable towards the West. If information is not true, we have only
gained illusions, and much of the colonized ‘knowledge’ presented to us on a daily basis should
better be called colonized illusions. The curricula of our education thus need to be decolonized.
However, a change in textbooks and course materials will not be sufficient. Weiner (2014b) has
shown that racism and prejudice on the part of the teacher caused different treatments of
different children in a school in Amsterdam, The Netherlands. Children of racialized or religious
minority groups were given less encouragement than their white peers, and were punished worse
for the same misbehavior compared to their white classmates. Okonofua and Eberhardt (2015)
have shown the latter tendency to be the case in the United States too, where large racial
disparities in school discipline contribute to school failure for Black students and lay a path
toward incarceration. Okonofua and Eberhardt also reveal that when a student has multiple
infractions, teachers are more likely to see these as fitting into a larger pattern of bad behaviour
when it concerned black students, and less when it concerned white students. They referred to
this as the “Black-escalation effect” and pose the hypothesis that this effect also occurs in other
circumstances, such as in the courtroom or when dealing with police officers. The colonial
16

‘True’ and ‘truth’ are very debatable concepts however.
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attitude of control and punishment of black bodies is thus still present in the classroom, which
means that the minds of the teachers need to be thoroughly decolonized as well. Fanon already
knew this, because in his view the teacher is the intermediary between the exploited and those in
power (2001)
To be clear, it is not only academic scholars who write about the importance of these
issues. Even Major General John Stanford, who retired from the U.S. Army and became the
superintendent of Seattle Public Schools, wrote a book about achieving excellent education for
all children. He argued that it is important for teachers, principals and other educators to stop
believing that some children will learn, and start believing that all children will learn. These
groups of educators also need to understand that the curriculum needs to be diversified to meet
all students’ needs, because the traditional curriculum does not reach all students (Stanford
1999). He also emphasized that children need to know that excellence is expected of them,
instead of giving them the impression that they probably will never amount to much. Inspiration,
encouragement, motivation and determination must be part of the decolonized school and
university as well, to keep all students interested in learning and achieving. Changing the
curriculum is therefore only a part of the solution, yet an important one. It should not only focus
on non-Western thinkers and thought, but also critically deal with the Western ones that until
now make up the canon (Alatas 2012).
When ‘knowledge’ and the quest for it become decolonized, we should see an increasing
competence of students to understand the world around them and the discipline of their choice.
Nowadays, the neoliberalism that swept through universities made them resemble industrial units
rather than institutions of higher learning. Students emerge “more incompetent and confused
than when they went in” (Alvares 2012b: 373) while the university made them excel in
mediocrity because commerce took priority over the creation of knowledge. The university
became almost
“an assembly line, where the student moves from classroom to classroom, lecturers are
like operators in charge, examinations are another label for quality control. You pass the
examination and move to the next conveyor belt. At the end of the day, you are ready for
the market. You are successful if you can be absorbed or not successful if employers
cannot find a use for you” (Razak in Alvares 2012b: 374).
Universities are increasingly run like corporations, where more importance is attached to
financial accounting and business slogans, and where survival of the fittest (those students and
researchers that can raise their own funds) and budget cuts are widespread (Côté and Allahar
2007; Progler 2012). The changing definitions of quality and success lead to vocationalism
(where the quality of learning is replaced by grade points) and grade inflation (Allahar 2009). To
decolonize this system means that education sets out to find its supposed goals back again, which
could be defined as “to build well-rounded, free thinking individuals and communities that are
economically productive, culturally creative, socially equitable, and supportive of human rights”
(Prince in Allahar 2009). If universities would live up to these goals, they would offer students a
base from which they could challenge authority and “see beyond the narrow materialism of
corporate advertising and business culture” (Prince in Allahar 2009). I argue that this would also
be beneficial in deconstructing the class hierarchies built into the colonized education system, for
both the ability to challenge authority (such as the elite classes) and the ability to see beyond the
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materialist distractions provided by capitalism are necessary to decolonize the classist aspects of
education.

The end of epidermalization of inferiority?
“Come, then, comrades, the European game has finally ended; we must find something different.
We today can do everything, so long as we do not imitate Europe, so long as we are not obsessed
by the desire to catch up with Europe” (Fanon 2001: 251)
It is hoped that the decolonization of education will revive the processes of emancipation that
Garvey, Freire, Illich, Fanon and so many others have written about in the past. The
decolonization of one’s own mind and of people’s collective consciousness should be seen as
worthy goals to be achieved. As Fanon said, the ‘wretched of the earth’ have “better things to do
than to follow that same Europe” (2001: 251). Instead, “let us decide not to imitate Europe; let us
combine our muscles and our brains in a new direction” (ibid: 252) and end the intellectual
alienation caused by colonization (2008). The next section explores several possible ways in
which this process could be executed.

5. Decolonization of education: possible pathways
“An integrated history of one world, our world, sounds appealing, but we need to have a
conception of many worlds, not one world. There are many modes of comprehending the world
outside history, and it is not sufficient to speak merely of diverse histories” (Lal 2012: 228-229).

What does a decolonized education look like?
Decolonization of education will be an unpleasant process for the oppressors, because as Freire
shows, the former oppressors “consider themselves to be oppressed” in the new situation.
“Conditioned by the experience of oppressing others, any situation other than their former seems
to them like oppression” (1996: 39). This is however not a reason not to move forward with the
project, because as Fanon says: colonialism is violence and it will only yield when confronted
with greater violence. In light of this, it is expedient to illustrate a framework as to what a
decolonized education could look like.
In the process of decolonizing our schools, the former oppressed must not assume the
position of dominance over their former oppressor. Rather, as Freire argues, the “great
humanistic and historical task of the oppressed” (1996: 26) is to liberate both. Only then will
they be able to regain their humanity. They can do this through participating in “developing the
pedagogy of their liberation” (ibid: 30). Because
“only as they discover themselves to be “hosts” of the oppressor can they contribute to
the midwifery of their liberating pedagogy. As long as they live in the duality in which to
be is to be like, and to be like is to be like the oppressor, this contribution is impossible.
The pedagogy of the oppressed is an instrument for their critical discovery that both they
and their oppressors are manifestations of dehumanization” (ibid: 30 [emphasis in
original]).
In the process of achieving freedom, they become human again. Their counter-violence is a
liberating force (Fanon 2001).
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Ideology of education
A colonized education normally uses the ‘banking concept’ of education (Freire 1996). In this
system, the teacher is seen as the person who possesses all the knowledge, and the students are
seen as ignorant beings that have to be filled with the knowledge that the teacher transfers to
them. This system does not promote critical consciousness in students, but passivity and docility
- because this is what the elites want: Inequalities in social systems always need to be politically
managed because they “have the potential of producing conflict and disrupting public order”
(Allahar and Côté 1998: 5). Fanon argued that “all these aesthetic expressions of respect for the
established order serve to create around the exploited person an atmosphere of submission and of
inhibition which lightens the task of policing considerably” (Fanon 2001: 29). So, for
decolonization of education to be successful, we need to do away with the banking concept of
education. According to Freire,
“[a] revolutionary leadership must accordingly practice co-intentional education.
Teachers and students (leadership and people), co-intent on reality, are both Subjects,
not only in the task of unveiling that reality, and thereby coming to know it critically, but
in the task of re-creating that knowledge. As they attain this knowledge of reality through
common reflection and action, they discover themselves as its permanent re-creators. In
this way, the presence of the oppressed in the struggle for their liberation will be what it
should be: not pseudo-participation, but committed involvement” (1996: 51 [emphasis in
original]).
In other words, the people subjected to oppression must actively fight for their emancipation.
Students and teachers thereby become Subjects while the world becomes the object of their
transformatory action. From the beginning, they will have to critically question everything,
something that never serves the interests of the oppressor. Dialogue is crucial here, for if a new
view of the world is imposed on the people, we are dealing with the same old wine in new
bottles. People need to realize they are masters of their own thinking, and discuss their views
with their comrades to develop “the pedagogy of the oppressed” (ibid).
Leaders of this revolution must not imitate the practices of their oppressors, but must live
‘with’ the oppressed and not ‘within’ them, or else they will become the new oppressor who is
‘housed’ by the oppressed (ibid). In other words: the leaders of the decolonization of education
must not implant their own ideologies into the oppressed for them to follow these, but must
actively encourage the oppressed to engage in their own liberation. They must believe “in the
potentialities of the people, whom they cannot treat as mere objects of their own action; they
must believe that the people are capable of participating in the pursuit of liberation” (ibid: 115).
However, there is some level of caution to be exercised, because “they must always mistrust the
ambiguity of oppressed people, mistrust the oppressor “housed” in the latter. Accordingly, when
Guevara exhorts the revolutionary to be always mistrustful, he is not disregarding the
fundamental condition of the theory of dialogical action. He is merely being a realist” (ibid:
115). This is true, for one cannot be sure at first sight if he deals with a liberated person or with
someone who has a black skin but is wearing a white mask.
Lenin also urged his reader not to “romanticize the revolutionary potential of the working
class as something that is either automatic or spontaneous” (in Allahar 2005: 21), because there
could not be a revolutionary movement without revolutionary theory. Theory, criticism and
reflection played a central role in his scientific socialism (ibid).
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Wish list concerning the decolonized education system
As there is more than enough material available to develop new teaching programs that can
create critical thinkers (Macer 2012), we need to look at what exactly we want. Asante said:
“No curriculum should ever be seen as static or permanent just because it exists. No
institution can have permanence simply by existence; we must work to make the ideas
living, to outfit the institutions with useful texts, written or recorded, from the best
examples of our moral, social, and scientific thinkers. Every idea must be questioned,
examined, and amended to comply with the standards of a university firmly committed to
excellence”17 (2012: 40).
Therefore I proceed to share suggestions made by a number of writers, each of which should be
critically examined by students, teachers and others in their respective contexts to determine
whether it suits them or not in their liberation. In this, the conclusion of ‘The Wretched of the
Earth’ should offer an important guidance:
“If we want to turn Africa into a new Europe, and America into a new Europe, then let us
leave the destiny of our countries to Europeans. They will know how to do it better than
the most gifted among us. But if we want humanity to advance a step farther, if we want
to bring it up to a different level than that which Europe has shown it, then we must
invent and we must make discoveries. If we wish to live up to our peoples’ expectations,
we must seek the response elsewhere than in Europe. Moreover, if we wish to reply to the
expectations of the people of Europe, it is no good sending them back a reflection, even
an ideal reflection, of their society and their thought with which from time to time they
feel immeasurably sickened. For Europe, for ourselves and for humanity, comrades, we
must turn over a new leaf, we must work out new concepts, and try to set afoot a new
man” (Fanon 2001: 254-255).
Alvares (2012a) made several recommendations concerning new frameworks and methodologies
that transcend Eurocentrism in the social sciences. First, he argues for the de-linking from
existing Eurocentric theories and the body of European social sciences at each level of the
university. At the same time, he proposes the critical re-linking with Indigenous intellectual
traditions. Second, he suggests that instead of speaking of an ‘alternative discourse’, we need to
imagine a plural discourse, since the word ‘alternative’ suggests the continued existence of a
‘mainstream’. A plural discourse would in his opinion enable “hundreds of social science flowers
to bloom” (ibid: 158). Third, he puts forward the idea that “[s]erious reorientation needs to be
made towards thinkers who are not from European or American academic or cultural institutions
but come from our own regions instead. Borrowing from the Western academic tradition should
be gradually replaced with confident foraging with our own traditions” (ibid: 158). This means
Asante himself however does not live up to this ideology. For example, he charged that “only in
traditional Western societies are there conflicts between classes; such is not the case when we operate
from our traditional base of harmony” (Asante in Allahar 2005: 234). This is an idyllic Afrocentric view
based on “pure myth and make-believe” (ibid). Asante only needs to assess the vast class differences in
ancient Egypt/Kemet (with pharaohs on top and slaves at the bottom) or investigate the life of Mansa
Musa from Mali, the richest man in world history, to know that there is no such thing as a collective
traditional base of harmony in the whole of Africa. Asante’s idyllic view of ‘Mother Africa’ shows that
Afrocentrism can be just as flawed as Eurocentrism.
17
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casting off the inferiority complexes (Fanon 2008) caused by mental colonization and academic
imperialism. Fourth, he believes that teachers should encourage their students to write papers
without using Western sources, in order to enhance citation of non-Western scientists. Fifth, he
argues for a stricter labelling of social sciences, e.g. ‘European sociology’, ‘American
psychology, ‘Islamic economics, etc. This makes it clearer to the reader that European social
sciences are not universal sciences but ethnosciences. Sixth, Euro-American positivist
methodologies need critical assessment and should be dismissed where they are not required.
Further, research methodologies must include more diverse media than textbooks and lectures
alone, and more dialogue. Next, social scientists from the West must be excluded from doing
research in non-Western universities until there is “a negotiated balance achieved for doing
parallel research by our researchers in their universities on their societies” (Alvares 2012a: 159).
Finally, he advances the important argument that we should resist the call to make Western
science more ‘inclusive’. If inclusivity means to include facts originating in the non-Western
world into the existing flawed structure of the Western education model, then nothing will
change fundamentally because the superstructure remains the way it is. He concludes that small
changes within the existing curricula will not help to get rid of Eurocentric influences nor will it
bring creativity into the educational institutions. De-linking from Eurocentric sciences and
teaching models could offer prospects of a “new beginning in which the universities everywhere
re-appropriate their predominant function of being centres for the creation of knowledge that
serves the real life concerns of all the diverse people and societies of the world” (Alvares 2012a:
160).
Singh has claimed that the dominance of the English language in academia “diminishes
the production and visibility of research in regional and vernacular languages in Africa, Latin
America and Asia” (2012: 121). Gupte therefore proposes that local languages should be treated
on equal footing with English, since they “are adequately equipped to formulate experiential
reality” (Gupte 2012: 127). Translation should be one of the strategies to be employed in making
social sciences “authentically plural” globally (ibid: 129).
Progler (2012) hopes that a free and open online Multiversity (as opposed to the ‘uni’versity) can be established. In order for this to happen, copyright and other ways of limiting
access to knowledge need to be forgone. Information carriers such as books, journals and films
from the West are often too expensive for most of the non-Western world. This limits their
acquisition of the information contained by them.
According to Raju, an essential part of decolonizing education is changing the
mathematics curriculum and getting rid of the myths that math is universal and originated in the
West. He even goes as far as to state that “if we follow Macaulay’s logic, changing the math
curriculum will be far more potent than revising the curriculum in all the social sciences put
together” (2012: 172-173). Here I disagree with him, because I do not think that the single
discipline of mathematics carries more weight than all social sciences combined, although I do
not deny that this curriculum needs thorough revision. In addition to mathematics, Raju gives
suggestions for changes that need to be made in textbooks about the history of physics and
astronomy.
Faruqi makes the case that the aim of decolonized education should be “to be truly
global, to give our students a bigger picture of knowledge and to increase their choices” (2012:
281) while not completely shutting out the West or being insular. Also, cherishing and (re-)
discovering non-Western treasures should not be seen as exercises in ‘flag-waving nationalism’,
but as a vital part of a diverse and plural knowledge system which can meet “many of the moral,
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social and economic challenges of the times” (ibid: 281). Western paradigms should not be
ruling non-Western universities and the blind following of these paradigms should be cast aside.
Similar to Freire’s discussion of oppressed people as ‘Subjects’ versus ‘Objects’, Shih
and Wu propose that Indigenous people should be the subject of Indigenous research and
education rather than the objects of it. They argue that there should be an “Indigenous knowledge
sovereignty” and a process of “indigenization of ideas” (2012: 343). In this way, Indigenous
scholars can break away from being patronized. This reminds of Walter Rodney when he called
on black peoples to break with white racist imperialism, “to throw off white domination and
resume the handling of their own destinies” (1969: 24) and to culturally reconstruct society “in
the image of the blacks” (ibid: 28), following their Indigenous traditions.
Related to Shih and Wu’s proposal is the need to reaffirm Indigenous stories, to challenge
the universalization of Western systems of belief, to reimagine one’s identity and to proclaim
“the legitimacy of political collectivities beyond institutions” (Akomolafe 2012: 415).
Another aspect of decolonization that needs to be investigated is the need for holistic,
interdisciplinary learning instead of the increasing insulation of different disciplines. The
‘professionalization’ of each of the social science disciplines has led to more tunnel visions and
concepts that are increasingly divorced from reality. A reconnection of knowledge disciplines
such as sociology, economics, philosophy, psychology and anthropology is needed to prevent the
further deformation of knowledge and the resulting dysfunction (Alvares 2012b). All of these
disciplines should also strongly attempt to remove the Orientalist bias inherent in the majority of
their works by introducing non-Western thinkers and critical examination of Western ones
(Alatas 2012).
Some of the methods to achieve the goals outlined above are proposed by Alvares
(2012b). These include the redefinition of the roles of textbooks and lecturers. Reliance on
textbooks should be reduced to give more weight to direct learning experiences outside the
classroom walls. Lecturers should be guides to the students on how to learn rather than what to
learn, how to make links between different subjects and how to interview knowledgeable people
(however, this obviously does not work for all subjects). Students should be given the chance to
present the knowledge they gained in different ways than writing exams or essays, and they
should be able to regard the professor as one of their equals in order to replace “classroom
tyranny with collegiality” (ibid: 379). I personally do not entirely agree with regarding every
professor as an equal, but people from other cultures or backgrounds might make this decision
together with their professors if this suits them in their liberation. Lastly, learning about a topic
should not end when the semester finishes but should become a naturally ongoing process.
In assessing the level of success of decolonization, one of the parameters to be used is to
whether students go to school eagerly or under duress. We also need to find out if students “feel
convinced that they are part of a creative process in which new knowledge is created by them
that is useful to society”, as opposed to the colonized situation in which they “are considered
empty receptacles fit for info dumping and retention” (Alvares 2012b: 375).
Personally, I believe it is important as well to analyze the concept of privilege, such as
white, male, cisgender, heterosexual, able-bodied, middle- or upper-class, caste and other types
of privilege. Privileges are not natural phenomena but are created and institutionalized by the
powerful in societies. Each privilege is accompanied by a related system of oppression, and these
systems need to be investigated individually and in their relationship to each other, using the
concept of intersectionality. White privilege for example cannot exist without racism and
colorism, and male privilege cannot exist without sexism and patriarchy. However, it is often the
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case that those who have these privileges are not aware that they have them. Society normalizes
these privileges as if they come naturally. But natural differences (such as height, skin color or
sex) between people do not mean that inequality is natural (Allahar and Côté 1998). For
example, I knew that there are transgender people in this world, but until I learned about the
concept of ‘cisgender privilege’, I never realized the myriad ways in which society oppresses
transgender people. It is mainly those who do not have a particular privilege who realize that
there is a system of oppression related to that privilege. To motivate students to check their
privileges and how they work together should in my opinion be a part of the decolonization of
education. As long as people are not consciously aware of the privileges they carry, they cannot
consciously make an effort to break down these privileges and their related systems of
oppression. This should help to disintegrate the phenomenon of epidermalization of superiority
and provide a form of counter-violence to systems of domination.
The ultimate proof of success of all the decolonization ideas shared in this essay would
be the crumbling down of the traditional Eurocentric school system and the destruction of
ideologies such as racism, imperialism, cis-sexism and classism which have helped to uphold the
pro-capitalist colonial education system for centuries. Fundamental, long-lasting revolutionary
action, based on class consciousness, is inevitable in bringing down the institutionalized mental
enslavement that has held the world’s peoples in captivity for too long. It is my hope that the
present essay provides a small contribution to this ongoing debate. Further, I hope that I have
established the continuing relevance of the works of Frantz Fanon in the process of
decolonization of education.
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