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Abstract

Teachers have a crucial role in dealing with the complexity of racism by 
acting as role models and employing various teaching practices that 
promote human rights, respect, equality, and intercultural understand-
ing among all students. The aim of the present qualitative research, 
which was conducted using semi-structured interviews with 20 par-
ticipants, was to explore primary teachers’ perspectives on racism in 
school settings and their responses on counteraction. Data were ana-
lysed by thematic analysis. Findings highlighted that racism manifests 
in various forms, driven by stereotypical and discriminatory perceptions 
toward various forms of difference. Racial manifestations are visible in 
various school settings and have negative effects, primarily microag-
gressions, discrimination, and exclusion. Teachers employ various 
teaching practices to foster democratic values, equality, intercultural 
understanding and social inclusion. Teachers’ training in multicultural 
education and collaboration with parents can also address racism more 
effectively. A holistic school policy was identified as a solution for creat-
ing safe and inclusive learning environments.  
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Lidar com a complexidade do racismo: perspetivas dos professores em 
contextos multiculturais de ensino primário em Tessalónica/Grécia
Resumo: Os professores têm um papel crucial no enfrentamento da complexidade do racismo, atuando como 
modelos e empregando diversas práticas de ensino que aumentarão o respeito pelos direitos humanos, a 
igualdade e a compreensão intercultural entre todos os alunos. O objetivo da presente investigação qualitativa, 
conduzida através de entrevistas semiestruturadas a 20 participantes, foi explorar as perspetivas dos profes-
sores do ensino básico sobre o racismo em ambientes escolares e as suas respostas/combates. Os dados 
foram analisados ​​por análise temática. Os resultados realçaram que o racismo opera com diversas manifesta-
ções e formas, impulsionado por perceções estereotipadas e discriminatórias em relação a diversas formas 
de diferença. As manifestações raciais são visíveis em diversos ambientes escolares e têm efeitos negativos, 
principalmente as micro-agressões, a discriminação e a exclusão. Os professores empregam diversas práticas 
de ensino para promover os valores democráticos, a igualdade, a compreensão intercultural e a inclusão social. 
A formação de professores em educação multicultural e a colaboração com os pais também podem combater 
o racismo de forma mais eficaz. Uma política escolar holística foi relatada como uma solução para criar ambi-
entes de aprendizagem seguros e inclusivos.

Palavras-chave: racismo; violência escolar; justiça social; Educação Primária

Faire face à la complexité du racisme : les perspectives des enseignants dans 
l’enseignement primaire dans des contextes multiculturels à Thessalonique, en 
Grèce
Résumé: Les enseignants jouent un rôle crucial dans la gestion de la complexité du racisme en agissant comme 
modèles et en adoptant diverses pratiques pédagogiques qui renforcent le respect des droits humains, l’égalité 
et la compréhension interculturelle parmi tous les élèves. L’objectif de cette recherche qualitative, menée par 
le biais d’entretiens semi-directifs auprès de 20 participants, était d’explorer le point de vue des enseignants 
du primaire sur le racisme en milieu scolaire et leurs réponses/contre-actions. Les données ont été analysées 
par analyse thématique. Les résultats ont mis en évidence que le racisme se manifeste sous diverses formes 
et manifestations, alimenté par des perceptions stéréotypées et discriminatoires envers diverses formes de 
différence. Les manifestations raciales sont visibles dans divers contextes scolaires et ont des effets négatifs, 
principalement des micro agressions, des discriminations et de l’exclusion. Les enseignants utilisent diverses 
pratiques pédagogiques pour promouvoir les valeurs démocratiques, l’égalité, la compréhension interculturelle 
et l’inclusion sociale. La formation des enseignants à l’éducation multiculturelle et la collaboration avec les 
parents peuvent également lutter plus efficacement contre le racisme. Une politique scolaire holistique a été 
présentée comme une solution pour créer des environnements d’apprentissage sûrs et inclusifs.

Mots-clés: racisme; violence scolaire; justice sociale; éducation primaire

Abordar la complejidad del racismo: Perspectivas del profesorado en entornos 
multiculturales de educación primaria en Tesalónica/Grecia
Resumen: El profesorado desempeña un papel crucial a la hora de abordar la complejidad del racismo, ac-
tuando como modelos a seguir y empleando diversas prácticas docentes que aumenten el respeto por los 
derechos humanos, la igualdad y la comprensión intercultural entre todo el alumnado. El objetivo de la presente 
investigación cualitativa, realizada mediante entrevistas semiestructuradas con 20 participantes, fue explorar 
las perspectivas del profesorado de primaria sobre el racismo en el entorno escolar y sus respuestas/contra-
medidas. Los datos se analizaron mediante análisis temático. Los hallazgos destacaron que el racismo opera 
con diversas manifestaciones y formas, impulsado por percepciones estereotipadas y discriminatorias hacia 
diversas formas de diferencia. Las manifestaciones raciales son visibles en diversos entornos escolares y tienen 
efectos negativos, principalmente microagresiones, discriminación y exclusión. El profesorado emplea diversas 
prácticas docentes para fomentar los valores democráticos, la igualdad, la comprensión intercultural y la inclu-
sión social. La formación del profesorado en educación multicultural y la colaboración con los padres también 
pueden abordar el racismo de forma más eficaz. Se informó de una política escolar holística como solución para 
crear entornos de aprendizaje seguros e inclusivos.

Palabras clave: racismo; violencia escolar; justicia social; Educación Primaria
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Introduction

Racism is a historically persisting and pervasive problem as it transcends geo-
graphical, social, and cultural boundaries globally. According to traditional percep-
tions and theories ‘racism’ is defined as a set of ideologies/beliefs, and attitudes 
or behaviours determined either by racial or ethnic difference. Racism is currently 
escalating as migration flows become more intense due to humanitarian, economic, 
and environmental crises, as well as armed conflicts that usually disproportionately 
affect vulnerable groups. According to the annual report of the European Commission 
against Racism and Intolerance (ECRI, 2024) intolerance, hate speech, resentment, 
anti-Muslim rhetoric, antisemitism, terrorist attacks, and religious extremism are the 
consequences of xenophobic populism, the prolonged economic crisis and ineffec-
tive social integration of migrant fluxes. However, in the same report, the ECRI also 
refers to intolerance, and discrimination against LGBTQ+ individuals, Roma and 
Travelers, and People of African descent, while highlighting that antisemitism is on 
the rise due to the current conflict in the Middle East. Accordingly, the 2025 report 
poses to the forefront four major priorities: combating racial profiling by law enforce-
ment officials, addressing the school segregation of Roma children, counteraction 
against transphobia and ensuring equal rights and dignity for intersex and trans-
gender persons, and strengthening national equality bodies across Europe (ECRI, 
2025). A positive dimension of this anti-racist approach is that it is based in a broader 
analytical framework of racism and counteraction, which reflects current social and 
political demands articulated at local, national, and international levels. This frame-
work acknowledges the complexity and multidimensional nature of racism, as well as 
the need for more inclusive and flexible forms of counteraction.

Four main dimensions around racism are highly challenging and raise tensions, 
and therefore are important to critically problematize from the beginning of the pres-
ent research. The first point is that, regardless of the typology, forms, or levels of 
racism and irrespective of intentions (Babacan et al., 2020), all manifestations have 
similar effects, as they are connected to unequal power relations, hierarchies, and the 
sustenance of privilege. Although ‘race’ as an analytical category might have been 
(superficially) dismissed, racism, either as an ideology or as actions and inactions, 
continues to exist and devaluates, oppresses, exploits, excludes and marginalizes in-
dividuals or groups (UNESCO, 2024; Arneback & Jämte, 2021; Babacan et al., 2020; 
Forrest et al., 2015). The dimension, is related to its unconscious or unintentional 
nature. As racism is unconsciously embedded in individuals through processes of 
socialization (family, schools, the media, and daily interactions), it is perpetuated in a 
subtle and even unintentional way, and this is exactly one reason that it is so difficult 
to eradicate. Cole (2017) suggests that when somebody expresses something that 
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reflects racism, it does not necessarily imply that the person is a racist (as somebody 
who adopts far-right ideologies), or intends to generate harmful racist effects. The 
third is that racism is not a unified, static or fixed phenomenon. Cole (2017) suggests 
using the term ‘racisms’ instead of ‘racism’ to provide a more thorough conceptual 
framework. Its various forms and meanings occur within different contexts – geo-
graphical, historical, political, and social that evolve over time (UNESCO, 2024). As 
racism is a socially constructed concept, therefore it is important to examine, situate 
and interpret it –along with racialization (Priest et al., 2016)– within its current con-
text and shifting agendas (political, social, economic, cultural, national, linguistic) 
(Solomos, 2022; Arneback, 2022). The fourth feature within the discourse of racism 
is intersectionality, which is inherent in Critical Race Theory (CRT) (Abel et al., 2024; 
Akkari & Radhouane, 2022; Center for Intersectional Justice, 2019; Gilborn, 2015). 
‘Intersectionality’, originally introduced as a term by Crenshaw (1989), has gained 
increased academic and policy attention and has served as a powerful analytical 
concept also in the field of racism (Akkari & Radhouane, 2022; Sleeter, 2016), help-
ing to interpret and raise awareness of intersecting inequalities and discriminations 
(Plummer et al., 2024). Intersectionality examines how various analytical tools/forms 
of identity, such as race, ethnicity, religion, gender, ability/disability, and sexual orien-
tation intertwine simultaneously and in manifold ways. The product of this interrelated 
and overlapping intersectionality of identities/difference, which is subjective as it is 
shaped by different contextual and individual factors (Bonilla-Silva, 2021), results in 
three major systems of subordination spread globally – capitalism, racism and patriar-
chy– and functions as a source of discrimination that, in turn, leads to social inequality 
and injustice (Center for Intersectional Justice, 2019).   

 Racism within the educational context, in its various forms, generates an equally 
important multiplicity of violence, and functions as an impediment against the physi-
cal, psychological, and relational wellbeing of students, hindering their positive edu-
cational outcomes and social inclusion. Its detrimental effects extend to the entire 
school community, spanning from the individual to all involved stakeholders and from 
an early age to adulthood. Racism, discrimination, prejudice, and hatred limit both 
educational access and opportunities, while threatening inclusion, social cohesion/
wellbeing, democracy, sustainable development, and consituting a violation of human 
rights (UNESCO, 2024; UNESCO & Right to Education Initiative, 2019). 

Xenophobia, intolerance and racism (both interpersonal and structural) pose sig-
nificant challenges for citizenship education, as they undermine core democratic val-
ues –equality, inclusion and human rights– that the European Union seeks to promote 
as the foundation of inclusive European identities. Citizenship education, although 
applied differently among European educational systems (European Commission, 
2018), should not only transmit normative knowledge of civic institutions but also 
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cultivate more profound democratic competencies that underpin the European proj-
ect, such as active citizenship, inclusivity, intercultural communication and under-
standing, empathy, tolerance, and solidarity across diverse communities (Osler, 
2020). The Council of Europe (2024) and the European Parliament (2022) have pro-
posed the revision of curricula and teaching materials within citizenship education 
to more explicitly reflec ethnic/racial diversity and embed anti-racist perspectives to 
dismantle discriminatory stereotypes. Furthermore, both institutions have suggested 
that teachers training should equip educators with critical and reflective pedagogies 
enabling them to provide inclusive educational content, interrogate entrenched forms 
of racism and effectively cultivate democratic values. Finally, the demand for more 
inclusive and anti-racist content with a global perspective in citizenship education is 
becoming more evident, as uncertainty, rapid demographic changes, and persisting 
socioeconomic problems create space for populist and authoritarian rhetoric across 
and beyond European settings (Osler & Starkey, 2018).  

The present paper is structured in the following sections: 1. Introduction. 2. 
Literature review, which provides an overview of definitions and conceptual frame-
works of racism and empirical evidence about racism within educational settings. 
3. The methodology section presents in detail the research aim and the research 
questions, the context of the present research, participants, the data collection pro-
cess, the research tool, and data analysis. 4. The findings of the thematic analysis 
are presented in themes along with excerpts from the semi-structured interviews. 5. 
In Discussion, findings are interpreted, connected to the research questions, theory, 
and prior empirical evidence. Finally, the section closes with recommendations for 
effectively addressing racism within educational settings. 

Literature review 
Definitions and conceptual frameworks 

Crozier (2023) defines ‘racism’ as a manifestation of individual prejudice and per-
sonal negative attitudes that lead to various forms of discrimination, while later the 
author states that racism is “systemic and deeply embedded throughout the struc-
tures and organisations of society” (p. 30). Racism is a highly contested term and a 
complex and multidimensional phenomenon in many ways, as reflected in the broad 
spectrum of its various definitions, conceptual frameworks and approaches outlined 
in the field. Racism today is a complex interplay of biological and cultural dimen-
sions, reflected in both ideological discourses, processes, and material practices 
(Cole, 2017). Racism also has historical biological and cultural underpinnings. It has 
a wide typology of categories as well: it can be symbolic, structural, institutional, 
societal, dominative, aversive, overt/explicit and covert/subtle (Alansari et al., 2020; 
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Cole, 2017), intended or unintended (Arneback & Jämte, 2021), and an ‘unconscious 
bias’ (Tate & Page, 2018). Shiao and Woody (2021) discern four major conceptualiza-
tions, dimensions and meanings within the discourse of racism: the psychological, 
the cultural, the ideological and the structural – a typology that points to different 
ramifications and forms of racism. Finally, UNESCO (2024) within the educational 
context draws attention to the mechanisms of racialization, as an escalating process 
that involves classification, homogenization, naturalization/culturalization, essential-
ization, polarization, and hierarchization (p. 13). 

Vast prior literature on the topic has attributed racism to an ideological process 
that builds upon race/racial ideologies – known as ‘racialization’. White supremacy 
and the U.S. slavery system, under a Marxist perspective, are inextricably linked to la-
bour power and to the systematic exploitation of Black people (Miles, 1987). However, 
during the present and the previous century, globalization and rapid demographic 
and societal changes due to immigration, have shifted academic, research and po-
litical discourses towards ‘ethnicity’, as a powerful analytical tool to interpret various 
forms of cultural difference (nationality, religion, language) that define the boundar-
ies of ethnic racism, inclusion, exclusion, hierarchization and discrimination towards 
immigrants and ethnic groups/minorities (Verhaeghe et al., 2024). The Parliamentary 
Assembly of the Council of Europe (PACE, 2015) and Squire et al. (2024) refer to ‘neo-
racism’ as racism, intolerance and xenophobia which are apparent in the European 
context and globally. The main characteristic of neo-racism is that it is considered as 
‘race-less racism’ and affects a broad spectrum of people – Muslims, Roma, Jews, 
asylum seekers, immigrants- on the basis of perceived cultural, religious, and nation-
al incompatibility. PACE (2015) and ECRI (2025; 2024), as mentioned earlier, stress 
that intolerance, hate speech and discrimination can emanate from ethnicity, race, 
migrant status, language, religion, ability/disability, gender identity and sexual ori-
entation. Therefore, as racism has multiple forms, it consequently requires multiple 
forms of counteraction. 

Racism and Education

In the educational context, a growing body of evidence focuses on racist/ethnic 
bullying as a form of school violence. Raines (2017), while exploring the connec-
tion between cultural diversity and bullying, defines bullying –physical, verbal and 
exclusion– as a form of violence recurrently perpetuated among students of all ages, 
including elementary students, driven by a power imbalance. The author refers to 
gender, sexual orientation and ethnic/racial diversity as strong factors that cause 
bullying, while he suggests that females, LGBTQ+ and immigrants face a higher risk 
of facing peer victimization than other peers. Arens & Visser (2024) employ the term 
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‘ethnic peer victimization’ and report that ethnicity (culture, language, religion) is a 
negative risk factor. However, the researchers stress that much prior evidence on the 
topic provides controversial and/or ambiguous results and therefore it should be cau-
tiously interpreted, as all forms of peer victimization are not linked to ethnic prejudice 
and bias, but to individual and other contextual factors, such as peer-relations. In line 
with this, Menesini & Salmivalli (2017), while referring to ethnic bullying, add the di-
mension of prejudice-related bullying and outline a series of individual and classroom 
factors (demographics, classroom hierarchy, teachers’ attitudes) that create and sus-
tain bullying within school settings. The researchers stress that bullying threatens the 
psychological, physical and societal/relational wellbeing of children, while reporting 
various detrimental effects on victims, such as low self-esteem, peer-rejection, low 
friendship quality, anxiety, depression and low academic outcomes. 

Castillo et al. (2025) in their systematic review draw the attention to racial microag-
gressions (RMAs). The researchers define the term as a subtle form, often slight and 
unconscious verbal statements (derogatory comments, insults, i.e.) or behaviours 
that transfer hostility and racial attitudes and stress that an attempt to measure this 
form of individual-level racism can be problematic because of their ambiguous and 
subtle nature. Sue et al. (2007) discerned a typology of RMAs: microinsults, micro-as-
saults and microinvalidations. Brown & Miller (2018) support that RMAs can -through 
the intersectionality of identities- be directed against race, class, gender, sexual ori-
entation, immigration status, language (or even accent), religion and other individual 
dispositions. Mabrouk et al. (2024) indicate that micro-assaults are an overt/explicit 
form of hostility that occurs less frequently. Fu et al. (2022) suggest that RMAs can 
start even from an early age and, if not addressed properly, can have even more 
detrimental effects to victims during adolescence. The researchers also stress the 
research gap on RMAs manifested during early adolescents (that is included in the 
level of Primary Education –6 to 12 years in Greece). More importantly, Fu et al. sup-
port that RMAs can be better addressed when considering the contribution of family, 
peers and teachers and that teachers have a crucial role in providing an equitable 
and inclusive learning environment. 

Teachers along with the school leadership have a determinant role in counter-
action against racism either through their beliefs, attitudes, actions -as they func-
tion as role models- or through their teaching strategies. Arneback & Jämte (2021) 
delineated a teachers’ racist counteraction typology that is broadly divided into two 
main categories: the first category involves teaching strategies and actions that aim 
to interrogate structural racism -the emancipatory, intercultural and the norm-criti-
cal perspectives, where teachers act as political agents and critical pedagogues 
whose goal is to empower students; the second category involves approaches that 
focus on individualized racial forms: the relational (that emphasizes on solid positive 
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relations that bring respect, care and solidarity); the democratic that employs demo-
cratic dialogue and promotes democratic values and culture, and, finally, the knowl-
edge-focused perspectives, which focus on transmitting knowledge and skills that 
can enable students to critically challenge racism within the broader social context. 
Arneback (2022) stresses the role of teachers’ own perceptions and prior experi-
ences with racism and the need for critical self-reflection as a crucial compound of 
their professional development. Forrest et al. (2016) report two types of teachers’ 
responses in the Australian context: 1. teachers who act as agents of change and 
strongly support the aims of multicultural education, challenge discrimination and 
racism, promote intercultural understanding, equality and social justice; 2. Teachers 
with a more overt anti-racist interventions and attitudes, who employ culturally diverse 
learning  and curriculum interventions and aim to foster cultural inclusiveness and in-
tercultural relations, while embracing increased parental involvement. Sieben-Aduful 
et al. (2025) qualitative research in the Netherlands aimed to explore teachers’ per-
ceptions and actions against ethnic/racial bullying in primary schools. According to 
their findings, teachers reported the importance of a safe classroom climate and that 
they could not discern racist from interpersonal bullying. Addressing such incidents 
was reported as challenging and although teachers avoided discussing racism as a 
social phenomenon, they focused on discussing cultural diversity. The researchers 
stress the importance of several factors that shape how teachers cope with racism 
and racist bullying, such as beliefs and attitudes, knowledge and skills, competences 
–skills and tools and non-passive attitudes– the classroom climate, the school cli-
mate –including the role and responses of the school leadership who has to provide 
support to teachers and be aligned with anti-racist beliefs, and parental responses– 
and the school curriculum. Finally, Kheirkhah & Aronson’s (2025) findings report the 
importance of teachers’ competence in implementing multicultural and anti-racist 
education. Participants stressed the importance of creating safe and inclusive class-
rooms for their students, their determined commitment and the increased demand 
for training in multicultural education. Insufficient administrative support and training 
along with the broader political backlash in the USA context were reported as the 
main barriers against effective responses. 

Antiracist education – and specifically antiracist pedagogy – is another effective 
approach not only in classroom settings but also in teachers’ initial preparation.  King 
& Chandler (2016) suggest that an approach of non-racism –understood as the pas-
sive rejection of overtly racist behaviours, language, or ideologies– does little to dis-
rupt or transform collective understandings of race. Instead, such passivity sustains 
existing racial hierarchies by remaining silent about racial knowledge and structural 
inequalities. Chandler (2015) introduces the concept of racial pedagogical content 
knowledge (RPCK) in social studies teacher education as a means of moving beyond 
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non-racism toward explicitly anti-racist pedagogical approaches. In this context, con-
temporary expressions of non-racism are examined in contrast with anti-racist prac-
tices, leading to practical recommendations for advancing anti-racist education in 
the field. Non-racist curriculum and pedagogy, often framed within a racially liberal 
perspective, tend to favour passive responses that reject only the most extreme ex-
pressions of racism, while leaving deeper structures intact. This perspective reduces 
racism to a matter of individual prejudice or immoral behaviour, neglecting its sys-
temic and institutional dimensions. 

In contrast, an anti-racist orientation requires an active rejection of institutional 
and structural racism, making visible the ways in which race is socially constructed 
and embedded across different contexts. Grounded in CRT, anti-racist pedagogy 
highlights how racism is normalized within institutions and systems. CRT underscores 
the importance of intersectionality, the lived experiences of people of colour, and 
the idea of “interest convergence” – that racism endures because it benefits certain 
dominant groups (Kishimoto, 2018). Within this framework, anti-racist pedagogy in-
tentionally uses race and racism as analytical entry points for understanding broader 
systems of oppression, especially in relevance to the wider political and social forces 
(Kishimoto, 2022). This approach not only challenges students to critically reflect on 
their own social positions within a racialized society but also requires educators to 
examine their roles and responsibilities in sustaining or resisting racial inequality. 

Like other critical pedagogies, anti-racist pedagogy develops students’ analytical 
capacities to recognize and contest racism. Similar to feminist pedagogy, it extends 
beyond awareness to activism, emphasizing both classroom practices and organiz-
ing efforts that take place within and beyond educational spaces (Kishimoto, 2022). 
Kishimoto outlines that antiracist pedagogy as an organizing project both within and 
beyond the classroom is a life-long process. It involves the faculty’s critical-self re-
flection on their own positionality and the alignment of content, pedagogy and or-
ganizing aspects. Introducing racial content accompanied by specific activities in 
a variety of disciplines (maths, biology, computer science, engineering) can help 
students become aware of racism as a socially constructed concept, develop critical 
analytical skills, decentre authority, take responsibility for their own learning, become 
empowered and foster a sense of shared community. In line with this, Rabiger (2025) 
in a study conducted across 25 schools in England demonstrated that the murder of 
George Floyd served as a catalyst for engagement in the Anti-Racist School Award 
programme. However, the author supports that despite this, discussions about race 
in schools are often suppressed, while the English education system continues to 
uphold narratives of race-neutrality and meritocracy. Widespread ignorance and dis-
comfort in addressing racism contribute to schools’ inconsistent responses. The find-
ings indicate that many leaders involved in the programme conceptualise racism as 
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an external problem, overlooking its embeddedness within institutional structures, 
policies, and deficit-based perceptions of racially minoritised students, staff, and 
families. Few schools engage with a holistic concept of permanent racism, which 
recognises both the role of educational institutions in sustaining inequality and the 
need for continuous processes of unlearning. The author concludes that a genuine 
anti-racist practice demands that leaders acknowledge the permanence of racism 
and approach it without sentimentality and that schools can begin to confront sys-
temic racism, challenge structural white supremacy and foster a sustained culture of 
anti-racist vigilance.

In the Greek context, Zachos (2019) in his qualitative research with 28 primary 
education teachers explored racial stereotypes, prejudices and the role of teach-
ers in combating racism in school settings. Findings revealed that teachers believe 
that the root causes are low educational level, low self-perception, the social struc-
tures, the Media, the Internet and family. Participants also reported that they find 
it difficult to identify racist incidents in their schools and when they occur, they are 
related with racial difference, i.e. with Roma children and other forms of diversity, 
such as language. Also, participants supported that teachers as professionals may 
have racial stereotypes and that in some cases, they are not aware of them or can-
not identify them and critically self-reflect, something that poses a significant barrier 
when dealing with racism in school settings. Group discussions, collaborative teach-
ing strategies, arts, dramatization and collaboration with families were reported as the 
main strategies to promote intercultural understanding, tolerance and empathy. Most 
participants referred to the increased demand for teachers’ training in intercultural/
multicultural education. 

Nikolaou & Samsari (2016), in quantitative research with 839 schoolchildren (pri-
mary and secondary ethnically diverse schools), reported that a substantial percent-
age of students have witnessed incidents of ethnic bullying, – though not all within the 
school setting – and that positive inter-ethnic relationships can impact low frequency 
of bullying. Finally, one important finding was that ethnic bullying was perpetrated 
by non-native students against their ethnic peers, as their motive was to gain accep-
tance by native students. In a 2015 online survey by the Children’s Ombudsman, 66% 
of students reported that racism exists and is a noticeable phenomenon in schools. 
The largest percentage of racist attacks (57%) concerns students with special fea-
tures in appearance; 37% concerns students from a different race/ethnicity or religion; 
18% concerns students with a disability. In a 2015 online survey by the Children’s 
Ombudsman, 29% of students also reported discrimination against good or bad stu-
dents (positive and negative discrimination) while 12% pointed out that discrimination  
against students from families with low socioeconomic status. Finally, in terms of leg-
islation, the Law 4415/2016 Regulations for Greek-language education, intercultural 
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education and other provisions states that “structures relations between different 
cultural groups in order to eliminate inequalities and social exclusion, through the 
democratic operation of the school, the respect of children’s rights and the training of 
teachers in intercultural education” (A.20 – A.21). 

Methodology 
The present research

The aim of the present research was to explore teachers’ perspectives about rac-
ism in school settings and their responses to the phenomenon. Semi-structured in-
terviews were selected to explore the following research questions (RQs): 1. What 
are the manifestations of racism? 2. Which practices do teachers employ to tackle 
racism? 3. Which solutions do teachers consider most effective? 

The context 
Primary education was selected according to prior literature, as the topic remains 

less explored at this educational level and mostly explored at high-school settings 
(lower/upper) as it has more alarming, overt and violent manifestations (Bourou et 
al., 2024; Raines, 2017). Primary Education, which is compulsory in Greece, serves 
students aged from 6 to 12 years old and is structured in six grades. The compulsory 
school schedule begins at 08:15 and ends at 13.15 with a supplementary extension 
until 17.30 for working parents/families. Three schools were selected in Thessaloniki, 
the second-largest city in Greece, which presents an urban context with increased 
diversity reflected in its school settings as well. The main criterion for selection was 
the ethnic/racial diversity of schools. 

Participants and data collection process 
The participants were 20 teachers who had worked in multicultural educational 

settings in Primary Education. Participants had teaching experience with diverse  
student populations from various countries and ethnicities, including Roma stu-
dents,  Albania, Romania, Serbia, Poland, the Czech Republic, England, Germany, 
Syria, Pakistan, Bangladesh, Turkey, Egypt, Afghanistan, Iraq, Palestine, Somalia, 
and Australia. The 20 participating teachers worked in different schools. All partici-
pants were of Greek nationality and reported no ethnic background. 17 participants 
were female and 3 were male. The female overrepresentation in Primary Education 
is consistent with data provided by the World Bank (2023). Participants’ age varied 
from 38 to 52 years, and their teaching experience ranged from 10 to 27 years. 10 
had participated in training seminars in multicultural education. 16 were teachers of 
Primary Education, meaning that they had Tertiary degrees specialized in Primary 
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Education. Three were foreign language teachers – two English and one French – and 
one was a Fine Arts teacher. Participants were recruited through snowball sampling, 
a convenient method that provides the opportunity for participants to introduce other 
participants to the researchers according to their professional acquaintances. Data 
collection lasted seven months during 2024. The semi-structured interviews lasted 
40-60 minutes and were conducted outside school-grounds. The location was select-
ed upon the preference of participants and with respect to their personal schedule. 
Although all participants chose to participate willingly, they were informed about the 
aims of the present research, about their right to withdraw at any time, and the privacy 
and confidentiality of data. Three interviews were pilot. 

Research tool
The interview guide was structured by the researchers according to the literature 

and was divided into four main sections – perceptions; manifestations, causes and 
effects of racism; practices/responses; barriers and solutions – with 19 open-ended 
questions that provided participants with the opportunity to elaborate thoroughly on 
their thoughts. 

Considering the number of participants, although suitable for qualitative research, 
findings should not be generalized to the entire Primary Education sector in Greece. 

Data analysis
Data were submitted to reflexive thematic analysis (RTA) (Braun & Clarke, 2022). 

According to Braun and Clarke, RTA is a flexible method for identifying, analysing, 
and interpreting patterns of meaning –themes– within qualitative data. In their most 
updated framework (2022), the authors emphasize researcher’s subjectivity, reflex-
ivity and the opportunity for creativity. Their approach is not codebook-driven, and 
themes are developed through deep engagement and interpretation, which means 
they are not merely discovered and are not neutral. The iterative process included six 
stages. Initially all data were transcribed. 1. In the first stage, there was familiarization 
with the data. Transcripts were read three times and initial notes highlighted signifi-
cant content. The researchers’ objective at this stage was to immerse deeply in the 
data. 2. At the second stage, initial codes were generated from the excerpts. Coding 
was interpretative and active, capturing interesting and meaningful features from the 
data according to prior literature and the RQs. Concerning reflexivity at this stage, 
the researchers considered how their subjectivity might influence what they noticed 
and how they coded it, since their research interests align with intercultural educa-
tion, feminist pedagogy and democratic schooling. 3. In step three, initial themes 
were generated. The researchers organized codes into themes that reflect broader 
patterns of shared meaning. The relationships between codes were examined and 
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followingly they were clustered into potential themes that could function as interpreta-
tive and meaningful stories about the data always in relation to the RQs. 4. In step 
four, the researchers reviewed the candidate themes in relation to the coded data ex-
tracts. Each theme was checked for distinctiveness, lack of overlap with other themes 
and for coherence. At this stage the researchers decided to rearrange codes “forms” 
and “manifestations” and merge them with “definitions” into Theme 1, as forms and 
manifestations are interrelated and may shape the way participants define and per-
ceive racism. This also helped to reveal how multidimensional the phenomenon of 
racism is. For the other five remaining themes, there was consensus among the re-
searchers. 5. In step five, defining and naming themes, the researchers decided on 
the focus and scope of each theme and on clear and meaningful names that could 
capture the essence of each theme and its relevance to the RQs. Consensus on the 
themes was reached through recurring meetings between the researchers. Finally, in 
step 6, the report was written. As a final self-reflection comment, it is significant to 
mention that the analysis followed the recursive approach of the previous steps and 
the writing evolved accordingly. 

Findings 
In the following section, we outline major themes along with indicative excerpts. 

TA revealed the following six (6) themes:
Theme 1: Definitions, forms and manifestations of racism 
Theme 2: The root causes of racism
Theme 3: Detrimental effects of racism
Theme 4: Teachers’ role and coping strategies
Theme 5: Barriers against effective responses

Theme 6: Possible solutions

Theme 1: Definitions, forms and manifestations of racism 
Theme 1 prompted from the 1st RQ, which aimed to explore how teachers per-

ceive racism through its manifestations. All participants explained how they perceive 
racism and their experiences concerning forms and manifestations within school set-
tings. All teachers reported that they perceive racism a serious problem that can 
take many forms related to intolerance against various forms of diversity – ethnicity, 
race, nationality, religion, language, sexual orientation, socioeconomic status, physi-
cal appearance (body size), dressing, low educational outcomes (lower grades), and 
low performance in sports – and a sense of superiority. However, many teachers 
highlighted that stereotypes, discriminatory practices, exclusion and even racist mi-
croaggressions are interrelated phenomena and are the result of overlapping and 
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intersecting forms of difference, such as ethnicity/race, gender, religion, language 
and socio-economic status. Participants stressed that their main concern was school 
violence in all its manifestations and in all contexts/place of occurrence. Half of the 
participants reported racist incidents targeting against students with an immigrant/
refugee background: 

“Incidents happen against students with immigrant or refugee background, be-
cause they look different in physical appearance, or in terms of language and have a 
visibly lower socio-economic status than the majority”. (T15) 

Most teachers reported both overt and covert forms of racist incidents, which 
have more subtle manifestations, which makes it more difficult for them to identify 
the phenomenon. Manifestations of racism were related either with acts of violence 
or with stereotyping. According to teachers, violence took the form of microaggres-
sions, name-calling, mocking, laughing against others and exclusion. Most teachers 
reported that verbal violence was the most common case, while physical violence, 
such as fights and attacks were not common: 

“During this age physical fights aren’t a common thing; primary school is a more 
secure space, children feel more protected, and we have strict rules. These incidents 
are more visible to teachers”. (T18)

Another teacher reported that: 

“Verbal violence … usually degrading talking and comments, especially against 
specific groups, Albanians for example. But this can happen even from children 
with Albanian origins. There was a boy for instance of half Albanian descend that 
repeatedly made nasty comments, mocked his Albanian peers … even made 
them cry. His behaviour was bad, but this was just one case”. (T6)

Additionally, most teachers stressed that such incidents usually take place in more 
informal settings, where rules are less strict and students feel freer and looser, such 
as school corridors and the courtyard, where students during free play might some-
times go unnoticed and/or unattended. Also, four teachers reported other spaces, 
which are indirectly related to school, such as digital spaces –online games, social 
media platforms or chat applications– where racist verbal microaggressions and ex-
clusion can occur as well. Teachers’ covert stereotypical perceptions about students 
with immigrant/refugee background that results in classroom discrimination was also 
identified as a manifestation or racial prejudice: 

“Teachers as well bear some kind of racist bias, not overtly but it surely affects 
their teaching and the classroom. It’s because of the students’ language diversity. 
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They believe that it’s a barrier for the entire classroom and in some cases, they 
undermine those students who become even less involved or even invisible”. (T12)

In line with this, T18 mentioned that: 

“Teachers might be professionals, but they’re also common people who live and 
construct their beliefs and attitudes within the same social context as everyone 
else. Racism can affect everyone!”.

Theme 2: The root causes of racism
Theme 2 was prompted from the 1st RQ. Participants’ discourse revealed that 

‘racism’ was defined through its root causes. Their responses reflect a broad spec-
trum of causal factors. All participants identified bias, prejudice, and stereotypes as 
the main reason behind all forms and manifestations of racist beliefs and attitudes. 
“Stereotypes are deeply rooted beliefs … you just can’t unroot them through school-
ing or by some limited interventions. It needs more collective and serious efforts” 
(T20). Similarly, T5 supported that: “many people have a fear or reluctance about 
cultural differences”. 

Participants discerned three main interrelated spheres that produce, reproduce 
and sustain racism. Most teachers identified family as the sphere with the most influ-
ential role: 

“Parental beliefs and everyday attitudes are responsible for creating all kinds of 
racism. Children don’t have an opinion of their own about diversity at this age. 
They replicate what they hear”. (T7) 

and T11 “Parental political opinions, who identify with far-right parties for example 
transmit nationalistic values to children that cause discriminatory attitudes”. A few 
teachers referred to cases where there was conflict with parents: “One of my students 
refused to sit next to a refugee student from Syria. The next day the father fiercely 
demanded from me to change this arrangement” (T16).

The second sphere identified was society, including various dimensions and fac-
tors within it. Four teachers reported that structural inequality is a main reason behind 
hierarchical divisions and inequality among groups of people. Societies which are 
deeply divided among socioeconomic status and power relations use stereotypes 
to perpetuate inequality based upon supremacy of in-group members: “According 
to such beliefs, people with a different nationality such as immigrants are lower and 
even a threat. Systemic structures and organizations perpetuate those beliefs” (T9). 
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Poverty and economic inequalities on a global scale, social exclusion along with the 
human rights’ violations were also reported as social conditions that favour racism 
and racist attitudes and threaten social justice.  

The Mass Media were also reported as a means for creating and sustaining rac-
ism. T4’s response is revealing:  

“The Media depict on a daily basis immigrants arriving in our country, hate crimes 
or crimes committed by dangerous or con-conforming immigrants or religious 
fanatics … people are used to the idea that these people are dramatically different 
and that ‘others’ are a serious threat to our society. These scenes are normalized 
in our minds”.

Finally, the Internet was reported by a few teachers as a means for spreading fake 
news or formulating people’s perceptions and especially adolescents’ and children’s: 

 “Children who access the web can’t have a critical literacy of what they’re read-
ing or watching. Those things function as negative role models and children are 
deeply affected”. (T18) 

Education and specifically schooling was the third factor mentioned. T1 reported: 

“Schools and teachers have a crucial role through their attitudes. Racist or dis-
criminatory attitudes depend on whether the school has strict rules and is tolerant 
or intolerant against such cases”.

And T8 referred to teachers’ responses:

“When you don’t know how to respond or act effectively, then you become a bad 
role model. Children have the impression that racism in any form is a normal at-
titude and that we -teachers tolerate it or even accept it”.

Theme 3: Detrimental effects of racism
The 3rd theme was prompted from the 1st RQ. Along with root causes, an empha-

sis was given to the various effects and negative impacts of racism. All participants 
reported negative effects both for perpetrators and victims. T17 reported: 

“Kids who defy strict rules against intolerance and violence or bullying have 
the impression that they can do whatever they want because of their superiority 
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and then as they grow older this type of behaviour becomes normalized, and it’s 
spread outside schools and in adult life. The bully then becomes the real threat”. 

And T3 suggested that: “School is the place where stereotypes are generated and 
perpetuated”. 

Most participants, however, reported disproportionately detrimental effects on vic-
tims. T7 mentioned in detail: 

“Children with immigrant backgrounds have lower grades and performance than 
their native peers mainly because they are less involved … they don’t participate in 
classroom processes due to low self-esteem, reluctance, fear or because they’re 
somehow excluded. For example, they don’t participate actively during free play 
in the courtyard or from school excursions. It’s a kind of marginalization. They’re 
closed to themselves or socialize only with their ethnic peers”.

Theme 4: Teachers’ role and coping strategies
Theme 4 was prompted from the 2nd RQ which aimed to explore teachers’ prac-

tices against racism. All teachers reported various strategies for addressing racism 
and discriminatory attitudes. Starting from within the school, T13 mentioned that 
“School, after the family, is the primary children’s space of socialization. School has 
the responsibility to shape students’ personality, their social skills and create respon-
sible citizens who’ll respect human rights”.  Most participants highlighted the crucial 
pedagogical role of teachers, for example T15 noted that: 

“It largely depends on the individual … you have to act like a pedagogue, transmit 
values and ideals and not just cling to teaching the curriculum, but this depends 
on personal willingness”.

Similarly, T11 reported: 

“We must act as role models. Students imitate and replicate our attitudes and 
behaviours and not only the negative ones but mostly the positive. If you behave 
with tolerance, acceptance and respect towards diversity, then our students will 
do the same”.

In line with the above, T19 mentioned:
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 “We’ve got to inspire children and not disappoint them. They got high expectations 
and in some cases we’re their main influence … many kids try to find a strong 
attachment inside the school”. 

Finally, T9 revealed another dimension: 

“First, we must examine our personal stance … where do we stand?  I mean self-
reflection and critical thinking is important as a tool against racism and various 
discriminations and a tool to become a better person and then a better profes-
sional. We must constantly improve ourselves”.

School policies were also mentioned as a crucial determinant for addressing mi-
croaggressions, racist attitudes, intolerance and incidents of violence in general. 
T13’s discourse revealed: 

“Strict rules and zero tolerance policies are the best way to respond. There’s got 
to be consensus and an immediate and uniform response. All cases aren’t the 
same. It’s a complex issue but differentiated reactions either by teachers or by the 
leadership create a gap …. this is misinterpreted as weakness or as tolerance”. 

Also, in relevance to the school, almost all participants highlighted the importance 
of a positive school climate and the need to create safe and inclusive learning spaces 
for all, regardless of difference. 

“A school that wants to build tolerance, equality, and peaceful relations must 
invest in safety and inclusion for all … regardless of religion, nationality or socio-
economic status” (T20).

All participantsemphasized establishing an effective and positive classroom cli-
mate, enhancing acceptance, tolerance, empathy, cooperation, intercultural under-
standing, and peace. T18 referred to awareness as a decisive preventive strategy: 

“Keeping our students informed and increasing awareness. Children must be 
informed and gain a better understanding about diversity … all forms of diversity 
aren’t the same but gradually we’ve got to enhance their knowledge”. 
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Some of the pedagogical strategies employed by teachers are: “Discussions, 
group discussions about diversity, human rights, and bringing racist attitudes of 
any form to the forefront” (T10). Other pedagogic strategies reported were: “Group-
projects and collaborative learning in mixed teams are effective. They promote co-
operation, a sense of solidarity, understanding, help-sharing, mutual respect, and 
empathy” (T5). Gamification, music and Fine Arts were also employed to foster inter-
cultural understanding and strengthen interpersonal relations. Moreover, T9 suggest-
ed that “I stress the common grounds that children share rather than their differences. 
Difference is accepted and works as space for negotiation”. T2 referred to another 
pedagogical practice: 

“Experiential learning. Not just working abstract values … they’re important but 
students can’t embed human rights just by a limited discussion confined to some 
texts. This is superficial; children must experience those values in their everyday 
lives … that human rights and human dignity are respected uniformly”.

Socioemotional learning interventions were also reported to increase democratic 
values, empathy and respect. Finally, various formal educational programmes about 
ethnic diversity have proven to be effective and well-accepted as they offer the op-
portunity to students to get acquainted with customs, folk stories, language, music 
and food from other nations. Three teachers reported that media literacy in the digital 
realm can have positive outcomes, with the precondition that enhances critical think-
ing skills to students. 

Finally, six teachers reported that they consider parental involvement and the wid-
er community as decisive, for example: 

 “We can’t be alone in this. Parents can help us and in turn we can help them 
too. Keeping parents informed. We must communicate with them regularly and 
engage them in our interventions when working with diversity issues”. (T8)

And similarly: 

“Parents and the wider community. Why not engage them more actively? Our 
classroom’s activities about children’s rights were communicated through post-
ers to local shops. All the children took part, and they enjoyed it very much. The 
school must come out of its walls”. (T15)
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Theme 5: Barriers against effective responses
The 5th theme was prompted from the 2nd RQ, as participants suggested that 

barriers and various challenges can hinder their efforts and various strategies em-
ployed. Most teachers reported that their work overload due to the formal curriculum 
hinders employing effective strategies. T2 mentioned: 

“There’s not enough time to work in the classroom as I’d ideally like to have 
worked with complex topics, such as human rights or children’s rights or peace. 
Students get to know a glimpse of all these topics and it’s not only superficial 
but boring as well”.

While T20 suggested that: “We need more guidance from the Ministry and more 
flexibility. The curriculum needs to be cut down to size”. 

All participants reported limited resources, specifically insufficient training in mul-
ticultural education or dated skills from their preservice stage or that: 

“We need more practical suggestions and to increase our skills. How to imple-
ment something that’ll be exciting, playful and have an impact when we’re talking 
about diversity?”. (T8) 

The absence of holistic approaches that involve the engagement of all stakehold-
ers was reported by more than half of the participants: “The school leadership has to 
show a stronger will and pursue state support through specific initiatives” (T5). T15 
referred to parental involvement: 

“Parents in some cases are a strong barrier. While they have high expectations, 
when we’re trying to raise awareness about diversity and not just ethnic diversity, 
they don’t agree, because the school shouldn’t intervene into traditional family 
values. There’s a conflict here that we can’t deal with”. (T15) 

Finally, the Media and the wider societal crisis were also reported as barriers, 
something that was depicted previously in Theme 2, highlighting that root causes 
function as challenges as well. 

Theme 6: Possible solutions 
Theme 6 was prompted from the 3rd RQ that aimed to explore possible solutions. 

Almost all the participants stressed the growing demand for training as part of their 
professional development. T19 reported: “The preservice stage wasn’t adequate. 
Training in multicultural education will increase our multicultural effectiveness and our 
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skills and boost our confidence”. Another dimension was mentioned by T15: “Training 
has to be regular and catch up with current demands, let’s say for example school 
violence, bullying, inclusive education, gender equality … it should cover more forms 
of diversity”. More specifically, T12 referred to the importance of “training through 
experiential learning, we need more practical suggestions and workshops and work 
our self-reflection even in groups!”. Finally, T9 proposed another strategy: “training in 
conflict resolution. I think it’d helped a lot to know specific tools to handle conflict and 
promote peace and understanding in my classroom”.

Collaboration, reflection and support among teachers as professionals was also 
mentioned by fewer teachers while support and guidance by the school leadership 
was mentioned by three participants. 

Another group of participants focused on the curriculum. For example, T5 suggested: 

“The curriculum must focus more on and expand on topics of intercultural un-
derstanding, equality and peace and non-violence and I’m not referring just to 
knowledge transmission but to something deeper. Working with socioemotional 
learning tools and empowering students would make a visible difference”. 

And some teachers reported that flexibility and more autonomy in pedagogical 
strategies is crucial: 

“We definitely need more time to be more flexible and invest in role playing and 
dramatization and arts and crafts. Dialogue also about hot topics that are rel-
evant to children’s lives … listen to what they have to say -what’s really bothering 
them” (T12). 

All participants stressed the increased demand for holistic approaches. T2 sug-
gested that: “All initiatives and efforts to promote respect, peace and equality should 
involve all and by all, I mean parents, the school leadership and the entire communi-
ty”. And T1 emphasized “Parents … we could have done much better if they collabo-
rated more. We need a common ground for mutual understanding”. Also, pessimism 
and reluctance were expressed, as schools alone cannot cope with their increased 
social role. Indicatively, T1 supported that: 

“We can’t hide … racism and violence aren’t only a school problem. It’s a mat-
ter of political will and educational policies … and what happens if policies are 
contradictory or social responses are working against us? This demands strong 
coordination and wider social acceptance. Sometimes we feel like we’re cancelled, 
but you can’t give up!”.
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Discussion and recommendations

The aim of the present qualitative research was to explore teachers’ perspectives 
and responses towards racism as a phenomenon occurring within primary educational 
settings. Findings highlight the complexity of the topic and the crucial role of schools. 

Concerning the first RQ, findings demonstrated various perceptions and concep-
tual frameworks. All participants expressed that they perceive racism as a serious 
social problem that exists within educational settings as well. This finding is impor-
tant, as it reveals that teachers acknowledge and identify racist incidents and rac-
ism as not an overlooked problem, easily masked or disregarded through subjective 
interpretations that consider students as innocent (Sieben-Aduful, 2025). However, 
participants’ responses revealed two distinct conceptual frameworks about racism. 
One the one hand, participants defined and perceived racism in a broader sense, as 
a phenomenon not strictly related to racial different, but as a set of beliefs, attitudes 
and actions that are generated by any form of diversity, such as gender, ethnicity/
race, language, religion, socioeconomic status, sexual orientation physical appear-
ance – students’ outfits and obesity for example were reported –, bad performance 
in active sports, and low grades (Raines (2017). This finding aligns with more current 
approaches that have broadened the spectrum of diversity – and consequently vul-
nerability – recognized in modern societies. Such approaches problematize racism 
as intolerance, stereotyping – rejecting – notions that produce a wide range of hos-
tility, violence, hate speech, xenophobia, discrimination, exclusion, marginalization, 
and social injustice against ‘otherness’ (ECRI, 2025; 2024)– while highlighting that 
racism is not a static or uniform phenomenon. On the contrary, they suggest that rac-
ism is a socially constructed concept, the result of overlapping identity intersections 
(Center for Intersectional Justice, 2019) and subjected to shifting political, economic, 
cultural, and social agendas (Solomos, 2022). On the other hand, half participants, 
although very scarce, identified cases of racism – mostly in the form of microaggres-
sions (Castillo et al., 2025; Mabrouk et al., 2024) – specifically against immigrant 
students. Overall, these two patterns reveal the subjective way participants perceive 
what ‘racism’ is and their different level of awareness and competence to truly dis-
cern racist peer victimization from other cases of microaggressions driven by other 
individual or contextual factors, which emphasizes how challenging and ambigu-
ous these cases are (Castillo et al., 2025; Arens & Visser, 2024). Finally, participants 
stressed in several cases that they are more concerned with the root causes and the 
detrimental effects of racism, and specifically with the most overt and urging issue of 
school-violence (also referred as ‘school-related gender-based violence’ according 
to most recent approaches (Pliogou et al., 2025). Participants’ discourse revealed 
that strategies to tackle school violence should consider race/ethnicity and focus on 
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the positive school climate, teachers’ roles and training, rules and discipline to pro-
mote safety as an overarching term for all students (Mayer et al., 2021).  

In relation to the second RQ, findings reveal that teachers employ various teach-
ing practices, such as dialogic pedagogy, collaborative learning, project-based 
learning, experiential learning, playful learning, arts, and drama as powerful tools 
that can promote collaboration, cooperation, intercultural communication and under-
standing, empathy, tolerance, group solidarity, and inclusion, which align with prior 
literature (Conti, 2025; Zachos, 2019). Such practices –participatory, adaptive and 
responsive– embedded within the paradigm of intercultural education, seek to foster 
inclusion and resilience, to empower learners to critically question hierarchies within 
the digital realm and enhance students’ agency and sense of belonging (Ruhela, 
2023). Also, they have a transformative character, while building cooperative bridges 
with parents (Conti, 2025). Furthermore, they promote democratic values and human 
rights respect, something reported by participants. Socioemotional learning (SEL) 
was also reported within findings. According to prior evidence, SEL’s core elements 
–self-awareness, self-management, social awareness, relationship skills, responsible 
decision making, empathy and communication skills, and teaching/learning practic-
es– are strongly interrelated with intercultural competencies (Nielsen et al., 2019) and 
can positively strengthen relationships and classroom climate. 

Finally, in relation to the third RQ, suggested solutions have a reciprocal relation 
with barriers reported. Findings highlight teachers’ self-reflection in identifying their 
own gaps and challenges while positively questioning their effectiveness, which sup-
ports professional development. Participants’ responses mostly focused on the in-
creased demand for specialized training through experiential learning in multicultural 
education (Kheirkhah & Aronson’s, 2025) and in other areas, such as gender equality 
and school violence (Pliogou et al., 2025). Findings also stressed the importance of 
the school leadership (Sieben-Aduful et al., 2025) and the crucial role of parental 
involvement (Pliogou & Tromara, 2024) in enhancing positive outcomes in anti-racist 
action and intercultural understanding, while promoting a positive and safe school 
climate. 

Findings reveal the complexity of racism in school settings and the crucial role 
of teachers who have to take a proactive and transformative role amidst multiple in-
tersecting crises confronted within the social, political, economic and environmental 
spheres, all of which have a strong impact upon the educational context as well. These 
crises are foremost threats against democracy, democratic values, peace and human 
rights. Tackling school violence and manifold racism and promoting at the same time 
social inclusion and social justice are a challenging endeavour that transcends the 
educational field and demands strong political will and social change. Antiracist edu-
cation goes beyond intercultural learning and multiculturalism by directly confronting 
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prejudice, racism and systemic discrimination (Gillborn, 2015; 2006). Its goals involve 
identifying and challenging racist ideologies, practices and structures; developing 
critical consciousness and empowering students to resist injustice; creating safe, in-
clusive learning environments for all students regardless of difference; and promoting 
equity in access, outcomes, and participation across diverse groups. This approach 
requires both permanent curricular reform and pedagogical transformation (Rabiger, 
2025; Kishimoto, 2022) (i.e., dialogic teaching, critical pedagogy, whole-school in-
clusion policies). We, therefore, suggest that adopting the Reference Framework of 
Competences for Democratic Culture (RFCDC) (Council of Europe, 2018a) in teach-
ing/learning practices can have positive, visible and long-term outcomes. The core 
concepts of the Framework are democracy, the rule of law and human rights and its 
aim is to go beyond knowledge transmission about democratic values by making 
them both a teaching/learning tool (through) and a goal (for). The Framework’s aim 
is to provide a concrete and holistic approach on teaching/learning about democrat-
ic values, democratic culture, democratic citizenship and intercultural dialogue, by 
helping students to build the necessary set of competencies – values, attitudes, skills, 
knowledge and critical understanding – indispensable for participative, active, re-
sponsible citizenship in increasing multicultural and rapidly changing societies. The 
Framework, structured in three volumes, outlines the model, provides clear descrip-
tors of competences that can help educators design, implement and assess interven-
tions that can cultivate a democratic mindset and human rights respect. Additionally, 
the third volume offers a wide range of pedagogical strategies –process oriented: co-
operative learning, project-based learning, service learning, modelling democratic 
attitudes and content oriented: team teaching, integrated curricular approaches, us-
ing the existing curriculum, the hidden curriculum– (Council of Europe, 2018b) that 
have positive outcomes. The third volume also outlines how the Framework can coun-
ter radicalization while addressing the detrimental effects of racism, exclusion, and 
marginalization of vulnerable students. 

Another crucial point is the whole-school approach – (the demand for holistic 
approaches)– , which can increase the impact of the Framework– and any other con-
crete intervention– and counter violence and discrimination in schools. The whole-
school approach takes into account all involved stakeholders (teachers, students, 
the school leadership, parents and the community), teaching/learning methodologies 
and pedagogy and the classroom climate, the school governance (leadership, gov-
ernance, decision making, policies and rules, student participation) and cooperation 
with the wider community (parents, other schools, and community institutions). At its 
the whole-school approach interrelated and overlapping spheres that affect individu-
als, teaching, and learning. They altogether 



Revista Lusófona de Educação

Pliogou & Tromara: Dealing with the complexity of racism

143

In conclusion, a holistic approach that aligns RFCDC with antiracist education 
can have significant implications for school practice. The prerequisites involve: 1. 
Curriculum reform (including diverse perspectives, histories, literatures, and teaching 
about racism, democratic values and human rights). 2. Effective pedagogical strate-
gies, such as participatory and dialogical methods that encourage critical engage-
ment and empathy. 3. Student empowerment that could be promoted by supporting 
student-led initiatives against racism and enabling students’ participation in decision-
making processes within and outside the school. 4. Whole-school policies that focus 
on anti-discrimination policies, have effective reporting mechanisms for racist inci-
dents and promote inclusive school climates. 5. Teacher education –as a life-long 
process– which should invest during the preservice stage in teachers’ preparation in 
antiracist practices, intercultural competences, and critical pedagogy aligned with 
the RFCDC descriptors and expand to professional development on those topics. 
Finally, active participation and continuous commitment are crucial role in this trans-
formative collective endeavour. Democratic schooling constitutes an anti-racist prac-
tice insofar as it challenges exclusionary structures and unequal power relations, 
ensures equal participation, recognizes diverse cultural identities and fosters social 
justice. Ultimately, the struggle against racism in education requires continuous criti-
cal reflection and collective action that confront entrenched hierarchies and create 
genuinely inclusive spaces for all learners. Countering racism is not merely an edu-
cational imperative but a social one, paving the way for more democratic, equitable, 
and just societies.

References

Abel, L., Galle, A. C, Ziehmann, L., & Vogt, T. (2024). Students’ perspectives on racism and anti-
racism in physical education: A systematic review. Frontiers in Sociology, 9, 1374277. doi: 
10.3389/fsoc.2024.1374277

Akkari, A., & Radhouane, M. (2022). Intercultural approaches to education from theory to practice. 
Springer. 

Alansari, M., Hunia, M., & Eyre, J. (2020). A rapid review of racism in schools: Working paper. New 
Zealand Council for Educational Research. 

Arens, A. K. & Visser, L. (2020). Personal peer victimization and ethnic peer victimization: Findings 
on their co-occurrence, predictors, and outcomes from a latent profile analysis. Child Abuse & 
Neglect, 99, 104250, 1-13. https://doi.org/10.1016/j.chiabu.2019.104250

Arneback, E. (2022). Becoming an anti-racist teacher: Countering racism in education. Teachers 
and Teaching, 28(3), 357–368. https://doi.org/10.1080/13540602.2022.2062725

https://doi.org/10.1016/j.chiabu.2019.104250
https://doi.org/10.1080/13540602.2022.2062725


144

Revista Lusófona de Educação, 68, 2025

Revista Lusófona de Educação

Arneback, E., & Jämte, J. (2021). How to counteract racism in education – A typology of teachers’ 
anti-racist actions. Race Ethnicity and Education, 25(2), 192–211. https://doi.org/10.1080/1361
3324.2021.1890566

Babacan, H., Gopalkrishnan, N., & Babacan, A. (2020). Situating racism: The local, national and the 
global. Cambridge Scholars Publishing.

Bonilla-Silva, E. (2021). Racism without racists: Color-blind racism and the persistence of racial 
inequality in the United States (6th ed.). Rowman & Littlefield.

Bourou, A., Karkalousos, P., Kriebardis, A. G., & Papageorgiou, E. (2024). Exploring aggressive 
behaviors in Greek secondary schools: Prevalence, sociodemographic factors, and 
comparative analysis with elementary school students. Behavioral Sciences, 14(5), 405. https://
doi.org/10.3390/bs14050405 

Braun, V., & Clarke, V. (2022). Thematic analysis a practical guide. Sage. 

Brown, S. L., & Miller, S. E. (2018). Sick and tired: A qualitative inquiry of African American social 
workers’ experiences of compassion fatigue. School of Social Work, University of Georgia.

Castillo, W., Renbarger, R., Mejia-Bradford, S., Priddie, C., Cruz, J., Mosely, B., & Aragon, K. 
(2025). Unveiling racism: A systematic review of survey measures of racism in education 
(EdWorkingPaper 25-1168). Annenberg Institute at Brown University. https://doi.org/10.26300/
k2zg-6g89  

Center for Intersectional Justice. (2019). Intersectional discrimination in Europe: Relevance, 
challenges and ways forward. Report Commissioned by the European Network Against Racism. 
Center for Institutional Justice.

Chandler, P. (Ed.). (2015). Doing race in social studies: Critical perspectives. Information Age 
Publishing.

Conti, L. (2025). Intercultural education: Recalibrating meanings, objectives, and practices. 
Intercultural Education, 1–19. https://doi.org/10.1080/14675986.2025.2484514 

Council of Europe. (2018a). Reference framework of competences for democratic culture. Volume 1: 
Context, concepts and model. Council of Europe Publishing.

Council of Europe. (2018b). Reference framework of competences for democratic culture. Volume 3: 
Guidance for implementation. Council of Europe Publishing.

Council of Europe. (2024). Education pack all different - all equal (4th edition, updated in 2023). 
Council of Europe. 

Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A black feminist critique 
of antidiscrimination doctrine, feminist theory and antiracist politics. The University of Chicago 
Legal Forum, 40(1), 139–167. 

Crozier, G. (2023). Racism and education in Britain. Addressing structural oppression and the 
dominance of whiteness. Palgrave Macmillan. 

European Commission Against Racism and Intolerance.  (2024). Annual report on ECRI´s activities 
covering the period from 1 January to 31 December 2023. Council of Europe.

https://doi.org/10.1080/13613324.2021.1890566
https://doi.org/10.1080/13613324.2021.1890566
https://doi.org/10.3390/bs14050405
https://doi.org/10.3390/bs14050405
https://doi.org/10.26300/k2zg-6g89
https://doi.org/10.26300/k2zg-6g89
https://doi.org/10.1080/14675986.2025.2484514


Revista Lusófona de Educação

Pliogou & Tromara: Dealing with the complexity of racism

145

European Commission Against Racism and Intolerance.  (2025). Annual report on ECRI´s activities 
covering the period from 1 January to 31 December 2024. Council of Europe.

European Commission: European Education and Culture Executive Agency. (2017). Citizenship 
education at school in Europe, 2017. Publications Office. https://data.europa.eu/
doi/10.2797/536166

European Parliament. (2022, February 8). Culture, education, media and sport must fight 
structural racism, say MEPs. Press Releases. https://www.europarl.europa.eu/news/en/press-
room/20220203IPR22501/culture-education-media-and-sport-must-fight-structural-racism-say-
meps?utm_source=chatgpt.com 

Forrest, J., Lean, G., & Dunn, K. (2015). Challenging racism through schools: Teacher attitudes to 
cultural diversity and multicultural education in Sydney, Australia. 

Fu, R., Leff, S. S., Carroll, I. C., Brizzolara-Dove, S., & Campbell, K. (2022). Racial microaggressions 
and anti-racism: A review of the literature with implications for school-based interventions and 
school psychologists. School Psychology Review, 53(1), 1–16. https://doi.org/10.1080/237296
6X.2022.2128601

Gillborn, D. (2006). Critical race theory and education: Racism and anti-racism in educational theory 
and praxis. Discourse: Studies in the Cultural Politics of Education, 27(1), 11–32. https://doi.
org/10.1080/01596300500510229 

Gillborn, D. (2015). Intersectionality critical race theory and the primacy of racism. Qualitative Inquiry, 
21, 277–287. doi: 10.1177/1077800414557827

Kheirkhah, H., & Aronson, B. (2025). Teacher perceptions of critical race theory and multicultural 
education in “dangerous times”. Journal for Multicultural Education, Vol. ahead-of-print No. 
ahead-of-print. https://doi.org/10.1108/JME-01-2025-0008

King, L. J., & Chandler, P. T. (2016). From non-racism to anti-racism in social studies teacher 
education: Social studies and racial pedagogical content knowledge. In A. Crowe & A. Cuenca 
(Eds.), Rethinking social studies teacher education in the twenty-first century (pp. 3-21). Springer. 
https://doi.org/10.1007/978-3-319-22939-3_1 

Kishimoto, K. (2018). Anti-racist pedagogy: From faculty’s self-reflection to organizing within and 
beyond the classroom. Race Ethnicity and Education, 21(4), 540–554. https://doi.org/10.1080/1
3613324.2016.1248824

Kishimoto, K. (2022). Beyond teaching racial content: Antiracist pedagogy as implementing antiracist 
practices. In S. Browne & G. Jean-Marie (Eds.), Reconceptualizing social justice in teacher 
education (pp. 105-125). Palgrave Macmillan. https://doi.org/10.1007/978-3-031-16644-0_6

Law 4415/2016, Regulations for Greek-language education, intercultural education and other 
provisions, Government Gazette of the Hellenic Republic  (GZI A’159/06.09.2016). 

Mabrouk, F.A., Connaught, G. K., Allen, C. A., & Israel, K. (2024). Implicit biases and racial 
microaggressions: examining the impact on black social work students’ well-being. Social Work 
in Public Health, 39(7), 617–627. https://doi.org/10.1080/19371918.2024.2373428

https://data.europa.eu/doi/10.2797/536166
https://data.europa.eu/doi/10.2797/536166
https://www.europarl.europa.eu/news/en/press-room/20220203IPR22501/culture-education-media-and-sport-must-fight-structural-racism-say-meps?utm_source=chatgpt.com
https://www.europarl.europa.eu/news/en/press-room/20220203IPR22501/culture-education-media-and-sport-must-fight-structural-racism-say-meps?utm_source=chatgpt.com
https://www.europarl.europa.eu/news/en/press-room/20220203IPR22501/culture-education-media-and-sport-must-fight-structural-racism-say-meps?utm_source=chatgpt.com
https://doi.org/10.1080/2372966X.2022.2128601
https://doi.org/10.1080/2372966X.2022.2128601
https://doi.org/10.1080/01596300500510229
https://doi.org/10.1080/01596300500510229
https://doi.org/10.1108/JME-01-2025-0008
https://doi.org/10.1007/978-3-319-22939-3_1
https://doi.org/10.1080/13613324.2016.1248824
https://doi.org/10.1080/13613324.2016.1248824
https://doi.org/10.1007/978-3-031-16644-0_6
https://doi.org/10.1080/19371918.2024.2373428


146

Revista Lusófona de Educação, 68, 2025

Revista Lusófona de Educação

Mayer, M. J., Nickerson, A. B., & Jimerson, S. R. (2021). Preventing school violence and promoting 
school safety: Contemporary scholarship advancing science, practice, and policy. School 
Psychology Review, 50(2–3), 131–142. https://doi.org/10.1080/2372966X.2021.1949933 

Miles, R. (1987). Capitalism and unfree labour: Anomaly or necessity? Tavistock.

Nielsen, B. L., Laursen, H. D., Reol, L. A., Jensen, H., Kozina, A., Vidmar, M., Rasmusson, M., Marušić, 
I. Denk, A., Roczen, N., Jurko, S., & Ojstersek, A. (2019). Social, emotional and intercultural 
competencies: Α literature review with a particular focus on the school staff. European Journal of 
Teacher Education, 42(3), 410–428. https://doi.org/10.1080/02619768.2019.1604670 

Nikolaou, G., & Samsari, E. (2016). Attitudes of native and immigrant students towards school 
bullying in Greece. Multicultural Education Review, 8(3), 160–175. https://doi.org/10.1080/200
5615X.2016.1184022 

Ombudsman-Rights of the Child. (2015). Results of the online survey of the Children’s Ombudsman 
“Is there racism in schools?”. [In Greek]. https://www.e-pronoia.gr/ereunes/%CE%91%CF%
80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%
CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%
CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%
CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%
CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%
CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf 

Osler, A. (2020). Education, migration and citizenship in Europe: Untangling policy initiatives for 
human rights and racial justice. Intercultural Education, 31(5), 562–577. https://doi.org/10.1080
/14675986.2020.1794231 

Osler, A., & Starkey, H. (2018). Extending the theory and practice of education for cosmopolitan 
citizenship. Educational Review, 70(1), 31–40. https://doi.org/10.1080/00131911.2018.1388616

PACE. (2015). Recognising and preventing neo-racism. Resolution 2069 (2015). Council of Europe.

Pliogou V., Tromara, S., Hajisoteriou, C., & Angelides, P. (2025) Preventing and combating school-
related gender-based violence (SRGBV): Laying the foundations for a safe, equitable, and 
inclusive school. Frontiers in Education, 10, 1520731. doi: 10.3389/feduc.2025.1520731 

Pliogou, V., & Tromara, S. (2024). Home-school Communication in Greek Secondary Multicultural 
Educational Settings: Parents’ and teachers’ perspectives. Έρευνα στην Εκπαίδευση, 13(1), 66–
88. https://doi.org/10.12681/hjre.36656. 

Plummer, J. A., Lares Nakaoka, S., Ortiz, L., & Ault, S. (2024). Deepening our understanding of race 
and community practice. Journal of Community Practice, 32(4), 383–395. https://doi.org/10.108
0/10705422.2024.2433414

Priest, N., Walton, J., White, F., Kowal, E., Fox, B., & Paradies, Y. (2016). You are not born being 
racist, are you?’ Discussing racism with primary aged children. Race Ethnicity and Education, 
19(4), 808-834. DOI: 10.1080/13613324.2014.946496

Rabiger, P. (2025). Against completion culture: Permanent anti-racism in resistance to permanent 
racism in schools. Equity in Education & Society, 0(0). https://doi.org/10.1177/27526461251362890

https://doi.org/10.1080/2372966X.2021.1949933
https://doi.org/10.1080/02619768.2019.1604670
https://doi.org/10.1080/2005615X.2016.1184022
https://doi.org/10.1080/2005615X.2016.1184022
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://www.e-pronoia.gr/ereunes/%CE%91%CF%80%CE%BF%CF%84%CE%B5%CE%BB%CE%AD%CF%83%CE%BC%CE%B1%CF%84%CE%B1%20%CE%B4%CE%B9%CE%B1%CE%B4%CE%B9%CE%BA%CF%84%CF%85%CE%B1%CE%BA%CE%AE%20%CE%AD%CF%81%CE%B5%CF%85%CE%BD%CE%B1%CF%82%20%CF%84%CE%BF%CF%85%20%CE%A3%CF%85%CE%BD%CE%B7%CE%B3%CF%8C%CF%81%CE%BF%CF%85%20%CF%84%CE%BF%CF%85%20%CE%A0%CE%B1%CE%B9%CE%B4%CE%B9%CE%BF%CF%8D.pdf
https://doi.org/10.1080/14675986.2020.1794231
https://doi.org/10.1080/14675986.2020.1794231
https://doi.org/10.1080/10705422.2024.2433414
https://doi.org/10.1080/10705422.2024.2433414
https://doi.org/10.1177/27526461251362890


Revista Lusófona de Educação

Pliogou & Tromara: Dealing with the complexity of racism

147

Raines, C. (2017). The relationship between cultural diversity and bullying. In J.R Jones (Ed.), 
Feather boas, black hoodies, and john deere hats (pp. 167-174). Sense Publishers.  https://doi.
org/10.1007/978-94-6351-215-2_21 

Ruhela, V. S. (2023). Inclusive education and addressing diversity in the classroom: A comprehensive 
review of literature. International Journal of Novel Research and Development, 8(10), 78–101.

Shankley, W., & Rhodes, J. (2020). Racisms in contemporary Britain. In B. Byrne, C. Alexander, O. 
Khan, J. Nazroo, & W. Shankley (Eds.), Ethnicity, race and inequality in the UK: State of the nation 
(pp. 203-228). Policy Press. 

Shiao, J., & Woody, A.  (2021). The meaning of “racism”. Sociological Perspectives, 64(4) 495-517. 

Sieben-Aduful, K. M. A., Willems, R. A., Völlink, T., van der Wiel, N, Sapouna, M., de Bruijn, P., Blok, 
G., Bos, A. E. R., & van Lankveld, G. (2025) Teachers’ responses to racism and racist bullying in 
Dutch primary schools. Frontiers in Psychology, 15, 1393719. doi: 10.3389/fpsyg.2024.1393719 

Sleeter, C. (2016). Wrestling with problematics of whiteness in teacher education. International 
Journal of Qualitative Studies in Education, 29(8), 1065–1068. https://doi.org/10.1080/095183
98.2016.1174904 

Solomos, J. (2022). Race and racism in Britain. Palgrave Macmillan. https://doi.org/10.1007/978-3-
031-11843-2_1   

Squire, D., Yao, C. W., & Zenner, K. (2023). Neo-racism, academic advisor intercultural (in)
competence, and the hindering of international student success. Journal of Student Affairs 
Research and Practice, 61(2), 139–153. https://doi.org/10.1080/19496591.2022.2147014  

Sue, D. W., Capodilupo, C. M., Torino, G. C., Bucceri, J. M., Holder, A., Nadal, K. L., & Esquilin, M. 
(2007). Racial microaggressions in everyday life: Implications for clinical practice. American 
Psychologist, 62(4), 271. https://doi.org/10.1037/0003-066X.62.4.271

Tate, S. A., & Page, D. (2018). Whiteliness and institutional racism: Hiding behind (un)conscious 
bias. Ethics and Education, 13(1), 141–155. https://doi.org/10.1080/17449642.2018.1428718

UNESCO & Right to Education Initiative. (2019). Right to education handbook. UNESCO. 

UNESCO. (2024). Unmasking racism. Guidelines for educational materials. UNESCO. 

UNESCO. (2025, April 23). What you need to know on quality learning. https://www.unesco.org/en/
quality-learning/need-know 

Verhaeghe, P.-P., Fernández-Reino, M., & Di Stasio, V. (2024). Editorial: Explaining and 
comparing ethnic and racial discrimination. Frontiers in Sociology, 9, 1417315. doi: 10.3389/
fsoc.2024.1417315

Zachos, D. (2019). Stereotypes, prejudices and racism at school: Views of teachers in Thessaloniki. 
In G. Nikolaou, S. N. Tsesmeli, K.D. Malafantis, & I. Dimakos (Eds.), 11th Panhellenic Conference 
of the Hellenic Educational Society Initial and continuing teacher education in a complex and 
changing environment, 2018, Patra (pp. 288-297). [in Greek]. https://www.researchgate.net/
publication/337759805_Stereotypa_prokatalepseis_kai_ratsismos_sto_scholeio_Apopseis_
ekpaideutikon_tes_Thessalonikes 

https://doi.org/10.1007/978-94-6351-215-2_21
https://doi.org/10.1007/978-94-6351-215-2_21
https://doi.org/10.1080/09518398.2016.1174904
https://doi.org/10.1080/09518398.2016.1174904
https://doi.org/10.1007/978-3-031-11843-2_1
https://doi.org/10.1007/978-3-031-11843-2_1
https://doi.org/10.1080/19496591.2022.2147014
https://doi.org/10.1037/0003-066X.62.4.271
https://doi.org/10.1080/17449642.2018.1428718
https://www.unesco.org/en/quality-learning/need-know
https://www.unesco.org/en/quality-learning/need-know
https://www.researchgate.net/publication/337759805_Stereotypa_prokatalepseis_kai_ratsismos_sto_scholeio_Apopseis_ekpaideutikon_tes_Thessalonikes
https://www.researchgate.net/publication/337759805_Stereotypa_prokatalepseis_kai_ratsismos_sto_scholeio_Apopseis_ekpaideutikon_tes_Thessalonikes
https://www.researchgate.net/publication/337759805_Stereotypa_prokatalepseis_kai_ratsismos_sto_scholeio_Apopseis_ekpaideutikon_tes_Thessalonikes


148

Revista Lusófona de Educação, 68, 2025

Revista Lusófona de Educação

Vassiliki Pliogou
Orcid ID: https://orcid.org/0000-0002-1009-0287

Email: vpliogou@uowm.gr
 University of Western Macedonia, Department of Early Childhood 

Education, School of Humanities and Social Sciences, Florina, Greece

Sophia Tromara
Orcid ID: https://orcid.org/0000-0003-1847-8478

Email: s.tromara@gmail.com
 University of Western Macedonia, Department of Early Childhood 

Education, School of Humanities and Social Sciences, Florina, Greece

Data de submissão: maio de 2025
Data de avaliação: junho de 2025

Data de publicação: dezembro 2025


	Dossier Educação Inclusiva: políticas, estratégias e práticas perante os desafios 
da diversidade
	Nota Introdutória 
ao Dossier Educação Inclusiva: políticas, estratégias e práticas perante os desafios 
da diversidade
	_heading=h.nsm54jaunivu
	_heading=h.8bd7fusrgdw1
	_heading=h.gwqmleymbyc9
	_heading=h.blpmy68qzavr
	_heading=h.vpyulakm9er2
	_heading=h.am8rkbli63as
	_heading=h.ii2itw2wkkhi
	_heading=h.hgedtlt8tor
	_heading=h.rqnnkud85rlb
	_heading=h.bidutsq7wyy0
	_heading=h.oth9byx9xyps
	_heading=h.92zejupjree
	_heading=h.fc38t3gbh55j
	_heading=h.nf7i5yzcxrpd
	_heading=h.cn17amikclbx
	_heading=h.bce9tpuyvob
	_heading=h.6xu0orpjd1j3
	_heading=h.a9sytil4lxxu
	_heading=h.z7ta7gbi0sdb
	_heading=h.4vpjmn7fyahw
	_heading=h.xrvu5nxwepjp
	_heading=h.kkz7wj58ngby
	_heading=h.6av5ahcoj0i2
	_heading=h.ze8xa9hn21i9
	_heading=h.qz0ge994z420
	_heading=h.rorass2ptxl
	_heading=h.7r0wb5tu81l6
	_heading=h.cm3qh7kr1v3m
	_heading=h.n1w1rlk1jvpg
	_heading=h.wieaxfu8e3xh
	_heading=h.bf85t0tchme7
	_heading=h.9nqn41a9eg4v
	_heading=h.2rhz99b9c2dk
	_heading=h.u605w41zu1eg
	_heading=h.qkj1r8wlzfva
	_heading=h.qtk20n3ikitk
	_heading=h.ywczi6wy1yk9
	_heading=h.gr8dj9k58qvk

