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ABSTRACT

This paper addresses the current educational rights of the Roma community (in the Czech Republic). The aim
of the paper is to present the educational system, its advantages and disadvantages and the ways in which the
legal system supports educational rights. The second part of the paper focuses on the exercising and nego-
tiation of rights in the contemporary social context. The work is based on ethnographic research conducted
since 2005 by the Lev�ınsk�a, Bittnerov�a, & Doubek team in socially excluded localities. The data analysis is
based on the theoretical concept of cognitive anthropology and the cultural models theory (D’Andrare, &
Strauss, 1992). Cultural models and the ways in which parents, students and teachers negotiate rights are
presented. The tension between rationality and morality (Bateson, 1958) is demonstrated by the models’
endurance; communication, cognitive and material support; and independence. Although the system itself
provides equal opportunities, the prospects that education affords are a fundamental problem. One obstacle is
racial bias, which influences members of the dominant group. Another significant obstacle is poverty and the
costs of higher education, which are beyond the financial capacity of poor families. A third obstacle is
knowledge, which is insufficient in excluded localities and poor families, and that families are unable to give
students adequate support in navigating the full scope of student responsibilities.
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INTRODUCTION

The aim of the paper is to illustrate the tension in the exercising of human rights that arises in
Roma education. We assume that much of the tension does not pertain solely to the Roma but
rather that it is a pan-societal phenomenon (Doubek, Lev�ınsk�a, & Bittnerov�a, 2015). The Roma
are a vulnerable group in which the weaknesses of the system, rights and social Ethos are
expressed in profound ways. We can apply Gardou’s idea (2012) that students, whether phys-
ically disabled or not, are not the problem; instead, they help us identify the problems and
instructional methods used by their educators (Kohout-Diaz, Bittnerov�a, & Lev�ınsk�a, 2018).

The Charter of Fundamental Rights and Freedoms1 may be understood as a framework that
sets forth the relationship between the state and citizens, or the state and its inhabitants. It
affects the character of many institutions that determine the nature of society and the position of
its members. The Charter stipulates the right to education (Chapter Four, Art. 33), which is
implemented through the educational system. However, the educational system is set up pri-
marily to accommodate people who are integrated into society. They expect equal access to
education as an expression of functional democracy (Walterov�a, �Cern�y, Greger, & Chv�al, 2010).
But implementing the educational rights of people living on the margins of society means
highlighting equal opportunities. It is no simple matter to uncover the substance of the
disadvantage, where the barriers are, and how to overcome them.

For this reason, we seek to consider how educational rights are negotiated in the case of
socially excluded Roma and what parameters and cultural models and associated Ethos and
Eidos (Bateson, 1958) play a role in these negotiations. We will monitor students or young
graduates and their parents, who may have their own experiences with their children’s or their
own studies, to show what excluded people face and must overcome to exercise their right to
education. Firstly, we will briefly introduce readers to the issue of Roma education in the Czech
Republic, secondly we will present the methodology and thirdly we will focus on different
models of negotiating educational rights, which we generated through the data analysis.

Education in the Czech Republic

Education in modern society is articulated as a right, and to a certain extent as a responsibility,
from which people may be excluded only in extreme cases. Childhood is a decisive stage of life
that determines one’s future. This corresponds to the goals that the education system sets forth.
School generates human capital and it also contributes to social cohesion (Gellner, 1993). The
Czech Republic’s educational policy is influenced by “the concept of an open educational system
that responds flexibly to changing educational needs (demand-driven educational system)”
(Walterov�a et al., 2010, p. 17). Its goal is to eliminate inequality that restricts equal access to
education or limits the rights of the state’s citizens to education.

Two fundamental manifestations of inequality have appeared and continue to appear in
relation to Roma education in the Czech Republic. The first is related to special needs/practical
schools, which have metamorphosed into havens or sanctuaries where Roma children have

1Resolution of the Presidium of the Czech National Council of 16 December 1992 on the declaration of the Charter of
Fundamental Rights and Freedoms as a part of the constitutional order of the Czech Republic, Constitutional act No. 2/
1993 Coll. as amended by constitutional act No. 162/1998 Coll.
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taken refuge for education (Hain�sman, 1999; �Sotolov�a, 2008) and the teachers at these schools
have become experts in Roma issues (Bittnerov�a, Doubek, & Lev�ınsk�a, 2011a). The second
manifestation of inequality is segregated schools in the vicinity of Roma communities (GAC,
s.r.o., 2009; Jarkovsk�a, 2018; Nekorjak, Souralov�a, & Vomastkov�a, 2011; Obrovsk�a, 2016a, b).
Segregated schools develop when children from the dominant group leave a school that is
considered to be a Roma or otherwise stigmatized school (EUMC, 2006; Jarkovsk�a, Li�skov�a, &
Obrovsk�a, 2015). The pupils who remain at the school are from families that do not have the
financial or social capital to transport their children to a different school outside of the
neighbourhood. The children who remain in segregated schools lack educational ambitions and
positive examples of educational paths (�Cada, 2015). Quantitative research confirms that stu-
dents’ performance is lower than in mainstream schools (�Sormov�a, 2016; �U�rad vl�ady �Cesk�e
republiky, Odbor pro soci�aln�ı za�cle�nov�an�ı, Agentura, 2019 [Office of the Government of the
Czech Republic, Department for Social Inclusion, Agency, 2019]).

Although schools are organized according to geographical areas, families can choose which
school their children attend. Therefore, it is not possible to restrict parents from transferring
their children to a different elementary school at their discretion (Nekorjak et al., 2011).

Roma parents respond to these educational options in one of two ways. Either they want
their children to go to regular schools with non-Roma classmates or, on the contrary, they are
apprehensive about the pace of instruction in regular schools and they prefer segregated schools
(Souralov�a, 2008; Bittnerov�a et al., 2011a; Nekorjak et al., 2011). There are always two motifs at
play here: striving for recognition and opportunities in the context of the non-Roma majority
population, and thus attaining higher education, or just going with the system and making it
through the compulsory schooling supervised by the state with as few problems as possible. The
right to education is transformed into an obligation for some (Jarkovsk�a, 2018).

The Czech Republic has a long-developed special needs school system, which on the one
hand has integrated many students into the education system and enabled them to complete the
educational process successfully. On the other hand, the professional paths it outlined for them
were too narrow because special needs secondary schools offered a limited number of fields of
study for people requiring special assistance that furthermore did not link up to any subsequent
levels of education. Special needs schools lowered Roma children’s prospects in life. Some ex-
perts defend the presence of Roma in special needs schools with the argument that Roma are
practical and social in nature, but lack abstract thinking (psychologist 1, 2006) and are not
sufficiently prepared or mature enough to attend regular schools (school headmaster 1, 2016).
The result is that primary schools, educational-psychological counselling centres and Roma
parents cooperated in creating a system in which Roma children were transferred to special
needs schools without resistance. Following this logic, the state guaranteed that in cases when a
child was unable to benefit from a regular primary school, s/he could exercise his or her right to
education at a specific type of school (Eurydice, 2020).

The new Education Act No. 561/2004 Coll. no longer uses the term special needs school and
renamed schools for children diagnosed with mild mental handicaps as practical schools. The
rules governing transfers of children from regular schools to schools with lower educational
ambitions are now stricter; i.e. a recommendation from the given school does not suffice but
instead a confirmation from a physician or psychologist from an educational-psychological
counselling centre or special educational centre is required and the decision must be signed by
the parents. Little has changed in practice despite these changes and according to a survey by the
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Institute for Information on Education (2009 in GAC, s.r.o., 2009) approximately 25% of Roma
children are still schooled as mentally disabled children. In contrast, only 2–3% of children from
the majority population are schooled as mentally disabled children (GAC, s.r.o., 2009).

Changes in approaches to Roma pupils have been discussed with the professional public
and proposals have been put forth by Roma elite. These concepts have been multi-cultural in
nature and experts have tried to advocate principles that would guide teachers’ approach to
Roma pupils. The foremost points include consideration of the specific cultural characteristics
of Roma children (Balv�ın, 2004, p. 36) and a demand for a change in the relationship to
practical schools.

In 2007, the Czech Republic was convicted of discriminating against Roma children in
education in the case “D. H. and others versus the Czech Republic” (European Court of Human
Rights, 2007). Roma initiated this court case, which the Czech Republic lost. The Strasbourg
court inspired the Czech Republic to make many positive legislative changes (including inclu-
sion) and gave rise to pressure to change attitudes towards Roma education, at least at a formal
level. However, systemic change took a very long time to introduce, partially due to the frequent
turnover in ministers of education and also because the incoming minister Mr. Dobe�s (2010–
2012; V�ec�ı ve�rejn�e (Public Affairs))2 did not continue to pursue the concept put forth by the
previous minister Mr. Li�ska (2007–2009; Zelen�ı (Green Party)). In 2011, Open Society Justice
Initiative, Amnesty International and the European Roma Rights Centre, which monitor
compliance with human rights, issued a joint proclamation stating that the Czech Republic was
failing to adequately implement the court decision (Amnesty international.cz, 2011).

In September 2016, inclusion was initiated in a seemingly headlong manner through the
adoption of Decree No. 27/2016 Coll. and practical schools were formally changed to schools or
classes for pupils and students with mental, physical, visual or hearing disabilities, severe speech
impairments, severe developmental learning disorders, severe development behavioural disor-
ders, multiple disorders or disabilities or autism pursuant to S. 16 (9) of the new Education Act
No. 561/2004 Coll. Psychologists in educational-psychological counselling centres are monitored
to see what recommendations they issue, and as a result they are careful to ensure that only
children who fall into the prescribed IQ range are transferred to these classes and schools.
Special needs teachers are not happy with psychologists’ unwillingness to recommend a lower
level of education for children with a borderline IQ (psychologist 2, 2017; school headmaster 2,
2017).

Dissatisfaction among special education teachers has several causes. First, they believe that
inclusion pushes these students to the margins of the mainstream education system thus
excluding them from the transmission of knowledge (they do not learn anything in school).
Second, the competences of, and need for, special education teachers are questioned. And third,
diagnostics becomes a tool in the competition for students; it has a direct impact on the
financing and management of special schools. To a certain extent, it is possible to agree with
special education teachers’ opinion that diagnostics does not necessarily take into account a
student’s educational needs. However, on the other hand, diagnostics is a culturally conditioned
tool and some students have been erroneously transferred (European Court of Human Rights,
2007; P�achov�a & Rendl, 2013).

2Minister of Education in Petr Ne�cas’ Cabinet (ODS, Civic Democratic Party).
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From the system perspective, it has become more difficult in recent years to transfer a child
or pupil to a school with lower educational goals. However, taking the opposite path is also
difficult, i.e. transferring from a school with lower goals to a regular school (Lev�ınsk�a,
Bittnerov�a, & Doubek, 2019)3. Completing the special needs school track does not enable a
student to attain a school-leaving exam or pursue subsequent university studies. If a graduate
from a special needs school wants to bring his or her professional education up to a fully
adequate level, so that s/he can obtain a trade license, for example, s/he must additionally
complete regular primary schooling and begin studying at a full-fledged secondary professional
vocational school or secondary professional school. The social consequences of choosing an
education in the special needs school system are that a large portion of the Roma population is
uneducated, and that young people are unable to obtain equal access to the resources necessary
for climbing the social ladder.

Educational rights

The right to education encompasses several conditions and paradoxes. The right to education
may only be exercised if the individual wants to be educated, considers education to be necessity,
or is forced by external conditions to educate him or herself. Primary education through nine
years of school, or ten years including preschool, is compulsory. As a rule, children attend school
from the age of 5–15; some postpone the beginning of their schooling by one year. Parents are
legally responsible for the education of their children with potential criminal sanctions if they
fail to ensure the school attendance of their children (Education Act 2004; S. 45, and S. 54, S. 55).
A condition of completion of primary education is the successful finishing of all grades, up to
the age of 18 (Education Act 2004; S. 45, and S. 54, S. 55).

Education at a state primary school, secondary school or university in the Czech Republic is
free, but studying, particularly at a secondary school or university, encompasses associated
expenses for learning materials, textbooks, and living away from one’s family home. Students,
particularly secondary school and university students, thus represent a burden or more precisely
an economic loss for their families.

As mentioned above, families with low economic status have difficulties supporting students.
There are essentially three funding sources for education: financial support from parents or
other close relatives, scholarships from the Ministry of Education, Youth and Sports (MEYS)
(support of secondary school pupils; MEYS, 2013–2020) and various foundations that raise
money from philanthropists or the MEYS (Lev�ınsk�a et al., 2019), and the students’ own money
(earned to help cover study expenses before or during studies).4

3There are no statistical data available to measure transfers of students to standard schools. It is not realistic to expect to
be able to measure how many students have attempted to transfer. We obtained this information only through
qualitative interviews. One would have to measure educational ambitions that were suppressed by the system, or cases
where students were pushed back and were not able to achieve a full-fledged education.
4The allowances for secondary school students are intended to cover the costs of tuition, school aids, commuting to/from
school, meals and accommodation and their amount ranges from CZK 5,000 to CZK 9000 for full-time study; they are
paid semi-annually; the amount depends on what year of study a student is in. However, for a family surviving on social
welfare benefits, it is financially advantageous if a young person does not study and gets a job or applies for social
benefits instead. Families manage their household finances based on the present, not with a view to the more distant
future (M�SMT [MEYS], 2013–2020).
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One of the indicators of socially excluded localities is the number of social welfare allowances
allocated to people living there (�Cada, 2015). For socially excluded Roma, social welfare al-
lowances and living on social support are a regular part of life, which is related to their personal
life trajectories. According to statistics, 80% of children from excluded localities continue on to
apprenticeship schools. More than 70% of children from the dominant population pursue an
education with a school-leaving exam (GAC, 2010; �Cada, 2015). As soon as they experience a
failure, Roma adolescents leave school and start a family (Bittnerov�a et al., 2011a).

Roma university students are recruited primarily from families with a solid financial-social
status, but this is not always the case. In our research, we came across people who had to earn
money to pay for their studies and definitely could not rely on support from their families. In
fact, on the contrary, they supported or still support their families. Likewise, F�onadov�a (2014)
states that young people from families with high cultural capital and Roma with access to social
capital, i.e. social links to the dominant group which helped them navigate through the study
programmes offered by different schools and provided possible role models, have managed to
use opportunities to further their education and utilize the human capital gained there. She
points out that attractive job opportunities open solely to Roma (e.g. Roma broadcasting editor)
inspired efforts to gain an education. The promise, or even the performance of specialized
activities, led to attainment of higher education.5

Cultural models in education

“I was the happiest child in the world until the age of six. I lived contentedly. Every evening, relatives
and other Roma would come over. They would tell stories, and we would play and sing. I could play
a guitar even before I turned six. Then I started going to school and for the first time in my life
I learned what it was like to be pushed aside. I learnt I was different from the other children. I learnt
what it was like to be unhappy. At first, I didn’t understand what it was all about.” (in Balv�ın, 2004,
p. 45, p. 45)

In our research, we identified basic schemes6 shared by the Roma. In the context of
our study, they can be understood as circumstances affecting the exercising of the right to
education, i.e. the circumstances determining the desire for knowledge, versus the utility
of knowledge versus external pressure to get an education. In relation to primary school
education, we identified schemes of SOMETHING THAT ONE MUST GET THROUGH because school is a
place characterized by a fast (unmanageable) PACE, POOR COMMUNICATION, MEAN TEACHERS

WHO TREAD ON CHILDREN, AND NEGATIVE EVALUATIONS OF CHILDREN. Therefore, parents appreciated
teachers who managed to DRAW OUT KNOWLEDGE FROM PUPILS and let pupils discover what
they knew. School is also a place of SHAME where parents as well as children are subjected to
supervision and discipline, which they consider disagreeable or even disparaging (Bittnerov�a
et al., 2011a,b).

5F�onadov�a (2014) writes about “Roma by profession.” Although she does not specifically mention this, in the interviews
the informants talk about a Roma counsellor at the municipal office, or about social workers at NGOs. �Sm�ıdov�a (2001)
focuses on Roma assistants and on the strategy developed to render them qualified for a job. However, being a Roma by
profession also applies to professions associated with the media.
6In the text, the different schemes will be shown in small caps, as is customary in cognitive anthropology.
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In families living in social exclusion, there is a DISCONTINUITY between family life and school.
School is not a positive shared experience in Roma families; it is not perceived as a place where
knowledge can be gained and horizons broadened. It is uncommon for Roma families to discuss
school lessons. It is inconceivable that a woman might care for her family and study at the same
time. Of course, we did meet adult women who were pursuing higher education, but their
relatives put pressure on them by questioning their ability to sufficiently care for the family
(Lev�ınsk�a & Doubek, 2016). We also encountered situations where women were completing or
extending their primary education and sharing the content of the lessons with their children. In
contrast to when they were children, this time around they found the things they learned at
school interesting (Lev�ınsk�a, 2009). It seems that the DISCONTINUITY and mutual exclusion of
family and school life is one of the decisive factors in choosing a career.

We believe that the shared schemes are the result of subsistence needs. Family members
cannot divide their energy between pursuing a livelihood and studying. There is a moral obli-
gation to share resources and means of subsistence with the family (H�ulov�a & Steiner, 2006),
which is reflected in social recognition (Bittnerov�a et al., 2011a).

For us as the researchers, it was surprising to see the extent to which the Roma parents were
loyal to practical schools and how they perceived these schools as a natural educational path
(Lev�ınsk�a, 2008). They considered transferring their children to an educational level with lower
ambitions to be practical in terms of running their households and they also perceived the
environment in practical schools as friendlier and considered the teachers there as experts who
are familiar with Roma issues and can adequately respond to and meet the needs of Roma
children. They also saw practical schools as a place where they could avoid conflicts with MEAN

TEACHERS. Some willingly planned to have their children transferred to practical schools, mainly
to make sure that their children, and they themselves, would be LEFT IN PEACE (Bittnerov�a et al.,
2011a).

This loyalty to practical schools is connected with the prospects that education offers to
Roma pupils. If, after completing the primary compulsory education, pupils from both educa-
tional levels come together at the same vocational school anyway, it is unnecessary for them to
go through the stress of a regular primary school, where they have none of their closest friends
from the community and where the pace of study is pointlessly fast (Bittnerov�a et al., 2011a).
The value of education depends on the opportunities that arise upon its completion. The Roma
are sceptical about this. In spite of the education they receive, they still end up at the
employment office and become dependent on material need allowances (see below).

The Roma find themselves in a closed circle of special education. Parents who went through
the special education system are not able to provide support to their children in their studies.
They cannot help them with the subject matter and show them that education is meaningful. It
has been seen that the third grade is a turning point in this respect; it is the grade in which the
basic grammatical rules of the Czech language are taught. Children repeat the third grade and
are transferred to abridged educational programmes (GAC, s.r.o., 2009; Lev�ınsk�a, 2008).

Family as a social network

Although Roma are citizens of the Czech Republic, they do not share the idea that the in-
stitutions of the dominant group can be relied upon to help them in a crisis or ensure justice.
They do not see social benefits as emergency assistance, but rather as a basic financial resource
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(H�ulov�a & Steiner, 2006). Therefore, for members of the Roma community, the family plays a
crucial role in ensuring social and material support. When benefits run out, the family is obliged
to help. There is a moral obligation between the family and its members: WHEN I HAVE RESOURCES, I

AM OBLIGED TO GIVE (Lev�ınsk�a, 2008). However, help must not be overused, i.e. it has its limits
(Alice, 2010).

The family is focused on meeting the immediate financial and emotional needs of its
members. Although children have a right to education, the issue is confounded by the question
of until what age a person is considered to be a child and when s/he ceases to be one. In the
Roma community, we find that at the end of primary school, adolescents are no longer perceived
as children and they share responsibility for running the household (Bittnerov�a, Lev�ınsk�a, &
Doubek, 2018). It is assumed that after completing compulsory education, young people will
focus on the needs of the family and that the family will not have to cover any of his/her ex-
penses. The standard is that s/he registers at the employment office and, if s/he participates in a
retraining course, s/he will be granted unemployment benefits.7 Without a retraining course, the
family has the same income whether the young person studies or stays at home (�Cada, 2015; a
manager at People in Need, 2013).

Racism

Understanding the meaningfulness of education and the fact that it is an instrument of social
mobility, i.e. that it subsequently increases the quality of life in terms of succeeding in society, is
problematic for Roma due to racism, which is both tacitly and openly present in Czech society
(Doubek et al., 2015). If a Roma man or a Roma woman (Romni) wants to be successful, s/he
needs to have a university degree, because the hiring of people for jobs intended for secondary
school graduates is much more subject to hidden racism, which is ubiquitous in Czech society
(Sofia, 2017). Roma parents believe that racism plays a bigger role than education in getting a job
(Kaleja, 2010).

We repeatedly encountered stories about how a job vacancy was confirmed during a phone
call, but when the applicant came and was clearly identified as Roma on the basis of anthro-
pological traits or the colour of skin, s/he was rejected with the explanation that the position had
already been filled (e.g. Alan, 2019). Roma find it difficult to rent an apartment outside of
ghettoes. In shops, shop assistants monitor Roma customers more closely than other customers.
We repeatedly heard Roma claiming that people with a lighter skin colour or blue eyes, who are
thus not identified as Roma at first sight, are treated better in society (cf. Goffman, 2003).

The legislation as such, i.e. the legal system governing education and social assistance, is
relatively satisfactory, but daily interactions and negotiations of the right to participate in society
are demanding and legally unenforceable. The dominant society’s communication is schizo-
phrenic and can be compared to Bateson’s double bind, where the communicating entity sends
different messages to the recipient in parallel via two communication channels (Watzlawick,
Bavelasov�a, & don. Jackson, 1999).

7The availability of retraining courses depends on the applicant’s achieved level of education. There was a problem when
applicants did not have a duly completed primary education and thus could not take part in a hotel housekeeper
training course. Labour offices only reimburse successfully completed courses; other courses include for example
computer literacy, welding, accounting, or driving courses (Labour Office of the Czech Republic, 2020).
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The shared cultural model GYPSY exposes a fundamental contradiction in the right to edu-
cation. According to the GYPSY model it is assumed that the Roma are incompatible with the
dominant society, that they do not work, education has no value for them, etc. At the same time,
however, the Roma are required to meet the expectations of the dominant society, adapt to its
requirements and standards and ideally be invisible (Bittnerov�a et al., 2011a).

If an individual from the dominant group meets a Roma whom s/he believes meets the
standards of the dominant society, the individual considers the Roma as an exception to the rule
despite the fact that less than 50% of all Roma live in social exclusion.

RESEARCH METHOD

The paper is based on longitudinal ethnographic research conducted by the Lev�ınsk�a,
Bittnerov�a, Doubek team in 2005–2018. The research focused on cultural models in education
and in auxiliary professions in social excluded localities (Doubek & Lev�ınsk�a, 2015). In our
paper we do not use data from one area only. Instead, we use a multi-sited ethnography
approach; i.e. we explore the researched topic in various contexts (Marcus, 1995).

Findings from participant observations and open interviews will be supplemented by semi-
structured and open interviews with Roma parents, pupils, students or other people from the
Roma community with experience in learning at various levels of the education system and who
live both inside and outside excluded areas. The latest interviews were conducted in 2020.

Thanks to recurring research in excluded localities, we identified the basic issues arising in
connection with the education of Roma. Through further interviews, we explore the extent to
which individual educational paths differ, coincide and how they are influenced. We are
gradually saturating our theoretical model of Roma education in the Czech Republic and the
goal is to find the crucial points at which tensions arise during exercising of the right to edu-
cation. In order to maximize the holistic perspective, the expertise of colleagues working and
publishing in this subject area will be used in the interpretation of the outcomes.

The data analysis is based on the theory of cultural models. Cultural models are a concept
introduced by cognitive anthropology; they are mental constructs acquired during socialization
and enculturation. They enable us to orient ourselves in society and understand the meanings of
different situations. They motivate us to act in certain ways (D’Andrare, 1982; Doubek, 2011;
Strauss & Quinn, 2001). Sometimes, individual cultural models may be in conflict, as Quinn
(1992) points out in interviews with American wives – (1) equality, (2) commitments pertaining
to the role of a wife, and (3) personal integrity.

Similarly, the terms Ethos and Eidos refer to Bateson’s (1958) internal and simultaneously
culturally specific contradictions.

“Ethos is a system of emotional attitudes that controls values attributed by a community to certain
satisfactions or frustrations that life circumstances can bring about. . . Ethos can be well understood
as a culturally standardized system of organization of the instincts and emotions of individuals,”
(Bateson, 1958, p. 220; Lev�ınsk�a, Bittnerov�a, & Doubek, 2017, p. 159).

Bateson characterizes the term Eidos as “. . .a standardization of cognitive aspects of the
personality of individuals” (Bateson, 1958, p. 219; Lev�ınsk�a et al., 2017, p. 160). Eidos is a
concept that aligns more closely with the original cognitivist concept of “folk models”, i.e.
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cognitive models as a certain sharing of concepts and means of thinking (Keesing, 1987). The
concepts of Ethos/Eidos express the idea that sharing in a culture is not merely summary in
nature, but is characterized by a certain integration of the emotional and cognitive levels
(centripetal aspect of culture, Strauss & Quinn, 2001, p. 118; Lev�ınsk�a et al., 2017, p. 160).

THE RIGHT TO EDUCATION IN THE ROMA COMMUNITY

In the presented paper, we explore what forms of support were essential in enabling our re-
spondents to be successful and which obstacles they had to overcome or which they were not
able to overcome. We explore how their right to education was fulfilled and how they were able
to exercise this right. We explore how their parents, as their legal guardians, secured their right
to education.

We focus on the situations of Roma who, after graduating from primary school, continued
on to higher types of schools. Thus, we focus on the situation of adolescents, who from the point
of view of Roma families, are seen as young adults who should accept responsibility for the
family/household (Bittnerov�a et al., 2018). Based on the inductive data analysis, we identified
three schemes that guide parents’ actions in exercising children’s right to education. It should be
stressed that this is a right offered by the dominant group which most Roma families in excluded
localities understand merely as a form of disciplination by the dominant group. The schemes
ENDURANCE, SUPPORT and INDEPENDENCE need to be understood in the context of the logic of the
schemes relating to education in excluded localities: “and the worst thing about it is that its
mandatory,” (Lev�ınsk�a, 2013a, 2013b). The various schemes are determined by Eidos – a
particular pragmatism in behaviour and decision-making (financial/material support; cognitive
support) and Ethos (moral support, obligations, prospects). The various schemes are comple-
mentary. We explore the changes in the relationship between Eidos and Ethos and the tensions
which are expressed in the different models.

Endurance

Eidos. Basic characteristics: there is no cognitive, financial or organizational support nor
communicative support provided by the teacher.

Ethos. Relationship to school: school does not afford any prospects, don’t give up8, it’s
compulsory, it takes too long.

There is no moral support for studying the motif of betraying one’s family appears.
Roma pupils’ advancement to a higher level of schooling is typically associated with the

organizational structure of the education system. The primary school agenda, sometimes in
collaboration with non-profit organizations (NGOs), motivates Roma pupils and helps them
find a field of study and submit required documents. This supports the individual’s right to
education. For many Roma pupils and their parents, this step is associated with ENDURANCE.

They allow themselves to be exposed to the actions of the school. As stated above, many students
leave school as soon as problems arise, or are even capable of dropping out just before their final

8in sense: don’t lose your honour.
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exams because they can no longer take the pressure of education and disciplination (Doubek,
2000).

Parents assume a passive attitude in the ENDURANCE scheme. They permit adolescents to
educate themselves, but they do not support them morally, financially or organizationally (i.e.
communication with the school) and they emphasize their lack of engagement, disinterest and
non-support. From the parents’ perspective, education does not provide any prospects or future.
Parents use examples of peers who educated themselves pointlessly as arguments, and adolescents
repeat them: “Even though he graduated from the vocational school, they never gave him a job,” (a
widower and his sons, 2007). Other parents stress the independence of young people and his or
her potential to earn money to help cover family outlays (Bella, 2009): “My son would rather work
and earn money,” where the fact that the work is temporary or undeclared is not important.
Another motif that appears is that girls will have a family soon, so they will not be able to get an
education. Sometimes parents put their children down: “You’re stupid, you don’t have what it
takes,” (Leo, 2020). Other times their attitudes even contain a fear that their offspring or family
members will become distant: “Since you started studying, you won’t even stay and sit for a while,
you’re turning into a little lady,” (Alice, 2013; Lev�ınsk�a & Doubek, 2016, cf. also �Stech, 1992).

An example of this type of distance between parents and education is the situation of Monika
and Pamela, whose right to education was supported by an NGO. In their case the NGO took
over practically the entire educational agenda. It paid for their studies, communicated with the
school and arranged tutoring. In contrast, their mother clearly declared that she was relin-
quishing her responsibility, she did not give the girls any moral support to help them manage
subjects which they found difficult and she did not put any restrictions on their behaviour so
that they would successfully complete school. According to their mother Bella, the NGO should
address any complications that might arise. She commented on her daughters’ education as
follows: “If the NGO is paying for it, then the girls can go to school.” She also pointed out that all
of the girls’ peers already had children. The daughters’ secondary education finally ended in a
fiasco. They did not take the school-leaving exams nor did they find partners (at the time of the
research in 2011), even though they were over 20 years old (Bittnerov�a et al., 2011a).9 The
cultural model – DISCONTINUITY – SCHOOL OR FAMILY prevented them from effectively meeting any
partners outside of the socially excluded locality during their studies, and thus have a chance to
live away from their family.

Another example of ENDURANCE is he actions of the relatives who did not attend school-
leaving exam celebrations. They did not accept this ritual of transition because they ignored
education as a status symbol (Leo, 2020). In the ENDURANCE scheme, the scheme of making it
through school dominates, getting it over with as soon as possible so that one can live REAL LIFE,
which has nothing to do with education – NOT BEING DISTURBED, fixing up a house or apartment,
having a baby, finding some job. A moral obligation to relatives emerges; if an adolescent
chooses a different path, we see motifs of betrayal of the family and refusal to accept the
obligation in terms of the family’s financial strategies. The ENDURANCE scheme does not give
adolescents a chance to become independent because, potentially, it conceals a reproach from
the family: “what good will it do us”.

9Of course, that was not definitive, but in that year of failure they were an example of how both their own and the NGO’s
efforts collapsed.
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The pressures of the dominant society’s standards also appear in the ENDURANCE scheme.
They are understood as external but simultaneously undeniable; the only possible strategy that
may be adopted against them is passive resistance. Studying under the ENDURANCE scheme means
going against one’s own family. Rebellion against the family can either serve as a motivating
factor, as in the case of a young man (Leo, 2020) (although in his case, his mother took on the
opposite role as a morally supportive parent), or it may pull the student back to the family and
family duties, as was the case with Alice, a field worker (Lev�ınsk�a & Doubek, 2016).

Support

Eidos. Basic characteristics: the parents try to provide some form of support – material,
communicative, moral, cognitive, drawing closer to the dominant group.

Ethos. Relationship to school: school facilitates social mobility, moral obligation based on
mutual responsibility.

The ENDURANCE scheme runs contrary to the SUPPORT scheme. The SUPPORT scheme means
that one has to take some sort of interest in the child’s education because school affords a chance
to be successful. This scheme influences the actions of parents who accept the dominant
discourse, not as external pressure but instead view education as an opportunity for their child
and the family. They believe in the dominant group’s system and rely on it. As a result, they
support the child/adolescent in pursuing an education as best they can. We will discuss the
various options and how each is implemented. The different forms of support are not mutually
exclusive; they may overlap.

Material support

Eidos. Financial support, communication support, provision of cognitive support.

Ethos. Moral obligation, school provides an opportunity to achieve success.
IF THEY ARE PAYING is a moral appeal for students – this principle applies to all students in the

Czech Republic.10 Although there is no tuition, regular living expenses and school supplies/
equipment must be paid for. Since there are no interest-free loans for students in the Czech
Republic, young students need financial support, either from their family or by earning money
through a job. Poor people do not, or cannot, accumulate a financial reserve for these purposes.
Roma students understand financial support from their parents to be a clear indication of
support for education, a sign that parents consider earning a degree important. In addition,
paying for school expenses creates a moral obligation, or the realization, that it is not a given and
that it can also lead to problems. In poor families, the consequences of the financial burden may
be seen more readily:

“My parents paid one half and my grandparents paid the other half, they gave me two thousand and
other students got four thousand. After I paid for the dormitory, I didn’t have enough money left to

10There are no special student loans available in the Czech Republic. Commercial banks offer loans at a rate of 3.87%, but
students need to get a guarantor, which is out of question in socially excluded localities.
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pay for transportation so I had to hitch-hike. . . .Even though I was extremely frugal, our parents
took on a lot of debt that year and it was kind of the last straw that caused them to lose their
apartment,” (Sofia, 2017).

Financial support may be related to notions about which subject area the adolescent should
study.

“I went to the business school because my Dad wanted me to, but I didn’t like it at all because I’m
not exactly the figures or graphs type, since I’m into art, the artistic side of things, I just didn’t really
like it there, it really wasn’t for me, but then when I started going to the secondary professional
school, it was great, I have great memories of that school,” (Mila, 2020).

Parents’ consideration of a suitable field of study is related to the relatively limited knowledge
of the structure of fields of study and they consider their investment to be utilitarian (finding a
job on the labour market). “Gabra and I decided she should study to be a cosmetician and
massage therapist, because there is a spa here, so she will always be able to find work,” (Alice,
2017). In terms of the breadth of fields of study, the right to education is limited by the life
experiences of socially excluded people.

MATERIAL SUPPORT appears only in relatively well-situated families. Parents pay for their
children’s schooling if they are able to. The following schemes apply here: WHEN I HAVE RESOURCES,

I GIVE (Lev�ınsk�a, 2008). Parents who better understand the financing options available also use
subsidies and grants to cover the expenses of keeping a student in school. They are capable of
developing effective strategies and obtain financial aid from the state or NGOs. Although these
subsidies are a way to exercise the right to education, or ensure equal opportunities, Roma
encounter criticism from teachers who see the situation from the perspective of the SYSTEM ABUSE

scheme. Roma parents and students have to be able to defend their right to education (Alice,
2016).

For adolescents whose parents live in poverty or in socially excluded localities, tension be-
tween the right to education, moral obligations and self-identification – who I am, why I am
educating myself and how my horizons are broadening – appears in clear forms. The right to
education intensifies financial insecurity. But at the same time, this step opens a path towards a
self-awareness and self-confidence that even I, a stigmatized person, can achieve the status
symbols of the dominant group. Investment in education, or funding the right to education,
gives Roma students (and other poor people, as mentioned earlier) equal rights and has an
implied competitive meaning (we can afford it). The challenge for the dominant group is to stop
stigmatizing the Roma.

Communication support

Ethos. Ethos means communication between parents and teachers, negotiating rights, identi-
fying options, suitable recommendations.

Eidos. Parents are there for their children, but children obey their parents, teachers provide
appropriate information.

The right to education concerns both children and parents. Parents are responsible for their
children’s school attendance and are also directly pulled into the educational process and it is
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assumed they will be involved. In order for a child to be perceived as a real pupil, his or her
family must actively respond to the school’s suggestions.

The basic characteristic of COMMUNICATION SUPPORT is mutual, engaged communication be-
tween teachers, parents and children. Through communication, they all act in accordance with
the scheme ROMA CHILDREN ARE PUPILS. Parents immediately address any problems that arise (Leo,
university student, 25 years old; 2020, P�remysl, 2013). They constantly check to make sure
teachers don’t succumb to stereotypes and racism.

In the ROMA CHILDREN ARE PUPILS scheme, teachers are perceived as being concerned with
children’s success in their school careers (Lev�ınsk�a, 2009, 2013a,b). They can provide MORAL

SUPPORT to parents through communication if they guide children in the right direction.
Teachers are authority figures to whom parents listen. That was the case with Sofia, a woman
who had graduated (2017, psychologist). She says:

“My parents didn’t believe that I would graduate from university, that I would be able to make it,
they didn’t believe I was that smart, they were smart too, but they weren’t able to achieve anything.
Teachers convinced them to not be afraid, they said that I was smart enough to manage university,
that I should go to grammar school.”

Despite their doubts, Sofia’s parents supported her in getting an education. By visiting the
school, parents obtain necessary information about studying, university entrance exams (Alan,
father of a secondary school graduate, 2019, 2020). This strategy is intended to help improve the
child’s chances and also help parents navigate through the educational system and understand
what it is like to be a pupil. Parents’ actions show that they want to know what their right to
education is.

COMMUNICATION SUPPORT is related to MORAL SUPPORT. Parents give their children the self-
confidence that they are pupils and that they can handle their studies. “I want her to graduate,
she can do it, she’s smart, and she’s excellent at languages,” (Alan, 2019). Sometimes there is
support as well as a dimension of identifying with the offspring’s future: “She has the soul of a
field worker like me, I would like her to follow in my footsteps. School didn’t work out for me
but hopefully it will for her,” (Alice, 2013).

COMMUNICATION SUPPORT is not always successful. The issue is whether the teacher, or the
school, respects ROMA CHILDREN AS PUPILS. Alice, the field worker, supported both of her
daughters in pursuing an education, communicated with their teachers, arranged tutoring and
gave them the opportunity to study despite her difficult financial situation. Despite Alice’s
efforts, her elder daughter did not graduate. Her younger daughter M�alinka, whom Alice
thought would follow in her footsteps, started a two-year limited study programme, and
because she wanted to graduate, she went on to a three-year field of study. Neither M�alinka
nor her mother knew that the second study programme was also an E programme with limited
study requirements that does not allow graduates to transfer to a two-year subsequent study
programme that finishes with a school-leaving diploma. In 2020, M�alinka was nineteen and
had earned two apprenticeships. To earn a school-leaving diploma, she would have to go
through a regular secondary school from start to finish. But she is currently pregnant, her
boyfriend is fixing up their house and they want to just LIVE QUIETLY. In this situation, the
teachers did not provide the parents with sufficient information about the consequences of the
chosen field of study. Although we don’t have any direct evidence, this lack of fulfilment of
educational aspirations could be related to racism. The teachers could have assumed that the
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trajectory was adequate given that the family was Roma. The right to education would
therefore remain unfulfilled due to the dominant group’s biases.

COMMUNICATION SUPPORT can be understood in the context of the DON’T GIVE UP scheme. That
means that Roma parents who are aware of what the state offers understand the right to ed-
ucation as a right that they can utilize. Communication with the school may therefore be un-
derstood as the conscious effort to not be excluded (cf. F�onadov�a, 2014).

Moral support

Eidos. Finish school, parents do not need to have any other competencies to provide support.

Ethos. Don’t deny who you are, I have what it takes, you have what it takes, don’t be afraid.
As described above, the right to education is perceived by Roma families and Roma students

against the background of social relations. The right to education is subjugated to the demand
for social acceptance and solidarity. Sometimes this relationship excludes education, but in other
cases, Roma students can see education as a way to express solidarity with the family and to
achieve their own social acceptance. In such cases, education acquires a moral dimension and
Roma students are given moral support.

Leo (2020) is an example of such a case; he got vocational training as a bricklayer so that he
could use his apprenticeship certificate to register his grandfather’s trade. His grandfather could
then register his trade without having a formal vocational education. Leo’s girlfriend, who
studied at a grammar school, provided further moral support in the sense of “I cannot let myself
be dumber than her, less educated than she is, I have what it takes, I will get a full secondary
education with a school-leaving exam.” She supported him both morally and cognitively (she
tutored him in Czech grammar). His mother supports him in his studies, “she is happy that he is
getting an education”. However, she gets upset when Leo DOES NOT STAND UP for Roma in situ-
ations where they are unjustifiably insulted (jokes told by classmates, ridiculing stories).

MORAL SUPPORT means not being afraid to study in the dominant society, live outside of a
socially excluded locality and withstand ridicule from members of the dominant society without
reacting aggressively (Alice, 2020; Leo, 2020) (F�onadov�a, 2014). Parents who provide MORAL

SUPPORT accept that bonds to the Roma community, i.e. to a kinship group, will loosen. At the
same time, they do not want their children to FORSAKE them. Thus, even in the case of the Roma,
the right to education contributes to an individual’s integration into the dominant society.

Cognitive support

Eidos. School is not only a means of social mobility, but knowledge can also be inspiring.

Ethos. Pursue one’s goals, I am smart; I realized I have what it takes; a moral commitment to
pass on education.

The right to education can also be understood as the right to knowledge. It is therefore a
matter of passing on information that has the potential to develop an individual’s personality
and of recognizing this potential as a value that is fulfilled through the educational institutions of
the state.
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In our research in excluded localities, we rarely found parents who provided COGNITIVE

SUPPORT, i.e. explained the subject matter of school lessons or provided additional information to
complement the knowledge acquired in school. It is sad that the parents of today’s university
students, who are now in their forties or fifties, do not have a good understanding of the Czech
language, a compulsory language of instruction, because they studied at special schools (Leo,
2020). Of course, educated Roma pass on their knowledge (P�remysl, 2013; see Romea.cz, 2016–
2019) not only in the context of the dominant culture but as part of the ethnoemancipation
process in the context of the minority culture.

COGNITIVE SUPPORT is provided by non-profit organizations that arrange tutoring. Organi-
zations can be successful provided that parents give moral support because the organizations
themselves do not assert any authoritarian pressure on students; it is the student’s own choice,
and parents must encourage the loosening of bonds with the community in order to strengthen
links to the dominant group.

COGNITIVE SUPPORT can also be provided by teachers. They have the power to influence the
direction young people take in life. “In the fifth grade, I met a teacher and she showed me that
it’s easy, that I can do it, and I understood that it really is easy,” (Leo, 2020).

Without COGNITIVE SUPPORT, a young person has no chance of furthering his or her education,
as we saw in the case of Alice’s children. It is the task of teachers to provide such support in
everyday communication with children and students. Roma who achieved similar academic
goals support other students or have become examples to those around them; they see this as a
moral commitment to support others on their life journeys (Romea.cz, 2016-2019; Leo, 2020). It
is clear that COGNITIVE SUPPORT also encompasses moral support. However, the moral support
provided by the school and non-profit organizations is only secondary. Students and graduates
share the schemes MY PARENTS DID EVERYTHING THEY COULD FOR ME. Educated Roma say that they
could not have succeeded without support from at least one of their parents.

Independence

Eidos. School is not just a means of social mobility; knowledge can also be inspiring, knowledge
broadens one’s horizons, moral support, financial independence, change in thinking, self-
fulfillment.

Ethos. Independence and autonomy, responsibility for oneself, parents must be paid back for
their support, they should be lifted out of poverty, stand on one’s own feet, take care of others.

In the INDEPENDENCE scheme, all four basic types of support are present in equal measure; the
students or graduates were able to obtain or provide lacking support themselves, they became
independent and paid back what was provided to them, or took care of those who needed
support.

Educated Roma connect INDEPENDENCE with a sense of personal responsibility to earn money
for one’s studies. Getting legal part-time jobs is a common practice that all respondents
mentioned. In addition, they understand getting money for their studies in the context of
redistribution of resources within the family. Sofia, who is originally from Slovakia, obtained a
student loan, but her sister’s application was rejected. Sofia, who had part-time jobs, provided
the money from her loan to her sister (Sofia, 2017). In the course of one year, Leo worked his
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way up to the position of manager in a Sandwich shop and a year later he began working there
part-time to pay for his studies and support his mother (Leo, 2020).

COMMUNICATION, MORAL and COGNITIVE SUPPORT are thus interconnected and Roma students
emphasize their individuality in this way, with the family and the community becoming merely
the context in which they find themselves.

INDEPENDENCE is associated with talent. This statement is based on the assumption that, in the
minds of Roma students, the right to education is open to only a few. This can correspond to the
idea that not everyone will be able to (and in fact can’t) break out of exclusion.

“As for school, it was easy for me, I got the best marks without much effort. I always knew I was
smart,” (Sofia, 2017).

“I was always good at school. Later I didn’t get why I hadn’t finished school and I started furthering
my education,” (�St�ep�anek, 2014).

Students’ statements about the benefits of education express an awareness of social mobility
(and the implicit integration or distantiation from life in exclusion) and emphasize the
importance of self-development.

“At first, I did it to be better off financially, but now I see that my thinking and my perspectives are
changing, and I am getting an education because of that,” (Leo, 2020).

One of the aspects of the right to education is thus fulfilled here. Knowledge is self-devel-
opment and the transformation of one’s personality and identity.

“When one becomes educated, it changes a person’s nature, one is no longer what he or she would
have been if they had not been educated. After all, when you attend schools, when you are
interested in this kind of work. . . I went to a pedagogical school, we worked with children, I was in
an after-school group, I spent time there with teachers and they treated me just like other people.
You start to talk differently about certain things, you start using a slightly different language, you
start thinking differently than people without an education because they don’t understand it,”
(Libu�se, 2013).

INDEPENDENCE also means realizing that not every community or part of a community is able
to accept this individual change and not in everyone.

INDEPENDENCE means making decisions according to one’s own goals. Education is not only a
form of disciplination. Vilma (2020) says: “I hated it when they would tell us: ‚End of discus-
sion!” The educational options are thus not only a matter of self-identification: “I was looking at
the education options available and the Faculty of Humanities seemed to be the best fit for me,”
(Korina 2020). In relation to the labour market, the right to education means also the right to do
what I enjoy, even if it doesn’t earn much money. Vilma, for example, graduated from an art
school and her income is irregular, depending on her current job offers.

The INDEPENDENCE scheme reveals the essence of the right to education. It guarantees
attainment of a specific educational level, a secondary school-leaving certificate, a university
degree and the corresponding knowledge, and thus opens access to the labour market. It also
represents the emancipation of the individual, which is conditioned by knowledge (cognitive
area). The independence scheme also includes a moral commitment to the family. This can take
on two forms: assuming responsibility or unintended individual distancing from it. The moral
commitment to the family does not have such a strong centripetal force as can be seen in the
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ENDURANCE scheme precisely due to the personality transformation that occurs during the
educational process.

CONCLUSION

In the introduction, we posed the question, what tensions arise in the exercising of human rights
in Roma education. We first analysed the educational system and its limits, and then we
characterized the tensions in access to education that exist for Roma pupils and their parents.
We explored what schemes help Roma secondary school and university students exercise their
right to education.

We did not question the educational system as such. We saw it as a tool allowing the state to
implement the right to education. The Czech educational system is egalitarian and performance-
oriented, which means it does not sufficiently promote equal opportunities in education.
However, it does have certain measures at its disposal, at least at the material level, providing
Roma pupils with material or cognitive support from the Ministry of Education and Sports,
either directly, as in the case of support available under the Support of Roma Secondary-School
Pupils programme, or through non-profit organizations such as Romea.cz or the Open Society
Fund which support Roma in obtaining a university education. If a student is able to navigate
through the system, mostly thanks to the communication skills of his or her parents and in-
formation provided by non-profit organizations, then it is not a problem for him or her to
obtain support.

Tensions in the exercising of the right to education result from the cultural models/schemes
of the dominant group, which are motivated by racism and which are not subject to any
reflection, e.g. EDUCATION HAS NO VALUE FOR THE ROMA. Moreover, the dominant group assumes
that education has an a priori value, without acknowledging that its value depends on the
context and life story of each individual (�Stech, 1992).

Roma pupils and their families must first and foremost adopt a life story model that the
dominant group understands as standard. If this is not the case, THE ENDURANCE scheme becomes
dominant. Although the Roma pupil is provided with support, education competes with other
areas of life that the family perceives to be more important for survival. The absence of support
multiplies and deepens feelings of unacceptance/distancing. In order to exercise the right to
education, young people must expose themselves to the risk of rejection both by the dominant
group and by their own kinship group.

On the other hand, the SUPPORT and INDEPENDENCE schemes are essential for achieving
success in education. Parents are the key actors in the SUPPORT scheme. They must be able to
see the purpose of education – otherwise they cannot give their child the moral support he or
she needs to overcome the frustration that occurs during the educational process and provide
cognitive support from the school or an NGO through timely communication. Children reflect
on the role of their parents and emphasize that they owe their parents for their education.
(Although this belief seems meaningless to the dominant group.) For the parents, it means
they must be ready to accept the possibility that their children might leave them and go their
own ways. The support scheme basically means that Roma pupils find themselves in a liminal
state at the time of education. In order to sustain it, they need support, which, however, must
be unconditional.
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The INDEPENDENCE scheme refers to the Roma pupil’s self-confidence that he or she will be
able to succeed. The pupil draws this self-confidence from his or her talent. This makes the
right to education in Roma communities living in social exclusion an exclusive right. It is
perceived as normal that not everyone strives to exercise this right. In this respect, the school
can play an important role and give Roma pupils feedback showing them that it considers
them educable. The teacher’s task is to open the child’s path to learning, to show him or her
that it is not difficult, that it is possible to manage schoolwork (Bittnerov�a, Doubek, & Lev-
�ınsk�a, 2011b). Energy needs to be focused on better teacher training, which should not be just
formal.

In the INDEPENDENCE scheme, the emphasis on self-development and the transformation of
the identity of the Roma who exercise their right to education is essential. The resulting tension
increases the distance between the life story of an educated Roma and the story of people in
excluded localities. The right to education helps students engage in the structures of the
dominant group, but it also opens up an identity dilemma and brings forth feelings of
misunderstanding and exclusion. Therefore, the story of education needs to be offered on a mass
scale. That is why the Roma elite, who shares the same experience, is mobilizing.

The right to education is linked to the right to a life story, which would conform to the
human rights recognized by a democratic society. Current conditions make the fulfilment of the
right to education appear more complicated than from the point of view of a member of the
dominant society. Parents’ communication and social competences are crucial. Another ne-
cessity is resilience to everyday encounters with racism and remarks that exclude an individual
from society even though s/he actively participates in it (F�onadov�a, 2014; Smet�a�ckov�a, 2017).
Another necessity is securing financial resources by dividing one’s energy between working and
studying. Paradoxically, the right to education is hampered by moral obligations stemming from
family poverty. It is important for young adults to participate in the family or community
economy. However, it is a strategy that does not benefit the community in the long run as it
locks its members in exclusion.

The right to education is a proclamation that is fulfilled only in the context of real condi-
tions. Despite repeated proclamations of the existence of equal rights, we know that actually
achieving equal rights is hindered by unequal starting conditions. The opportunity to exercise
the right to education is limited for the Roma, and even more so for Roma from excluded
localities, and we observe the extreme engagement and effort of people who have managed to
exercise their right.

Based on our results, how can we promote equal opportunities in education? First, the in-
dividuality of young people needs to be encouraged and they should be shown potential career
paths that will bring meaning to their lives as individuals. The strategy of identifying with a role
model still cannot be used here, because there are no role models of being successful in the
dominant society. Individual motivation and providing opportunities to recognize one’s own
ambitions means providing support at the level of the government, its organizations and non-
governmental organizations (schools and NGOs). Second, parents need to be involved in the
process so that they not only refrain from hindering educational ambitions, but even provide
moral support to students. Third, provision of financial and cognitive support can be delegated
to institutions other than the family. However, such a support project would be essentially
exclusivist and would only target individuals who were themselves able to recognize their
ambitions and growth potential. The fourth task is aimed at the dominant society and at
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ensuring that is operates on democratic and civic principles intrinsic to all members of society at
all levels.
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