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Introduction
This anti-racist pedagogy guide is intended for teachers of students from roughly age 12
through the university level. It is specifically aimed at spreading knowledge about
Romani peoples through the lens of critical race theory. It asks: How do we teach about
Romani individuals, culture, history, and the intersection of politics, society, economics,
gender, and more? What does anti-Romani racism look like, where does it come from,
and what can we do about it?
We do not pretend to offer conclusive answers to these questions. Rather, the guide
opens a small space from which we all can continue learning, teaching, and asking
questions. In the spirit of the guide, we hope you will continue to develop pedagogies of
anti-racism and spread them forward, your ideas becoming beacons of light in what can
be a distressing topic.
Each chapter has three sections. First, the authors share how and why they came to
Romani studies and anti-racist pedagogy. This is important because most of the authors
are not Romani themselves; what implications does the author’s positionality have on
this well-intended material? Should they be allowed to write about Romani topics in the
first place? What entitles them to do so? Should you listen?
Second, the authors offer a methodology for teaching anti-racism in the context of
Romani peoples’ experiences. The methodologies, which are the ways the authors go
about better understanding their topics, are living and flexible, like little sparks that we
hope will get ideas burning.
Third, and perhaps most importantly, the authors share a selection of the many
resources that are available concerning their specific topic or Romani studies more
generally. There’s a lot out there. The selection of resources focuses mainly on English
sources, for better or often worse, as English serves as a lingua franca in scholarly
work, but readers are encouraged to explore resources in their languages as well.
Spreading our networks of knowledge is one way of fighting racism. At its heart, this
guide is about listening and learning, talking and asking questions, opening ourselves to
topics that some find it easier to ignore.
Many years ago, a Romani family arrived at a farmhouse. As was the custom, the
Romani women made coffee for their hosts. The mother of the house then laid a meal
out on the table so that her guests might eat, as was also the custom.
“Would your children eat with us?” the Romani father asked the hostess.
“They’re afraid,” answered the mother.
“They’ve been taught to be afraid,” said the father.
Instead of fear, let’s teach understanding and humanity. We hope this guide helps.
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Nick J. Sciullo
Critical Race Theory Introduction
Like most people who come to the formal study of critical race theory in the United
States, I was introduced to the concept through law school. While critical race theory
has a diverse set of origins that involve both activist and academic actors, critical race
theory is often thought of as beginning in U.S. law schools in the mid-1980s. Critical
race theory now finds usage in educational studies, sociology, gender studies, political
science, and other disciplines in the social sciences and humanities along with law.
When I entered law school, I had a good understanding that the world was not
experienced the same way by people of different races, social classes, ethnicities,
genders, religions, and more. But, I had trouble finding a way to address what seemed
so obvious on television, in movies, and in the wide-ranging studies I encountered in my
undergraduate studies.
As I began to think more critically about race, a natural outgrowth of my own lived
experience growing up in a racially diverse neighborhood, attending a racially diverse
high school, and listening to hip-hop music that exposed me to new arguments and
attitudes about the world, I sought a way to better understand race so that I could better
understand the people and issues around me. Critical race theory helped me do that.
While there are many ways to think of common themes or through-lines in critical race
theory thought, I come back to a few core concepts, which I think are important not only
to understanding blackness in the United States, but also race and ethnic differences
around the world.
The first idea that struck me as important was that race was central to modern life.
Systematic racism is real. It is built into the policies and procedures of many
governments, not to mention constitutions and other laws. Racism is also a part of life. It
is something that people experience in a range of interpersonal and small group
situations. These experiences may not seem bad to outsiders, but individually they still
matter for the people that are affected, and their cumulative effects can cause a range
of mental and physical health issues.
The second idea that struck me as important was the value of counternarratives. Prior
to the introduction of critical race theory, scholars struggled to include who they were
working with and for. Marginalized populations were not included in much academic
study, which left out their voices. We had little way to account for people’s experiences
beyond the available statistics from governmental and non-governmental reports.
Perhaps obviously, this left us with a poor understanding of how law and other cultural
technologies affected diverse populations. Counternnaratives helped challenge the
largely white, middle-class narratives of law and academic research. Of course, critical
race theory as it developed in law was not the only place that sought the contributions,
opinions, and arguments of those often excluded from academic study, but there was
increasingly a focus on how racial minorities experienced law.
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Lastly, critical race theory emphasized the importance of activism in and out of the
academy. It asked hard questions about who had power and what power could be and
should be. It oriented scholars to questions of inequality in the legal profession,
scholarly publishing, academia, and education. This helped scholars and activists raise
important issues about representation in academic and professional life. This was
important to the many people experiencing the world who did not attend Harvard Law
School nor had the benefits of relative economic and social privilege.
Critical race theory devolved into several different movements that moved beyond the
focus on blackness and law in the United States context. We now have scholars
studying LatCrit (Latinx critical theory), ClassCrit (social and economic class theory),
Indigenous or NativeCrit (Indigenous critical theory), FemCrit (gender critical theory),
QueerCrit (sexuality critical theory), and AsianCrit (Asian critical theory). There are
multiple permutations and reconfigurations of these theories hoping to better
understand how different groups experience society.
In educational settings, critical race theory focuses our attention on who is represented
and not represented in our classrooms, textbooks, educational administrations, and
more. It asks why some students and teachers succeed, and why others do not. It
orients us to who is writing the texts we read and what those texts are about. This is
important both for offering a more complete education to students, as well as for
continually testing what we know and think about difference.
Despite recent attacks on critical race theory from the political right in the United States,
and other countries as well, critical race theory remains a hopeful project. Most critical
race theorists understand change as possible, the value of enforcing various rights
regimes, and the value of every person in making a better world. Critical race theorists
advocate for legal change, better educational opportunities for all children, and more
representative government institutions.
Methods
There are a series of questions one should ask in order to put critical race theory to use
in the classroom. Every classroom and every school is different, however, and teachers
at every level of education will have to think carefully about what questions they should
and can ask, and how their students, colleagues, and administrators will respond.
Who is included and excluded from my subject of study? Why?
What ideas and events are included and excluded from our textbooks? Why?
Who makes up the faculty and students at my school? Is some group
underrepresented? Why?
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If I never engaged my students again, would they be prepared to participate in a
diverse, multicultural world?
Am I aware of and highlighting the discriminatory practices in my society, governmental
institutions, and school? Am I including these ideas in my teaching and encouraging
students to think about and research them?
Are there rules, policies, or laws that prevent the discussion of issues of race, ethnicity,
and other identities? Can I challenge them?
This list is not exhaustive, but is intended to encourage teachers and students to think
critically about the political nature of education, and how education can best represent
and serve a diverse population. The goal should not be to make everyone a critical race
theorist, but rather to expose students and colleagues to the importance of thinking
critically about race, exclusion, and how we can best interact given the different
experiences people have with a world that often proclaims itself to be race-neutral or
obviously inclusive.
Critical race theory requires a degree of reflexivity. Teachers have to ask themselves
what their biases are, and what they can do given the constraints of their positions and
institutions. This is not always easy, and can be a process that takes some time. So,
teachers might be well-suited to start this process during a semester break or in
summer or winter between semesters.
Sources
Hiraldo, P. (2010). The role of critical race theory in higher education, The Vermont
Connection 31, 53-59.
Ladson-Billings, G., & Tate, W. (1995). Toward a critical race theory of education.
Teachers College Record 97(1), 47-68.
Ladson-Billings, G. (1998). Just what is critical race theory and what's it doing in a nice
field like education? International Journal of Qualitative Studies in Education 11(1),
7-24.
Ledesma, M.C. , & Calderon, D. (2015). Critical Race Theory in Education: A Review of
Past Literature and a Look to the Future. Qualitative Inquiry 21(3), 206-222.
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Danielle V. Schoon
Critical Romani Studies in Turkey
I have been a dancer all of my life and many of my experiences have been shaped by
connections made with various global dance communities. As a graduate student at
UCLA in the World Arts and Cultures program in 2000-2002, my study of Middle Eastern
dance (“belly dance”) led me to an interest in the Roma. My Master’s thesis critiqued
stereotypical representations of the Roma as they are performed by American belly
dancers. As a PhD student in Anthropology and Turkish Studies at the University of
Arizona a few years later, I directed my studies toward the Ottoman Empire and
present-day Turkey. There, my research looked at how gender and sexuality norms are
embodied in dance practices, and that also led me to important forays into the history of
Roma in that part of the world.
My first trip to Turkey was for language study in Istanbul in summer 2006. On one of
many walks along İstiklal Caddesi (a famous pedestrian zone located in the city center),
I happened to bump into an old dance acquaintance from the U.S. She invited me to a
musical concert that evening by Selim Sesler (I immediately recognized that name from
a dissertation written on Romani music and identity by Dr. Sonia Tamar Seeman). At the
concert, I was introduced to another expat from the U.S. who was taking dance lessons
with a woman in Sarıgöl, a Romani neighborhood – she offered to let me accompany
her to one of the lessons the next day. The Romani dance instructor turned out to be
Reyhan Tuzsuz, someone I had already heard of through my dance networks in the
U.S. I continued to take lessons with Reyhan for the remainder of that summer.
However, in 2009, when I returned to Istanbul and contacted Reyhan to resume
lessons, I found that her home and adjacent dance studio had been demolished in one
of the city’s infamous urban renewal projects. This initiated my inquiry into other such
state-led urban development projects, particularly the demolition of the neighborhood of
Sulukule, which was prominent in Turkish and international news stories at the time. I
had heard of Sulukule’s reputation as a Romani neighborhood that produced some of
the best Turkish musicians and dancers.
As I was studying Ottoman Turkish that summer of 2009, I requested from my instructor
that he look out for any mention of Sulukule in Ottoman historical documents. One day,
during a morning class, there was a knock at the door of the school. My instructor
opened it to find a prominent figure in the ‘right to the city’ activist movement in Istanbul
and a member of the Sulukule Platform, which had formed to try to prevent the
demolition of the neighborhood. She was simply looking for a place in which to hold an
upcoming meeting, but upon hearing the name ‘Sulukule,’ my instructor immediately
brought me out to speak with her. That chance encounter initiated several connections
that became essential to my fieldwork in Sulukule, particularly with Funda Oral, a
respected figure in the Sulukule community who was later to become my key informant
and collaborator in the field.
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Over the following three years, I would become deeply involved in the work of protesting
Sulukule’s demolition and of helping the community sustain their way of life. I taught
English language classes to young Roma from the neighborhood, three of whom formed
a hip hop group called Tahribad-i Isyan. I continue to work with this group today,
following how they use music to create Roma solidarity in Turkey and critique the
state-led urban renewal projects that continue to evict Roma from their homes in cities
across Turkey.
I tell this story, in part, to point to the importance of serendipity and chance encounters
in our research. We can make plans, but a lot depends on who we meet in the field and
what we find there. I found my way into Romani studies in large part due to the
stereotypes that I would later work to dismantle. When I went to study dance with a
Romani woman in Turkey, what I also found was the truth of her marginalized situation
and the reality of her experiences as a Romani woman in the inner city. It would have
been impossible to continue researching Romani dance practices and ignore the
systematic, state-led dislocation of Romani people from their neighborhoods once I
became aware of it. Dance, instead, became a tool for protesting marginalization and
dislocation. All of this is to say that I believe we must be scholar-activists, and that the
academic pursuit of Romani studies must be engaged deeply with the communities we
study. Our work, both in publications and in the classroom, must contribute to the
dismantling of anti-Roma racism and discrimination. I have come to believe deeply in
engaged scholarship and I carry this into my pedagogy.
Within Romani studies, I have tried to contribute work on Turkey that challenges some
of the assumptions we hold about the Roma in other parts of Europe. As a Muslim
country with a secular history, Turkey takes a very particular approach to its Roma
(Dom, Lom) populations. I find it important to understand the political discourses and
practices internal to Roma communities in Turkey, rather than impose outside agendas
or interpretations, and I think we need to revise some of our theoretical approaches in
order to account for the Turkish case. There cannot be just one Romani rights paradigm
or a universal prescription for solving Romani exclusion.
Methods
I am an advocate of community engagement and inclusive teaching and I utilize the
methods of active learning in my classrooms. I am also interested in online teaching and
digital tools for inclusion, access, and student engagement.
I teach several courses online as well as a Virtual Education Abroad Program in
Istanbul, Turkey. For this course, I follow the work being done in the area of COIL
(Collaborative Online International Learning). For inclusive teaching methods, including
active learning, I have found the resources below to be quite useful.
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Inclusive Teaching Resources:
●
●
●
●
●
●
●

University of Michigan Research on Inclusive Teaching
The Sheridan Center for Teaching and Learning at Brown
Liberating Structures
Facilitating Online Discussions
FLUX Pedagogy
Accessible Syllabus
Cult of Pedagogy
Sources

Turkish Studies Books on Race, Ethnicity, Identity with Relevance for Romani studies:
Brink-Danan, Marcy. (2012). Jewish Life in 21st-Century Turkey: The Other Side of
Tolerance.
Mills, Amy. (2010). Streets of Memory: Landscape, Tolerance, and National Identity in
Istanbul.
Parla, Ayse. (2019). Precarious Hope: Migration and the Limits of Belonging in Turkey.
Saracoglu, Cenk. (2011). Kurds of Modern Turkey: Migration, Neoliberalism, and
Exclusion in Turkish Society.
Tambar, Kabir. (2014). The Reckoning of Pluralism: Political Belonging and the
Demands of History in Turkey.
Current Research on Roma in Turkey:
Akgul, Ozgur. (2009). Romanistanbul: Sehir, Muzik ve Bird Donusum Oykusu.
Aksu, Mustafa. (2003). Turkiye’de Cingene Olmak.
Degirmenci, Koray. (2013). Creating Global Music in Turkey.
Girgin, Gonca. (2015). 9/8 Roman Dansi: Kultur, Kimlik, Donusum ve Yeniden Insa.
Kolukirik, Suat. (2009). Dunden Bugune Cingeneler: Kultur, Kimlik, Dil, Tarih.
Marsh, A. and Strand, E. [eds]. (2006). Gypsies and the Problem of Identities:
Contextual, Constructed and Contested. London: I. B. Tauris.

9

Marsh, A. and Karlıdağ, M. (2008). “A Study of Research Literature Regarding Turkish
Gypsies and the Question of Gypsy Identity”, in E. Uzpeder et al., We Are Here!, pp.
143–58.
Ozatesler, Gül. (2014). Gypsy Stigma and Exclusion in Turkey, 1970: The Social
Dynamics of Exclusionary Violence.
Papadopoulos, Alex and Asli Duru (eds). (2017). Landscapes of Music in Istanbul: A
Cultural Politics of Place and Exclusion.
Potuoglu-Cook, Oyku:
● “Sweat, Power, and Art: Situating Belly Dancers and Musicians in Contemporary
Istanbul.” unknown date
● “The Uneasy Vernacular: Choreographing Multiculturalism and Dancing
Difference Away in Globalised Turkey.” 2010.
● “Beyond the Glitter: Belly Dance and Neoliberal Gentrification in Istanbul.” 2006.
Schoon, Danielle:
● “A Politics of Presence: Public Performance of Roma Belonging in Istanbul.” In
The Politics of Culture in Contemporary Turkey. Eds. Pierre Hecker, Ivo Furman,
and Kaya Akyildiz. Edinburgh University Press. 2021.
● Schoon, Danielle V. and Funda Oral. “The Role of Communities of Practice in
Urban Rights Activism in Istanbul, Turkey.” In Communities of Practice in Global
Sustainability, Eds. Carl Maida and Sam Beck. Oxford: Berghahn Books. 2018.
● “Between Global Solidarity and National Belonging: The Politics of Inclusion for
Romanlar in Turkey.” In Roma Activism: Reimagining Power and Knowledge,
Eds. Sam Beck and Ana Ivasiuc. Oxford: Berghahn Books. 2018.
● “’Sulukule is the Gun and We are its Bullets’: Urban Renewal and Romani
Identity in Istanbul.” CITY: analysis of urban trends, culture, theory, policy, action,
Vol. 18, No. 6: 720-731. 2014.
Stokes, Martin. The Arabesk Debate: Music and Musicians in Modern Turkey. 1992.
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Eric Berman
Critical Romani Studies in Finland
Ilomantsi, a region in eastern Finland, can get bitterly cold in the winter. Minus 40
celsius is not unheard of. Even the snow takes on another texture in such a cold –
squeaky underfoot.
In such a habitat, having a home is not a luxury one can do without, yet many Romani
families through the 1950s and 60s lived by traveling from house to house in a
precarious existence. My grandparents’ house, known to be religious, was where one
family was sent when arriving in the small village. The parents were Sanni and Eemil
Nyman, the children named Taisto and Saaga.
My grandparents were poor farmers, my grandmother having arrived as a refugee when
Finland lost the eastern part of Karelia to the Soviet Union in World War II. However,
there was always room for four more in the tupa, the central room of the log house with
a large bread-baking oven. The Nyman family returned regularly over the years.
I relate this story because I had observed that my aunt had a different relation to
Romani people than I – or most any majority-culture Finn – could muster. She was
comfortable, equal, non-hierarchical. In short, she was not racist because she did not
place a different worth on Roma based on their race and a history of institutional and
social subjugation.
Why? I speculated it was because she’d lived with Roma in a single room; her
knowledge caused humanity to flourish. My lack of knowledge caused my racism.
This insight caused me to read Veijo Baltzar’s Polttava tie, a novel from 1968 that tells
the story of a Romani man’s experiences of growing up in Finland. It illustrates the
social, political, and economic manifestations of what racism looks like. It begins to
show what it felt like to be turned away from house after house in the dead of winter,
how the horse died from over-exertion, how the family became ill and everyone, save
two of the children, perished.
This book changed the way I understood Roma in Finland and racism as a social force
that is not only the emotions and thoughts people have, but a system that keeps people
at a disadvantage. I told my wife, “Every high school student in Finland must read this
book! It would bring about so much understanding!”
Most importantly, I think, the book helped me to see Roma as individuals and debunked
some of the ideas, myths, and tropes we grow up learning about Roma in Finland. Lack
of knowledge causes fear. Fear can cause racism. Hence, illuminating those spaces
where knowledge is lacking is one way to confront racism.
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I’ve since talked about Romani novels at my university, conferences, and with
colleagues and friends. I think there is a lack of talking about the subject; it’s
semi-invisible. One reason for this may be that when majority-culture Finns do talk
about Roma, you’re going to hear many ignorant ideas. It’s a painful process. But not
talking about it is worse. Little by little, knowledge can be spread and, in my opinion,
stories are one of the most effective ways to do that, and that’s what I’ll be writing about
in the methods section below. We can relate to characters as individuals instead of as
part of one big, homogenous group.
One last point. Did you know that Roma have lived in Finland for 500 years? Perhaps
you did. I didn’t know that until quite recently. There’s a feeling in Finland that Roma – or
children of immigrants, etc. – aren’t really Finnish. You’re either Finnish or you’re not.
We must challenge the idea that Finnish-ness is a narrow, blond-haired archetype. Just
as with sexuality, class, gender, religion, political affiliation, opinions, and more, Finland
contains multitudes. We’re afraid of what we don’t know, so let’s work on knowing more
and teaching that knowledge forward.
Methods
Textual Analysis: Stereotypes
The most difficult part of this exercise will be finding a suitable text in your given context
– one that students can digest in a limited amount of time and is at their reading skill
level. While it is unlikely that many students will read an entire novel, there are also
graphic novels available or you might find historical letters written by Roma.
Alternatively, consider a short excerpt from a longer text.
1) Ask your students what a stereotype is. Elicit answers. Is a stereotype only negative?
Can stereotypes be positive? Why and how can stereotypes be harmful?
As the teacher, you could list three things about yourself, one of which is not true.
Depending on how well your students know you, it might be possible to come up with a
rather confusing list based on the assumptions students might have based on your
profession, station in society, ethnicity, background, etc. Go around the class and ask
them to guess which ‘fact’ about you is not true.
Then ask students to come up with three ‘facts’ about themselves and go around the
class and have other students guess which one is not true. The goal here is to work
against assumptions based on what is visible about them in a social context.
Ask students: “What stereotypes do people hold about you that aren’t true? How does
this make you feel?”
2) According to the Oxford English Dictionary, a stereotype is:
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“A widely held but fixed and oversimplified image or idea of a particular type of person
or thing: the stereotype of the woman as the carer | sexual and racial stereotypes.
- a person or thing that conforms to a widely held but oversimplified image of the class
or type to which they belong: don't treat anyone as a stereotype.”
Discuss why we hold stereotypes, where they come from, and how we might be able to
“think past” the stereotypes we’ve inherited from our society.
3) Ask your students to list stereotypes concerning Roma in their culture. They do not
have to believe in these stereotypes themselves but simply know they exist.
Where do these stereotypes come from? How have we learned them? What
perpetuates them? Do students think they are true for the Roma as a people? Do
students think they are true for every Roma individual? Why and how?
4) Assign the chosen text with the prompt: “Pay special attention to both positive and
negative stereotypes about Roma. Do these apply to every character in the text? What
evidence do you find in the text that goes against the perceived stereotypes about
Roma? How does the author illustrate the harmful effects of stereotypes for
individuals?”
5) When discussing the text, ask questions about how their understanding of Roma has
changed during the reading, especially in regard to the reality that in any group not
everyone is alike. How do assumptions and stereotypes about any group of people or
individual hamper people’s freedom? What might the effects of stereotypes be for Roma
in your society? How are their lives shaped by stereotypes? What can we do to “think
past” stereotypes?
Sources
The Finnish National Agency for Education (Opetushallitus) has published a course
(three 45-minute classes) by teacher Katri Perho designed for 9th graders about Roma
history, culture, and the contemporary situation. It is an excellent resource in Finnish
and I believe any school system wishing to develop a program for teaching young
people about Romani culture, etc. would be wise to consult it.
The first course asks students to read letters written by Roma to analyze the historical
context, Romani culture elements, the position of Roma in Finland at the time, and so
on. The second lesson has students analyze Romani music and lyrics. The third lesson
has students watch and analyze an all-Romani panel and listen to Romani youth speak
about their contemporary situation. Included are a list of contacts if teachers would like
to invite an individual from the Romani community to visit their class.

13

I asked Katri Perho what she thought other school systems should consider when
developing a pedagogy on Romani culture, history, position in society, etc. I here
paraphrase her response.
1) It is paramount that the educational material addresses the Roma theme from the
Roma perspective. In addition to basic information, it is good to have interviews
with and writings by Roma.
2) We should strive to get education about Roma into the national curriculum of
primary schools especially. The curriculum obliges all teachers to address the
topic in at least some way. No matter how great the available learning material is,
it will not be used if the theme is “extra” and not part of formal studies.
3) Teachers usually have quite little time to deal with one topic. One whole lesson
about the Roma, for example, is already quite a lot. The learning materials must
be concise and easy for teachers to adopt, such as ready-made assignments
with answers for teachers. All videos, games, and other digital and inclusive
content are always a plus.
4) Each school system should create its own material, preferably made by an
experienced teacher. Paying a small amount of money to the author is ultimately
a small expense compared to the benefit of all teachers having access to open
material at any time.
Katri Perho has agreed to answer questions (in English) from any international
pedagogists/teachers interested in learning more about creating resources in their own
country (katri.perho@gmail.com).
Also, the Agency for Education has an overview of material, including for teaching
Romani students.
About minority literature in Finland by the Finnish National Agency for Education.
The Elävä arkisto resources, collected by the national media company YLE, run the
risk of further ingraining a ‘mythical’ understanding of Roma stereotypes and
archetypes, for example that Roma are primarily musical and the women wear distinct
dresses. While these come into it, there is much more to the Roma than this archive will
imply. If using the resource in conjunction with a text, for example, you could discuss
how Roma, like any group, is made up of many distinct individuals that will differ from
the stereotype and critically question what this “positive” caricature of Roma in Finland
produces. Also, how does this picture of Roma create a group that, though positive, is
defined as oppositional from the norms of Finnish society? How might this misrepresent
the reality of the Roma community, which is made up of many different kinds of
individuals? This also comes into play in the representation of Roma by some “official”
Roma representatives, such as here.
Latšo Diives is a newsletter for the Finnish Roma education team, which provides
up-to-date information on education, especially for the Roma population. The free
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magazine is published two to three times a year and can be ordered from:
romanit@oph.fi.
The Finnish Literature Society has an extensive archives of Romani material, which
you can contact here: arkisto@finlit.fi. They also conducted a project in 2016–18 based
on the archive. A key contact is Risto Blomster: risto.blomster@finlit.fi.
Literature:
● The best resource available is the overview of Finnish Roma literature in the
RomArchive. You can search by country and region, which would be a good
place to search for novels, poems, etc. for your own context. Many aren’t
translated and may even be hard to find, so this may take some perseverance.
● Taikon, Katarina. (1969). Katitzi. Blog about the book. This book (or collection of
books) has been widely translated and may be a good place to begin your
search.
● Gunilla Lundgren, Sofia Taikon & Amanda Eriksson. (2005). Sofia Z-4515. The
graphic novel has also been translated and is “based on the experiences of Sofia
Taikon and tells the story of a Polish Roma who survived the Nazi concentration
camps and later fled to Sweden. The work treats traumatic experiences subtly
and opens up a perspective on lesser-known history.” From:
https://www.facebook.com/sarjakuvaseura/posts/3928825350508333.
A Few Ideas Specific to Finland:
Angersaari, Inga. (2001). Romaniukin satureppu. Helsinki: Romano Missio ry.
Baltzar, Veijo. (1968). Polttava tie. Helsingin Sanomat article about the book.
Blomérus, Helena & Blomerus, Satu & Korpela, Helena, Rassako reevos. (2017).
Yökettu. Helsinki: Opetushallitus.
Lind, Armas. (2010). Caleb – romanipojan evakkotaipale. Helsinki: Like: Suomen
rauhanpuolustajat.
Lumberg, Kiba. (2011). Memesa trilogia. Blog about the book. I would only recommend
this trilogy – or one of the individual novels – to advanced students, i.e., university level.
It begins with the stereotypical depiction of Roma. If you read it as a whole, however,
Lumberg deconstructs these stereotypes by, among other ways, showing that there are
individuals in majority Finnish culture who could also be defined by Roma stereotypes,
that there are all kinds of Roma, and that applying one definition to any group is
unworkable. It also illustrates some of the historical, social, cultural, political, and
economic reasons why/how Roma are marginalized. In short, the text demands some
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critical thinking and skills in reading beyond the literal words in the text. I’m currently
writing my dissertation on it, so stay tuned!
Richert, Hannele. (2020). Samara: Jos saisimme sähköt…. Migrationcomics.fi “Samara
is a Romanian Roma and a mother of two who works in Finland to guarantee her
family’s livelihood in her home country. Hannele Richert's documentary cartoon
highlights Samara's experiences of migration, poverty and parenting.” From:
https://www.facebook.com/sarjakuvaseura/posts/3928825350508333
A Selection of Academic Texts:
Blomster, Risto & Mikkola, Kati. (2014). “The Inclusion and Exclusion of Roma in the
Category of Finnish Folklore.” Journal of Finnish Studies 18(1), 11–45.
Blomster, Risto and Raluca Bianca Roman. 2021. ‘Chapter Seven: Finland.’ In Roma
Writings: Romani Literature and Press in Central, South-Eastern and Eastern Europe
from the 19th Century until World War II, edited by Raluca Bianca Roman, Sofiya
Zahova, and Aleksandar G. Marinov, 197–221. Paderborn: Brill Schöningh.
Gröndahl, Satu. (2010). “Erilaisuuden kokemuksesta samanarvoisuuteen – romanien ja
matkaajien kirjallisuus Pohjoismaissa.” In Vähemmistöt ja monikulttuurisuus
kirjallisuudessa. Ed. by Eila Rantonen. Tampere: Tampere University Press, 106‒131.
Gröndahl, Satu. (2005.) “‘Stay Silent No Longer.’ Romanies, Travellers and Literature.”
In Nordic Voices: Literature from the Nordic Countries, edited by Jenny Fossum Grönn.
Oslo. Nordbok, 92–103.
Grönfors, Hilja. (2019). Vanhojen kaaleenlaulujen oppikirja - Phurane kaalengo
džiilengo sikjibosko liin - Study Book of Old Finnish Kale (Roma) Songs. Global Music
Centre.
Helakorpi, Jenni. (2019). “Knowledge about Roma and Travellers in Nordic schools:
Paradoxes, constraints, and possibilities.” In Undoing Homogeneity in the Nordic
Region: Migration, Difference and the Politics of Solidarity, edited by S. Keskinen, M.
Toivanen & U. D. Skaptadóttir. Studies in Migration and Diaspora. New York, London:
Routledge.
Kaurasen, Ralf; Vuorinteen, Anna; Parente-Čapková, Viola. (2020). “Escapes of a 'Mad
Artist': Intersectional Identities in Kiba Lumberg's Comics.” In Roma Images of
Themselves and Others in Comics and Graphic Novels: From the Holocaust to the
Present, edited by Marina Ortrud M. Hertrampf & Kirsten von Hagen. AVM Akademische Verlagsgemeinschaft München, 243–272.
Ortrud Hertrampf, Marina and Kirsten von Hagen, eds. (2020). Roma Images of
Themselves and Others in Comics and Graphic Novels: From the Holocaust to the
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Present, edited by Marina Ortrud M. Hertrampf & Kirsten von Hagen. AVM Akademische Verlagsgemeinschaft München.
Parente-Čapcová, Viola. (2011). “Kotimainen toinen. Romanit suomalaisuuden
kirjallisena.” Kulttuurintutkimus 28(2), 3–18.
Pulma, Panu, ed. (2012). Suomen Romanien historia. Helsinki: Suomalaisen
Kirjallisuuden Seura.
Roman, Raluca Bianca. 2018. ‘“Neither here, nor there”: Belonging, Ambiguity, and the
Struggle for Recognition among “In-between” Finnish Kaale.’ Romani Studies 28 (2):
239–62.
Stenroos, Marko. (2012). “‘Sitä ei voi olla tuntosarvet teipissä’: romanikulttuurin
performatiivisuus kulttuurien välitilassa.” In Suomen Romanien historia, edited by Panu
Pulma. Helsinki: Suomalaisen Kirjallisuuden Seura.
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Simina Dragoș
Reflections on Critical Theory and Anti-racist Pedagogy from the Perspective of a
Romanian
The power of critical social theory became evident to me in my second year of
undergraduate studies, when I finally had the tools to realise the systemic and
historicised nature of anti-Roma racism in my home country, Romania.
I was born and raised in Romania in the late 1990s and have been actively socialised
into anti-Roma racism by my parents, my schooling experiences, by the media, and by
the wider discourses and collective memory in Romanian society. I moved to the UK in
2016 for my undergraduate studies at the University of Cambridge, where I became
aware for the very first time that my home country was historically, institutionally, and
systemically racist, building on a long history of slavery and genocide against Romani
communities. It came as a shock when I realised that my schooling in ‘Romanian’
History was filled with deliberate gaps, silences, obfuscations, and what C.W. Mills
termed “white ignorance”, despite having completed specialised high school level
studies in history and an end-of-highschool exam in ‘Romanian’ history. Needless to
mention that this made me question the true meaning of education, of my education, but
also of my white privilege and of the injustices I had observed in Romanian society and
for which I had no vocabulary to name.
During my BA, I was lucky enough to have embarked on a journey of learning about
myself and the world in a space that facilitated my access to critical social theory and
communities of critical thinkers. I had the privilege of being educated by critical
scholar-activists and learning – way too late in my teenage years/early 20s – about
colonialism, coloniality, racism, struggles for justice. I had the honour of hearing Angela
Davis, Patricia Hill Collins, and Raewyn Connell speak live at Cambridge – these
instances are merely examples of moments in my educational journey when critical
social theory uplifted and enabled me, handing me the tools to think and be in the social
world. Overall, this education enabled me to think critically about anti-Roma racism in
Romania and to be able to label it, for the first time in my life, as racism.
In my research journey, I first focused on the school segregation of Romani children in
the Romanian education system from a Critical Race Theory perspective. Later on, I
became increasingly interested in the wider systemic landscape of anti-Roma racism,
focusing on the nation-state, knowledge, power and discourse – particularly the ways
elite and official knowledges racialise – and the myriad of ways in which discourses
shape society and actively prevent racial justice. As I have been moving further on my
journey, I have also become increasingly interested in the notion of historical
responsibility (here I am thinking with Hannah Arendt) for the injustices against Romani
communities which carry on shaping Romanian society and beyond. I try to link these
thoughts with scholarship and activism related to other injustices and other forms of
oppression. I view anti-Roma racism as a contingent manifestation of global white
supremacy and modernity/coloniality.
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As a novice scholar and educator in higher education, I cherish critical social theory
because I recognise its ability to enable people to speak truth to power. In my thinking,
writing, and teaching, I seek to put theory to work to deconstruct and challenge the
ways anti-Roma racism works in Romanian society and beyond, but also the ways other
forms of racism and oppression are shaped by knowledge, discourse, education, and
the state.
Reflections on Anti-racist Pedagogy:
I’m driven by the belief that teaching and learning are political acts and that the
classroom is a political space. I cling on to the idea that teaching is one of the last
available modes of political praxis within the highly marketised, individualised, and
value- and performance-driven systems of (higher) education. Thus, decisions about
teaching strategies, assessment, and curriculum are not only political in their motivation
and assumptions (though they may seem ‘neutral’ particularly when ‘evidence-based’)
but also political in their effects. The main question to ask ourselves, I believe, is: what
will uplift, enable, and empower students, as opposed to constrain, diminish, and
alienate them? I will elaborate briefly below on what I mean by this.
Although my teaching experience is limited, I have sought to be guided by the following
principles when teaching social science topics to undergraduate students:
1. Historicised - setting the events/issues we teach in historical context, to enable
students to think in structural terms and with a wider perspective on social,
economic, cultural, and political developments.
2. Theorised - making use of critical social theory to frame, explain, deconstruct,
describe and challenge social realities.
3. Relational - related to the point above, critical social theory can also enable
students to see the relationships between contexts/places/events. The principle
of relationality helps highlight the connection between struggles and
developments over time, but also the interconnectedness of communities. This is
not about cosmopolitanism or other such vague liberal dicta, but rather about
highlighting world histories and the enduring global systems of exploitation,
including coloniality, racism, patriarchy, and capitalism.
4. Grounded - basing discussions on empirical examples to encourage students to
think critically about their present and localised realities. In this respect, I find it
useful to bring in current news and current events in class discussions and
activities so that students can use theoretical concepts to analyse and discuss
their present situation.
5. Reflexive - perhaps the most difficult aspect to operationalise and implement,
but also a crucial one. This principle refers to situating ourselves as researchers
and educators and our students relationally but honestly vis-a-vis the topics we
teach. It involves self-questioning, soul-searching, and reflecting on our power
and position within systems of domination and institutions. We might ask such
questions as: how does this apply to our lives, our institution, our communities?
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How are we implicated, complicit, involved in domination? How are we
responsible and in what ways may we enact such (historical responsibility)? The
hope would be to encourage and enable students to enter their own journeys of
political engagement and critical being in the world.
Sources
Some Resources for Anti-racist/Critical Pedagogies:
Recorded seminar series From Critical Pedagogies to Research Practice and Public
Engagement in Slavic, East European, and Eurasian Studies
Anti-Racist Pedagogy Guide: Methods and challenges by University of Southern
California Library
bell hooks. (1994). Teaching to Transgress: Education as the Practice of Freedom.
bell hooks. (2003). Teaching Community: A Pedagogy of Hope.
Paulo Freire. (2005). Pedagogy of the Oppressed.
Oana Dorobanțu. (2020). Programa antirasistă cu focus rom.
Resources for Primary and Secondary Education in Romanian:
Pătrașcu, Victoria. (2019). Cântecul lui Zurali.
Pătrașcu, Victoria. (2019). Zuralo și Rotița Fermecată.
Rosetti, Adina. (2018). Povestea Kendamei Pierdute.
Istorie pe șleau. (2020). Istoria romilor din România
În Numele Statului. Holocaustul Romilor (2016)
“O SAMUDARIPEN ANDAR I ROMANIA” Holocaustul Romilor din România (2018)
Valea Plângerii/Valley of Sighs (2017)
Șerban, Alina. (2020). Bilet De Iertare.
Resources in Romanian (Any Audience):
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Dorobanțu, Oana. (2020). Programa antirasistă cu focus rom.
Romani Criss. (2015). Abuzul oficialilor responsabili cu aplicarea legii în comunitățile de
romi din România.
Campania Dosta! (2014). Set de instrumente pentru a lupta împotriva antigypsismului.
Fosztó, László. (2008). Bibliografie cu studiile şi reprezentările despre romii din
România – cu accentul pe perioada 1990–2007.
Coordonat de Oana Dorobanțu și Carmen Gheorghe (2019). Problema românească: o
analiză a rasismului românesc.
Plays by Giuvlipen.
Useful Web Pages in Romanian:
●
●
●
●
●
●
●
●
●
●
●

Aresel - asociație care luptă pentru drepturile romilor | Website | Facebook
E-Romnja - asociație feministă romă | Website | Facebook | Instagram | Support
Centrul Național de Cultură a Romilor-Romano Kher | Facebook
Giuvlipen - companie de teatru feminist rom | Website | Facebook | Instagram |
Susține
Romani CRISS - Centrul Romilor pentru Intervenție Socială și Studii | Website |
Facebook
Uniunea Civică a Tinerilor Romi din România | Website | Facebook
LikeRom - comunitatea profesioniștilor romi | Website
Agenția Împreună - agenție de dezvoltare comunitară | Website | Facebook
Proiectul Noii Povestitori - diversitate în literatura pentru copii | Ediția I | Ediția
II | Support
Centrul National de Cultura a Romilor-Romano Kher | Website | Facebook |
Centrul de Cercetări Culturale şi Sociale "Romane Rodimata" | Facebook

Useful Web Pages in English:
●
●
●
●
●

ERIAC - The European Roma Institute for Arts and Culture
ERRC - European Roma Rights Centre
Romani Studies Program at CEU
Barvalipe Roma Online University
The Romani Cultural & Arts Company

Resources in English (Any Audience):
● Podcast the Romani Tea Room
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●
●
●
●
●
●
●
●
●

Book Gypsy, Roma & Traveller LGBTQ+ Spoken History Archive Book
Video Gypsies, Roma & Travellers: An Animated History
Book We Roma: A Critical Reader in Contemporary Art
Curriculum for primary and secondary education Romani Studies Curriculum (by
the Romani Cultural & Arts Co)
Resource for children A Romani & Traveller Alphabet (by the Romani Cultural &
Arts Co)
Extensive resource for primary/secondary education relating to Gypsy, Roma,
Traveller communities in UK Atching Tan: An Educational Journey into the World
of Gypsies, Romanies, and Travellers (by The Romany Theatre Company)
Theatre The Romany Theatre Company
Fictional book The Stopping Places: A Journey Through Gypsy Britain (by
Damian Le Bas)
Archive The Romani Herstory Digital Archive

Resources for colleagues teaching in higher education who wish to integrate
Critical Romani Studies in their teaching/research - in English
General:
Journal Critical Romani Studies
Journal Roma Rights
Blog post A Life in the Margins: Understanding the Roma Experience (17/04/2017)
3-part blog post series by Dr Margareta Matache (2016–2017):
● Word, Image and Thought: Creating the Romani Other
● The Legacy of Gypsy Studies in Modern Romani Scholarship
● Dear Gadjo (non-Romani) Scholars…
Journal issue NOTHING ABOUT US WITHOUT US? ROMA PARTICIPATION IN
POLICY MAKING AND KNOWLEDGE PRODUCTION, Roma Rights, 2, 2015
Dunajeva, J. (2018). “Power Hierarchies between the Researcher and Informants:
Critical Observations during Fieldwork in a Roma Settlement.” Critical Romani Studies,
1(2), 124–143.
Fremlova, L. (2018). “Reflexivity: Queer(y)ing One’s Own Privilege.” Critical Romani
Studies, 1(2), 98–123.
Silverman, C. (2018). “From Reflexivity to Collaboration.” Critical Romani Studies, 1(2),
76-97. https://doi.org/10.29098/crs.v1i2.16
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Gender Studies/LGBTQ+ Related Studies:
Fremlova Lucie. Queer Roma. (2021)
Queer Roma reading list by Dr Lucie Fremlova
Kóczé, Angéla et al (Eds). The Romani women’s movement: struggles and debates in
Central and Eastern Europe. (2019).
Kurtić, Vera. Džuvljarke: Roma Lesbian Existence. European Roma Rights Centre, Niš
2013.
Cultural Studies:
Rucker-Chang, S. (2018). “African-American and Romani Filmic Representation and the
‘Posts’ of Post-Civil Rights and Post-EU Expansion.” Critical Romani Studies, 1(1),
132-148. https://doi.org/10.29098/crs.v1i1.8
Rucker-Chang, S. (2018). “Roma Filmic Representation as Postcolonial 'Object.'”
Interventions: 20(6), 853-867.
Politics, Race, Racism, and Racial Justice:
Chang, F. & Rucker-Chang, S. (2020) Roma Rights and Civil Rights: A Transatlantic
Comparison.
Kóczé, A. & Rövid, M (2017). “Roma and the Politics of Double Discourse in
Contemporary Europe.” Identities: Global Studies in Culture and Power. 24(6), 684-700.
Kóczé, Á. & Rövid, M. (2012). “Pro-Roma Global Civil Society: Acting For, With or
Instead of Roma?” in Global Civil Society 2012: Then Years of Critical Reflection.
Gordonsville, Palgrave McMillan.
Beck, S & Ivasciuc, A. (2018). Roma Activism: Reimagining Power and Knowledge.
Jacqueline Bhabha, Andrzej Mirga, and Margareta Matache. (Eds). 2017. Realizing
Roma Rights.
Education Studies:
Mišković, M. (2009). “Roma Education in Europe: In Support of the Discourse of Race.”
Pedagogy, Culture and Society.17(2), 210–220.
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Szalai, J., Schiff, C. (Eds.). 2014. Migrant, Roma and Post-Colonial Youth in Education
across Europe: Being 'Visibly Different'.
Bhopal, K. (2011). “‘This is a School, It’s not a Site’: Teachers’ Attitudes towards Gypsy
and Traveller Pupils in Schools in England, UK.” British Educational Research Journal,
37(3), 465–483. https://doi.org/10.1080/01411921003786561
Greenberg, J. (2010). “Report on Roma Education Today: From Slavery to Segregation
and Beyond.” Columbia Law Review, 110(4), 919–1001.
Harvard FXB, & CIP Centre Belgrade. (2018, December 20). “One in One Hundred:
Roma Value Education But Face Racism in Access.” FXB Center for Health & Human
Rights | Harvard University.
Kyuchukov, H. (2000). “Transformative Education for Roma (Gypsy) Children: An
Insider’s View. Intercultural Education,” 11(3), 273–280.
https://doi.org/10.1080/14675980020002420
O’Hanlon, C., & Holmes, P. (2004). The Education of Gypsy and Traveller Children:
Towards Inclusion and Educational Achievement. Trentham Books.
Payne, M. (2019). “School Life on the Margins: Slovak Roma Pupils Negotiating
Education.” Race and Class, 1–21. https://doi.org/10.1177/0306396818822456
Rostas, I. (2017). “Antigypsyism, Education and the Media: Ways Forward.” Identities,
24(6), 760–768. https://doi.org/10.1080/1070289X.2017.1380267
Ryder, A. (2017). Sites of Resistance: Gypsies, Roma and Travellers in Schools, the
Community and the Academy. UCL Institute of Education Press.
Ryder, A. R., Rostas, I., & Taba, M. (2014). “‘Nothing about Us without Us’: The Role of
Inclusive Community Development in School Desegregation for Roma Communities.”
Race Ethnicity and Education, 17(4), 518–539.
https://doi.org/10.1080/13613324.2014.885426
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Ram Hadroj
The Story of Discrimination and Segregation and the Necessity of Teacher Training about
the Roma Community in Albania

My name is Ram Hadroj, and I am a Roma researcher from Albania. I grew up with a
single Roma mother in the north of Albania. Since my childhood, I have remembered
the discrimination the teacher showed towards me on my first day of school. I was
walking into the class with one of my best friends and sat at the third table of the class.
Immediately, the teacher approached me and said, “Rami, you have to sit at that table”,
and pointed towards the last table of the classroom, where I was left all alone. I could
not name that behavior of the teacher but all that I can remember is going home and
shouting to my mother, “why do I have to go to school?”
Due to discrimination, I started my high school studies at the age of 28. In 2010, I
graduated from Andrews University Michigan, European campus Newbold College UK.
For my bachelor thesis, I wrote a paper about the relationships between Roma children
and parents. I had heard that this is the problem why Roma children remain
uneducated. But the research showed me that Roma parents and children love
education, and their main barrier is the way they get treated by educators (teachers) at
the school building.
All my life, I had heard that there are no educated Roma people in Albania. Therefore, I
always thought that I was the only one who graduated with a bachelor's, which is why I
decided to go back to Albania in 2012 and contribute to my community. I wanted those
other Roma boys and girls to get an example of an educated Roma. At the beginning of
my time back in Albania, I became part of the “Roma Political Academy” in which 29
Roma role models, students, graduates, and MA candidates were joined together to
create the so-called “Roma Elite” in Albania.
At this point, Soros Albania asked me to conduct research on a topic I was interested in,
and the first question that came to my mind was: how, among 120,000 Roma citizens in
Albania, only 29 young Roma could make it to graduation? I was always taught by the
media and society that Roma do not get educated. This is why, in collaboration with
Open Society Albania, I conducted a research paper called “The Psychological
Reasons Behind the Academic Success of ‘Roma Elite’ in Albania”. It was surprising to
see how, among 29 young educated Roma, none of them were given educational
support from teachers, but rather from cousins and family members.
While living in Albania, I was asked by the Roma Education Fund to conduct research
about the textbooks in Albania and Kosovo and how they represent the Roma
community in both of these countries. I studied 137 books of social sciences, history,
and geography. In all the long list, I was shocked to see the misrepresentation of the
Roma community in Albania. The Roma community in these countries was portrayed at
its worst: children begging, children recycling, the stereotyping of Roma as musicians
only.
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After the textbook research was published, the Minister of Education shared it among
400 schools in Albania, and I got in touch with different teachers to help them address
the problem that the textbooks contain in portraying Roma in their worst examples.
Teachers were not equipped with any information about the Roma community and
therefore found it hard to teach children the history of the Roma community or explain it,
one of the largest minorities in Albania. I was invited from different schools to deliver
presentations about the Roma community. I was also asked to build a chapter about the
Roma community representing the role models, the culture, and anything that could
help stop the stereotyping of the Roma community.
Since 2013, I have conducted a campaign called “Walk in My Shoes”. Through a blog, I
shared all the discrimination stories of the Roma community in Albania, as well as
different activities that help with the integration of the Roma community in Albania. I am
also leading a Roma NGO called “Walk in My Shoes”, through which we work with
Roma role models in the field of education as well as conducting research in the field of
education for the Roma community in Albania.
Considering the fact that education is the key point to the Roma integration process, I
think that our education system in Albania is undergoing different challenges, as below
listed, that need addressing:
1.
2.
3.
4.

Stereotyping through textbooks
Lack of information about the Roma minority for educators/teachers
Lack of literature/books for teachers to address the topic
Education curricula does not appoint experts to counter the stereotyping in the
textbooks
5. Lack of literature about the Roma community to be used as support materials for
teaching minority culture in Albania.
6. Lack of training for teachers about the methodologies, structures, and sources for
teaching according to the curricula.

Materials to be used
https://vishkepucetemia.wordpress.com/2021/03/12/ndihma-institucionale-dhe-psikologji
ke-per-nxenesit-gjate-periudhes-covid-19/
https://www.romaeducationfund.org/representation-of-roma-in-european-curricula-and-t
extbooks-2/
https://www.osfa.al/sites/default/files/book_4_gjitheperfshirja.pdf
https://www.osfa.al/en
https://vishkepucetemia.wordpress.com/2021/02/08/ndikimet-ne-arsimin-e-femijeve-rom
-nje-permbledhje-punimesh-kerkimore/
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https://vishkepucetemia.wordpress.com/2021/03/05/liberth-mbi-stilet-e-te-nxenit/
https://vishkepucetemia.wordpress.com/2021/03/12/manual-per-perdorimi-i-platformesne-mesimdhenien-online/
https://vishkepucetemia.wordpress.com/2021/02/08/ndikimet-pasojat-e-covid-19-per-ko
munitetin-rom-ne-shqiperi-nje-permbledhje-punimesh-kerkimore/
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Ioana Țîștea
Roma and Non-Roma Migrants in Finland and Ethnodrama as a Teaching Method
When I came to Finland from Romania in 2014, I considered myself a so-called
economic migrant, although my EU residence permit later was based on cohabitation
with a Finnish partner. I also considered myself cosmopolitan and tolerant. I would later
grasp the unequal power relations that only allow certain (white) bodies to pass as
cosmopolitan and the paternalism of tolerance. Shortly after my arrival, I joined a
migrant integration training programme, as suggested to me by the unemployment
office, which consisted of daily courses for one year on Finnish language, ‘culture,’ and
work life coupled with job practices, which was supposed to prepare students aged 17
or higher for further secondary or vocational education or for employment. Migrant
students’ possible higher education plans were seldom discussed in class. My
classmates were mostly from postcolonial and postsocialist spaces, and instances of
both solidarity and racism would occur. Later, I joined a doctoral studies program to
write about the transformative shifts that come with migration and reflect deeply on
privilege, racism, and what constitutes solidarity. One aspect I thought I should focus on
was the lack of any Roma migrants in the integration training I attended and the related
assumption made by teachers or classmates that I may be Roma. As I progressed in
my studies, I became interested in voices: whose voices matter in migration research,
whose voices are silenced, and who has the right to write about which topics.
In the early days of my diasporic existence, I would have difficulties with the multiple
conflicting ways in which I was read by others. Being read as ‘Southern European’ did
not bother me that much, as it legitimized my perceived Europeanness and assumed
Latinity, although that came at the expense of being read with sexualizing gazes. Being
read as ‘Eastern European’ would position me as not-quite European, as catching up
with the ‘west’ in my search for better socio-economic opportunities. Still, that did not
bother me as much as being read as ‘Roma’. I considered the latter to be racist, not
against the Roma, but against me. I only later understood that taking offence with being
misread as Roma perpetuates anti-Roma racism, since I could only perceive my
misreading as Roma as hurtful if I reproduce whiteness as a desirable norm and being
Roma as something negative. My ability to pass as not-quite/white and my ability to
pass as Roma are rooted in different power dynamics. I may pass as white by adopting
certain bodily characteristics that are associated with whiteness, such as speech,
clothing, and gestures that produce a respectable image. My passing as Roma,
however, involves access to knowledges embedded in white and colonial privilege that
approximate a ‘knowable’ and decontextualized subjectivity and assume that one can
pass for others by adopting their ways of being, thus fixing those ways of being as
indicators of what it may mean to be Roma.
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Passing through Ethnodrama
Passing is flexible, fluid, ongoing, and performative through actions or behaviours that
maintain or break societal norms and makes one readable in non/conventionalized
ways. Passing in ethnodrama differs from passing in everyday life. The latter refers to
social performances of daily interactions that may or may not involve a self-conscious
awareness that those interactions are socially scripted, while passing as enacted in
ethnodrama involves self-conscious scripted acts set within certain cultural, political, or
aesthetic conventions. Ethnodrama can therefore be used as a vehicle by students,
researchers, or teachers for scripting, mocking, and staging (in the classroom or at
different events like workshops or conferences) daily social performances to prompt, in
readers and audiences, deep reflections on the problematics of passing in everyday life.
Ethnodrama creates representations that are open to multiple open-ended readings to
engage viewers emotionally through theatrical immersion, evoke deep reflections, and
highlight uncomfortable complicities. The script is composed of multiple characters and
scenes of dramatic tension through which audiences are reminded of their responsibility
to confront their own problematic histories and subconscious racism while engaging
with the characters’ stories, dialogues, dilemmas, conflicts, tensions, and contradictions
in ways that are entertainingly informative, aesthetically sound, intellectually rich, and
emotionally evocative.

Script: Intersecting Migrant Stories

Act 1 Reception center for asylum seekers
Ioana is standing center-stage, facing the audience.
Ioana [addresses the audience]: I’m doing my job practice in a reception center for
asylum seekers. It’s part of my integration plan. I always have to be accompanied by
one of the social workers when interacting with asylum seekers, until I learn the job,
they said. They don’t seem to trust me. Or maybe they don’t trust the asylum seekers….
Aino, a Finnish social worker, enters the stage. She walks toward Ioana and stops,
standing by her side, facing the audience.
Aino [addresses the audience]: Asylum seekers must clean the reception center
premises as monthly work duties. If they fail to complete their duties, sanctions are
applied as monthly allowance cuts of up to 30%. We distribute these work duties
amongst residents, supervise them, and check if they have cleaned properly. If not, we
tell them to come back and finish the job. [Turns to Ioana and addresses her]: I was
looking for you, but couldn’t recognize you…. When you are around the asylum
seekers, I guess you also look ethnic, you blend in… [slight laughter]. Anyway, Ahmed
is late for his cleaning duties. Let’s go check on him.
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Ahmed enters the stage. He lays down on the floor. Aino and Ioana walk toward him.
Aino [addresses Ahmed]: Wake up, it’s time for your work task!
Drowsy, Ahmed stands up and follows Aino and Ioana to the other side of the stage,
where some cleaning products are lined up on the floor. Aino instructs him on how to
clean with some demonstrations.
Aino [addresses Ahmed]: This product is for the floor. This is how you do it. [She takes
one of the cleaning products, pours a small amount in a bucket, soaks the mop, and
then mops the floor briefly.] These products are for the toilet [she grabs another
cleaning product in one hand and a toilet brush in the other hand.] When cleaning the
toilet, it is important to also lift the seat and clean thoroughly with circular motions, with
special attention to the backside of the toilet bowl. Now you do it.
Ahmed takes the cleaning products for the toilet and, in the air, mimics the circular
gestures of cleaning a toilet bowl.
Aino [addresses Ahmed as he mimics cleaning a toilet]: Good. No, not like that,
remember how I showed you. Good. Keep it that way. [Addresses Ioana, who is
observing them]: Alright, I think you’ve done enough observing and you are finally ready
to be a supervisor. Watch Ahmed as I go finish some office duties. [she leaves the
stage].
Ahmed [addresses Ioana]: After I finish with this, can you help me with my Finnish
language course assignment?
Ioana: Sure, I’ll do my best. My Finnish is not that good yet….
Ahmed: Oh, you’re not Finnish? Where are you from?
Ioana: Romania….
Ahmed: Oh… [he leaves the stage].
Ioana arranges the cleaning products in a neat row. End of act.
***
Act 2 Conference dinner
A small table in the center of the stage with drinks and plates on it and two chairs
around it. Ioana and Antti are sitting on the chairs, facing each other.
Antti [addresses Ioana]: We’re so busy these days working on our new album. We’re
experimenting with sound and language. On top of our songs in Finnish, we also need
interlude skits in different languages…. Hmm… [scratches the top of his head and bites
his lower lip]. Can we record you while you talk? Romanian sounds so sensual….
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Ioana [looks at Antti puzzled and addresses him]: Oh… but what should I say?
Antti: It doesn’t matter what you say, nobody will understand [slight laughter].
Ioana: Yeah, maybe… [slight nervous laughter]. Will you mention my name in the album
credits?
Antti: Maybe it won’t be necessary to mention your name. More mysterious… [smiles
suggestively]. You smell so good, like a trip to India….
Ioana takes a sip from her drink, crosses her legs, and turns around in her seat, with her
back to Antti. End of act.
***
Act 3 Emergency accommodation center for Roma migrants
Three office desks with chairs lined up facing the audience. Seated at the desks are, in
the following order from left to right: Ioana, Minna, and Bogdan. A tall reception desk on
the right side of the stage, facing the office desks, with Daria standing behind it. Lavinia
and Veronica are mopping the floor.
Bogdan: Ioana, can you come to my office, please?
Ioana walks over to Bogdan’s desk.
Ioana: Yes, you wanted to see me.
Bogdan: What is this thing about a training taking place here? You think you can have
training sessions at the center whenever you want? What is it about?
Ioana: It’s about discrimination at the workplace. Minna has informed you about it quite
some time ago; I thought you knew.
Bogdan: Is the training also for Daria?
Ioana: It’s actually for Roma people, so for Manuela, Lavinia, and Veronica. But Daria
could also come, if she is being discriminated against at the workplace.
Bogdan: Ha, ha… she would say she is discriminated against by me… I want to join
this training. Send me a calendar invitation, I have so many things going on, hard to
keep track of everything.
Ioana: Alright….
Bogdan: By the way, you have to be more authoritative with the cleaners. When you
come to work, they have to fear you. Don’t be their friend. That will not work with them.
They will get lazy if you are too friendly with them.
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Ioana: Right… [sighs and rolls her eyes]. I will go now.
Ioana walks over to Minna’s desk.
Ioana [addresses Minna]: Did you hear how Bogdan just talked to me? He instructed
me on how to do my job. He is not my boss.
Minna: Jesus! He NEVER does that with me! I guess he does it depending on your
cultural background, given that both of you are Romanian. He is an important client for
our project with Roma cleaners, but that does not mean he can be disrespectful to you. I
will talk to him. Don’t feel discouraged by this.
Ioana: Thanks! I don’t feel discouraged [she walks back to her desk and sits down].
Lavinia leaves the mop on the floor and walks over to Daria’s reception desk.
Lavinia [addresses Daria]: I have not been feeling well the past couple of days. I have
back pains. I need to go see the doctor. Can you come with me to translate?
Daria: Go with your husband, he speaks some Finnish, doesn’t he?
Lavinia: But wait a minute, he only knows a little bit how to speak, he doesn’t speak well
[sighs]. He doesn’t know how to explain my medical problems.
Daria: Ah, there is always something with you. We have many other residents here, I
cannot come to translate for you all the time.
Lavinia [raises her voice]: You know what? I don’t need you anymore, nothing from you!
I don’t need you to come with me anywhere! I will pay my person and go by myself! [She
walks to Ioana’s desk and addresses her]: You have to talk to Daria, she is doing it
again.
Ioana: Alright, Lavinia, I’ll see what I can do.
Lavinia: You have to help us! What, you sit there on that chair in the office for nothing?
Ioana: Ok, I’ll do my best… [sighs]. Now, could you please tell Veronica to come to my
office? She is late for her personal development meeting.
Lavinia goes back where she had left the mop and resumes cleaning the floor. Veronica
leaves the mop and walks over to Ioana’s desk.
Ioana: Hi Veronica, how are you?
Veronica: How can I be, a lot of work, tired….
Ioana: Are you still doing double shifts? Maybe you should consider quitting the other
cleaning job.
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Veronica: What to do, if I have to send money back home to my children? But I think
they will fire me anyway….
Ioana: Really? Why do you think that?
Veronica: They hired this new person, a Romanian guy as the staff manager. And he
asked me once, ‘are you from Romania?’ I said yes. ‘Are you Roma?’ Yes. ‘And you,
you Roma people work?’ he asked me. Well yes, do you think only people like yourself,
only Romanians work? Us Roma also work, I told him. We are maybe 1000 times more
hard working than Romanians. Because I can carry a bag of cement, but your
Romanian girls will not do that kind of work.
Ioana: That’s true.
Veronica: And I can do many things. Hm ok, he said. I felt like he talked to me in a
certain way, but anyway…. The next day I hear from the other cleaners that they will let
some people go, they are doing some restructuring. I am sure I will be the first to be
fired.
Ioana: Oh no. That’s really bad... [nods her head in disapproval].
Veronica: Yes… [sighs deeply]. But you should know that Romanians here sometimes
are more racist than the Finns. At first, I was thinking, how can they be like that? They
are Romanian like us. But with time I noticed, I’m very sorry, that from Romanians very
often.
Ioana: No need to be sorry. It’s very bad that things like that happen to you.
Veronica: It also happened to my son, in England. Um, the big one who was employed
in England and, I’m sorry to say this, a Romanian of ours heard him speaking Romani
and the next day he was no longer called at work…. So when my son told me what had
happened, I thought the earth vanished from under my feet, my legs would not, no….
How dear, you are a boy… and his skin is a lot lighter than mine…. But now, thank God,
he found a job at a different firm and they made him a contract, they are all well. They
are well now.
End of act.

Parts of the script have been published and are freely available in the Nordic Journal of
Studies in Educational Policy, 21 Dec 2021,
https://www.tandfonline.com/doi/full/10.1080/20020317.2021.2009102
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Method: Ethnodrama
One can use multiple types of data for creating an ethnodrama, including interview
transcripts, auto/ethnographic notes, stories from both oral and written sources, memory
stories, non/fictional texts, news articles, etc. For my ethnodrama, I used
autoethnographic notes taken during my PhD studies, experiences from my jobs in a
reception center for asylum seekers and an emergency accommodation center for
Roma migrants, and interviews with Romanian Roma migrants living in Helsinki as my
data. The interviewees gave their informed consent for me to utilize this data in creating
the ethnodrama. I used pseudonyms for all characters except myself.
In creating the characters of an ethnodrama, one should have in mind one’s objectives,
any conflicts that might prevent one from achieving the objectives, tactics and strategies
to overcome conflicts, emotions and journeys from one emotion to another, attitudes
(toward one’s self, other people, and particular issues), and covert layers of unspoken
meaning suggested through stage directions. In interview adaptations, one can include
both verbatim extracts as well as edited and slightly revised passages from transcripts
while trying to remain faithful to the interviewees’ voices. One should further consider
how the resulting dialogues may be performed on stage and insert italicized stage
directions between brackets, such as movements, gestures, acting recommendations,
or interactions between characters or with objects on stage. In the adaptation of various
types of stories or non/fictional texts, one should transform the ‘in-my-head’ reflective
narratives into engaging conversational performances. If the original texts or stories do
not contain enough material for dialogues, one can write plausible exchanges between
characters based on the texts or stories and elaborate on the characters’ thought
processes through the italicized stage directions. Anonymity and pseudonyms are
highly important when creating the characters, unless the people on whom the
characters are based requested otherwise.
An ethnodrama can be performed in the classroom in various ways. If possible, the
teacher can cast people to play the characters. If the teacher does not have the
resources for that, another option is reader’s theatre: reading the script and attempting
multivocal interpretations. The teacher can do this alone or together with students who
will play the roles of different characters. However, this raises several issues. Who can
play whom? Which body can play which character? What if the performance colonizes
and appropriates the characters’ experiences or voices? What if it centers the teacher’s
voice, or the voices of students speaking from privileged positions, as an ‘authority’?
Critically reflecting on the representations created together with the students is therefore
crucial. In the classroom following the reading of the script, the teacher can invite
students to engage in open discussions, ask questions, critique the performance, offer
recommendations for improvement, and reflect on their own positionings in relation to
the topics explored in the ethnodrama. During the discussion, the teacher can guide
students toward questioning how the characters’ positionalities are constructed and
linked with structures of power, challenging representations, mis/readings and the
problematic tendencies of giving voice and empowering or speaking on behalf of others,
and envisioning new subjectivities and relationalities. By inviting students to critique the
assumptions and biases in the script, the teacher can question notions of authority,
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explore possibilities for collaboration, and explore how knowing and teaching are
tenuous, never quite right, always transforming. The class experience can potentially
guide students towards explorations of how their own positionings connect with broader
socio-historical discourses and with paradigms of power, privilege, and oppression
within which we each play a part. Furthermore, the students can practice creative
writing and write their own ethnodramas that they can then perform in class and receive
feedback from their classmates.
Sources
Roma migrants in Finland:
IntersectVoices in Europe - Combating Discrimination against Roma Women:
Comparative research report on multiple discrimination in Finland, Italy and Romania.
Challenging Intersectionality: Roma Women’s Voices and Experiences of Discrimination
in Housing, Education, Health and Employment. More about the research project can be
found here. Partner organizations: Helsinki Deaconess Institute Foundation (Finland),
Asociatia E-Romnja (Asociatia pentru promovarea drepturilor femeilor Rome, România),
Asociatia Centrul Pentru Legislatie Nonprofit (România), Romni Onlus (Italy).
News article in Swedish - interview with two of the participants in the above project,
IntersectVoices.
The Stopped - Ethnic Profiling in Finland research report. ore about the research project
can be found here.
Art project with Romanian Roma women living in Helsinki - Women’s Fight.
Elena Dima: “When I draw, I forget about struggles” blog post.
An interview with Elena Dima (in Finnish, as part of a Discrikamira project workshop on
media representations of Eastern European Roma people in Finland) on her
experiences of being interviewed by Finnish journalists and the importance of
collaboration, feedback, and naming sources.
Discrikamira - Roma anti-discrimination cooperation project between Federación
Nacional De Asociaciones De Mujeres Gitanas Kamira (Spain), Helsinki Deaconess
Institute Foundation (Finland), and Romni Onlus (Italy).
Graphic novel in Finnish.
Saarinen, A., Markkanen, A. & Enache, A. (eds.) (2020). Mobilising for Mobile Roma:
Solidarity Activism in Helsinki in the 2000s-2010s. Helsinki: Osuuskunta Trialogi - TRIA
& Trialogue Books. 205 p.
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Enache, A. (2018). “Against Romanophobia, for Diversity and Equality: Exploring the
Activism Modes of a ‘Movement within a Movement’ in Finland.” In Enache, A.,
Saarinen, A., Puurunen, H. & Markkanen, A., (eds.), Citizens' Activism and Solidarity
Movements: Contending with Populism. B. S., A. K. & A. S. . Palgrave Studies in
European Political Sociology ed. Palgrave Macmillan, 51–78.
Enache, A. (2018). “Children’s Agency in Translocal Roma Families.” In Assmuth, L.,
Hakkarainen, M., A. L. & Siim, P. M. (eds.) Translocal Childhoods and Family Mobility in
East and North Europe. Basingstoke: Palgrave Macmillan, 193–216. (Studies in
Childhood and Youth book series (SCY)).
Tervonen, M. M. & Enache, A., 2017, “Coping with Everyday Bordering: Roma Migrants
and Gatekeepers in Helsinki,” Ethnic and Racial Studies. 40(7), 1114–1131.
Vincze, E., & Enache, A. (2018). “Romanit ja kansainvälinen muuttoliike.” In K. Miklossy,
& J. Nikula (Eds.), Demokratian karikot: Itäinen Eurooppa suuntaa etsimässä, 94–107.
[4] Gaudeamus. (in Finnish).
Puurunen, H., Enache, A., & Markkanen, A. (2016). “Päiväkeskus Hirundo: apua ja
tukea itäisen Euroopan romaneille Helsingissä.” In J. Maija, A. Metteri, S. Ranta-Tyrkkö,
& P-L. Rauhala (Eds.), Kansainvälinen sosiaalityö: Käsitteitä, käytäntöjä ja
kehityskulkuja (Sosiaalityön tutkimuksen vuosikirja). United press global. (in Finnish).
Passing:
Ahmed, S. (1999). “‘She’ll Wake Up One of these Days and Find She’s Turned into a
Nigger’: Passing through Hybridity.” Theory, Culture & Society, 16(2), 87–106.
Tudor, A. (2017). “Dimensions of Transnationalism.” Feminist review 117(1), 20–40.
Ethnodrama:
Țîștea, I. (2021). ‘Ain’t I also a migrant?’ An ethnodrama of weaving knowledges
otherwise in Finnish migration research, Nordic Journal of Studies in Educational Policy,
7(3), 136-147
Saldaña, J. (2018). “Ethnodrama and Ethnotheatre: Research as Performance.” In
Denzin, N. K. and Lincoln, Y. S. (Eds.), The SAGE Handbook of Qualitative Research.
Fifth Edition, 662–691. Thousand Oaks, California: SAGE Publications, Inc.
Beck, J. L., Belliveau, G., Lea, G. W. & Wager, A. (2011). “Delineating a Spectrum of
Research-Based Theatre.” Qualitative Inquiry 17(8), 687–700
Petersen, E. B. (2013). “Cutting Edge(s): An Ethnographic Drama in Three
Acts.” Cultural Studies ↔ Critical Methodologies, 13(4), 293–298.
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Sacks, S. (2020). This Untethered Buffoon or the Trickster in Everything. Stockholm
University of the Arts.
Schneider, J. J., King, J. R., Kozdras, D., Minick, V. & Welsh, J. L. (2012) “Accelerating
Reflexivity? An Ethno-theater Interpretation of a Pre-service Teacher Literacy Methods
Field Experience.” Int J Qual Stud Educ 25, 1037–1066.
Reflexivity for researchers and teachers:
Lugones, M. (2006). On Complex Communication. Hypatia, 21(3), 75–85.
Pillow, W. (2003). “Confession, Catharsis, or Cure? Rethinking the Uses of Reflexivity
as Methodological Power in Qualitative Research.” International Journal of Qualitative
Studies in Education, 16(2), 175–196.
Pillow, W. (2015). ”Reflexivity as Interpretation and Genealogy in Research.” Cultural
Studies ↔ Critical Methodologies, 15(6), 419–434.
Țîștea, I. (2020). “‘Reflexivity of Reflexivity’ with Roma-related Nordic Educational
Research.” Nordic Journal of Comparative and International Education (NJCIE), 4(1),
26–42.
Collective biography for analyzing memories to understand teacher subjectivities and
reinvent teaching practices: Clift, B. C., & Clift, R. T. (2017). “Toward a ‘Pedagogy of
Reinvention’: Memory Work, Collective Biography, Self-Study, and Family.” Qualitative
Inquiry, 23(8), 605–617.
Multivocal autoethnography providing counter-narratives by students of color and their
teacher (who is also the author of the article) to articulate their lived schooling
experiences. Through hip-hop and asset-based pedagogy, participants explored how
they utilize their cultural assets for academic literacy and engagement. Morrison, K.L.
(2017). “Informed Asset-Based Pedagogy: Coming Correct, Counter-stories from an
Information Literacy Classroom.” Library Trends 66(2), 176–218.
Autoethnography of exploring Audre Lorde’s notion of the erotic as a transformative
pedagogical tool that can heal and empower teachers and students. The author weaves
personal experience with theory. However, her voice gets lost in the abundance of direct
quotes from other authors’ autoethnographies. Rowe, A. (2012). “Erotic Pedagogies.”
Journal of Homosexuality 59(7), 1031–1056.
Dual autoethnography questioning the ideology of “native-speakerism”, its essentializing
traits, and its effects on language teachers. Lowe, R. & Kiczkowiak, M. (2016).
“Native-speakerism and the Complexity of Personal Experience: A Duoethnographic
Study.” Cogent Education 3(1).
Life writing as critical family history through self-excavation for deeper understanding of
the teacher’s positioning within systems of oppression and for more informed and
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mobilized teaching techniques when working with students affected by institutionalized
inequities. Sleeter, C. (2008). “Critical Family History, Identity, and Historical Memory.”
Educational Studies 43(2), 114–124.
Autobiographical narrative inquiry of the author’s practices of designing pedagogical
experiences for teacher professional development workshops in Pakistan. Theoretically
informed by de- and postcolonial studies. Khoja-Moolji, S. (2017). “Pedagogical
(Re)Encounters: Enacting a Decolonial Praxis in Teacher Professional Development in
Pakistan.” Comparative Education Review 61:S1, S146-S170.
Joint autoethnography exploring classroom resistance against surveillance practices
and dehumanizing structures in schools. It explores the potential of dual
autoethnographic storytelling as an epistemological tool that generates liminal stories on
the duality of safety and danger in classroom settings. On a broader level, the dialogue
challenges discursive practices emerging from the sociopolitical realities of the
U.S.-Mexico border. Jewett, L. M. and Yanez Medrano, K. A. (2018). “PATHS OF
LIMINAL RESISTANCE Rehumanizing Local Practice in Embordered Spaces.” The
SoJo Journal: Educational Foundations and Social Justice Education, Vol. 5(1), 61–72.
Joint autoethnography exploring ethical dilemmas when working in the classroom with
life writing and relational storytelling as potential decolonial pedagogical tools for
creating ‘safe’ learning spaces, in a South African context. The authors argue for
increased self-awareness on behalf of educators, particularly white educators, and for
more care towards oneself and others to be able to facilitate learning spaces that allow
differences and dialogue to flourish. Sykes, P. & Gachago, A. (2018). “Creating
‘Safe-ish’ Learning Spaces—Attempts to Practice an Ethics of Care.” South African
Journal of Higher Education 32(6).
Dual autoethnography as performance testimonio interrogating hybrid/assimilated
identities, as the authors account for how they produce, maintain, and resist dominant
and oppressive cultural paradigms. Theoretically informed by Latina/Chicana feminist
studies. The text was created to be performed before an audience, in classroom and
conference settings, as both pedagogical and research tools. Correa, E. & Lovegrove,
D. (2012). “Making the Rice: Latina Performance Testimonios of Hybridity, Assimilation,
and Resistance.” Equity & Excellence in Education 45(2), 349–361.
Cavalcanti, Marilda. (1996). “Collusion, Resistance, and Reflexivity: Indigenous
Teacher Education in Brazil.” Linguist Educ 8, 175–188.
Forgasz, R. (2014). “Reframing ‘The Rainbow of Desire’ as Embodied Self-reflexivity in
Initial Teacher Education.” Res Drama Educ J Appl Theatr Perform 19, 280–286.
Jupp, J. C. & Lensmire, T. J. (2016). “Second-wave White Teacher Identity Studies:
Toward Complexity and Reflexivity in the Racial Conscientization of White Teachers.” Int
J Qual Stud Educ 29, 985–988.
Hofer, B. K. (2017). “Shaping the Epistemology of Teacher Practice Through Reflection
and Reflexivity.” Educ Psychol 52, 299–306.
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Alkan, S. H. & Priestley, M. (2019). “Teacher Mediation of Curriculum Making: The Role
of Reflexivity.” J Curriculum Stud 51, 1–18.
Westaway, L. (2019). “The Role of Reflexivity in the Emergence and Expression of
Teachers’ Identities in Teaching Primary School Mathematics.” Zdm 51, 481–492.
Brownlee, J. L., Ferguson, L. E. & Ryan, M. (2017). “Changing Teachers’ Epistemic
Cognition: A New Conceptual Framework for Epistemic Reflexivity.” Educ Psychol 52,
1–11.
Feucht, F. C., Brownlee, J. L. & Schraw, G. (2017). “Moving Beyond Reflection:
Reflexivity and Epistemic Cognition in Teaching and Teacher Education.” Educ Psychol
52, 234–241.
Brownlee, J. L. et al. (2019). “Researching Teacher Educators’ Preparedness to Teach
to and about Diversity: Investigating Epistemic Reflexivity as a new Conceptual
Framework.” Asia-pac J Teach Edu 47, 1–21.
Memory work:
De-Colonial and De-Cold War Dialogues on Childhood and Schooling: research project
using autobiographical, autoethnographic, and collective biography studies of
childhoods and schooling in (post)socialist spaces, with the aim to write alternative
histories to inform current research and thinking about (post)socialist pasts, presents,
and futures in different geographic locations.
Re-Connect / Re-Collect: art and research project (re)collecting memories of diverse
childhood experiences during the Cold War, bringing into public view alternative and
multiple personal histories that have the potential to transfigure divisions into
connections in new and bold ways. The project draws on collective biography, as well
as artistic representations of childhood memories through drama, exhibitions, film,
animation and visual arts.
Re-Connect / Re-Collect’s archive of memories that continually recreates itself, inciting
experimentation, by responding to continuously changing experiences of the
communities and fostering multiple, even panoramic, viewpoints about diverse
identities, cultures, and histories as experienced during and after the Cold War.
Blog entry: Re/connecting research and teaching. Memory work as a pedagogical tool.
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Luis Escobedo
Anti-racist Pedagogies in Mexican Classrooms: Lessons for Romani Studies
Once holding a classic of Latin American literature in my hands, I imagined Roma
people as enigmatic, mystical, and remote. This was during my teenage years, while
embedded in a particular context, one in which I held a certain class privilege. But even
then, this privilege was just relative. Racial categorization and its nihilistic
consequences had been part of my life since the day I was born. Yet, in the shoes of the
teenage reader that I was, it never crossed my mind that the process of racialization of
which I and millions of other non-white Peruvians had been part in our own country and
the Latin American region of our birth was parallel to how we exoticized those who at
the time existed in our books, and our minds, under the label of gitanos.
It took a few years and transatlantic (im)mobility for me to realize that – under my new
status as an entry-visa-requiring, non-white immigrant from a former colony then
perceived as significantly more disadvantaged and unequal than it is today – Europe’s
dominant discourse of its racial Other categorized someone like me closer to a Roma
individual than I could ever have imagined. I realised that the lives, experiences,
relations, and stories of a variety of marked or racialized local and foreign individuals –
like myself, navigating countries such as Germany, Poland, or Romania, as I have done
for several years of my life – intersected with each other and were similarly entangled
with the global context. This has made me increasingly interested in the field of Romani
Studies, regarding racial categorization and otherness, an interest that has persisted
ever since.
Melquíades was the first name that I remember having ever associated with the term
gitano, the Spanish word that means ‘gypsy’, or, more specifically, ‘male gypsy’. In my
mind, the fictional character Melquíades, identified in García Márquez’s One Hundred
Years of Solitude as a gitano alchemist, radiated an aura of enigma, mysticism,
melancholy, and wisdom, most likely constituted by his movement across foreign lands
and distant places – and life and death.
In the late-1990s, when, as a teenager, I first picked up García Márquez’s seminal
novel, I was part of a minority of non-white schoolchildren attending a private British
school considered to be among the most prestigious in my natal city of Trujillo, in Peru.
Whiteness, racism, and related beliefs and practices certainly, and not so covertly,
played out in the relations among the students as well as between members of the
parent’s association, the academic and administrative staff, and other stakeholders.
These beliefs and practices were reproduced in other spaces with a similar
demographic distribution, largely inhabited by the same groups of people, as in certain
coastal towns, private clubs (including those forbidding the membership of women) and
high-income neighbourhoods (including gated communities). This aspect significantly
influenced our early socialisation and identification. However, although my mother
regularly had to convince the school’s photographer to take photos of me during school
events – given that in his eyes I did not reflect the local standards of beauty – I was
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never the recipient of the more direct racist slurs and nicknames, and other expressions
of violence, that most of my fellow non-white students had to endure. Neither was I
ostracised upon graduation in the same way others were. After all, within the larger
Peruvian society most of us still constituted the comparatively more privileged Spanish
speaking middle-class world of Peru’s urban north coast, a social world where gitano
symbolised the exotic.
In the early 2000s, now a first-year undergraduate student in Germany, I began to
perceive a different connotation for the word ‘gypsy’ in the stories of mostly Central and
Eastern European classmates. The word was often articulated in relation to poverty,
crime, marginalisation, segregation, lack of access to education, and distinct physical
and behavioural traits, with dark skin often emphasised as a relevant marker of
identification. In the space of a supposedly prestigious private Western European
university with an internationally diverse student body and faculty and with
interdisciplinary programmes in English, the term ‘gypsy’ no longer connoted the exotic.
Curiously, yet controversially, dark skin (often) did connote the exotic. On campus,
students who were perceived to be non-white, like me, were exposed to covert forms of
racism. This was enacted in practices such as exoticization (as, for example, in the
visual promotional material and activities aimed at enhancing the institution’s
international image), in racist slurs in languages other than English or German (for
example, in Bulgarian), or in the reproduction of racial inequalities within certain national
or regional representations in the space of the university campus (for example, among
Latin Americans). Off campus, the relation with the larger German or European context
was tainted by heightened degrees and forms of injustice and violence, including that
exercised by the police and other public and private institutions.
More recently, I have had the opportunity to begin a research project primarily exploring
concepts and issues such as the refractive gaze, racial forms of categorization, poverty,
and interethnic marriages in the intersection of Roma/non-Roma, foreigner/local, and
white/non-white (or Western/non-Western) relations in Romania. In this endeavour, I am
increasingly convinced that the socio-historical and global processes that have led to
the disenfranchisement of many Roma individuals and groups in Romania are
conceptually not that distant from those that have similarly affected non-white immigrant
bodies in this country. The social geographies where their bodies continue to be
racialized (Frankenberg 1993) and where they have become racially identifiable (Butler
1997: 5) are also conceptually not far apart. Racial categorization, while structuring
Roma and non-white immigrant lives and experiences in multiple, often intersecting,
ways, has reduced their idiosyncrasy, complexity, plurality, and diversity into rather
simplistic racial interpretations (see Kurzwelly and Escobedo 2021).
In line with this guide’s endeavour to bring Critical Romani Studies into anti-racist
pedagogy, and with my interest in Romani Studies regarding racial categorization and
otherness, this chapter draws on some of the experiences I made applying anti-racist
pedagogies when lecturing at a private Mexican university in 2015 and 2016 to expose
some of the lessons that emerged in the process. During my first days as visiting
lecturer in Mexico, I realised that this was a context in which racism was widely denied
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or trivialised, backed by nationalist, multiculturalist, and non-racialist arguments that
reduced inequality solely to class. In line with the anti-racist pedagogies I was
committed to, I decided to focus on topics, theories, and methods related to race,
racism, and inequality in every single one of my assigned courses – African and Latin
American Studies, International Perspective, Geopolitics, and Sociology – for the next
two years. To encourage critical reflection among the students, I also included in each
syllabus the same module dealing with discourse, language, and meaning. Most
importantly, to diversify the style of teaching and to adapt it to the proposed curriculum
and syllabus, and to contribute back to the community on and off campus, I engaged
the students in multiple activities, including several lecturer-student collaborative
projects. To illustrate this point and assist the reader to visualize some of the lessons I
drew from the application of an anti-racist pedagogy, I focus on a single case.
In the second half of 2015, I designed and taught a course entitled ‘Visual Culture in the
Racial State’ to junior and senior students. The course discussed how a modern state’s
reproduction of ‘national identity, the national population, labour, and security in and
through the articulation of race, gender, and class’ (Goldberg 2002) materialises in
visual artefacts of the everyday, such as in fine art, photography, film, television,
newspapers, magazines, and publicity. The fact that, of all my classes, this was the only
one in which all students were Mexican allowed me to design the class assignments in
a way that catered for and emphasised the diversity among them, for example in terms
of personal and professional interests, and to facilitate collaboration between them that
was based on more just terms.
One assignment required all teams into which I had divided the class to focus on the
single region of Malaysia and Singapore and to explain how the choices made by
different political leaders had shaped the region’s social environment racially. They had
to illustrate this with a single artefact that materialised this transformation. The output
had to be a class presentation in any way the team chose, for example through a short
film or a poster. A few weeks later, they had to do the same activity with any region in
the world except for Mexico. While they worked on their assignments, I engaged them in
related extracurricular activities. I took a representative of each group to visit a migrant
shelter that was occupied by transiting migrants mostly coming from Guatemala, El
Salvador, Honduras, and Nicaragua, and gave them but one task: to eat what the
migrant shelter offers those who use its facilities. I purposefully did not give the students
a reason why I was taking them there, so that they had to define their own objectives.
But they had to enter the space inhabited by a group that was a minority within their
own country. What mattered to me in that moment was the visibility of the boundaries
between them and ‘the rest’, or ‘the Other’ – not whether this minority was privileged or
underprivileged. The experience allowed them to look at me and each other differently,
while engaging in conversations and expanding their boundaries in new ways.
Later in the semester, I engaged the most artistic members of each team in a new
project for which I had acquired funding: Proyecto43. To commemorate the Iguala mass
kidnapping and disappearance of 43 male students from the Ayotzinapa Rural
Teachers’ College one year earlier, on 26 September 2014, and the anniversary of the
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Tlatelolco massacre on 2 October 1968, I coordinated several educational activities on
campus under the name Proyecto43 and gave my students the task of leading them
and the funding to do so. Three activities stood out.
The first one was the printing of a booklet including 43 anonymous testimonies provided
by members of the university community, which the students collected. The second was
an installation that commemorated 43 randomly selected victims of some form of
ascriptive violence, such as genocide or an ethnic riot, from around the world. It aimed
to depict them as persons with faces, names, and stories. Finally, the third one was a
closing event at which members of the audience picked that testimony from the 43
anonymous testimonies that they identified with most and read it out loud. The reading
not only exposed the humanity and complexity of the members of the university
community but became a public podium for the exercise of social justice for those who
secretly chose to read their own stories, most of them my own students, most of them
female, reading out loud their own experiences of harassment and other forms of sexual
violence.
There was no grading for these extracurricular activities, but the students who engaged
in them enthusiastically embraced the significance of the course, one which while
endowing them with suitable theories, concepts, methods, and cases would also teach
them so much about themselves and the social identifications that they bear. Most
importantly, they started seeing themselves and those around them as more than just
part of social categories (for example, Mexican, or foreigner), an approach into which
they had been socialised since childhood. They were first human, then unique
individuals in their own right, and as such also part of diverse groups. They were
engaged in academic, journalistic, artistic, activist, organisational, editorial, and other
tasks. They identified themselves with each other and with others despite the
boundaries drawn in terms of nationality, gender, sexual orientation, ethnicity, and other
markers. They felt that they had been able to engage in a meaningful project and
contribute to social change with their own hands. They exercised their own capacities
and abilities while influencing their most immediate environment.
But in this process of change, conflict was inevitable. Yet this too contained important
lessons. Let me highlight some of them. Any measure that disturbs the grading system
is a direct attack on the university’s banking system. The students in the class for whom
grades were critical expected clear measuring mechanisms of their performance; my
class did not provide this. Yet the conflict this created allowed all of us to work out more
clearly how we conceptualised our roles and goals in society and the multiple ways in
which one could achieve them. I grasped deeply through this conflict that students
assumed, and expected, that their classes would teach them all that was necessary to
pass the final exam, a written multiple-choice assessment that had replaced the
bachelor thesis. I saw it as my task during these two years to challenge and change this
traditionally held expectation, one often conveyed by the university, and to initiate
students to set their own expectations instead.
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More fundamentally, challenging the long-established social categories of Mexican
society that normally is reproduced in the space of the classroom also did not come
without major struggle. Classrooms were spaces of power struggle, and I was trying to
change the existing power relations, recognising talented students over those who, for
example, had connections within the academic hierarchies. This triggered a backlash
and had a serious impact on my well-being, even leading me to exclude myself from
certain academic activities and collaborations. The change of the curriculum and the
syllabus also attracted criticism from students and academics who could not understand
‘why we should be learning about race, racism, and inequality for two years when it is
enough to learn “all” about them in a single class?’
The lessons learnt from the continuous application of anti-racist pedagogies in Mexican
classrooms over the course of two years can be useful in the field of Romani Studies,
especially regarding racial categorisation and otherness. Certainly, the two realities are
different. But my experiences in Mexico and, more recently, conducting research on
ethnic relations in Romania show that unequal relations, racial categorisation,
stigmatisation, racial and racist beliefs and practices, racism denial and trivialisation,
and other related aspects in both places make them part of the same global and
socio-historical entanglement. The lives, experiences, relations, and stories of the
various marked or racialized local and foreign individuals living in Mexico, Romania, or
elsewhere intersect with each other and could offer important lessons for the reality of
one another. Applying an anti-racist pedagogy that integrates Critical Romani Studies as
one of its pillars is not only able to impact the Romanian university classroom
significantly but also Roma/non-Roma relations and society as a whole.
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Conclusion: The Future of This Document
We hope that this document will be copied, pasted, forwarded, and used as widely as
possible. Most importantly, we hope that it continues to live as teachers, pedagogists,
activists, scholars, artists, and others continue to add to it from their own experiences
and contexts.
Please add chapters roughly following the same three-part format as the authors above
1) why you are interested in anti-racist Romani pedagogy, 2) a methodology for
anti-racist pedagogy, 3) a list of sources from your experiences, geography, and subject.
This way, it can be adapted to other local needs and situations. It is, we hope, a living
text that can continue to grow.
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