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This chapter explores the unlearning of colonial narratives within Psychology of Education, emphasising the need for reflexivity and critical self-examination in both teaching and learning. It advocates for a transformative approach to decolonisation, aiming to create a more inclusive and equitable curriculum that reflects diverse cultural perspectives and challenges entrenched biases.




Abstract
This chapter explores how we should unlearn colonial narratives in the field of Psychology of Education. We know that Psychology has historically been shaped by ethnocentric and Western perspectives, which has often excluded the voices and experiences of non-Western, female, and marginalised groups. This exclusion continues to reinforce a biased understanding of human development and behaviour, perpetuating and contributing to exclusionary practices. This chapter discusses how we can integrate diverse perspectives into academic knowledge and highlights the importance of reflexivity and “unlearning” of entrenched biases as part of a broader decolonising effort, encouraging both educators and students to critically examine their own positionality. This chapter advocates for a broader      Psychology of Education curriculum to create a learning environment where all students feel represented, and have a sense of belonging and equity.

Introduction
Decolonisation is a complex and multifaceted process, and its meaning can vary depending on the context. According to Le Grange (2023) decolonisation does not have a single meaning, highlighting the need for a nuanced understanding of what it means in different educational settings. In the context of education, decolonising the curriculum involves more than just expanding reading lists or including token non-Western voices. It requires a fundamental transformation of how knowledge is constructed, presented, and valued within academic disciplines.  The legacy of colonialism continues to shape education, particularly within the field of Psychology of Education. Historically, psychological theories and practices have been developed predominantly from Western perspectives, reflecting the experiences of a narrow, privileged demographic;      primarily white, Western men, while marginalising or ignoring the voices of non-Western and minority communities (MacDonald, 2006). This chapter explores the critical importance of reflection on one’s positionality, critical examination of     
                colonial narratives in Psychology of Education, and potentially, unlearning of preconceived biases.       A focus on reflexive exercises for all members of the higher education environment, as well as critical review of      curricula, reading lists, and teaching practices can contribute to                a more inclusive and equitable learning environment.
Drawing from international perspectives on decolonisation in education, this chapter outlines how we can reflect as educators to consider dismantling the colonial legacies and practices within our Psychology of Education programmes. The chapter argues for a transformative and holistic approach to decolonisation, which goes beyond mere diversification and aims to reframe the ways in which knowledge is constructed and presented in educational spaces.

White Saviourism and Fragility
Aronson (2017) critically examines the concept of White Saviourism in education, drawing from Teju Cole’s (2012) framing of the White Savior Industrial Complex (WSIC).  Aronson (2017) argues that WSIC emerges when well-meaning white individuals, particularly teachers, assume a heroic role in “saving” non-white or marginalised students from perceived deficits. his narrative, while often driven by good intentions, reinforces white privilege and perpetuates systemic inequalities. White saviours are emotionally rewarded by these acts of “saving” but fail to confront the broader, structural causes of the social issues they aim to address. In educational settings, this mentality undermines the agency of students of colour by viewing them as passive recipients of help rather than active participants in their own learning and transformation. Furthermore, WSIC fails to acknowledge how systemic factors, such as white supremacy and colonial legacies, contribute to the very challenges these students face.  The concept of white saviourism has important implications for how we approach teaching, learning, and curricular content in Psychology of Education. We know that Psychology has historically been shaped by Western, ethnocentric perspectives, which frequently disregard non-Western or marginalised voices. Educators, particularly in the context of decolonising Psychology of Education curricula, must avoid reproducing “white saviourist” narratives when attempting to address the gaps in representation of diverse perspectives. This involves moving beyond surface-level inclusion of non-Western scholars and engaging in a deeper critique of the colonial and racial dynamics that underpin traditional psychological theories. Additionally, educators must critically reflect on their own positionality and biases to ensure they are not positioning themselves as saviours but rather as facilitators of a more equitable and inclusive learning environment. This shift is essential in Psychology of Education, a field where the lived experiences of diverse cultural groups must be acknowledged to avoid perpetuating harmful hierarchies and reinforcing the marginalisation of those already underrepresented in psychological research and practice.

Brown (2013) critically reviews the trope of the white female teacher as saviour in the context of a New York public school which focuses on college readiness.  Introducing the concept of the saviour mentality, she describes a white educator’s assumption that she is “responsible for students’ success, and problematically constructs students and their families through a deficit lens; they can only be ‘saved’ with the school’s help”(Brown, 2013, p. 124).  She argues that the saviour mentality is evident in the educator’s attempts at the social justice work of supporting students to become more attractive or acceptable to, what she considers, an inequitable social and economic system.  An alternative, Brown (2013) suggests, would be to critique or challenge the system itself.  Focusing her argument on the cultural context of America, Brown (2013) refers to the typical media portrayal (e.g., the movie Dangerous Minds) of white, female teachers saving students of colour from themselves and their communities in order that they might achieve academic success.  She proposes that this representation is reflected in the tendency for white females to enter the teaching profession in the United States of America (USA).  Moreover, Brown (2013) believes that racist attitudes are perpetuated, not only by media representations, but also by teacher training, professional development, and policy debates.  Brown (2013) states that much racism in the urban American classroom manifests as unintentional, passive, or ‘dysconscious’ behaviour.  Brown (2013) gives an example of a teacher (a composite composed of two teachers she had observed and given the name ‘Ms. Joseph’) lacking in self-awareness and displaying cultural bias during a grammar lesson: 
Ms. Joseph elevates her own raced and classed discourse … without explicit social critique or self-reflexivity ... she does not … demonstrate an awareness of herself as a racial actor in that setting who elevates her own experience to normalcy and correctness without a critique of the constructed and problematic nature of this hierarchy (p. 141).

This example contrasts with another composite of two teachers interviewed and observed in the same study.  ‘Ms Easton’ is also white but grew up and was schooled (for the most part) in      a multi-cultural and ethnically diverse community.  She is quick to advocate and defend student perspectives among other staff and “She views students’ communities and experiences through an asset-based lens, and does not normalize her own experience through her pedagogy or praxis” (Brown, 2013, p. 146).  Furthermore, Ms. Easton would like to see more involvement of parents and more holistic education, as opposed to focusing entirely on preparation for college.  In undertaking a student cultural exchange with predominantly white working class students from Maine, Ms. Easton shifted the focus and objective away from a colourblind perspective, and instead asked the students to explore the differences between themselves and their counterparts.  This embracing of, and curiosity regarding difference, provides a useful example of how positionality can be explored and methods of reflexivity developed.   

Reflexivity and Unlearning: Key Steps in Decolonisation
A key aspect of decolonising Psychology of Education is fostering reflexivity among educators and students. Reflexivity involves a continuous process of self-examination and critical reflection on one’s positionality, biases, and assumptions. Le Grange (2023) and Pinar (1975, 2011) highlight the importance of currere, an autobiographical method that encourages educators and students to critically engage with their own educational experiences and examine how these experiences are shaped by colonial narratives.
Unlearning colonial biases requires educators and students to interrogate their own assumptions about knowledge, power, and identity. This process is not only about identifying and addressing explicit biases but also about recognising the more subtle, implicit ways in which colonial ideologies continue to shape educational content and practices. By fostering reflexivity and encouraging open, critical dialogue, educators can help students develop a deeper understanding of how colonialism has shaped the field of psychology and work towards a more inclusive, global perspective.
“Elaborated awareness of past experience, when faced with contrast, challenges embedded assumptions. Then these assumptions can be theorized rather than dismissed as idiosyncratic” (Okely, 2012, p. 36).  Okely (2012) describes how the anthropologist in the field unlearns what he/she has taken for granted (sometimes) since infancy.  Furthermore, she suggests that it is by making mistakes or breaking rules in a different cultural context that one comes to understand the mistaken assumptions.  “Unlearning, by definition, entails confronting what has already been learned, whether enforced or naively absorbed, so that it may later be problematised” (Okely, 2012, p. 37).  “Unlearning” is regarded by Okely (2012) as an important factor contributing to creativity and originality.  One might ask, how can such unlearning be supported in an educational context.  Finefter-Rosenbluh (2017) describes how social perspective taking can allow an individual to remove oneself from one’s own frame of reference and the relevant constraints and biases of perspective.  Researchers engaging in qualitative research often apply reflexivity as a means to better understand one’s own position and bias.  Harding (as cited by Okely, 2012) refers to positionality as awareness of aspects of oneself (e.g., gender, ethnicity, class, age) and how these things have shaped learning from early life.  Considering one’s positionality requires looking outwards and reflexivity can lead to greater understanding of difference and “others”.  Holland (1999) defines reflexivity as “that which turns back upon (or takes account of) itself or the person’s self” (p. 464).  Finefter-Rosenbluh (2017) cites both Pillow, and Mauthner and Doucet to define reflexivity as a “... continual internal dialogue and critical self-evaluation of the researcher's positionality … which leaves the researcher changed in its wake” (p. 2).  Reflexivity is typically used to refer to the critical self-reflection engaged in by a researcher but can also refer to a practitioner's approach.
Finefter-Rosenbluh (2017) describes her approach to perspective taking in three steps.  Although she is describing a process of self-reflection for research purposes, a similar approach could be adapted for trainee teachers.  In step one, Finefter-Rosenbluh (2017) undertook to activate the mental process of perspective taking.  Realising that she had reached very different conclusions from an 'outside' researcher who had conducted a similar study, she adopted the 'outsider' perspective.  She recognised the shared elements of the two studies.  Step two involved anchoring her own 'insider' perspective and dissecting the other researcher’s “outsider” perspective.  For example, Finefter-Rosenbluh (2017) describes how she had a dual relationship with the research sample in that she was both colleague and researcher which sometimes called for discernment about ethical challenges.  Step three      required consideration of different ways of understanding without imposition of commonly shared meaning.  Upon exploring the complex perspective of the outsider-researcher, Finefter-Rosenbluh (2017) reflected on her own methodological processes, biases, and ethical dilemmas with critical awareness.  This approach is related to research, but could be adapted as a useful cognitive exercise for trainee educators.  Okely (2012) describes more experiential approaches to interrogating different cultural positions.  
Okely (2012) explains how social anthropology exposes one to all cultural possibilities.  Describing her early university experiences and introduction into work in education, she discusses how examination of one's own positionality can expand one's understanding of cultural difference.  An example of working with students' subjective and lived experiences is described by Okely (2012) in relation to a movement which allowed trade unionists to study at Oxford.  The culture of the university could have been intimidating for these students, however, she describes how tradesmen were encouraged to share their specialism and grounded experience as a means to enhance awareness of their own position in history (they were studying history at the time).  “Lived experience was not incompatible with theoretical knowledge, generalizing or holistic contexts” (Okely, 2012, p. 39).  Okely (2012) describes her own approach to supporting Jamaican students in examining their positionality during the 1960s as part of Social and Economic History studies.  Rather than repeat the narrow and racist teaching she had received when learning about slavery and its economical relevance, she embraced the multiculturalism in her classroom and approached the task of allowing both white and Caribbean students to examine their positionality with subtlety.  She used art to facilitate this process with music such as Billie Holiday's 'Strange Fruit' and the movie 'In the Heat of the Night' as means to examine the legacy of slavery and racism.  “The intention was to encourage lateral identification among the Jamaicans and deconstruction of stereotypes among the white students” (Okely, 2012, p. 41).  In another example Okely (2012) explains how she requested that first year students reflect on their subjective positionality, by considering a time in which they were in an unfamiliar cultural context, and how they made mistakes and were surprised.  This led to sharing of personal vulnerability and learning about difference.  The students realised that they had wrongly assumed some “rules” or experiences to be universal.  They came to better understand the lived experience of ethnocentricity when they transgressed other cultural rules.  Okely (2012) discusses the advantage that students of mixed heritage (nationality or ethnicity) enjoy as they have 'bifocal vision'; that is to say, they may have experienced different languages or lived in different cultures and therefore already knew that one culture cannot be superior to another.  This perspective was much appreciated by one of her mixed heritage students (born in Hull but with Ukrainian      roots) who had always been denigrated for not being 'real Hull'.  This unlearning had allowed the young woman to experience her positionality with pride.  Ultimately Okely (2012) proposes that “New learning can be inspired by building on the student’s prior knowledge and identity as a means of fostering both commonality and contrast” (p. 42). 

Decolonising the Early Childhood and School Years
Tembo and Bateson (2024) examine how racial discrimination and colonial legacies shape early childhood education and development, arguing that race and racism are embedded in children’s play and relational habits long before explicit acts of racism emerge. They critique traditional anti-racist approaches in early education, which focus on surface-level interventions, such as diverse books and discussions about race, but fail to address deeper colonial norms that shape children’s interactions.  Drawing on the concept of “coloniality” Tembo and Bateson (2024) argue that many early childhood settings perpetuate colonial power structures through neoliberal values like individualism and competition, which reinforce racialisation. Tembo and Bateson’s (2024) work highlights how colonial legacies shape children’s interactions and relational habits before explicit racism emerges, showing the importance of addressing these deep-rooted norms within psychology of education. By critiquing neoliberal and individualistic values that reinforce racialisation, they argue for pedagogies that prioritise relational learning and free play, such as Froebelian methods, which allow children to explore their identities outside colonial frameworks (Tembo & Bateson, 2024).  For psychology of education, this means we need to rethink developmental models that often implicitly reinforce colonial ideologies. Decolonising this field requires moving beyond surface-level diversity initiatives to address the deeper, often unconscious, colonial structures that shape children’s socialisation and learning.  Tembo and Bateson's (2024) approach encourages a re-examination of how psychology of education conceptualises      child development, identity, and learning within decolonial frameworks.
Neville (2023) proposed an approach to language teaching advocating for the empowerment of student teachers as agents of change within their post-primary classrooms with pupils aged between 12-18 years. This model encouraged teachers and local curriculum leaders to challenge the dominant, canonical narratives embedded in the education system. Teachers need to be empowered with the critical skills necessary to interrogate their teaching practice, classroom environment, institutional contexts, and the broader educational system. Neville (2023) argued that teachers could continually deconstruct and renegotiate their identities, positioning themselves in what was referred to as a “Third Space”, a dynamic area of professional reflection where they could act as agents of transformative change, promoting greater equity, diversity, and inclusion within their classrooms.  Neville (2023) introduced the concept of Critical Decolonial Reflection (CDR), building upon the foundational idea of Critical Decolonial Awareness (CDA). CDR encourages teachers to critically reflect on their practice in a participant-centred manner which should occur throughout teachers professional careers through ongoing dialogue and reflection among teachers, focusing on key aspects of subject knowledge, pedagogy, and classroom practice (Neville, 2023).  One key aspect of CDR, as outlined by Neville (2023), involved student teachers reflecting on their own Language Teacher Identities (LTIs) and examining whether their teaching practices perpetuated traditional, Eurocentric approaches or embraced a decolonial perspective.  Neville (2023) stressed the importance of recognising the plurality of knowledge systems. Student teachers were urged to reflect on their own subject knowledge and consider whether their teaching included peripheral epistemologies, particularly those from the Global South. Neville’s (2023) CDA-CDR model was piloted with a small group of student language teachers (N=7) at University College Cork (UCC) and the results indicated that the model enhanced the participants’ awareness of decolonial issues and encouraged them to engage with diverse content in their teaching. However, there were challenges, particularly in relation to workload and a lack of autonomy during school placements.  Neville (2023) argued that while the CDA-CDR model made a valuable contribution to the decolonisation of language education, more research is required to understand how such approaches could be embedded in post-primary education. This research highlights the need for collaboration between teachers, curriculum leaders, publishers, and policymakers to support the ongoing development of culturally responsive pedagogy that will permeate through all aspects of education from early childhood through to higher education and beyond.

Colonial Legacies in Higher Education
We know that Psychology, as a discipline, has been historically shaped by colonial and ethnocentric frameworks. Literature  (MacDonald, 2006; Henrich et al., 2010) has shown that much of psychological research and theory has relied on WEIRD (Western, Educated, Industrialised, Rich, Democratic) populations, which limits its international applicability. This over-reliance on Western perspectives has created a narrow understanding of human development and behaviour; which is often reflected in university curricula and reading lists. As a result, we may continue to perpetuate colonial biases and legacies by exposing students to a curriculum that prioritises Western, male scholars, marginalising the perspectives of women, minority ethnic groups, and those from non-Western cultures.
O’Neill (2024) highlights the “epistemological ignorance” present in United Kingdom (UK) Politics curricula, shaped by whiteness and Western-centrism. O’Neill (2024) draws on the lived experiences of racially minoritised students to argue that the curriculum is narrow and biased toward Western, white perspectives, thus failing to acknowledge alternative epistemologies and the legacies of colonialism. The key findings of the study are that students experience the curriculum as lacking in diversity, particularly in how it presented political theory through a predominantly white, male lens, often omitting or marginalising non-Western perspectives. This “narrowness” can lead to a lack of engagement with colonialism’s role in shaping political thought, treating it as an isolated historical issue rather than an ongoing influence.  O’Neill (2024) acknowledges the constraints faced by educators, noting that while individual lecturers can push for change, institutional structures and traditional norms often hinder more radical transformation.  This offers critical insights into how whiteness and Western-centrism can shape academic disciplines, including Psychology of Education. It is important to recognise how these biases affect curriculum content, and highlights the need to pluralise educational materials by integrating non-Western perspectives. Just as in Politics, Psychology of Education curricula could benefit from including diverse epistemologies, engaging with the global contexts of psychological theories, and addressing the historical role of colonialism in shaping the field. Moreover, the idea of “epistemological ignorance” can be applied to critique how traditional psychological theories have often ignored or marginalised non-Western forms of knowledge.  In practice, O'Neill’s (2024) work suggests that decolonising the Psychology of Education curriculum should not be limited to diversifying reading lists; it must involve a deeper transformation of how knowledge is framed and taught, ensuring that students from diverse backgrounds feel represented, included, and that critical perspectives on race, colonialism, and power are embedded into the core of the curriculum.
In order to decolonise the Psychology of Education curriculum, we must recognise and address these biases. Phiri et al. (2023) argue that decolonisation seeks to reverse the harmful impact of colonisation on marginalised groups by ensuring that educational spaces reflect diverse voices and experiences. In this context, unlearning colonial narratives involves critically examining the historical and ongoing influence of colonialism on the construction of psychological knowledge and its dissemination in higher education.
Phiri et al. (2023) emphasise that surface-level efforts, such as adding a few non-Western authors to a reading list, are insufficient to address the deep-rooted colonial biases present in academic curricula. Instead, they argue for a comprehensive re-examination of the underlying frameworks that shape educational content, ensuring that the perspectives of those who have been historically marginalised are given equal legitimacy and representation. This process involves critically engaging with both the “hidden curriculum”, the implicit norms and values that shape the academic environment, and the “null curriculum”, the content that is excluded or ignored (O’Neill, 2024).
Chikoko (2021) discusses how re-visiting the decolonisation of higher education in South Africa has become a critical focus since the #FeesMustFall movement, revealing a range of approaches to addressing colonial legacies. Chikoko (2021) categorises these into three broad strategies: (a) soft reform; (b) radical reform; and (c) beyond-reform.  Soft reform refers to surface-level changes, such as improving access or supplementing curricula with non-Western content, without challenging the deeper power structures that sustain coloniality (Zembylas, 2018). These changes maintain the status quo and fall short of meaningful transformation, as they fail to disrupt the Eurocentric foundations of higher education. Chikoko (2021) describes such efforts, which target isolated aspects of the system like qualifications or individual programmes, as “sub-soft reforms”, unable to address the entrenchment of colonial values.  Radical reform, in contrast, aims to dismantle these entrenched colonial values. This approach calls for transforming the entire curriculum, leadership, and research practices to empower historically marginalised groups (Le Grange, 2016; Zembylas, 2018). However, Chikoko (2021) notes that while these reforms address the curriculum, universities are broader institutions, and focusing solely on curriculum change may still fall short of the necessary transformation.  The notion of beyond-reform goes further, recognising that higher education institutions are fundamentally tied to coloniality. Zembylas (2018) suggests that decolonisation should encompass all aspects of the university, including administration, pedagogy, and student life. Chikoko (2021) argues that universities cannot fully decolonise in isolation from the broader colonial context of society, and therefore must simultaneously act as agents of societal decolonisation.  Thus, while progress has been made towards decolonising South African higher education, meaningful transformation requires a more holistic approach that extends beyond curricular changes to challenge the underlying colonial structures of the institution and society. This could be said for many aspects of education.
Pierre du Plessis (2021) discussed leadership in post-colonial educational contexts, particularly in South Africa, by examining the challenges university heads face in leading within a decolonised education framework. The research aligns with findings by Moncrieffe, Race, and Harris (2020), who also underscore the need for educational leadership to critically engage with the legacy of colonialism and work toward social justice in curriculum design.  Du Plessis (2021) highlights how educational leaders in South Africa must develop contextually relevant leadership practices that are responsive to the unique socio-political and historical challenges of the region. Like the findings in Moncrieffe, Race, and Harris (2020), Du Plessis identifies tensions in practice between the ideals of decolonised leadership and the realities of social issues within universities.  Similarly, Manathunga (2020) addresses the importance of recognising diverse knowledge systems and the psychological impact of epistemic dominance on learners. In Psychology of Education, understanding how students’ cognitive and social development is influenced by the cultural relevance of the curriculum is critically important. The continued dominance of Northern knowledge systems within higher education can contribute to a sense of alienation and marginalisation for students from Southern, Indigenous, and other non-Western backgrounds. This reflects broader psychological issues related to identity formation, self-efficacy, and motivation, as learners may struggle to see their cultural and epistemological perspectives reflected in what they are taught.  By advocating for the inclusion of Southern knowledge systems, Manathunga (2020) highlights the need for educational environments to support the cognitive and emotional well-being of students from diverse backgrounds. Decolonising education, therefore, aligns with key principles in the psychology of education that stress the importance of culturally responsive teaching, which fosters a sense of belonging and engagement. Such approaches can contribute to more effective learning outcomes by validating students’ identities and experiences, enhancing their intrinsic motivation, and promoting psychological well-being. This shift also encourages more inclusive, democratic ways of learning that recognise and accommodate diverse ways of knowing, thinking, and being in the world.

Grassroots Decolonisation Initiatives
Shain et al. (2021) explored the evolution of decolonisation within UK higher education (from 2014 to 2021), with a particular focus on its shifting discourse and institutional responses. The study identifies three overlapping phases of decolonisation efforts. The first phase, initiated in 2014, was predominantly student-led, driven by campaigns such as “Why Is My Curriculum White?” and “Liberate My Degree”, which sought to challenge the Eurocentric dominance of university curricula and advocate for greater inclusivity (Shain et al., 2021). These movements highlighted the grassroots origins of the decolonisation agenda, as students and student officers spearheaded initiatives to raise awareness of structural inequalities within higher education.  In response to student-led campaigns, several educational institutions have adopted decolonisation agendas, raising critical questions such as, “Why isn't my Professor Black?” and “Why is my Curriculum White?” (Peters, 2015).  Shain et al. (2021) note how in 2018, industrial action led by the University College Union (UCU) over pension reforms witnessed a broader critique of the neoliberal policies shaping UK universities, where the slogan “We are the university” became a rallying cry for those resisting market-driven models of higher education (Shain et al., 2021). Decolonisation was increasingly incorporated into these critiques, reflecting growing discontent with the commodification of education and the marginalisation of diverse epistemologies. The third and final phase in 2020, following the Black Lives Matter (BLM) protests, marked a shift towards institutional-led decolonisation. Universities began to adopt top-down approaches, publicly committing to decolonising curricula in response to external pressures, such as heightened scrutiny on racial justice and the need to appear progressive in the face of global movements (Shain et al., 2021). However, participants in the Shain et al. (2021) study expressed concerns about the superficiality of these efforts, which were often perceived as performative and motivated by reputational gains rather than a genuine commitment to anti-racism. The mainstreaming of decolonisation therefore saw little impact on the deeper structures of inequality within higher education (Shain et al., 2021).  This highlights the tensions between grassroots decolonisation initiatives and institutional progress. While universities have increasingly engaged with decolonisation discourse, the risk of “tokenism” or “superficial” reform remains. Thus, a more critical and sustained engagement with decolonisation that resists its commodification and ensures that it leads to meaningful structural change is needed (Shain et al., 2021).
In Ireland, Trinity College Dublin (TCD) renamed its main library, previously called the Berkeley Library, in honour of renowned Irish poet and Trinity alumna Eavan Boland, making the Eavan Boland Library the first building on TCD’s campus named after a woman (Sloane, 2024). The renaming follows TCD’s removal of George Berkeley’s name due to his associations with slavery, which the university deemed inconsistent with its values of inclusivity and equality (Sloane, 2024). The decision, endorsed by the University Board, follows research, public consultation, and analysis led by the Trinity Legacies Review Working Group who are working toward decolonising higher education.  The gender imbalance can be seen historically, but continues to permeate present day in different and often invisible guises. Churchland and Davatolhagh (2024) highlighted the ongoing issue of gender citation bias in neuroscience, where women are consistently under-cited compared to men in academic papers, even as the number of female researchers rises. Male authors tend to over-cite other men, perpetuating gender imbalances that affect academic recognition and career advancement. Tools like cleanBib and anneslist help analyse reference lists for citation diversity, encouraging researchers to cite more equitably across gender and race. Their findings highlight the need to address not only racial and cultural biases but also gender and demographic imbalances. Utilising tools like cleanBib could ensure that reading lists and course materials reflect a diverse range of voices, actively promoting inclusivity and representation in academia, which is central to the decolonisation effort (Churchland & Davatolhagh, 2024).

The Challenge of Decolonisation
A major challenge in decolonising the Psychology of Education curriculum is the pervasive influence of whiteness and Western-centrism. Whiteness refers to the racialised power structures that privilege white perspectives and experiences, while Western-centrism elevates Western knowledge systems as the universal standard, marginalising or dismissing non-Western forms of knowledge. This creates a narrow and exclusionary framework within the curriculum, as ideas and perspectives that originate from Western, typically white scholars are deemed authoritative, while contributions from non-Western, Indigenous, or historically marginalised communities are overlooked or undervalued.  These biases not only limit the diversity of perspectives taught but also maintain existing hierarchies of power, reinforcing a colonial legacy that continues to shape the educational landscape (O’Neill, 2024). O’Neill (2024) highlights the ways in which curricula are shaped by both whiteness, which refers to racialised power structures, and Western-centrism, which privileges Western knowledge systems as the standard against which all other perspectives are measured. These biases not only narrow the scope of what is considered legitimate knowledge but also reinforce existing power imbalances, marginalising non-Western voices and perspectives (O’Neill, 2024).  
In many educational settings, particularly in psychology, Enlightenment thinkers such as John Locke, Immanuel Kant, and René Descartes are often central to the curriculum. While these figures have undoubtedly contributed significantly to modern psychology, their work is intertwined with colonialist and racial ideologies that must be critically examined. For example, many Enlightenment thinkers upheld ideas of racial superiority and Eurocentrism, which have long influenced the way psychological theories are framed. O’Neill (2024) stresses that decolonising the curriculum is not about discarding these thinkers entirely but about situating their ideas within the broader context of colonialism and race. By doing so, educators can challenge the implicit assumptions of superiority tied to these figures and encourage students to engage with psychological knowledge in a more critical and inclusive manner. This approach seeks to broaden the scope of what is considered legitimate knowledge, ensuring that the contributions of non-Western scholars and perspectives are given equal weight and that students are exposed to an international understanding of psychology.  

Decolonising Teacher Education: International Implications
The process of decolonising Psychology of Education must begin with teacher training. As Phiri et al. (2023) argue, change should start early in the education system, with teacher training programmes playing a critical role in shaping future generations of educators. Drawing on examples from Bolivia’s teacher training reforms (Lopes Cardozo, 2012), this section explores how decolonisation efforts in other contexts can inform global strategies for transforming Psychology of Education.  Bolivia’s reforms, which sought to address the denial of indigenous culture and knowledge within education, serve as a powerful example of how teacher training can act as a foundation for broader decolonisation efforts. These reforms were not simply about adding indigenous perspectives to the curriculum but about fundamentally restructuring the frameworks that govern education. For Psychology of Education, this means rethinking how psychological knowledge is taught, ensuring that diverse perspectives are integrated into the curriculum from the beginning of a teacher’s training.
Moncrieffe et al. (2020) discuss the efforts to challenge the Eurocentric nature of educational curricula and the barriers this movement has faced. The decolonisation of the curriculum, which seeks to integrate the experiences and histories of Black and minority ethnic (BME) communities, is part of a broader epistemological struggle to dismantle dominant discourses that have historically excluded non-Western perspectives. While this movement has long-standing roots, dating back to the 1960s and 1970s when Black parents in the UK established supplementary schools to teach African-Caribbean histories, recent campaigns have brought renewed attention to the issue.  Moncrieffe et al. (2020) argue that decolonising the curriculum goes beyond mere inclusion of diverse voices. It involves rethinking how knowledge is constructed and disseminated in schools and universities. Rather than “tokenistic” approaches (e.g., isolated celebration of Black History Month) decolonisation calls for a fundamental change in the content and pedagogical methods being used. This process encourages educators to question and reshape the monocultural, often Anglocentric or Eurocentric narratives that dominate curricula and to introduce a more inclusive worldview that represents marginalised groups.  A significant challenge, highlighted by Moncrieffe et al. (2020), is that of "white fragility" which is the defensive reactions by those in positions of privilege when confronted with the realities of racial inequality and colonial legacies. This fragility can result in, for example, discomfort, resistance, and even the reluctance to engage with the necessary but often difficult conversations surrounding race, privilege, and historical power imbalances. However, Moncrieffe et al. (2020) assert that it is critical to push through this discomfort if we want to dismantle systemic racism in educational practices.  Moncrieffe et al. (2020) emphasise that the decolonisation of the curriculum is not just about what is taught, but how it is taught. It requires educators to adopt critical approaches that validate the lived experiences of all students, create space for collaborative learning, and ensure that diverse perspectives are not marginalised. This, in turn, fosters greater engagement, a sense of belonging, and critical thinking skills in learners from all backgrounds, contributing to a more equitable and inclusive educational environment, which is what we will discuss in the next section.

The Role of Universal Design for Learning (UDL) in Decolonising Psychology of Education
Universal Design for Learning (UDL) offers a progressive framework that supports decolonisation efforts within psychology of education by prioritising inclusivity and accessibility. UDL’s foundational goal of creating curricula that cater to all learners aligns with decolonial approaches, as it seeks to dismantle entrenched biases in educational content and practice. As highlighted by Quirke, McGuckin, and McCarthy (2022, 2023), UDL promotes the design of curricula that are inclusive “from the get-go,” ensuring that learners of all backgrounds have equitable opportunities to engage with educational material. This reflexive approach enables educators to critique their teaching practices, exposing and mitigating colonial influences embedded in the curriculum. UDL’s flexibility and focus on accessibility thus provide a means of integrating diverse, culturally responsive perspectives in psychology of education, creating an environment where students feel represented and valued.
However, critiques of inclusive education, particularly from a Global South perspective, suggest a need for caution when applying Western-centric models such as UDL. Walton (2018) analyses the use of inclusive education in post-colonial contexts like South Africa and argues that if such frameworks are applied uncritically, they risk perpetuating neo-colonialism. Walton (2018) identifies three key dimensions of this coloniality; the coloniality of knowledge, power, and being. Eurocentric models often dominate inclusive education, marginalising local knowledge systems and presenting Western pedagogical frameworks as universal (Walton, 2018). Furthermore, external pressures from international agencies may compel countries like South Africa to adopt resource-intensive policies, often misaligned with local needs. Walton (2018) critiques the value of integrating learners into educational systems that continue to perpetuate colonial hierarchies, even under the guise of inclusivity. However, Walton (2018) suggests that inclusive education, if adapted to local contexts, could play a transformative role in supporting decolonial efforts.
Kamenopoulou’s (2020) findings revealed similar critiques regarding the “transplanting” of Northern educational models to the Global South, but emphasised different aspects of this issue.  Walton (2018) and Kamenopoulou (2020) highlight the risks of perpetuating neo-colonialism through the uncritical adoption of Western models, but Kamenopoulou (2020) focuses on the socio-cultural and economic conditions of Colombia, illustrating how the intersection of poverty, displacement, and cultural diversity complicates inclusive education efforts. Kamenopoulou (2020) further explores the marginalisation of special education in favour of mainstream inclusion, despite the vital role it plays in practice.  Walton (2018) argues that decolonising inclusive education requires challenging the epistemological foundations of Western psychology that underpin much of the educational framework. Thus, we should reconsider psychological approaches to education in postcolonial contexts to foster more culturally relevant and equitable practices.
Castillo-Montoya and Madriaga (2024) explored the decolonisation of assessment in higher education which links to a UDL approach. Drawing on Shahjahan et al.’s (2022) work on decolonising curricula and pedagogy, they argue that traditional assessment practices, rooted in colonial and Eurocentric frameworks, perpetuate epistemic violence by marginalising non-Western ways of knowing. They highlight that decolonising assessments involves challenging the dominance of standardised exams and other forms of summative evaluation, but often fail to recognise the diverse knowledge systems and experiences of racially and minority ethnic students.  Castillo-Montoya and Madriaga (2024) suggest disrupting the colonial legacies embedded in assessment by creating more inclusive and humanising approach which would allow students to draw on their own lived experiences and prior knowledge. The article further critiques deficit-oriented, individualised assessment methods that pathologise students who deviate from normative standards, such as disabled students, and calls for broader, universal design principles that minimise the need for accommodations while promoting equity (Castillo-Montoya & Madriaga, 2024).  In addition to addressing the inclusivity of assessments, Castillo-Montoya and Madriaga (2024) emphasise the importance of relational teaching and learning, advocating for an ethic of care in classroom environments that centres students’ emotional and intellectual well-being. They argue that decolonising assessment requires recognising and valuing community knowledge, and suggest that universities must engage with local communities as co-creators of knowledge, ensuring that their perspectives are integrated into the learning and assessment process (Castillo-Montoya & Madriaga, 2024).  We should try to move towards culturally sensitive and contextually grounded approaches in psychology of education. While UDL offers a promising framework for inclusivity, its success in decolonising education depends on its adaptation to local contexts, addressing not only academic achievement but also the emotional, cognitive, and social development of learners. 


Conclusion
Decolonising the Psychology of Education curriculum, and education more broadly, requires an approach that addresses both structural and epistemological legacies of colonialism. As discussed in this chapter, critical reflexivity and unlearning is essential for educators, enabling them to examine their own positionality and biases, while dismantling the dominance of whiteness and Western-centrism narratives. Curriculum reform must move beyond tokenistic inclusion of non-Western perspectives, demanding a fundamental restructuring of how knowledge is produced, with an emphasis on integrating diverse epistemologies, particularly from the Global South and Indigenous cultures. Taking a collaborative approach to learning and knowledge production, which values the lived experiences of marginalised communities, should be central to this process. We can see from the grassroots movements discussed in this chapter that institutional commitment is crucial for enacting meaningful change, including reforms in hiring, leadership, and policy to support diversity and inclusion. To begin, we need to start with teacher training programmes to embed culturally responsive pedagogies to ensure future educators are prepared to challenge colonial legacies in the classroom and critical thinking amongst students to advocate for change. Inclusive frameworks such as Universal Design for Learning (UDL) must be adapted to local contexts to avoid perpetuating Western-centric models. Ultimately, decolonising Psychology of Education requires a sustained and transformative approach that reshapes knowledge and fosters equitable and culturally responsive education. Decolonisation is a complex process with no 'quick-fix' solution. It demands time, patience, and ongoing reflexivity, with deliberate, thoughtful steps toward meaningful progress.

Discussion Questions
1. Why is self-reflection and an awareness of one’s positionality crucial for both educators and students in challenging colonial legacies within the Psychology of Education?
2. How might well-intentioned efforts to support marginalised students (e.g., White Saviourism) inadvertently reinforce inequalities? What alternative approaches could promote genuine empowerment?
3. How does a lack of diverse epistemologies perpetuate colonial biases, and what specific changes could make the curriculum more inclusive?
4. In what ways have student-led initiatives (e.g., grassroots movements) successfully challenged colonial legacies within higher education, and what challenges do these movements encounter with institutionalised approaches?
5. How might UDL principles help to create more inclusive and accessible curricula, and what limitations arise when applying UDL in a global context, especially outside the Western framework?

References
Aronson, B.A., (2017) ‘The White Savior Industrial Complex: A Cultural Studies Analysis of a 
Teacher Educator, Savior Film, and Future Teachers’, Journal of Critical Thought and Praxis, 6(3).
Burgstahler, S. (2007) ‘Who needs an accessible classroom?’, Academe, 93(3), pp. 37-39. 
Available at: http://www.jstor.org/stable/40253051 (Accessed: 24 September 2024).
Brown, A. (2013). Waiting for Superwoman: White female teachers and the construction of 
the" neoliberal savior"" in a New York City public school. Journal for Critical Education Policy Studies (JCEPS), 11(2).
Chikoko, V. (2021). Re-visiting the decolonising of South African higher education question: 
A systematic literature review. South African Journal of Higher Education, 35(1), 21-36.
Churchland, A. & Savatolhagh, F. (2024). Women are systematically under-cited in 
neuroscience. New tools can change that. https://www.thetransmitter.org/publishing/women-are-systematically-under-cited-in-neuroscience-new-tools-can-change-that/
Cole, T. (2012) ‘The white savior industrial complex’, The Atlantic, 21 March. Available at: 
http://www.theatlantic.com/international/archive/2012/03/the-white-savior-
Lemalu-Sankale, N. (2023, November 21). Beyond the ‘White Saviour’: A grateful African’s view on Mr. Beast’s wells. Medium. https://medium.com/@gratefulafrican/beyond-the-white-savior-a-grateful-african-s-view-on-mr-beast-s-wells-19935aa7e648 
Lopes Cardozo, M.T. (2012) ‘Transforming pre-service teacher education in Bolivia: From 
indigenous denial to decolonisation?’, Compare: A journal of comparative and international education, 42(5), 751-772.
MacDonald, K. (2006) ‘Psychology and white ethnocentrism’, The Occidental Quarterly, 6(4), 
pp. 2007.
Manathunga, C. (2020). Decolonising higher education: Creating space for Southern 
knowledge systems. Scholarship of Teaching and Learning in the South, 4(1), 4-25.
Meyer, A. & Rose, D. (1998) ‘Learning to read in the computer age’, in Chall, J. (Series Ed.), 
and Onofrey, J. (Ed.), From reading research to practice. Cambridge, MA: Brookline Books.

Moncrieffe, M., Race, R., Harris, R., Chetty, D., Riaz, N., Ayling, P., ... & Steinburg, S. (2020). 
Decolonising the curriculum. Research Intelligence, 142(9).
Neville, C. (2023). Developing critical decolonial awareness and reflection in language 
teachers at post-primary level: empowering student language teachers as agents of change. Irish Educational Studies, 1-21.
O’Neill, S. (2024) ‘Decolonising politics curricula: Exploring the experiences and views of 
racially minoritised students’, Learning and Teaching in Politics and International Studies, pp. 1-19. DOI: https://doi.org/10.1177/02633957241276065.
Peters, M. A. (2015). Why is my curriculum white?. Educational Philosophy and 
Theory, 47(7), 641-646.
Phiri, P., Sajid, S. and Delanerolle, G. (2023) ‘Decolonising the psychology curriculum: a 
perspective’, Frontiers in Psychology, 14, pp. 1-6. DOI: https://doi.org/10.3389/fpsyg.2023.1193241.
Pinar, W.F. (1975) The method of currere. Paper presented at the annual meeting of the 
American Educational Research Association, Washington, DC.
Pinar, W.F. (2011) The Character of Curriculum Studies: Bildung, Currere, and the Recurring 
Question of the Subject. New York: Palgrave Macmillan.
Quirke, M., Mc Guckin, C. and Mc Carthy, P. (2023) Adopting a UDL attitude within 
academia: Understanding and practicing inclusion across higher education. London: Routledge.
Quirke, M., Mc Guckin, C. and McCarthy, P. (2022) ‘How to adopt an “inclusion as process” 
approach and navigate ethical challenges in research’, in SAGE Research Methods Cases. London: SAGE Publications, Ltd. DOI: https://dx.doi.org/10.4135/9781529605341. Available at: http://hdl.handle.net/2262/100275 (Accessed: 24 September 2024).
Shain, F., Yıldız, Ü. K., Poku, V., & Gokay, B. (2021). From silence to ‘strategic advancement’: 
institutional responses to ‘decolonising’ in higher education in England. Teaching in Higher Education, 26(7–8), 920–936. https://doi-org.elib.tcd.ie/10.1080/13562517.2021.1976749
Shahjahan, R. A., Estera, A. L., Surla, K. L., & Edwards, K. T. (2022). “Decolonizing” curriculum 
and pedagogy: A comparative review across disciplines and global higher education contexts. Review of Educational Research, 92(1), 73-113.
Sloane, E. (2024). Trinity College Dublin renames former Berkeley Library after poet Eavan 
Boland. https://www.irishtimes.com/ireland/education/2024/10/09/trinity-college-dublin-renames-former-berkeley-library-after-poet-eavan-boland/
Story, M.F., Mueller, J.L. and Mace, R.L. (1998) The universal design file: Designing for people 
of all ages and abilities. Revised Edition. Available at: https://files.eric.ed.gov/fulltext/ED460554.pdf (Accessed: 24 September 2024).
Tembo, S., & Bateson, S. (2024). Before race: A literature review on de/colonial habits in 
play within early childhood. Journal of Early Childhood Research, 0(0). https://doi.org/10.1177/1476718X241241142
Walton, E. (2018). Decolonising (Through) Inclusive Education? Educational Research for 
Social Change, 7(0), 31‐45. http://dx.doi.org/10.17159/2221‐4070/2018/v7i0a3  
Zembylas, M. (2018). Reinventing critical pedagogy as decolonizing pedagogy: The education of empathy. Review of Education, Pedagogy, and Cultural Studies, 40(5), 404-421.











