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Abstract

Developing inclusive forms of higher education has proven to be challenging. The extent of such programs is relatively small, considering that education is a ratified human right. The project investigates how developing inclusive programs can provide education for people with disabilities and simultaneously instill new teaching methods that accommodate the entire group. The project challenges the prevailing view of knowledge as an expression of intrinsic values. By examining the synergy effect between diverse student groups and didactic innovation, the opportunity for authentic learning situations has arisen. This can prove to be an effective way of preventing the so-called “praxis shock” in higher education, while at the same time giving new social groups the opportunity to participate in and co-shape higher education. 
Findings suggest that inclusive forms of higher education with diverse student groups serve multiple purposes, such as providing new perspectives on knowledge and more authentic learning situations and demonstrating the quality of arts-based teaching methods. The findings also indicate how a propositional form of knowledge as the expected outcome of higher education is both limiting to the learning outcome for all students but also contribute to marginalization of certain groups in learning situations.  
With an increasing focus on inclusive higher education, the question remains whether this is in fact viable without exploring and challenging current views of knowledge and the teaching styles these uphold. Exploring the opportunities that emerge from inclusive programs with diverse student groups, incite didactical innovation that is sought after both on higher levels of education and in schools, where an increasing number of pupils are struggling to take part on the current premises. By offering inclusive programs within sector, the universal human right to education is realized, learning situations become more authentic, epistemological doxas are challenged and new methods of teaching can be developed. Reports have shown that institutions in higher education find the development of inclusive programs both necessary and desirable, but that questions around design, teaching methods and curriculum remain unanswered. This article aims to share experiences from the pilot phase of the implementation of inclusive modules in a bachelor’s degree, which can be useful when initiating similar projects in other institutions. 

Points of interests

· The article shares experiences from a research project where a bachelor program opened up a teaching module for students that do not have access to higher education, namely students with intellectual disabilities. The motivation is to fulfil higher education as the human right it is. 
· A diverse student groups both requires and incites the development of new teaching methods, which is something that can benefit both educators in higher education and teachers in schools.
· Educational and social studies are searching for ways to close the gap between life as student and life as practitioner. To do so such programs must move closer to the field of practice, as the other way around is not viable. 
· Arts-based methods can be fruitful, both as methods to facilitate learning in diverse group, and also as skills the students in such programs acquire. 
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Introduction

Inclusive higher education has proven to be a challenge to realize, although increasing efforts are made both theoretically and practically. The Convention on the Rights of Persons with Disabilities (CRPD) came into place in 2006, and article 24 states that "States Parties recognize the right of persons with disabilities to education." (United Nations, 2006). For decades before this, there have also been efforts to promote equal opportunities and access to the general education system, but the lack of real options has become more striking with each passing year. The disability gap begins in childhood, and increases throughout the school years, and persists in higher education (IFC, 2024). In 2012, half as many individuals with disabilities had completed tertiary education, compared to individuals without disabilities (UN, 2018). In 2023 21.2% of people over 25 years in USA who reported a disability held a bachelor’s degree, compared to 38.7% among the population who did not report a disability (PNPI, 2025). Even though few would dispute people with disabilities’ right to equality, a lack of necessary insight and ability to prevent exclusion and to provide both equality and equity in the educational system becomes evident. Key reasons for the lack of inclusive higher education, has been said to be: Social marginalization, lack of resources, inaccessibility, and “lack of commitment to inclusive teaching and learning practices” (Byrne, 2014; Claiborne et al., 2011; Kajee, 2010; Lintangsari & Emaliana, 2020). In  references to A. Boal) and the Social Presensing Theater (O. Sharmer & A. Hayashi ition, there is a significant structural obstacle in the fact that most existing courses require university admissions qualifications. In many cases eligibility entails completion of upper secondary school (Isopahkala-Bouret et al., 2018). In the current educational system, these qualifications are based on both structures and content characterized by certain ecologies of knowledge and epistemic blindness (Andreotti et al., 2011). This results in a system, which is likely to exclude many people with intellectual disabilities. These mechanisms constitute obstacles that can be said to be a “product of a lack of policy and support structures for the inclusion” (Lid et al., 2025, p. 71). In this context, intellectual disability is understood as “a condition characterized by significant limitations in both intellectual functioning and adaptive behavior that originates before the age of 22” (Tassé et al., 2021). 
The article presents results from a qualitative action research project conducted at the Rudolf Steiner University College (RSUC), where people with disabilities participated in a pre-existing teaching module on the Bachelor's Degree in Social Pedagogy. The project's intention is to address several challenges in the current educational system and investigate the synergic effect diverse groups in the search for solutions. The project has focused on three current challenges; “praxis shock”, objectification of norm-breaking fellow human beings and one-sided view of knowledge. A basic hypothesis in the research has been that diverse student groups require a didactic rethinking based on an epistemological re-anchoring that reflects a humanistic and holistic view on education.


Objectification and ableism

Structural objectification of people with intellectual disabilities is a significant unresolved challenge in higher education. As individuals with intellectual disabilities have limited access to higher education — in many contexts none at all— one can assume that teaching on topics such as disabilities takes place in their absence. Such teaching serves certain purposes, but it can be argued that it cements mental and social barriers, preventing deeper interpersonal resonance and understanding. There are several risks of teaching subject matters such as “Disability” and related topics. Such theorization is arguably “limited by a reliance on theoretical reflections from different disciplinary backgrounds rather than subjective accounts” (Wechuli, 2024, p. 145). The absence of individuals from the group in question in such lectures, can also lead to an exoticization of disabled people, where participants in such teaching contexts “reassure themselves of being normal by overstating difference and inequality” (Wechuli, 2024, p. 145). 
Arguably, no other group in society has experienced similarly painful stigmatization (Dixon et al., 2018; Ali et al., 2015; Nussbaum, 2004), and few are talked about more without being present. Rights activists have adopted the old slogan "Nothing about us without us" as a demand to incorporate people with disabilities into conversations and decisions that affect their lives and rights. This is rooted in a view of humanity and culturally conditioned attitudes towards behaviors that diverge from social norms, where people with disabilities are understood through the deficit model, which involves ascribed lack of achievement or learning “to a personal lack of effort or deficiency in the individual” (Wallace, 2015, p. 74). It is striking that the scarcity of higher education for people with other forms of knowledge and competences is still explained based on their individual shortcomings, rather than "failures or limitations of the education and training system or prevalent socio‐economic trends" (Wallace, 2015, p. 74). In addition, education is generally characterized by a conformity mindset, where some are labeled as "less able" or "disabled" (Robinson & Aronica, 2015, p. 36), and the current situation is characterized by both ableism and disablism. The former meaning a disability chauvinism based on a "hegemonic thinking where people with disabilities are valued lower" (Lid, 2022, pp. 231-232). Ableism “normatively privileges able-bodiedness; promotes smooth forms of personhood and smooth health, creates space fit for normative citizen; encourages an institutional bias towards autonomous, independent bodies; and lends support to economic and material dependence on neoliberal and hyper-capitalist forms of production (Goodley, 2014). The latter refers the “social, political, cultural and psycho-emotional exclusion of people with physical, sensory and/or cognitive impairments” (Goodley, 2014). Real inclusion of people who differ from norms currently has clear strategic and political frameworks (NOU: 18, 2009; NOU: 17, 2016), but if deeper attitudes diverge from these, they cannot be realized. Raising awareness about ableism and disablism is the first step towards changing these deeper attitudes. 

One-sided view of knowledge

A one-sided or biased view on knowledge in higher education institutions has been subject to increased scrutiny the recent years, and has been characterized as a colonized epistemological paradigm, ecologies of knowledge or epistemic blindness. The emphasis on theoretical and abstract forms of knowledge contributes to the impoverishment and devaluation of other forms of knowledge. Steps have been taken to decolonize curriculum and pedagogical practice, but efforts have been scarce and “met with great resistance” (Olsson, 2024, p. 63). The general discourse of decolonization has predominantly been driven by a global north vs global south dynamic, where groups related to ethnicity, gender, dis/ability and other cultural identities have worked to empower and legitimize their inherent epistemologies. Less focus has been placed on how colonized knowledge traditions also exclude people with intellectual disabilities, but research has increased in recent years (Itkonen & Pesonen; Lid et al., 2025). The discourse is an important tool in understanding the premises that prevent inclusive higher education.
The theoretical and abstract form of knowledge is the implicit goal in much of today's education and is described as proposisitional by Heron and Reason (Heron & Reason, 2008, p. 367). The current situation has been labelled as a crisis of knowledge within Western traditions, characterized by “abyssal thinking” (de Sousa Santos, 2007, p. 45). In this metaphor, the abyss divides human reality in two, where one "side" of reality is deemed legitimate. This causes challenges through "a lack of involvement which has led to the rise of abstract intellectual thinking and the story it tells about the world we live in" (Boland & McAlice, 2023, p. 11). And so, a fundamental problem arises in education, as the reality and potential of a human being goes beyond what is captured in a "verbal-intellectual way of perceiving the world" (Bortoft, 2012, p. 53). A practical consequence of prevalent views of knowledge is that acknowledgments of practical skills and the understanding of the value of artistic forms of work in education has diminished in recent decades. This development manifests in the academization of schools, and the systematic deprivation of practical and artistic subjects in recent decades (Randers-Pehrson, 2023), to “make room for more academics” (Ginsburg, 2007, p. 183). In the context of inclusive higher education this has particularly serious consequences, as inclusion and access presuppose an epistemic recognition that “epistemology is thoroughly social, deeply invested in power differentials” (Itkonen & Pesonen, 2025, p. 47). In fact, knowledge bases within academia can uphold structures that “serve to enforce injustices” (Connor & Gabel, 2013, p. 100). 

Praxis shock 

The above-mentioned epistemological scarcities and objectification, combined with the lack of authentic learning situations are arguably an essential reason for the so-called praxis shock, which has been a challenge in teacher training programs for decades (Smagorinsky et al., 2013). This issue is present in most educations relating to various social work occupations (Loft, 2024, pp. 14-16). It has become evident that students’ experiences during studies do not suffice as a foundation for the reality awaiting in professional practice. Which leads to a “collapse of the missionary ideals formed during teacher training by the harsh and rude reality of everyday classroom life” (Veenman, 1984, pp. 143-144). The challenge lies in clarifying expectations, and equipping students to stand in professional life in an endurable way physically and mentally, and to develop an authenticity in the role as a competent professional possessing the necessary practical skills. This requires learning situations that promote relevant practical knowledge and model constructive role understandings, which enable students to both tackle and act in the reality that awaits. 

Research on inclusive education

Over the past twenty years, inclusion and education has been the subject of increasing interest and research (Filippou, et al., 2025). The definition of inclusion has gone through many negotiations and transformations, and two main currents can be identified in the many definitions that are in play; descriptive and normative. The latter is said to be “dominating in reports on the implementation of ideas” (Baranowska & Leszka, 2019, p. 77).  As a field of research, it is multidisciplinary, and involves, among other things, pedagogical, psychological and sociological theories (Dyssegaard & Hansen, 2013). This article focuses on inclusive education, defined as a “high-quality educational response for all students, increasing the practices that lead to full participation” (Morina, 2016, p. 3). In this context diversity is understood broadly as differences in capabilities, gender, social and cultural origin, and “these differences are seen as a benefit rather than as a problem” (Morina, 2016, p. 4). 
There is little research on the relationship between teaching methods, inclusion and views of knowledge. A search in EBSCO using inclusion, higher education, epistemology as key words gave 0 hits. However, the work done so far implies strong relations between epistemological biases and lack of inclusion. The practical didactical implications remain to be explored, but on a structural level research traditions based on postmodernism, positivism and empiricism “do not leave space for other forms of knowledge, which is not just about epistemology (ways of knowing), but also about ontology (ways of being)” (Itkonen & Pesonen, 2025, p. 44). 
In the context of inclusion, there has been much focus on various forms of physical facilitation, such as universal design, accessibility, Braille, and technological aids that can support students with specific needs. Universal Design have undergone many transitions, starting out as a architectural movement working against the exclusion of people with disabilities, and more recently understood as a worldview; “a form of hope, a manner of trying” (Dolmage, 2017, p. 116). Despite these ideological transformations of Universal Design becoming a movement for people-centered infrastructures. Even though a place-based accessibility is not commonly accepted anymore, one can argue that in many HEIs it is still predominantly a matter of physical structures “accommodating difference” (Dolmage, 2017, p. 115), and “high reliance on potential place-based accessibility planning instead of people-centered approaches remains” (Hidayati, 2021). 
In recent years, there has also been an increased focus on marginalized groups that are statistically underrepresented in higher education, which has led to structural adjustments and arrangements to support participation from underrepresented student groups. In this context, multisystemic efforts are proposed to recruit more students from these groups, including financial support, quotas, individual facilitation using technology and increased work on well-being, health and inclusion (Wang, 2023). There has been some focus on tangible obstacles such as epistemology, adding equity to the foundation of equality, but relatively little efforts have been made to deconstruct the relationship between ethics, epistemology, and equality and equity (Cook & Taff, 2022). 
This has been addressed in attempts to reframe (dis)ability and education (Connor & Gabel, 2013). Additional research is needed to relate concepts such as bildung with deeper philosophical understandings of the educational context as such. Bildung, meaning the process of “becoming a person” (Drop & Mesker, 2024, p. 2), and can be useful in closing the cartesian divide that is still very much present in higher education, with clear distinctions between vocational and academic courses. It has been argued that the illusory division between mind and matter, is “the most persistent and third barrier for inclusive Bildung for all learners” (Drop & Mesker, 2024, p. 3). In a practical perspective, facilitations like longer examination time and accessibility to the physical learning environment is quite established, and some practical solutions have been developed, such as Universal Design for Learning (UDL) (Smith et al., 2019), but there is still a lot to be done when it comes to adapting teaching methods and teaching materials (Pedersen et al., 2025, p. 70). 
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Theoretical framework

This is an action research project drawing on cooperative inquiry, where focus is placed on social intervention and a stated intention to improve practice (McNiff & Whitehead, 2010). The method is a collaborative first- and second-person research practice developed by Heron and Reason (1986; 1997; 2001). It can be described as exploratory and participative, because it largely emphasizes first-person phenomenological experiences and because it uses the participants in a co-creative way in the research (Lumma & Weger, 2023). Co-operative enquiry emphasizes research, not on participants, but with them (Heron, 1996, p. 6). In the context of inclusion, this approach is especially important because “knowledge about underrepresented higher education students […] should be grounded on the experiences of the persons and communities in question” (Itkonen & Pesonen, 2025, p. 45). Co-operative inquiry is a suitable approach to avoid research about a given group, which can cause objectification, and to facilitate a co-construction “by the persons who hold the lived experience, or at least with said persons” (Itkonen & Pesonen, 2025, p. 45). The project aims to operationalize extended epistemology by facilitating and accommodating a synergic and cyclic interplay between experiential, presentational, propositional, and practical knowledge (Gayá 2021, p. 177). This applies for at least two levels of the project: How the research is conducted, meaning the design as an action research co-inquiring project. The second is how the relation between teaching and learning is understood, providing didactical implications.
Art has a central place in the project. Participatory research allows for what can be described as “artful knowing” (Gaya, 2021, p. 178). Artistic and practical subjects are an integral and essential part of the Bachelor's Degree in Social Pedagogy based on different objectives: as support for personal development and creativity in the work, as a specialization of theoretical learning material in another medium, to provide an understanding of the artistic forms of therapy, and for use as (social) pedagogical tools and techniques (RSUC, 2018, p. 15). Artistic perspectives are essential to the project, not only in the teaching and didactics themselves, but also with the idea that thinking can both be cultivated through, and take shape as, art (Eisner, 2003, p. 343) and movement (Sheets-Johnstone, 2009, p. 28). The development of the mind starts with the stimulation of the senses (Eisner, 2003, p. 341), inspired by Susanne Langer who places "embodied meaning and experience at the heart of human understanding and existence" (Chaplin, 2020, p. 257). 
First-person phenomenological approaches have increasingly gained legitimacy in research and challenges the "so-called third-person perspective (...) as the gold-standard approach» (Lumma & Weger, 2023). Understanding and management of data during the research is questioned, and it creates new opportunities for how qualitative research is presented and operationalized. This presentation of methods and findings follows the COREQ guidelines (Tong et al. 2007) for reporting qualitative data. 

Research context

Research context was a two-week teaching module, with a student group consisting of 11 bachelor's students, and 12 students with intellectual disabilities who had enrolled for the project. The topic of the module followed the course plan and was Communication and Guidance. The module is placed in the fourth course-year, hence exploring practical application of theoretical and practical knowledge is due. The bachelor's students had been informed about the project 10 months in advance. The background for choosing this context was a desire to work innovatively and inclusively with the existing study program. 
Teaching days lasted from 09.00 to 15.00 for the entire group. From 15.00 to 16.00, a reflection session was held for the bachelor's students. Considering that the research project was included in an educational pathway they were already in, a daily reflection was considered necessary. This was nevertheless ethically problematic, as such a division of the group compromised the basic intention of the research project. 

Recruitment of participants

Participants were recruited from the already existing student group, and through invitations sent to institutions in the Norwegian Social Pedagogical Association. This process had some issues associated with it, as employees who received the invitations effectively decided who should be invited. Some were in dialogue with the project leader and asked for more information in order to make considerations, but it should be assumed that employees in the institutions made decisive choices in regard to who received invitations. This is something that must be improved and made more transparent in future projects.
Interested participants were offered to participate in open digital information meetings, or to have individual conversations with the project leader to clarify whether this could suit them or not. Two participants took advantage of this option. The project leader also visited one larger institution to inform about the project. No participants withdrew from the project. 

Participants

The group consisted of 12 students with disabilities and 11 bachelor's students. The age range was from 18 to 52 years, of which 16 were women and 8 men. In addition, there were five teachers associated with teaching, here the age range was 37 to 62 years, of which three were women and two were men. Nor teacher nor participant recruitment were subject to age and/or gender criteria. One exception is that the participants must be older than 18 years.

Data collection

Data were collected in the form of participant observation through two full weeks of teaching and interviews conducted with ten of the participants. The selection of interviewees was made by the project leader, where a representative sample was the aim. During the module, the group was told that some of them would be asked to participate in an interview, but that everyone was welcome to sign up for this. Eleven participants were asked and ten of them said yes. The participant who declined did so on the basis that it was demanding to achieve in terms of time. The interviewees consisted of three men and seven women. Four of these were students with intellectual disabilities, two of them were teachers in the project and four of them were bachelor's students. It was also a variation regarding hometown, age and institutional affiliation. In the presentation of findings and in the discussion, quotations will be followed by a code, consisting of a letter and a number. The number is the participant's number in the analysis and the letter indicates which category the participant belongs to. T indicates teacher, S student with intellectual disability and B bachelor's student. Dividing the participants into categories is clearly an ethical challenge, and will be a topic under Researcher Reflexivity and in the discussion section. 
The interviews were conducted three weeks after the end of the project by the project leader on Teams, where the answers were written down along the way. The note was then sent to the interviewee for approval. The reason why the interviews were not recorded was to reduce any feelings of exposure, as some interviewees felt anxious beforehand. Two participants had a support person with them during the interview. This person mainly assisted with technical aspects, such as logging on to the software and making sure sound was functioning. The interviews followed an interview guide that the participants had been sent the day beforehand. The interviews lasted between 15 and 30 minutes. 

Analysis

In the analysis, four categories were used in a hypothetical-deductive approach. These were based on the theoretical problems and practical needs that the research aimed to address. The intention of the research is to investigate how and whether the project can contribute to these areas, and therefore a deductive analysis method was used based on the following analysis categories:

· Authentic learning situations 
· Views of knowledge 
· Inclusive higher education
· Critical perspectives 


Researcher Reflexivity

Action research has an explicit aspiration to create social change, and is considered suitable for "researching and improving educational practices" (Rönnerman & Salo, 2012, p. 2). Therefore, the research also has an ideological or value-based dimension. Furthermore, action research has been described as a practice in which the researcher’s reflexivity becomes essential to the research (McNiff & Whitehead, 2010, p. 11). Subjectivity should no longer be regarded as a drawback in qualitative research, rather transformed from problem to opportunity (McNiff & Whitehead, 2010, p. 11). Through reflexivity, the research can dissolve traditional ideas of objectivity, which can counteract the distancing and alienation of participants. This involves a shift from research on participants to research with them (Heron, 1996, p. 6), as touched upon in the Theoretical framework chapter. Through a deconstruction of the researcher's authority, research can take place on more reciprocal terms (Wasserfall, 1993, p. 25).
The project leader is an associate professor in Waldorf pedagogy and Anthroposophical Social Pedagogy. Previous experience consists of conducting teaching modules and seminars of this type a course leader, teacher and as an action researcher in similar projects, where one of them was an experience-based master's degree in Waldorf Pedagogy. Several articles about previous projects have been published. 
The project leader had a complex role, characterized by relations to most of the participants. Either as a lecturer at RSUC, as a colleague, as a teacher in a school context or as a teacher at similar seminars. For several of the participants with disabilities, travelling to Oslo to participate in higher education was a significant threshold. As a new and therefore complex situation, it stirred anxiety and uncertainty in some. Also, higher education was a new arena that could evoke associations to performance and comparisons and is known as a realm many do not have access to. A safe relationship with the project leader from other contexts was assumably decisive for several in the decision to participate. 
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Findings will be presented with reference to the mentioned categories of informants, where T is abbreviation for teacher, S for students with intellectual disabilities and B for bachelor students.  

Authentic learning situations

All interviewees in the B category highlights new and unexpected forms of learning. A recurring theme in these findings is that they discovered different dimensions in their fellow human beings' abilities or behavior, or that they understand something familiar with in a more profound way. Such learning moments arose in meetings with participants with disabilities, and are described as a source of new, in-depth insight. "[The participant] became a great inspiration to me, as someone who couldn't communicate, but who still did" (B2). On the same theme, it is pointed out that the artistic forms of teaching opened for new experiences. "My form of communication is perhaps very traditional; I could open myself up to communicating through artistic expressions," (B2). Another participant touches on this topic, and states that "I really like that relationship, to build relational bonds, just maybe when you also have to use the entire register of communication" (B1). 
Another finding describes a discovery in connection with a fellow student appearing not to be participating in the teaching and not comprehending the topic. "At that point I thought she didn't get anything out of this. And then I was in group work with her, and then she could talk about the topic and do it together. I thought that judging is quick, and you can be surprised. It was fun" (B4). One participant is inspired by the foundational attitude some of the fellow students, and how they were "here and now", (B2), without preconceived attitudes. "I surrendered to the process, and then came understanding and learning" (B2). 
These findings are examples of how authentic learning situations arise when participation on different conditions is facilitated. In a social pedagogical context, a diverse group is arguably particularly useful, because the experiences also have a direct transferable value to the professional context. 


Views of Knowledge	

In the module, emphasis was placed on variation in teaching styles and a holistic structure inspired by the holistic paradigm of education, which has had a particularly strong impact in art education (London, 2006; Caroll 2006). Holism focuses on the individual's perspective and aims at "the fullest possible development of authentic personhood" (Miller, 1992, p. 6), with balance, inclusion and connection as three central principles (Miller, 2007, p. 6). The goal was to accommodate different forms of knowledge, both explicit and implicit. As an example, the day started with an hour called morning assembly. Here we worked with breathing, yoga exercises, tuning-in socially and individually and mindfulness. The session[footnoteRef:2] was mainly characterized by calmness and silence and was intended to contribute to a listening and creative presence both towards oneself and others. In the interview guide, questions opened for experiences on three levels: bodily, socially and reflection. Four interviewees responded that they 'discovered' the body, exemplified in the statements 'I became aware that I was stiff' (S1), 'A lot of energy. Ease" (S3) and "Yes, I felt that I started to smile a little, or was in a good mood" (S1). Another participant describes that "I got a calm through the morning. How we started the day, that I felt in place" (B4). One finding compares this to past school experiences, and states that "I did not feel tired and heavy as I often did in school. It was the alternation between so many different activities, we worked on both the body and the mind" (B3).  [2:  Exercises inspired by, among others, the Theater of the Oppressed (A. Boal) and the Social Presencing Theater (O. Sharmer & A. Hayashi) 
] 

The module's theme was communication and guidance, and the teaching aimed to create experiences with these topics in several ways and on several levels. Here, the findings show that experiences were made both in relation to how people with disabilities are traditionally perceived, but also in relation to teaching styles. One participant stated that "we need to unlearn the idea that speaking in front of people is the only and best way to communicate. There were many ways to understand each other and communicate, and I felt that there was a lot there. It became clearer because there were so many different people together" (T1). The different forms of teaching were highlighted by several as a quality, and one participant expressed "That the instruments can be used to communicate with everyone. It was a real eye-opener for me" (B2). 
When asked what reflections or new perspectives the module provided, the participants gave varying statements. Also, during the module, this was a very lively topic that more and more people expressed interest in, and the question of what knowledge really is was repeatedly discussed. The statement "We are very used to thinking of learning as intellectually conditioned. So, the whole project challenges this way of thinking, so if you don't understand it, you can feel that the level is low" (B3), gives an indicator of how the project challenges both its participants, but also current norms. Several of the participants reflect on their own and societal perceptions of knowledge, and one can get the feeling that there are "negotiations" going on between previous and newly acquired ideas about knowledge. This dynamic is evident in the following statement: "In fact, it is difficult for me to say, 'I have learned this and that.' In one way, I can say that I have learned less than I normally do in school. I can't come up with seven technical terms that I've reviewed. But I am fully aware that I have learned something, but in a new way. I have learned something in my body, I have learned something in my heart, which is beyond words" (B3). 
The quality of artistic teaching methods is echoed by several participants, where the discovery that everyone can communicate through artistic expression is central. "I got a theoretical and bodily experience of communication through the artistic expressions. The fact that everyone had a platform from which they could participate. That was wow-moment for me" (B2). 

Inclusive higher education

The overarching theme of the project is inclusive higher education, and an attempt was made to realize this by creating a multifaceted learning environment with opportunities to participate in different ways and with different prerequisites. Therefore, what takes place both in and between lessons is crucial. A more general aspect of this was highlighted by two of the interviewees: The travel to Oslo in itself and the mere commitment to a two-week project. "The fact that I made it, was an important experience for me. I was able to travel to Oslo, and be with strangers, be in a hotel room. That was pretty big for me. To know that it is possible, that I can do it" (S2). Another student also highlights this as an important experience. "I was very happy that I was part of the two weeks. That I opened myself up to this. (...) I have learned that everything is possible for those who have it harder than other people. That they can also do this in a different way. That everyone can do this, but in other ways" (S3). The findings show that it was largely perceived as inclusive for all participants, and that it was possible to participate with different starting points. "It was kind of like even if you couldn't do the task as it was, you could participate. Then you got an alternative instead" (S2). 
If we go from the overall aspect of participation, and look specifically at learning experiences, the findings are diverse. All of them are clear that diversity was a quality. Exemplified with the statement "I experienced diversity as a great strength, and I experienced that the space for being yourself was greater. To be able to be silly, in a creative mode, because the group was so diverse" (B3). A different interviewee makes a point of how students contributed to the academic community in different ways and states that "the best comments or input [can often] come from people who do not usually have access to higher education", L2. Several describe a good social environment where “no one was left out” (S3), with “good support” (S1), and “joy” (S3), and that it “was definitely inclusive” (S2). 
The findings are characterized by enthusiasm and positive experiences of how inclusion can be take form in higher education, and one participant states that "It was something new, like a sprout of something future-like. It was kind of in line with what I believe in and how I wish the world to be" (B3).  

Critical perspectives

The findings are characterized by a general expression of satisfaction and joy over having participated in the module. This is consistent throughout each interview. At the same time, critical remarks and expressions of demanding aspects of the project are being made. When asked about the composition of the group, one participant replies that it was "A large spectrum. I found it difficult to embrace everyone" (B4). When asked if the module was perceived as inclusive, one participant expressed that "I think there was a lot of space for the guest students, but what was it like for the bachelor's students? I think about what it was like for them" (B3). A couple of other participants state that they appreciated the sessions for bachelor's students only, and "that not everything was together" (B3). It is also expressed that it was "not so easy to settle in socially. It was a meeting between expectations, old forms, and this new situation" (B4). There were also statements of the opposite opinion, which problematized the division, exemplified in the findings: "Dividing the group into two (...) It was not inclusive. It was very clear that some were "capable" and get credits, and those of you who don't", (L1) and "I saw that the bachelor's students were one group, and the guest students were one group. I think it was very unwise that we didn't mix these groups better. I think it would be nice for the bachelor's students if we had mixed the groups more" (S3). Another participant answers the following to the question about inclusion: "It became very inclusive, not in the academic aspects. There I felt that I did not get what I came for" (B2). In other words, the findings are complex, but touch on a field of tension that is evident in the statement "it's strange that I, who in a way work for inclusion, find it so difficult when it has to take place in my own course" (B4). 


Discussion

The discussion will focus on challenges and critical perspectives from the findings. 

Philosophy of knowledge

Even though there is talk of a «corporeal turn» (Sheets-Johnstone, 2009) in the arts, humanities and sciences, it can be argued that there are no such tendencies to be found in higher education in Norway. There are also several programs that are moving in the direction of more digital teaching and interaction, which is also being encouraged centrally (DIKU, 2022; NIFU 2022). Digitalization is arguably commodifying the educational system (Biesta, 2006), which strengthens a notion of knowledge as sets of “data” and “facts” that can be subject to transactions between human minds. More recently questions have also been raised about the equalizing power of digitalization, and to what extent digitalization is commodification masked as empowerment (Armila et al., 2024). The escalating utilization and promotion of digital tools in education is not unambiguous, as technologization “can make educational relationships empty of the reciprocal connections that still are seen as necessary conditions for positive human development” (Armila et al., 2024, p. 559). A bodily and practical foundation of teaching would accommodate a wider range of students, because all people have experiential knowledge (Heron, 1996). In several findings, participants reflected on what they had learned, and some stated that they had learned more than usual, but not as much of what they referred to as “professional”. This incites reflections on what is meant, as it can be perceived as if professional is synonymous with theoretical. Such conceptualizations of professional knowledge can hinder experiences of learning because theoretical knowledge is associated with higher status, and the individual is therefore not aware of the other knowledge forms acquired. Furthermore, it could be pointed out that theoretical knowledge becomes valuable—and perhaps actual knowledge —insofar it is operative, i.e. when it is an integral part of practical knowledge. This indicates that the epistemological limitations have real-life consequences, and that the current view of knowledge must be expanded. The project is based on perspectives from Heron and Reason’s extended epistemology (Heron & Reason, 2008), which shows how the propositional knowledge is one part of practical knowledge. Rudolf Steiner's assumption of individual experience as the basis for all knowledge (Steiner, 1922) also constitutes a fruitful component of these reflections. This approach is also widely supported by several contemporary thinkers, for example by Sheets-Johnstone, who advocates a belief in "experience as the grounding source of knowledge, and a dedicated examination of experience as the testing ground of one's knowledge" (Sheets-Johnstone, 2009, p. 2). Fruitful conversations and reflections on the value of other forms of knowledge arose during the project, and a growing awareness of the epistemological complexity emerged. Parallelly an increasing appreciation for differences in approaches and abilities grew, and the participants expressed a deepening and expansion of perspectives related to inclusion as a result of this.

View of knowledge as a view of humanity

The project can be perceived as an inclusion project for the benefit of marginalized groups in society. But the project also raises the question of whether a lack of inclusion of certain people based on their needs and their behavior is also an indication of a lacking integration of certain needs and abilities in all people. A one-sided view of knowledge, a product-oriented view of learning (Løndal & Fasting, 2016, p. 97), a strong focus on the individual, and a performance- and competition-based society (Warholm, 2023; Hjortkjær, 2024) create self-images with little room other sides of human experience. Namely, human capacities that benefit from time, space, immersion, sensory experiences and care for body and mind. A basic hypothesis of the project is that by creating a more inclusive educational system, we also cultivate a society where everyone is given the opportunity to develop their whole selves. Several findings support this hypothesis in the sense that bodily and emotional experiences are highlighted as important learning, and that the design of the module itself created greater calmness and awareness in the body and mind. The findings also demonstrate how abyssal thinking is part of the contemporary field of thoughts and concepts. Therefore, forms of experience that are difficult to define and communicate are referred to as "beyond words". 

Inclusive higher education and disability chauvinism

The project has several ethical challenges, including the division of interviewees into analysis categories. Such a division will assumably contribute to maintaining structural ideas about "us" and "them". One may ask whether a project that works for inclusive higher education risks being counterproductive when it presents "findings" about categories of people. Distinctions in themselves are not necessarily a problem, but when they potentially correspond to an internal and external identity, it can become an obstacle to human development. The trade-off around the use of analysis categories is demanding, because it is not possible to use the concept of inclusion without references to concepts of categories, exclusion or discrimination. Furthermore, the reality is that higher education is currently discriminatory. “At a structural level, it can be said that a society that is not planned on the basis that the citizens who live in society have different functional abilities becomes a discriminatory society” (Lid, 2022, p. 237), and this arguably applies for higher education in specific. In the context of education, there is an unconcealed discrimination and exclusion in the fact that many people with disabilities, and most people with intellectual disabilities do not have access to higher education. Based on this, the conclusion of operating with analytical categories have been reached.
Another ambivalence lies in inviting a defined group of people into a context they have not previously had access to. It then cements the idea that this is effectively one group. A fact as banal as it is precarious is that people with disabilities are just as unique and unfathomable as everyone else. Nevertheless, many people with disabilities “experience being considered less valuable than others and are met with stigmatizing attitudes” (Lid, 2022, p. 236). 
Relationships can be regarded as a methodological weakness, because they can lead to positive biases on the part of both the researcher and the participants. The role of the relationships in the project can also weaken the transferability and the verifiability of similar projects. On the other hand, it has been argued that a qualitative research project of this kind “will only produce findings that are tightly situated” within the context of the intervention, and that “attempts to locate ‘the same’ results using qualitative methods are futile, given the contextual, personal, and situational influences of this approach” (Pownall, 2024, p. 107). In the context of education, relationships are arguably essential to teaching quality, and at the core of social pedagogy. Furthermore, relationships can be especially important for people who are less able to make use of general (often written) abstract information, and from this create a picture of what an impending situation will be like. The relationship with a familiar person can function as a bridge to the situation and thus make it manageable in advance. 
A project of this type explicitly targeting a group of people is caught in a so-called catch-22; it is problematic to do so and it is problematic not to. When addressing discrimination against other groups of people, it will always involve a form of ableism and concealed structures of power. Such structures and abuse of power in social work have been a topic of research (Wolfson, 2017), and a lot of work remains to deconstruct this field. Every day, thousands of people with intellectual disabilities live their lives on other people’s terms and perceptions of what is desirable and normal (Owren & Linde, 2019). Considering this, achieving self-determination for students with intellectual disabilities is an important, but highly complex challenge. In this work one can draw on ideas from the corporeal turn, and insights into experiential and preconceptual forms of knowledge. These are essential anchoring individual experiences of boundaries, and based on this, develop integrity. Such processes require larger margins both in time and in space for individual differences, but a lot can happen when building individual integrity is the target of skilled and varied methodologies. Here, experiential and preconceptual forms of knowledge form the basis for further reflection and awareness, and the development of practical knowledge, in an approach that values qualitative and integral dimensions of knowledge. 

Inclusion and social roles

Some participants expressed that it was occasionally demanding to participate. Some based on uncertainty about their own abilities and lack of experience with similar contexts. Others based on unfamiliar social and professional situations, where previous understandings of roles from similar contexts proved insufficient. The project assumes major upheavals in the social structures most of us are socialized into. Human change processes can take a long time, and then frustration should not only be taken into account but also understood as an expected and essential part of development. It is conceivable that the frustration comes from the fact that participants are challenged by the community, and that this can thus be understood as part of a positive development. Participants who describe demanding aspects of projects are also very positive and expressed a wish for more of such initiatives. Considering this, future participants should be prepared for the fact that it may be challenging to participate, be assured that there is nothing wrong with feeling resistance or uncertainty and be reassured that there is room for everyone's experiences and needs.
Challenges related to unclear relationships and understanding of roles point to a potential for development in social pedagogical professional ethics and practice. Here, one can interpret some of this frustration as an expression of the fact that it is demanding to stand in a role, and thus that the role itself proves to be inapt. Projects of this type can help to develop greater authenticity in the role of the social worker or educator, and this can be a topic in ongoing and future courses. 


Conclusion

The current educational system has been criticized for being commodified (Biesta, 2006), industrialized (Robinson & Robinson, 2022), theoretical, quantitative (Boland & McAlice, 2023), and capitalist (Freire, 2018). It is designed for some aspects of the human being and for some parts of society. This causes exclusion, where many citizens do not get equal opportunities to explore, develop and educate themselves in adulthood. And it leads to alienation on individual levels, where certain capacities and aspects of the human being are not cultivated and sometimes directly opposed. 
Findings in this project indicate the values of a student group containing students with and without intellectual disabilities. This can lead to the development of teaching styles and methodology that provides more comprehensive learnings for all students, where synergies between experiential, presentational, propositional and practical knowledge is stimulated throught varied teaching styles, including arts based approaches. Findings also indicate that such diversity in groups can accommodate the so-called praxis shock, by provding more authentic learning situations within social work courses, model methods and approaches and contribute to the need for inclusive higher education programs. 
There is a need for an educational system that not only accommodates but promotes experiential and preconceptual knowledge, and that works in an integrative tradition of knowledge in which human cognitive, social, emotional abilities are utilized and cultivated synergically (Bear & Skorton, 2019). The article has indicated that developing inclusive higher education where students with intellectual disabilities both experience equality and equity requires a renegotiation of views of knowledge. This is necessary developing new approaches to teaching and learning, that can enable a more inclusive higher education.
Through a diverse didactic approach based on an extended epistemology, where art and artistic perspectives have a key position, it will be possible to approach a more future-oriented and human-friendly educational system. This is arguably the necessary foundation for an inclusive higher education, starting from what is common, not “accommodating difference” (Dolmage, 2015, p. 117). The core in this is empowering, exploratory, creative and health-promoting teaching methods. Such an educational system will not only be inclusive of some norm-breaking social groups such as people with intellectual disabilities, but it will also be a step on the way to realizing a greater potential in everyone, and thus be able to become a social, cultural and scientific-theoretical arena for those citizens in society who want to pursue higher education.
The project aims to contribute to current policy and practice, and first and foremost policy makers should look at admission criteria for higher education, so that higher education institutions are able to admit applicants with intellectual disabilities. Moving forward in the development of inclusive higher education, it is essential to find ways of uncovering the potential of diverse student groups. Research projects that approach inclusive education as a field of possibilities to be discovered, not problems to be solved, will not just adhere more strongly to the rights dimension of inclusion. It will likely be better equipped creative new contexts and teaching and learning, that are more in accordance with the potentials and needs that today’s student population have. Research on admissions, curriculum, teaching styles and learning objectives in light of decolonized epistemology is necessary. 
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