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In recent decades, the Muslim population has become one of the largest groups in 
Western European countries and, thus, in schools. In Spain, particularly, these Muslim 
students are of Moroccan origin. Education becomes central in fostering inclusion for 
Muslim migrant students and their families. However, they usually face certain barriers to 
inclusion regarding their migrant status and their religious identity. This study aims to 
identify the barriers to inclusion that Moroccan Muslim migrant students and their 
parents face in their formal educational contexts, from their mother’s perspectives. It 
also explores mothers’ proposals to foster this inclusion. Critical qualitative research with 
a Critical Race Theory approach was adopted. In-depth interviews and a focus group 
with a total of 14 participants were conducted. There are several barriers to inclusion of 
Moroccan Muslim migrant students, such as linguistic, socialisation, discrimination, 
identity and religious obstacles. Mothers also made proposals for improving language 
support and inclusion. These proposals and the barriers identified are key to develop 
measures that foster their inclusion, such as policy-making, teacher training, etc. These 
actions can help these students and their families overcome these obstacles and improve 
their reality in educational contexts and in the broader Spanish society.  

 
Introduction  
 
In recent decades, the numerous migratory movements in Western European countries 
have led to the convergence of a wide variety of languages and cultures, making these 
societies as increasingly heterogeneous and multicultural (Németh et al., 2020). In this 
sense, the Muslim population has become one of the largest groups in many European 
countries (Pew Research Center, 2017). This growth has also been reflected in European 
schools, where a large proportion of the students in the classroom are Muslim (Cesari, 
2014). In Spain, particularly, the majority of these Muslim students are of Moroccan origin 
(UCIDE, 2024). 
 
In the face of this reality, education becomes central in fostering inclusion for Muslim 
migrant students and their families, thus guaranteeing better access to educational 
resources and a higher level of participation and involvement in the broader society 
(Pearce & Lewis, 2018; Torres-Zaragoza, 2025). However, Muslim migrant students 
usually face certain barriers to inclusion regarding their migrant status, such as linguistic 
deficiency, cultural differences, racism, etc., as well as those derived from their religious 
identity (Torres-Zaragoza & Llorent-Bedmar, 2024), since Islam is not always on an equal 
footing with other religions (Torrekens & Jacobs, 2016). This often leads to Islamophobic 
practices in educational contexts (Alizai, 2021; Colak et al., 2020; Kayaalp, 2014; Shirazi & 
Jaffe-Walter, 2020) and an inadequate provision of religious accommodation in schools 
(Memon & Chanicka, 2022).  
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Previous literature regarding inclusion has focused on students with disabilities, while 
children with migrant backgrounds usually remain invisible (Kast et al., 2021; Messiou, 
2016; Nilholm & Göransson, 2017), not to mention those with a Muslim migrant 
background (Colak et al., 2020; Kayaalp, 2014; Shirazi & Jaffe-Walter, 2020). In Spain, 
Moroccans are one of the most vulnerable collectives, facing high rates of racism and 
Islamophobia (Navarro-Granados et al., 2024). Consequently, in this study, we proposed 
the following research questions: What are the barriers to inclusion that Moroccan Muslim 
migrant students and their parents face in their formal education? What are the mothers’ 
proposals for fostering the inclusion of their children in their formal education? This 
study complements an earlier study on teacher attitudes towards Moroccan Muslim 
migrant students (Torres-Zaragoza, 2025). Hopefully, these two studies will be a point of 
action to encourage inclusion for these students and their families, which would lay the 
groundwork for the creation of more welcoming and tolerant schools. 
 
Theoretical framework 
 
Conceptualising inclusive education 
 
At a global level, governments have set their focus on inclusion as a key element in 
fostering a quality education for all (United Nations, 2015; n.d.). In fact, this increased 
interest in inclusive education originated in the Salamanca Statement (UNESCO, 1994), 
which recognised the potential of developing inclusive schools to tackle discrimination 
and creating accessible spaces. Nevertheless, this approach focused only on children with 
special educational needs, defined as those with disabilities and learning difficulties. 
Unfortunately, this is a common conundrum when discussing inclusive education, as it is 
often approached from a disability framework (Ainscow, 2015).  
 
In fact, educational research, policy-making and practice have been using inclusion as a 
term and paradigm only associated with children with disabilities and/or learning 
difficulties (Kast et al., 2021; Nilholm & Göransson, 2017). Nevertheless, this approach 
overrules any other form of diversity that can appear in the classroom and that might 
interfere in the access to equal education (Messiou, 2016). Thus, making migrant students 
invisible, regardless of the extra difficulties that they face compared to their non-migrant 
peers (Kast et al., 2021). Fortunately, Ainscow (2015) recognised that there has been a 
shift on the use of this term, with a growing interest on inclusion as a way to eradicate any 
form of exclusion that stems from diversity, such as social background, gender, ethnicity, 
ability, etc., among others.  
 
In the present study, inclusive education is understood as the right to provide quality 
education for all - regardless of gender, origin or religion - which is pursued by the access, 
presence, participation and the successful achievement of every student in their 
educational context (Ainscow, 2020; Kielblock & Woodcock, 2023; Nilholm & 
Göransson, 2017). Therefore, the barriers to inclusion are understood as those practices, 
actions, realities and contexts that prevent this from happening, promoting the exclusion 
of certain minority groups (Torres-Zaragoza & Llorent-Bedmar, 2024). These definitions 
would help to better frame our study and understand its aims.  
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Critical race theory in education 
 
Critical race theory (CRT) was initially developed from a legal paradigm to understand the 
racialised experiences of coloured people in the US (Crenshaw et al., 1995) and later 
applied to the field of education in that same context (Ladson-Billings & Tate, 1995). 
However, this approach can be extended to European debates, as racism shapes the 
experiences of ethnic and even religious minority groups in these European societies 
(Colak et al., 2020). This is possible as they all have historical and colonial roots that 
perpetuate this oppression and violence towards marginalised communities, which are 
justified and maintained under discourses of white hegemony and privilege (Colak et al., 
2020; Crenshaw et al., 1995; Ladson-Billings & Tate, 1995).  
 
CRT in education states that there are power imbalances in educational systems and 
institutions, that in turn, discriminate and exert violence towards minoritised groups 
(Ladson-Billings & Tate, 1995; Matias, 2021). Moreover, it centres on racism as the 
element that creates this inequality and recognises its structural and pervasive nature in the 
experiences of Muslim students (Colak et al., 2020; Kayaalp, 2014). In this sense, to fully 
understand the mechanisms that undergone this discrimination, it is necessary to study 
this racism and its intersectionality with other factors, such as gender, religious identity, 
social class, etc. (Gillborn, 2015). Hence, for Moroccan Muslim students, their ethnic and 
religious identification intersect and shape their own experiences of discrimination, that 
are deeply rooted in the historical racism initiated in the ‘Spanish Reconquista’ towards 
‘the moors’ (Navarro-Granados et al., 2024).  
 
To critically analyse this reality, CRT also advocates to listen and voice the narratives of 
those who are historically and systematically marginalised (Flick, 2016; Gillborn, 2015). 
Hence, we aim to centralise the experiences of Moroccan mothers and acknowledge their 
experiential knowledge as critical to understanding the process that create exclusion and 
inclusion in the educational experiences of their children.  
 
Method 
 
This study followed a critical qualitative methodology with a CRT approach, as it aims to 
question the power imbalances in education, while giving voice to marginalised voices 
(Crenshaw et al., 1995; Flick, 2016; Gillborn, 2015; Ladson-Billings & Tate, 1995; Matias, 
2021). In this sense, we recognise that Moroccan students are already set in a 
disadvantaged position in their educational settings, thus interfering in their inclusion. 
This methodology aligns with the aims of this study: (A) Identify the barriers to inclusion 
that Moroccan Muslim migrant students and their parents face in their formal education, 
from their mothers’ perspective; (B) Find out the mothers’ proposals for fostering the 
inclusion of their children in their formal education.  
 
The data collection process lasted for 6 months, from January 2023 to June 2023. During 
this time frame, we carried out semi-structured interviews and a focus group with 
Moroccan mothers. They were conducted by the research team, formed by a member of 
the Moroccan community whose role was as a translator; and the researcher/ interviewer, 
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who was a young woman. Thus, gender and migration status were taken into 
consideration as well as our positionality within the research, which is key in CRT 
(Gillborn, 2015; Matias, 2021).  
 
The interviews were often conducted in Spanish and Darija (Arabic dialect spoken in 
Morocco). The majority of the mothers spoke mainly in Spanish, and they only turned 
into the translator when they needed it. The Darija excerpts were translated into Spanish 
by the translator from the research team. When all the excerpts were in Spanish, they were 
translated into English by a professional English translator for internationalisation 
purposes.  
 
Sampling 
 
Following CRT, we chose Moroccan mothers to voice the barriers to their inclusion. This 
decision is justified in the fact that we wanted to know the narratives of those minoritised 
collectives (Flick, 2016; Gillborn, 2015). In this sense, we chose not to interview the 
teachers as they are embedded in a dominant culture, and their narratives and mental 
models are not free from systemic racism (Gillborn, 2015; Ladson-Billings & Tate, 1995; 
Matias, 2021). As we were focusing on educational stages of formal education, in which 
their children are still minors, we considered it more convenient to interview the mothers 
instead of the students. This was done in an attempt to protect these students, as they 
were going to speak about a sensitive topic. Moreover, we thought mothers could provide 
a broader perspective that would allow us to gain a full understanding of the barriers to 
inclusion they face.  
 
This study used purposive sampling (Creswell, 2012) and we recruited Moroccan mothers 
who had children enrolled in formal education in the city of Seville. Finally, a total of 14 
participants participated voluntarily. Semi-structured interviews were conducted with nine 
mothers. In addition, the focus group involved five participants, including three mothers, 
a daughter of one of the mothers (already of age and still in the Spanish education system, 
at a higher level) and an immigration lawyer who is an expert in immigration issues. It was 
decided that these last two subjects should be part of the focus group, given the richness 
and the applicability of their knowledge on the topic (Krueger, 1994). This diversity 
allowed us to collect extremely rich and varied data.  
 
Data analysis 
 
The interviews and the focus group were audio-recorded and transcribed. The data 
analysis was carried out with the program Aquad 7 (v. 7.6.1.1.). Following a qualitative 
thematic content analysis with an inductive and deductive lens, in which codes are both 
data and concept driven (Creswell, 2012; Schreier, 2012). Firstly, a deductive content 
analysis was carried out. A category system, with its subsequent subcategories, was 
deduced from the previous analysis of the literature (Torres-Zaragoza & Llorent-Bedmar, 
2024). Secondly, a thorough analysis of the transcript and data allowed the creation of new 
themes and sub-themes. The originally driven main units were revisited after this inductive 
content analysis, developing and refining the final dimension, categories and codes. These 
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final dimension and codes were discussed as a team, in order to reach mutual agreement. 
This allowed the interpretation of the data and the ensuing collection of the results.  
 
Ethical considerations 
 
All the information generated was managed confidentially. Participants were informed and 
assured of confidentiality through an informed consent. Participation was voluntary and 
participants were anonymised to protect their identities.  
 
Results and discussion 
 
Barriers to inclusion 
 
The overarching result from this study is that there are several barriers to inclusion of 
Moroccan Muslim migrant students and sometimes of their families, which are classified 
and explained below. Following CRT, we acknowledge the systematic and structural 
nature of these disadvantages, that prevent inclusion of these families in their educational 
contexts (Crenshaw et al., 1995; Gillborn, 2015; Ladson-Billings & Tate, 1995). 
 
Linguistic barriers 
Findings show that linguistic insufficiency is one of the biggest barriers to inclusion for 
these students, which prevents them from fully participating in school life. In fact, E2 
identifies communication barriers on the part of their children, who must make an effort 
to learn the language in order to adapt to their new educational demands. A better 
knowledge of the receiving country means greater chances of inclusion for these students 
and their families (Romo-López et al., 2020).  
 

At the beginning, yes, they struggled to be able to say things, which poor things, they 
couldn't, but they learned everything very quickly, in a short period of time […] I also 
remember that the first time my son went to the bathroom he made a mistake and went 
into the girls' bathroom. And, of course, when he came out a girl was staring at him and, 
poor thing, he told me that he thought: ‘why is this girl looking at me?’ Until he realised 
that he had entered the wrong bathroom. (E2) 

 
It becomes evident that, for these students, mastering the language is essential to relating 
to and interacting with their peers and teachers as well as being able to function and thrive 
in their school lives. In fact, schools play an active role in this language acquisition and 
networking creation, since it is essentially a social activity (Ponzoni et al. 2017). Therefore, 
it should be one of the most actionable points for schools, which should focus their 
efforts in reducing their impact on these students’ inclusion. However, we believe that the 
richness of minoritised languages, such as Arabic, should not be overruled through this 
assimilationist practices.  
 
It can be seen that for students enrolled in primary education, the school establishes 
benchmarks for their own linguistic adaptation. This might involve repeating an academic 



340 Barriers to inclusion of Moroccan students in Spanish schools: A critical qualitative research investigation 

year and/or implementing an additional language teacher to help the students learn 
Spanish. As E2 stated:  
 

My eldest son was enrolled; he was a year 4 student in primary school. But he was 
enrolled in the grade beneath, so he was in year 3. And in year 5 he started to be taught 
the same subjects as the rest of his peers, the same books… and everything was the 
same. He hardly went to support classes anymore [...]. They had no idea, they started 
from level zero and, well, as I said, this teacher was giving them classes and in three years 
or so they could master it a little and, with the passage of time, they mastered it even 
more (E2). 

 
Although these resources seem helpful and effective for language acquisition, it is worth 
considering whether they are adequate to foster the inclusion of these students. In some 
schools, a support teacher is a limited resource, taking a long time to be implemented 
from the educational agency and often having a large number of students to attend. Not 
to mention that their role focuses on the acquisition of the receiving country’s language, 
that can overlook these students inability to communicate and even their own language 
richness. As CRT advocates, we also question this linguistic and cultural dominance, that 
forces students to assimilate and comply to these notions, while their languages are 
marginalised and ignored (Flick, 2016; Matias, 2021).  
 
As stated above, E2’son struggled with finding the bathroom, which could have been 
solved by having other types of resources for those students, such as interpreters. 
Therefore, this should be reassessed, since inclusive pedagogies should be specifically 
planned for each student and should focus on their individual needs, guaranteeing equal 
learning opportunities (Juvonen et al., 2019). This idea should remain a key aspect to 
respond to all the barriers that are identified in this study, not only for the linguistic ones. 
Homogeneous measures neglect the varied background of these students, minimising their 
needs and subtlety justifying exclusionary practices (Lingard & Keddie, 2013; Reyes & 
Carrasco, 2018).  
 
Parents’ linguistic barriers 
Although, initially, parents’ linguistic barriers might not seem to act as a barrier to the 
inclusion of their children, several studies show that adequate communication with 
parents enhances their participation within the school life, which has enormous benefits 
for their children’s academic success, especially in early educational stages (Habib Allah, 
2020; Karpontini, 2024). Therefore, it is worth analysing this lack of language knowledge, 
since it indirectly excludes them, by preventing parents from having more social 
interactions, as can be seen in participant 2’s experience, who does not even attend 
parent-teacher meetings. 
 

Yes, what I told you before, there wasn't much…, because I didn't go to any parent-
teacher meetings. There were times when they did call me because, if they gave my 
youngest son a warning, they would tell me about it over the phone. But in person... 
once I went to pick up their grades, but very little, very little. Because of course, my level 
of Spanish is very low, I can only have basic conversations (E2). 
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In this same line, parents tend to find strategies to cope with these linguistic barriers. 
Normally, this is done by asking for help from school staff, from other family members or 
from their own children, once they have mastered the language, as can be seen with 
participants 2 and 5. “Well, actually my children explained it to us. Any document or 
whatever, they explained it to us” (E2). These findings are in accordance with other 
studies in which migrant families struggle communicating with the school while trying to 
understand and navigate a new school system, difficulties that are mitigated when they 
receive support from someone who shares their language (Habib Allah, 2020; García et 
al., 2024). However, once again, we are depending on the good will of the school staff, 
teachers or other members of the community, which is, again, tainted by hegemonic and 
colonialists nuances, that victimise migrant families and indirectly marginalise them 
(Crenshaw et al., 1995; Ladson-Billings & Tate, 1995).  
 

We had a lot of difficulty, because I came with no Spanish and my husband had only 
been in the country for a short time. Some family members helped us, and the school 
also helped us a little, they made it easy for us. We are very happy, and we have a very 
good relationship with the head teacher and the administrative staff of the school 
because they helped us a lot from the start (E5). 

 
This shows how schools do not have the necessary resources to facilitate communication 
with these families, which could have made a difference in their experiences. Parents’ 
linguistic deficiencies can also hinder their own children’s inclusion, by limiting their 
access to educational resources and school life (Romo-López et al., 2020). In this sense, 
CRT would be critical regarding the privilege that dominant cultures have, which is not 
noticing the advantageous position in which they are regarding communication and access 
to school resources. Building networks and providing the right support for Arab parents is 
central for schools in order to foster this participation, not only in educational contexts 
but also within the wider local community (Kamp & Mansouri, 2010).  
 
Socialisation barriers 
These students also face socialisation barriers when they arrive in the receiving country. 
They have to go through the process of starting in a new school and the challenges that 
arise from this event. Although, as participant 13 expressed, this does not imply that they 
will not be able to adapt to the school life over time. It is worth considering then, what 
actions can schools implement in order to facilitate this adaptation. 
 

Whereas the students, well at the start, you know, when you are a new student… they 
can be a bit more distant, but when there’s more familiarity then... I've had friends since 
school, I see them in the street and I hug them and all that (E13). 

 
Results demonstrate that socialisation barriers are found to be closely related to language 
barriers. As E10 states: “They came from Morocco, and since they don't know the 
language… it seems to me that they had a hard time integrating here with the children and 
so on” (E10). Thus, interactions with peers are logically affected by the difficulty of 
speaking the language, which may initially be a further barrier to inclusion. This is 
consistent with recent studies that state language can act as an obstacle to socialisation for 
migrant students (García et al., 2024; Kayaalp, 2014; Pucelj & Zoran, 2024).  
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However, lack of language knowledge need not completely hinder this socialisation. The 
development of a good support network in the classroom and sensitised peers have a 
strong impact on this inclusion, as their behaviour and attitude towards them is a 
determining factor for these interactions to sometimes even occur. Participant 2 values the 
acceptance of her children's peers and how these interactions also helped them learn the 
language faster. “The truth is that I was lucky that my children had very good classmates. 
And they got along very well, and in fact, they always encouraged them to be with them 
and, therefore, to learn the language quickly” (E2).  
 
Nevertheless, if this support does not exist, as in the case of participant 7, the well-being 
of these students is affected, given the isolation and discrimination they suffer, which 
becomes a source of concern for their parents. As critical researchers, we could not help 
but wonder the reasons behind this isolation and that if racism could be responsible for 
shaping this discriminatory experience, which is further explored in the next section.  
 

I don't know, her friends are not good. They don't treat her well; they laugh at her and 
don't talk to her. But that's over now, thank God. But there was a time when she was 
alone and feeling bad. Her friends were bad. Her father and I were very worried (E7).  

 
It is worth highlighting that peer acceptance and connectivity is key to establishing the 
first social relationships and friendships, which are necessary for these migrant students’ 
psychological and academic development (Palaiologou & Prekate et al. 2024; Zhu et al., 
2020). Hence, it is key that schools and teachers foster inclusion in the classroom through 
cooperative strategies, encouraging other students to be more accepting and supportive 
towards diversity and migration (Leite et al., 2024; Juvonen et al., 2019).  
 
In this same vein, it is worth highlighting the mothers’ desire for their children to socialise. 
This is enhanced by them encouraging their children to participate in any kind of social 
interaction that could favour their inclusion.  
 

I don't even think about it. My children have contact and relationships with all the 
children they meet in the street, in their lives, at school, in extracurricular activities. But 
we don't even consider that they have to have contact with this type of people or with 
other types of people (E1). 

 
This sheds light on the importance of parent involvement within the school to enhance 
this socialisation, since parents have an impact on their own children’s socialisation and 
ability to create bonds and friendships (Kast et al. 2021).  
 
Discrimination barriers 
One of the biggest barriers to inclusion that Moroccan Muslim migrant students had to 
face was exclusion and marginalisation. All the mothers interviewed report some cases of 
discrimination or racism in the classroom, sometimes perpetuated by classmates and in 
some cases by teaching staff. This aligns with numerous studies, that found Muslim 
migrant students and their families struggling with discrimination in their schools (Alizai, 
2021; Colak et al., 2020; Kayaalp, 2014; Shirazi & Jaffe-Walter, 2020). For example, 
participant 4 expressed this teachers’ rejection towards their children, or even other 
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migrant students, compared to that of their non-migrant peers. “It was a bit bad for me, 
the headteacher, the deputy headteacher, the teachers... they are all the same. It's a bit 
weird [...] they had it in for immigrant children and that's it” (E4). Likewise, E9 agreed 
with this: “There are teachers, for example, when my child knows the answer to a 
question or something else, then the teachers don't want her to participate or… I think 
they don't like my children...” (E9).  
 
As was stated above, this discrimination can also be perpetrated by their peers. In fact, 
interviewees 4 and 7 commented that their daughters, who are enrolled in early stages of 
education, were the only ones that were not invited to their peers’ birthday parties. “There 
was also one time, one of my daughter's classmates had a birthday, but she invited all her 
peers except my child” (E7). Moreover, participant 4 states her daughter’s desire to 
celebrate her birthday and the uncertainty as to whether her peers will attend: 
 

She never said anything to me before, but this year she wants to invite her friends and 
the Frozen cake, Frozen dress... They have never invited me, nor my daughter... But I 
said to myself, I'm going to go to the park, my daughter is going to invite them, if they 
come, they come. If they don't, that's all there is to it. It’s ok for me, it’s not a problem. 
(E4).  

 
Although this is unacceptable, this shows how educational institutions are embedded in 
white hegemonic structures, that subtly reproduce and justify discrimination, inequality 
and symbolic violence against minority groups (Amjad, 2018; Memon & Chanicka, 2022), 
as CRT states. These situations can trigger students’ withdrawal and disengagement from 
school life, placing them in great danger of exclusion (Shirazi and Jaffe-Walter 2020). In 
this sense, it would be necessary to involve the whole school community in developing 
safe and welcoming educational spaces for these migrant students and their families, so 
they can transition and adapt to a completely new context (Ponzoni, 2017; Pucelj & 
Zoran, 2024), without having to face extra challenges stemming from rejection and 
prejudice.  
 
Lack of religious accommodation and religious diversity 
Another barrier to inclusion can be seen in the lack of religious diversity and religious 
accommodation, that reproduces inequity and marginalisation towards minority religions 
(Shirazi & Jaffe-Walter, 2020). While the majority of participants did not mind their 
children participating in Christian celebrations, participant 1 acknowledges this could be 
unsettling for other Moroccan Muslim families, accentuating their otherness and, thus 
creating some barriers to their inclusion.  
 

Not in my case, but surely there is in other cases where the parents are bringing up their 
children in the Muslim culture. Because participating in Holy Week celebrations, in 
religious processions, Christmas carols… these are obviously cultural clashes […] The 
Muslim community sees that it is more feasible to educate their children in the Muslim 
culture in a Muslim country than in a non-Muslim country because of several issues like 
Ramadan… So, yes. (E1)  
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However, when analysing her discourse, it is clear that these barriers are not derived from 
religious differences or otherness, but mainly from the lack of religious diversity within 
the school, in which their religion is often overlooked. There is a clear Christian privilege, 
that is present in the school celebrations and activities, regardless of the secularised nature 
of public schools (Keddie et al., 2019). CRT would highlight that this can act as a 
exclusion catalyst, since Muslim students observe they do not have the legitimacy to share 
their religion in their educational spaces, which also tends to be denigrated into a 
secondary position (Memon & Chanicka, 2022; Shirazi & Jaffe-Walter, 2020; Torrekens & 
Jacobs, 2016).  
 
In this line, it is noted that there may still be situations that are not sensitive to religious 
accommodation either. Not only with teachers, but also with other school staff, as in the 
case of participant 5, in which her son was forced to eat pork meat and they do not give it 
any importance. This is also questionable from a CRT point of view, as this states 
whiteness, and its still pervasive oppression over minoritised groups.  
 

There were things that were not easily respected, specially with food. I don't think it was 
the school’s fault itself, but for example, they had stew for lunch at the canteen, and they 
couldn’t eat it because it had chorizo, black pudding, etc. And my children said they 
couldn't eat it and a worker from the canteen came and told them, “No, no, it's fine, it's 
just a little bit”. And it's like, let's see, just a little bit… it’s just enough, it’s not acceptable 
(E5).  

 
This should be a matter involving educational institutions, school policies, educators and 
the curriculum, which should get rid of attitudes resistant to religious accommodation 
while challenging the idea of secularisation, that sometimes overlooks minority religious 
identities, denying the basic principles of equity and inclusive education (Memon & 
Chanicka, 2022). Therefore, it would be interesting to enact policies on religious 
accommodation that are respectful towards religious diversity and sensitive to religious 
demands (Hillier, 2014).  
 
Identity barriers 
These students also face identity barriers, which tend to hinder their participation, 
engagement and sense of belonging (Sheikh & Anderson, 2018). Their own sense of 
identity is usually tainted by negative depictions and stereotypes of Moroccan culture and 
Muslim religion, which deeply affect them, as participant 12 points out. Here, CRT helps 
us identify the mechanisms that undergone this discrimination, that stem from the 
stigmatisation of non-dominant cultures, that once again, reproduce racism and exclusion 
(Flick, 2016; Gillborn, 2015; Matias, 2021).  
 

What I don't like is that when they focus on identity. Well, this is where the problem 
starts a bit. Identity is very important, and they always see people coming from Morocco 
like they have no level of clothing, and this and that… And well, they cover up a phase 
of history, you know what I mean? That's a bit disturbing for the children's personality, 
teachers don't let it go, that everyone has their own identity, that everyone has their own 
religion, everyone has their own way of thinking, and they have to let the children follow 
their own path until they reach a common ground. (E12) 
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This negative view is tangible in the students' own rejection of their culture of origin, as it 
is the example of participant 7: “Religion, don't talk to me about religion. My daughters 
don't want to know anything about Morocco or Islam” (E7). In this sense, school’s 
assimilationist practices can be identified, as they tend to impose the receiving country’s 
culture, behaviours, language etc. on migrant students. These students, in turn, adopt 
them in an attempt to feel accepted and included in their educational settings, while 
denying or rejecting their home culture (Migliarini & Cioè-Peña, 2022; Sheikh & 
Anderson, 2018). 
 
Furthermore, they have to deal with a constant ambiguity, weaving their identity profile 
between two cultures. Participant 13 claims that, despite feeling both Spanish and 
Moroccan, her identity and sense of belonging is judged in the eyes of others.  
 

No, I have always felt identified with both countries. I feel both Spanish and Moroccan. 
I obviously combine the two. Well, obviously there are people who say look at this one 
who thinks she's more... but I feel the same way as them and I don't see any difference. 
(E13)  

 
Likewise, participant 5 stated her children have to live in a continuous identity conflict, 
neither belonging to the Spanish society nor to the Moroccan one: “My children's 
perception of their nationality is a bit complicated, because they've been here for many 
years. You're neither from here nor from there and it's like well, I don't know then.” (E5). 
This finds an explanation in Navarro-Granados et al. (2024), who stated that Spanish 
identity is not understood as plural and diverse. This leads them to continuous 
questioning of their own identity and affects their feelings of belonging to one culture or 
another, so they tend to feel like foreigners.  
 
This is a serious concern for schools, which should celebrate cultural diversity and try to 
enhance these students’ identities through diverse ethnic role models, who minority 
students can look up to, leading them to pursue positive academic careers and higher 
educational goals (Allen & Collisson, 2020). 
 
Proposals for improvement 
 
On a positive note, mothers were asked about school improvements or actions that they 
considered could foster better inclusion of their children. These mothers proposed 
different kinds of proposals for this improvement, that acted on two main axes: linguistic 
support and inclusion through adaptation measures. 
 
Those who proposed a translator are precisely those whose children experienced this 
barrier at school, that is the case of participants 2, 5 and 10. “Let's see, what is needed is a 
person who speaks the language, because there are many pupils who don't speak the 
language. There are missing a teacher who speaks the language in the school.” (E5). 
 

I would say perhaps an interpreter. It is more difficult for the children who arrive a bit 
older to adapt linguistically. And I think that if there were interpreters, it would make 
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their lives much easier and would improve communication between teachers and 
immigrant pupils who arrive. (E2) 
 
It could be better if there was a teacher who knows Arabic maybe or other languages, 
who could help a bit more at the beginning. To translate something like: ‘look, you have 
that subject, these are the teachers, this is the timetable’. (E10) 

 
Along the same lines, participant 9 advocated for an inclusion lesson that aims to facilitate 
these students’ adaptation to the new school system and to encourage networking among 
peers.  
 

What I would ask for is a subject on integration, so that they can explain, for example to 
a new person who arrives, how they can adapt to the school and so that their Spanish 
classmates can adapt to them. I don't know how to say it, maybe ethics or inclusion. (E9) 

 
These considerations are of great relevance, as they come straight from one of the main 
affected parties. This is what CRT aims, to develop an activism based on the experiences 
of those who actually suffer the power imbalances of the system. Moreover, this suggests 
the most urgent needs to be identified and worked on, as well as developing individualised 
measures for these students and their families. This is important, since schools can 
enhance Muslim migrant students inclusion by adopting support measures and pedagogies 
that eliminate or decrease these obstacles (Amjad, 2018; Pearce & Lewis 2018; Zanoni & 
Mampaey, 2013). 
 
Conclusions 
 
In this research, it is apparent that Moroccan Muslim migrant students and their families 
struggle with different barriers that affect their inclusion in their educational contexts. 
Results and our activist positionality as CRT researchers allow us to successfully develop 
pivotal points for action and measures that eradicate or minimise these obstacles. In line 
with the mothers’ suggestions and the findings of this study, it would be interesting to 
address these barriers and develop a wide variety of measures through five different axes 
of action: language support; enhancing socialisation; eradicating discrimination; 
encouraging positive cultural and religious identities; and respecting religious demands. 
 
Policy-making should be key in fostering language support and religious accommodation. 
More funding and policies should focus on providing personal and material resources 
available for language acquisition and communication with the families, such as 
translators. Furthermore, religious accommodation should be guaranteed through actions 
that are respectful and protective towards religious demands.  
 
Additionally, it would be interesting to develop teacher training programs in inclusive 
pedagogies; foster broader discussions and activities about discrimination, migration, 
identity, cultural diversity and inclusion that involve the whole school community 
(students, parents, educators, other staff, local representatives); and create support 
networks within the school and the local community that help these families access the 
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resources they need to adapt to the new educational system. These measures would be 
able to enhance socialisation and in turn decrease discrimination.  
 
Moreover, schools need to adopt more multicultural and sensitised approaches to 
education in order to encourage positive cultural and religious identities. Again, teacher 
training programs should be key. It would also be interesting to use role models for these 
students to engage and belong to the school community, which enhances and celebrates 
heterogeneity in the classroom.  
 
This should be done with the hope that these actions help these students and their 
families overcome the obstacles they face and improve their reality in educational contexts 
and in the broader Spanish society.  
 
Limitations 
 
This research is subject to several limitations. We encountered difficulties undertaking 
member checking owing to participants’ limited availability for follow-up interviews. 
Furthermore, the translator faced logistical barriers to participating in these meetings. This 
led us to decide not to proceed with member checking, as we wanted to adequately 
address the mothers' language barriers and, sometimes, their illiteracy. In the face of these 
obstacles, we ensured credibility through rigorous translation procedures with professional 
translation and verbatim transcriptions of participants accounts. 
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Appendix 1: Semi-structured interview guide 
 
Identification data /personal data  
Age:  
Place of birth (urban, rural) 
Age of arrival in Spain:  
Level of education:  
Number of children (how many sons and how many daughters):  
Age of children: 
 
Overall opinion of the school 
1. What do you value/like most about your child's school? What are the positive aspects 

of your child's school? 
2. What do you like least about your child's school? What do you highlight as negative?  
3. How do you think your child feels at school? Is your child at 

ease/satisfied/comfortable with his/her school/class? 
4. How is your child's relationship with the teacher? And classmates?  
5. How is your relationship with your children's teacher? 
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Participation and communication 
6. How is the relationship with the parents of the school?  
7. How is your relationship with your children’s teacher? 
8. Do you usually go to meetings with your children’s teacher? If not, why? 
9. Does the school inform you about activities? Do they invite you to participate? 
10. Has the school ever organised activities about your culture/religion? 
 
Cultural and religious diversity and identity 
11. Is there a halal menu in the school? In case there is not, is there any alternative food 

options? 
12. Have you requested Islamic education at your children's school? Did you know that 

you have the right to request it? Would you request it? Why?  
13. Do you think the school is flexible with regard to Islamic festivities i.e. Ramadan, 

Eid?  
14. Do you consider your children’s school to be inclusive in this regard? 
15. Do you feel that the teacher values your child's culture/religion? That is, does he/she 

helps your child feel proud to be Moroccan and Muslim. Why?  
16. How do your children perceive their identity? 
 
Discrimination 
17. Have you or your children ever felt unfairly treated or disregarded by a member of 

the educational community? 
18. Has your child ever experienced racism or Islamophobia? And you? 
 
Closure: Proposals for improvement 
19. What proposals for improvement and/or message would you like to give to schools, 

so that your child is better supported? 
20. What aspects of your child’s schooling would you change?  
 
Appendix 2: Discussion topics of the focus group 
 
Topic 1: barriers to inclusion 
Positive and negative aspects of schools  
Barriers to inclusion in schools 
Difficulties experienced when first enrolled in Spanish schools  
Challenges of schools that have diverse populations 
 
Topic 2: cultural and religious diversity and identity 
Ways in which cultural and religious diversity is celebrated  
Moroccan and Muslim background celebrated 
Influence on identity formation  
 
Topic 3: discrimination 
Discrimination in schools and in the Spanish society 
Discrimination: racism and islamophobia  
Gendered experiences of discrimination: gender Islamophobia  
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Topic 4: proposals for improvement  
Proposals for improvement to foster inclusion and support 
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