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This paper first outlines briefly the present status and position of the Roma/Gypsies in
the Greek context while it gives a review of education policy and provision. Secondly,
it indicates that Greek primary teachers lack adequate preparedness for the challenges
accompanying contemporary educational multiculturalism and social justice issues.
The following part is focused on the training of teachers and the need to educate and
prepare them further on specific intercultural issues as well as methodologies for
teaching in multicultural classes. Finally, the paper indicates the importance of
teacher training to combat racism and promote social justice in classrooms and
schools through critical education and empowerment/ emancipation processes of
Roma children, and how those two pedagogical philosophies (intercultural and
critical) may converge within teacher training praxis.

Introduction: Underachievement and exclusion

In modern and post-modern complex and multicultural societies, education plays a
major role to integrate all children and endow them for making the best use of living in
diversity by developing social justice discourses (Churchill, 1985; Coulby, 1997;
Sleeter, 2001). The 'Learning to live together' message is central to UNESCO's mission
as one of the four pillars of knowledge essential to full personal and social
development in the 21st century (Tibbitts, 2005).

Meanwhile, education is reckoned by many minority ethnic groups worldwide as the
pathway out of discrimination and dispossession for their children. However, some
groups seem to fare worse than others. The Roma comprise one of the most vulnerable
and stigmatised ethnic, cultural and linguistic minorities in Europe and is a socially
excluded group in Greece (Tressou, 1997).

Both in the European Union countries as well as to those of Eastern and Central
Europe (Ringold, 2000; United Nations Development Programme/ UNDP, 2003; 2006;
European Roma Rights Centre, 2005) Roma people and their children have suffered
considerably in the past and many of them still suffer (Fraser, 1992; Liegeois, 1994;
Kenrick & Puxon, 1995; Brearley, 1996; Amnesty International, 2006). The situation
of Roma communities is generally poor due to denials, tensions and conflicts, and this
has a fundamental impact on children's school attendance (Faure, 2003).

Many studies have pointed to the educational exclusion and underachievement of
Roma (Ivatts, 1999; Mariano, 2004; Demetriou & Trimikliniotis, 2007; Cudworth,
2008; Hawke, Seghedi & Gheorghiu, 2008 among others). The educational state of



48 Teacher training in Roma education in Greece

Roma children in Greece is also described as “low school enrollment percentages,
premature termination of compulsory education, unmannerly stance by classmates,
parents and teachers” (Markou, 1997, p.60).

More concretely, several Roma children live out of reach of schools, and if there is a
school accessible, it is mostly dependent on the attitude of the teachers and the other
children whether the Roma students will feel welcome. This state of affairs has caused
the creation of predominantly Roma schools in various areas around Greece
(ghettoisation) (Greek Helsinki Monitor and Minority Rights Group, 2000).
Consequently, other reports on Roma (as national or autochthonous minorities) in
Greece (Luciak, 2004) show inequitable treatment on a daily basis and
underachievement (Katsikas & Politou, 1999; Frangoudaki & Dragonas, 2000;
Georgiadis & Zisimos, 2005).

The responsibility is primarily put on Roma children, in blaming their way of life as an
obstruction in integrating in the school system. The Roma culture is often seen as
something inferior and is not recognised within the majority school system. Therefore,
Roma children are condemned to school failure by the organisation of the school
system, which stigmatises them and takes into consideration only their 'virtual reality',
the identity that the society has constructed for them (Goffman, 1963), and not their
actual reality, that is, the identity an individual has created for him/herself.

Policies and teachers

The formal policy from the Greek Ministry of Education was based on assimilating the
Roma children in the Greek culture and way of life since the school has a strong
ethnocentric character. In 1985, the Ministry initiated information to schools about the
existence of Roma children to be included in all the other sensitive population groups.
In 1987 national responsibility of education of Roma children changed hands and is
under the supervision of the General Secretariat for Public Education.

The pressure from the European Union on the Greek Ministry of Education to reform
educational policies, including the provisions made for the Roma students has forced it
to take action in this particular matter in 1994-1995. The implementation of Reception
Classes and Support Classes for Roma students was the scheme that was put into
practice. The above policies were moving under an assimilationist perspective, valuing
the dominant culture before other culture(s). It seems that “the Roma children are
introduced into the Greek educational system as special case and as their progress in
the school system continues it is silenced by the formal educational talk” (Katsikas &
Politou, 1999, p.95).

The only encouraging action that has been put into practice was an experimental
programme by the Ministry of Education in co-operation with the University of
Ioannina focused on educational needs of the Roma students. Its duration spanned over
three years. The programme was divided into three parts: The first part was research
and studying with the aim to conduct special curricula and supporting educational
material. The second part was the production of new teaching materials and the choice
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of a modern methodology in order to rewrite some of the school textbooks, i.e. the
language textbooks or the production of dictionaries and writing guides for the Greek
language. The third part was focused on the training of teachers and the attempt to train
them on specific intercultural issues as well as the methodology to teach in
multicultural classes.

Nevertheless, the outcomes of this programme were vague, fragmented and not
sufficient enough to ameliorate the situation. There are still no provisions in place for
encouraging effectively the promotion of diversity in Roma education: the language,
history and culture of various minorities is still not taught in any school; very limited
language support is offered to students whose mother tongue is not Greek; the curricula
and textbooks developed by this project are not used in those schools with Roma
students; there is no provision for teacher training in diversity management
(Dimitrakopoulos, 2004).

Therefore, it seems that the educational policies for Roma students are very poor and
inadequate to cover the wide range of problems that exist in Greek society. There
seems to be a tendency for schools try and keep Roma away for fear of damaging the
school’s reputation and prestige. A larger problem is that many Roma children are not
aware of their rights. They fear possible harmful consequences if they file a complaint,
and they often do not trust official institutions to solve their problems.

With the exception of the Programme for the Education of Muslim Children (PEM)
(cited in Dragonas & Frangoudaki, 2009), there is no educational initiative in the
Greek educational terrain that takes into account Roma children’s home language
(Kostouli & Mitakidou, 2009). With the motto 'addition not subtraction, multiplication
not division', PEM as a large-scale, interdisciplinary project for reforming the
education of Muslim children in Thrace, and has been running without major
disruptions in administrative or staff services since 1997 (Dragonas & Fragoudaki,
2008; 2009). Hatzisavvidis (2007) suggests that the school for Roma children might
attempt radical changes in its structural, morphological and functional elements. To be
successful, such changes have to be undertaken by the Roma community
(Hatzinikolaou & Mitakidou, 2005; Mitakidou & Tressou, 2007).

PEM has been appeared capable in building bridges across differences, negotiating
conflicts, and inventing successful compromises. Lately, PEM informs that
participation in education of Muslim minority pupils, including Roma pupils, has
highly and quickly improved (Fragoudaki & Dragonas, 2004; PEM, 2007). The PEM’s
new educational materials and teachers training (Androussou, 2002; Androussou &
Askouni, 2003) proved to be the most challenging fields. For an average of 120 hours
per year, both primary and secondary teachers were trained in bilingualism, didactic
and pedagogic skills, use of the new materials, social and gender inequalities,
classroom dynamics, identity issues, discriminations and the negotiation of differences
(Androussou, 2002).

From this perspective, teachers have an important role to play in turning exclusion into
inclusion and empowerment (Gundara, 2006; Vuolasranta, 2006). It is essential for the
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case of Roma, that in the effort to accommodate and gain the benefits of attaining
diversity in classrooms, teachers are placed on the front lines. Teachers are in a unique
position to influence the course of events in those places where racism comes to the
surface. But in order to contribute to such enterprises, teachers need to be capable of
identifying aspects of racism in their schools and understanding its workings.

Yet teachers are often poorly prepared and trained for working with diverse groups of
children. Education departments around the European Union are beginning to prepare
teachers for in pedagogical theory for multicultural classrooms, but there is
considerable variation in how departments interpret this discipline. Although most
teacher training programmes may include some issues of multicultural /intercultural
education into their course offerings, evidence suggests that these efforts have been
insufficient to keep pace with diversity management.

Moreover, if teachers are expected to meet the challenges associated with cultural
diversity, then they will need to acquire new knowledge and attitudes. Many teachers
have been educated in an environment and at a time when little notice was afforded to
evidence of prejudice and discrimination. Their community experiences were often
sheltered and circumscribed (Gay, 1993; Nieto, 2000; Au & Blake, 2003).
Additionally, Marshall (2004) argues that traditional training for teachers reflects a
culture that has marginalised issues and concern for social justice. Thus, equity and
justice cannot be an ‘add-on’ to regular education, but needs to be interwoven into all
aspects of teacher training. Thus, there is a need for a more elaborated provision of
teacher training when it comes to intercultural education and critical pedagogy.

Teacher training for Roma education

The intercultural obligation

Teachers’ training is a crucial responsibility in education that has attracted the attention
it deserves within intercultural terrain recently (Banks, 1991; Gay, 1992; 1993; 2000;
2002; Goodwin, 1994; Chisholm, 1994; Grant & Sleeter, 2006). Pena (1997) stresses
that research on teachers’ perceptions, indicates that teachers have very little
knowledge about their students, since they spend little time in getting to know them. At
the same time students from minority groups (especially the Roma) experience a sense
of rejection due to their teachers’ perceptions (Vavrus, 2002; Cochran-Smith, 2004).

Teacher training institutions have a key role to play in enhancing intercultural
education as the teachers educated within such institutions affect the lives of many
future generations (Gundara, 2006). Munn (1996) suggests that teacher training
faculties at colleges and universities need to be suitably prepared in cultural diversity
pedagogy in order to be able to provide pre- or in-service training on the topic. Gorski
(2000) recommends that teachers, researchers, activists, and social justice advocates
must continue to practice and apply multicultural education inside and outside the
classroom. Moreover, Wallace (2001) emphasises the need to increase multicultural
educational provisions in the mainstream curriculum for pre-service teachers, who also
need to involve themselves in critical reflection about the ethnic make-up of their local
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community. Gay (1994) and Ladson-Billings (1994, 1995) recommend that the teacher
training interventions might develop a theoretical and practical connection between
cultural relevance and achievement.

In addition and within the framework of the European Union member states’ education
systems and in-service teachers’ training schemes, there is a need through training
programmes to combat discrimination (Gill, Mayor & Blair 1992; Derman-Sparks &
Phillips, 1997; Roman & Eyre, 1997; Bhopal, 2004) and focus at social inclusion,
integration and empowerment of Roma people and Romani culture in education
(Cockrell, Peggy, Placier, Cockrell & Middleton, 1999; Faure, 2003).

Within this line of thoughts, the major step towards social inclusion and empowerment
of Roma lies in the improvement of their access to education and in improvement of
their involvement in educational institutions. This is where social justice must become
a cornerstone of teachers’ praxis and has to constitute a main interest within teacher
training especially in the Greek context regarding Roma.

The critical necessity

Social justice has become a core critically oriented concept in teacher training because
it is defined in terms of its educational Reconstructionist function. It has been
described as an idea of questioning and analysing school practices and policies (Nieto,
2000); values and politics pervading education (Oakes, 1995); teaching consciously for
social change (Ayers, 1998), social empowerment and activism (Sleeter, 1996). Social
justice is the most important term of critical pedagogy that includes the entire key
terminology of critical pedagogy: 'empowerment', 'voice', 'emancipation', 'dialogue',
'social change'.

Scholars of critical pedagogy indicate that the primary charter of critical teachers is to
empower the powerless and transform those conditions which perpetuate human
injustice and inequity (Freire, 1973; McLaren, 1998). It also aims to restore stolen
'voice' to marginalised groups (e.g. Roma) (Freire, 1973; Hatzinikolaou & Mitakidou,
2005). Socio-cultural awareness and emancipation (Giroux, 1994; McLaren, 1997)
further entails an understanding that differences in social location are not neutral, while
some positions are accorded greater status than others and differential access to power
(Foucault, 1977). Because differences in access to power profoundly influence one’s
experience in the world, teachers need to comprehend how Greek society is stratified
along racial and ethnic (e.g. Roma), social class but also along gender and sexuality
issues.

Teachers might engage themselves in their training to deepen their knowledge base and
uncover their own assumptions about equity, race, poverty, language, gender,
sexuality, and disability. This training will help to build a solid knowledge base and
allow teachers to better understand themselves, their beliefs and values vital to their
teaching. It must confront inequalities and expose the system of domination and the
structures of oppression (hooks, 1990). Teacher training might enable teachers to
provide witness and testimony to the subjugated, the forgotten, the oppressed, and the
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victimised. We cannot achieve democracy and social justice in education without
understanding power, what it is, who has it, and how it is exercised (Foucault, 1977).
Teachers might demystify the social discourse by being dialectical and dialogical
(Freire & Shor, 1987).

The purpose of the educator and the educated in a dialogue between equal partners is
called praxis. Praxis in education aims to bridge the gap between theory and action that
effectively brings change and transformation. Therefore, teaching for social change
(Freire, 1973; Greene, 1998; Nieto, 2004; Giroux, 1988) means that teachers can be
prepared to develop the habits and minds of transformative practice, and to understand
teaching as a socio-cultural and political endeavour (Cochran-Smith, 2004; McLaren,
1998; Nieto, 2004) and change agency (Ayers, 1998; Giroux, 1988).

In this line of thoughts, teachers might become 'cultural workers' (Freire, 1998; Gay,
1993) and 'transformative intellectuals' (Giroux, 1985). Such teachers are socially,
politically, personally and professionally devoted to educating excluded or poorly
served children (Nieto, 2000) (e.g. Roma). Teachers might comprehend that social
inequities are produced and perpetuated through systemic discrimination. They need to
critically examine the role that schools play in this reproduction and legitimisation
process. Consequently, teachers might improve their abilities and efficiencies
especially on handling racism. “Schools, teachers and head-teachers have been
expected among other important tasks to rescue children from poverty and destitution;
to develop tolerance among children in a world where adults are divided by religious
and ethnic conflicts, and to cultivate democratic sentiments in societies that bear the
scars of totalitarianism” (Hargreaves, 2003, p.3).

A principled teacher will be proficient enough to take steps to empower those who are
socially deprived (Gold & Evans, 1998). The challenging issues for teachers in such
school contexts call for an approach that aims at ensuring, at least, that policies and
initiatives are implemented in just and equitable ways. The difficulty in transforming
the reduced social capital into cultural capital (Bourdieu, 1986) limits the capacity of
children stigmatised as ‘different’ to take advantage of the cultural capital that the
schools offer. This usually means building on the forms of 'social capital' (Gamarnikow
& Green, 1999) that students do possess rather than being restricted by the social
capital they do not possess.

Epilogue: Conclusions and future training hopes

Educational and exclusion failure of Roma students are the major problems in most
European educational systems, including Greece. The reasons that cause the problem
and the myths that exist around these causes, which are most frequently attributed to
the Roma themselves, were critically juxtaposed in relation to the educational policies
that have been implemented or not implemented in Greece, during the past few years.
Teacher training is part of the 'picture'.

Research all over the world signifies that teacher training on these issues, as far as
intercultural education is concerned, is insufficient or in many instances, non-existent
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(Allemann-Ghionda, 2008). In many cases it is regarded as a luxury which cannot be
afforded in a time of scarcity of resources, or as a controversial politically sensitive
area best avoided. Teachers cannot be expected to be successful in teaching
'interculturally' without specific training (Le Roux & Möller, 2002).

Therefore, today it is no longer adequate for teachers to merely learn how to be
sensitive to their 'different' Roma students and their culture(s); they must practice the
habits of transformative praxis and social change agency, too. Training Greek teachers
is mostly focused on technical proficiency while ideology and social change is
neglected. Thus, a critical teacher of social justice would commit to preparing teachers
for transformation, socio-political realisation and social change. Given the complexity
of contemporary multicultural Greek society and the challenges of an interdependent
world, teachers develop a critical pedagogy that makes them from 'technicist'
(Kincheloe, 1993; McLaren, 1998; Shor, 1992) to transformative practitioners and
change agents.

Greek teachers might be offered, through professional development initiatives, an
opportunity to investigate their pedagogical philosophy and values regarding cultural
background, race, social class and social justice. They might also be offered the
opportunity to become erudite on cultural differences in order to realise the function of
knowledge, beliefs and values as determinants of behaviour towards culturally diverse
students. It would enhance teachers’ awareness and preparation, and move them
towards a celebration of multiculturalism and a striving for equality for all students.
What is more, recognition of the labyrinthine link between practice and academic
theory signals the need for close collaboration in planning and distributing school
teaching programmes. What seems to be lacking is the element of independence. Most
of the training programmes in Greece, even the ‘newer’ ones, which are supposed to
comprise mirrors of the educational reform, have a top-down structure, are sporadically
organised and have neither clear task posing nor proper regime. They also suffer from
the bureaucratic mechanisms of the Ministry of Education which gives the involved
parts no option for cooperation.

Nevertheless, there are promising programmes like Teacher-IN-SErvice-Training-for-
Roma-inclusion (INSETRom, 2010) programme (Symeou et al., 2009; Project
Participating Countries (Austria, Cyprus, Greece, Italy, Romania, Slovak Republic and
the U.K.) Evaluation Reports, 2010; Georgiadis, Nikolajevic, & van Driel, 2011) that
constitute excellent examples of transnational educational programmes of 'teachers’
good training practice' in Europe and such training schemes might be used as tools for
dissemination of inclusive practices for teaching ethnic minority groups of students
like the Roma.

The INSETRom programme is an international teachers’ training project due to bridge
the gap between Roma and non-Roma communities and improve the educational
achievement of Roma children within the mainstream educational system. This 2-year
project aimed to develop school and Roma community partnerships through a specially
organised teacher training scheme (Georgiadis, Nikolajevic, & vanDriel, 2011). The
general intention was to establish an environment of collaboration and shared goals to
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help schools better cater to their Roma student population and the communities they
come from (Georgiadis, et.al., 2011). The project focused not just on interventions
involving “Roma communities but also identified primary and secondary school
teachers as the principal agents who are in a position to change educational outcomes
for Roma students” (Georgiadis, et.al., 2011, p.2). As Georgiadis, et.al., (2011, p.3)
conclude: “Its major component aimed at training teachers: to adjust their perceptions,
approaches and methodologies according to the needs and perspectives of multicultural
societies to that they can improve their effectiveness in approaching Roma parents and
involving them in the school life of their children; and, to improve their intercultural,
socio-psychological and educational skills in order to enhance teachers’ awareness of
Roma culture, which can in turn help them to better engage with Roma parents to
become active agents in their children’s education”. Additional focus is indeed needed
on this and similar efforts and the dissemination of such expertise are warranted.

References

Chisholm, I. M. (1994). Preparing teachers for multicultural classrooms. The Journal
of Educational Issues of Language Minority Students, 14, 43-68.

Churchill, S. (1985). The education of linguistic and cultural minorities in the OECD
countries. Clevedon, England: Multilingual Matters.

Allemann-Ghionda, C. (2008). Intercultural Education in Schools. Brussels, European
Parliament's Committee on Culture and Education. Retrieved from
http://www.pedz.uni-mannheim.de/daten/edz-ma/ep/08/EST20951.pdf

Amnesty International (2006). False starts: The exclusion of Romani children from
primary education in Bosnia and Herzegovina, Croatia and Slovenia. Retrieved
from http://www.amnesty.org/en/library/asset/EUR05/002/2006/en/e1b0692f-d3e1-
11dd 8743-d305bea2b2c7/eur050022006en.html

Androusou, A. (2002). Training the Teachers of Minority Education. Paper Presented
in the Conference: Minorities in Greece, Conference Association of Modern Greek
Studies and Education. Athens: Moraitis School.

Androussou, A., & Askouni, N. (2003). Dealing with Otherness during initial and in-
service teacher training. In G. Varnava-Skoura (ed.), Research approaches,
educational perspectives (pp. 151-164). Athens: F.E.C.E.

Au, K., & Blake, K., (2003). Cultural identity and learning to teach in a diverse
community. Journal of Teacher Education, 54, 192-205.

Ayers, W. (1998). Popular education: Teaching for social justice. In W. Ayers, J. A.
Hunt, & T. Quinn (Eds.), Teaching for social justice (pp. xvi-xxv). New York, NY:
The New Press.

Banks, J. A. (1991). A curriculum for empowerment, action, and change. In C. E.
Sleeter (ed.), Empowerment through multicultural education (pp.125-142). Albany,
NY: State University of New York.

Bhopal, K. (2004). Gypsy travellers and education: changing needs and changing
perceptions. British Journal of Education Studies, 52(1), 47-64.

Bourdieu, P. (1986). The forms of capital. In J. Richardson (ed.), Handbook of Theory
and Research for the Sociology of Education (pp. 241-258). New York: Greenwood
Press.



Georgiadis & Zisimos 55

Brearley, M. (1996). Roma/Gypsies of Europe: a persecuted people. London: Institute
for Jewish Policy Research.

Cochran-Smith, M. (2004). Walking the road: Race, diversity, and social justice in
teacher education. New York: Teachers College Press.

Cockrell K. S., Peggy L., Placier, P.L., Cockrell, D.H. & Middleton, J.N. (1999).
Coming to terms with ‘diversity’ and ‘multiculturalism’ in teacher education:
Learning about our students, changing our practice’. Teaching and Teacher
Education, 15, 351-366.

Coulby, D. (1997). European curricula, xenophobia and warfare. Comparative
Education, 33(1), 29-41.

Cudworth, D. (2008). ‘There is a little bit more than just delivering the stuff’: Policy,
pedagogy and the education of Gypsy/Traveller children. Critical Social Policy,
28(3), 361-377.

Demetriou, C., & Trimikliniotis, N. (2007). The Cypriot Roma/Gypsies and the Failure
of Education: Anti-Discrimination and Multiculturalism as a Post-accession
Challenge. Paper presented at the conference “The Minorities of Cyprus: Past,
Present and Future”, 24-25 November 2007. Cyprus, Nicosia.

Derman-Sparks, L. & Phillips, C. B. (1997). Teaching/ learning anti-racism: A
developmental approach. New York: Teachers College Press.

Dimitrakopoulos, I.N. (2004). Analytical Report on Education: National Focal Point
for Greece, Athens: ANTIGONE – Information and Documentation Centre.
Retrieved from http://fra.europa.eu/fra/material/pub/RAXEN/4/edu/R4-EDU-
EL.pdf

 Dragonas, Th., & Frangoudaki, A. (2008). Addition not subtraction. Multiplication not
division. Athens: Metechmio.

Dragonas, Th. & Frangoudaki, A., (2009). Description of a good practice, as an
example, in the discussion on the Recommendations on Minorities and the Right to
Education, proposed by the Secretariat, Intervention in the UN forum on Minority
Issues. Retrieved from
http://www2.ohchr.org/english/bodies/hrcouncil/minority/docs/statements/experts/T
halia_Dragonas_Anna_Frangoudaki.doc

European Roma Rights Centre (ERRC) (2005). Stigmata: Segregated schooling of
Roma in Central and Eastern Europe. A survey of patterns of segregated education
of Roma in Bulgaria, the Czech Republic, Hungary, Romania, and Slovakia.
Budapest: ERRC.

Faure, P. (2003). Training modules for teachers in the History, Culture and Language
of the Roma: A European training project on schooling for Roma/Gypsy children,
DGIV/EDU/ROM. Dijon: European Summer University.

Foucault, M. (1977). Power/knowledge: selected interviews and other writings. New
York: Pantheon Books.

Fragoudaki, A., & Dragonas, Th. (2004). The Education of Greek Muslim Children,
Activities Report of the Project for the Period July 2002–June 2004. Athens:
University of Athens, Ministry of Education and Religious Affairs.

Frangoudaki, A., & Dragonas, Th. (2000). Intercultural education in the European
Union from a ‘southern’ viewpoint. In J. Gundara & S. Jacobs (Eds.), Intercultural
Europe: Diversity and social policy (pp 167-188). Ashgate: Arena.

Fraser, A. (1992). The Gypsies. Oxford: Blackwell.



56 Teacher training in Roma education in Greece

Freire, P., & Shor, I. (1987). A pedagogy for liberation. South Hadley, MA: Bergin and
Garvey Publishers.

Freire, P. (1973). Education for critical consciousness. New York, NY: Continuum.
Freire, P. (1998). Teachers as cultural workers: Letters to those who dare teach.

Boulder, CO: Westview Press.
Gamarnikow, E.& Green, A. (1999), The third way and social capital: Education Zones

and a new agenda for education, parents and community. International Studies in
Sociology of Education, 9(1), 3-22.

Gay, G. (1992). Effective teaching practices for multicultural classrooms. In C. Diaz
(ed.), Multicultural education for the 21st century (pp. 38-56). Washington, DC:
National Education Association.

Gay, G. (1993). Building cultural bridges: A bold proposal for teacher education.
Education and Urban Society, 25(3), 285-299.

Gay, G. (1994). A synthesis of scholarship in multicultural education. Oak Brook, IL.:
North Central Regional Educational Laboratory.

Gay, G. (2000). Culturally responsive teaching: Theory, research, and practice. New
York: Teachers College Press.

Gay, G. (2002). Preparing for culturally responsive teaching. Journal of Teacher
Education, 53(2), 106-117.

Georgiadis, F. & Zisimos, A. (2005). Migrants’, refugees’ and minorities’ children in
European education: the Greek experience. Paper presented in the IAIE
International Conference, “Diversity in education in an international context”, 20-
23 April 2005. Verona, Italy.

Georgiadis, F., Nikolajevic, D., & vanDriel, B. (2011), Evaluating a project on Roma
education. Intercultural Education, 22(1), 105-113. Available also online at:
www.iaie.org

Gill, D, Mayor, B., & Blair, M. (1992). Racism and education: structures and
strategies. London: Sage.

Giroux, H.A. (1985). The name assigned to the document by the author. This field may
also contain sub-titles, series names, and report numbers.Teachers as transformative
intellectuals. Social Education, 49(5), 376-79.

Giroux, H.A. (1988). Teachers as intellectuals: toward a critical pedagogy of learning.
Granby, MA: Bergin and Garvey.

Giroux, H. A. (1994). Living dangerously: Identity politics and the new cultural
racism. In H. A. Giroux & P. McLaren (Eds.), Between Borders: Pedagogy and the
politics of cultural studies (pp. 29-55). New York: Routledge.

Goffman, E. (1963). Stigma. London: Penguin.
Gold, A., & Evans, J. (1998). Reflecting on school management. London: Falmer

Press.
Goodwin, A. L. (1994). Making the transition from self to other: What do pre-service

teachers really think about multicultural education? Journal of Teacher Education,
45(2), 119-131.

Gorski, P. (2000). The challenge of defining a single multicultural education.
Multicultural education. Retrieved from
http://www.mhhe.com/socinece/education/multi/define.html



Georgiadis & Zisimos 57

Grant, C.A., & Sleeter, C.E. (2006). Turning on Learning: Five Approaches for
Multicultural Teaching Plans for Race, Class, Gender, and Disability (4th ed.).
Indianapolis: Jossey-Bass, An Imprint of Wiley.

Greek Helsinki Monitor and Minority Rights Group, (2000). Greece, Report to the
Organization for Security and Co-operation in Europe (OSCE) - Implementation
Meeting on Human Dimension Issues: Greece. Warsaw.

Greene, M. (1998). Introduction: Teaching for social justice. In W. Ayers, J. A. Hunt,
& T. Quinn (Eds.), Teaching for social justice (pp. xxvii-xlvi). New York, NY: The
New Press.

Gundara, J. S. (2006), ‘Some current intercultural issues in multicultural societies’,
Paper presented in the UNESCO Forum on Higher Education, Research and
Knowledge. http://unesdoc.unesco.org/images/0015/001593/159385e.pdf

Hargreaves, A. (2003). Teaching in the knowledge society. Maidenhead, U.K.: Open
University Press.

Hatzinikolaou, A. & Mitakidou, S. (2005). Roma children: Building bridges. In L.D.
Soto & B. B. Swadener (Eds.), Power and voice in research with children (pp.125-
136). New York: Peter Lang.

Hatzisavvidis, S. (2007). Diversity in the classroom and the teaching of Greek and
Mathematics. The case of Roma children. Volos: YPEPTH & Panepistimio
Thessalias.

Hawke, L., Seghedi, A. & Gheorghiu, M. (2008). Learning from America’s Mistakes:
A Proposal for Closing the Education Gap between Children of Roma Descent and
Other Children in the European Union – Starting with Romania, Bucharest:
Asociatia Ovidiu Rom. Retrieved from www.ovid.ro

Hooks, B. (1990). Yearning: Race, gender and cultural politics. Boston: South End
Press.

INSETRom Project (2010). Participating Countries (Austria, Cyprus, Greece, Italy,
Romania, Slovak Republic and the U.K.) Evaluation Reports. Retrieved from
http://www.iaie.org/insetrom

Ivatts, A. (1999). The Underachievement of Gypsy Traveller Children. Unpublished
briefing paper research project. London: London University/Institute of Education.

Katsikas, C., & Politou, E. (1999). Gypsies, Muslim-minority, repatriated Greeks and
foreign immigrants in Greek education – banishing the ‘different’ from the ‘class-
room’? Athens: Gutenberg Publications.

Kenrick, D., & Puxon, G. (1995). Gypsies under the Swastika. Hatfield: University of
Hertfordshire Press.

Kincheloe, J. (1993). Toward a critical politics of teacher thinking: Mapping the
postmodern. Westport, CT: Bergin & Garvey.

Kostouli. T. & Mitakidou, S. (2009). Policies as top-down structures versus as lived
realities: an investigation of literacy policies in Greek schools. In S. Mitakidou, E.
Tressou, B.B. Swadener & C.A. Grant (Eds.), Beyond pedagogies of exclusion in
diverse childhood contexts: Transnational Challenges (pp.47-63). New York:
Palgrave Macmillan.

Ladson-Billings, G. (1994). The dreamkeepers: Successful teachers of African-
American children. San Francisco: Jossey-Bass.

Ladson-Billings, G. (1995). Toward a theory of culturally relevant pedagogy.
American Educational Research Journal, 32, 670-674.



58 Teacher training in Roma education in Greece

Le Roux, J. & Möller, T. (2002). No problem! Avoidance of cultural diversity in
teacher training. South African Journal of Education, 22(3): 184–187.

Liegeois, J.-P. (1994). Roma, Gypsies, Travellers. Strasbourg: Council of Europe.
Luciak, M. (2004). The Educational Situation of Migrants and Ethnic Minorities in 15

EU Member States in Comparative Perspective, Internet-Zeitschrift für
Kulturwissenschaften, 15. Retrieved from http://www.eumc.eu.int/eumc/index.php

Mariano, F. E. (2004). School and Ethnicity: the case of Gypsies. Pedagogy, Culture
and Society, 12(2), 201-216.

Markou, G. (1996). Aspects of multiculturalism and cross-cultural education –
Teachers training. Athens: General Secretariat of Popular Culture.

Marshall, C. (2004). Social justice challenges to educational administration:
Introduction to a special issue. Educational Administration Quarterly, 40(1), 5-15.

McLaren, P. (1997). Revolutionary Multiculturalism: Pedagogies of Dissent for the
New Millennium. Boulder, CO: Westview.

McLaren, P. (1998). Life in schools: An introduction to critical pedagogy in the
foundation of education (3rd ed.). New York, NY: Longman.

Mitakidou, S., & Tressou, E. (2007). Let me tell you how they’ll learn to read and
write.” Gypsy women talk about the education of their children. Athens:
Kalidoskopio.

Munn, G. C. (1996). Preparing teachers for a culturally diverse classroom:
Multicultural Education for pre-service teachers. Unpublished doctoral thesis.
Greenville, NC: East Carolina University.

Nieto, S. (2000). Placing equity front and center: Some thoughts on transforming
teacher education for a new century. Journal of Teacher Education, 51(3), 180-187.

Nieto, S. (2004). Affirming diversity: The sociopolitical context of multicultural
education. New York, NY: Longman.

Oakes, J. (1995). Keeping track: How schools structure inequality. New Haven, CT:
Yale University Press.

Pena, R.A. (1997). Cultural differences and the construction of meaning: Implications
for the leadership and organizational context of schools. Education Policy Analysis
Archives, 5(10), 1-19.

Project for Reform in the Education of Muslim Children (PEM), (2007). The Pupil
Population of the Muslim Minority in Thrace. Retrieved from
http://www.museduc.gr/index.php?page=1&sub=5

Ringold, D. (2000). Roma and the transition in Central and Eastern Europe: trends
and challenges. Washington, D.C.: The World Bank.

Roman, L., & Eyre, L. (1997). Dangerous territories: struggles for difference and
equality in education. New York: Routledge.

Shor, I. (1992). Empowering education: Critical teaching for social change. Chicago:
The University of Chicago Press.

Sleeter, C.E. (1996). Multicultural education as social activism. Albany, NY: State
University of New York Press.

Sleeter, C.E. (2001). Epistemological diversity in research on preservice teacher
preparation for historically underserved children. In W. Secada (ed.), Review of
Research in Education (pp. 209-250). Washington, DC: American Educational
Research Association.



Georgiadis & Zisimos 59

Symeou, L., Luciak, M., & Gobbo, F. (2009). Editorial: Teacher training for Roma
inclusion: Implementation, outcomes and reflections of the INSETRom project.
Intercultural Education, 20(6), 493-496.

Tibbitts, F. (2005). Literature review on outcomes of school-based programmes related
to ‘learning to live together’. Cambridge, MA: UNESCO International Bureau of
Education and Human Rights Education Associates.

Tressou, E. (1997). Exclusion of special groups from education and through education:
who is at risk? Paper presented at the International Conference “Human dignity
and social exclusion. Educational policies in Europe”, Athens, 2-4 October 1997.
Athens: “Nikos Poulantzas” Society and the Council of Europe.

United Nations Development Programme (UNDP) (2003). Avoiding the Dependency
Trap: The Roma in Central and Eastern Europe. New York: UNDP.

United Nations Development Programme (UNDP) (2006). At risk: Roma and the
displaced in Southeast Europe. Bratislava: UNDP.

Vavrus, M. (2002). Transforming the multicultural education of teachers: Theory,
research, and practice. New York: Teachers College Press.

Vuolasranta, M. (2006). Mainstreaming social inclusion - Roma and Traveller. Paper
presented at the conference “Fifth European Round Table on Poverty and Social
Exclusion”, Tampere 16-17 October 2006. Tampere.

Wallace, K. R. (2001), ‘Incorporating multicultural/multiethnic topics in teacher
preparation. Electronic Magazine of Multicultural Education, 3(2), 1-7. Retrieved
from http://www.eastern.edu/publication/emme

Fokion Georgiadis (MA in Comparative Education/Intercultural Education) is a
primary school teacher and has worked in Greece and Britain since 1988. He has
studied Pedagogy at the University of Rhodes and Psychology at the University of
Athens, participated in many conferences in Greece and abroad, and authored
intercultural educational material for the Universities of Athens and Crete.
Email: azfg2005@yahoo.gr

Apostolos-Dimitrios Zisimos has studied Pedagogy in the Universities of Thessaly
and Athens. He has been active as a primary school teacher since 1985 in Greece and
Britain. He participated in various conferences on education in Greece and abroad.
His research interests are around racism and cinematography in education and he
holds a postgraduate degree in Primary Education.
Email: apostzis@yahoo.gr


