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1 Introduction
As one of the primary sources of learning for young students in the school environ-
ment, textbooks play a crucial part in shaping their worldview. They can either rein-
force harmful stereotypes and exclusionary beliefs or oppose preconceived norms 
and ideas about society and one’ place within it. Yet, while educational materials 
– textbooks and other resources used for learning in the classroom setting - bear 
the potential to foster a more open and equitable society, in Kosovo, like in many 
other politically, and culturally transformed contexts, they are often constrained by 
outdated narratives that reflect persisting tensions and cultural bias within society. 
Resultantly, instead of widening their understanding, textbooks adversely affect 
students’ ability to develop informed inclusive perspectives.  

This report offers a detailed examination of discrimination as manifested in the 
textbooks used in upper secondary education in Kosovo in the subjects of Biology, 
Sociology, Psychology, Civic Education, and History. By focusing on various pa-
rameters, including gender and sexuality, ethnicity, and ability the study examines 
whether the educational materials used in Kosovo support or undermine human 
rights principles about social equity. The investigation extends beyond explicit in-
stances of bias: we also consider the subtle forms of exclusion and omission that 
shape the learning environment in critical yet often overlooked ways. Grounded in 
the principles of Critical Discourse Analysis (CDA), and by means of a multimodal 
approach, this study seeks to identify and examine the underlying ideologies em-
bedded within educational content. The report is structured as follows: First, we 
establish our theoretical understanding of discrimination while situating it with-
in the specific context of Kosovo (section 2). Next, we outline the methodological 
approach, emphasizing the use of Critical Discourse Analysis (CDA) alongside a 
multimodal perspective (section 3). This is followed by a detailed content analysis 
in section 4 that examines various forms of discrimination as they appear across 
the analyzed textbooks. Finally, we present our conclusions and offer targeted rec-
ommendations in sections 5 and 6.

1



2 Discriminatory 
language use: 
definition and 
understanding 
in Kosovo

Any analysis of discriminatory and offensive language use in school textbooks is 
inseparable from an understanding of the concept of discrimination and the many 
overt and implicit forms it can take in the discourse of the school environment.  For 
the purpose of this report, our understanding of the fundamental freedom from dis-
crimination borrows from the Universal Declaration of Human Rights, which in its 
first Article (Art. 1) states that “All human beings are born free and equal and should 
be treated the same,” and are free of discrimination. More particularly, in Article 2, 
the concept of discrimination implies prejudice “[...] against race, color, language, 
religion, political or other opinion, national or social origin, property, birth or other 
status.”   At the contextual level, Kosovo legally protects citizens against discrimi-
nation in the Constitution, and through the adoption of other provisions of law.   In 
Kosovo, the persistence of discriminatory attitudes based on these societal vectors 
has resulted in the marginalization and exclusion of certain individuals from equal 
participation in Kosovo society. The persistent socio-cultural norms that systemat-
ically impinge on the rightful access of individuals to equal participation based on 
their ethnic background, gender, or sexual orientation have been extensively docu-
mented in the annual Human Rights reports published by Human Rights Network 
(HRN).  Yet, in spite of the concerted efforts of civil society organizations, public 
institutions and the international community to counter discrimination through dif-
ferent awareness raising activities and campaigns, discrimination remains wide-
spread and continues to impede on the development of Kosovo into an inclusive 
society. 

Universal Delcaration of Human Rights, Articles 1 and 2.

HRN, Annual Report on Human Rights in Kosovo 2023. 

Article 22 of the Constitution explicitly enumerates the different international instruments that take precedence 
over local legislation in case of conflict including the International Convention on the Elimination of All Forms of 
Racial Discrimination (Article 22 (5)), and the International Convention on the Elimination of All forms of Discrim-
ination Against Women (Article 22 (6)) to name but two explicit international instruments concerning the issue 
of discrimination. The Law No. 05/L-021 on Protection from Discrimination is the local legislation that explicitly 
addresses discrimination in Kosovo. 
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Against this context, the basis of the current report is situated in a set of ob-
servations about educational discourse as a channel through which societal at-
titudes are mediated and shaped. First, as fundamental components of teaching 
and learning (Košir & Lakshminarayanan, 2024), school textbooks and other ed-
ucational materials are not neutral containers of information (UNESCO, 2024). 
Rather, they considerably appeal to a particular worldview and socio-political or-
der, thereby reinforcing existing inequalities and social divisions. By the same to-
ken, however, they can be appropriated alternatively by presenting content that 
dismantles restrictive social norms and opens up new perspectives and inclusive 
thinking. Another critical observation relates to the prevalence of discrimination 
in school textbooks, both globally and in Kosovo. A recent UNESCO report (2024) 
highlights that textbooks around the world continue to reinforce stereotypes rath-
er than promoting more inclusive and respectful societies. In response, UNESCO 
has recently issued guidelines for school textbooks to address racial and other 
forms of discrimination. This issue is equally relevant in the Kosovo context, where 
marginalization and societal exclusion persist. More particularly, YIHR KS carried 
out a content-based study on discriminatory language in school textbooks in 2017, 
revealing the perpetuation of bias and societal expectations through textbooks. 
Specifically, the 2017 study identified over 100 formulations of discriminatory lan-
guage related to ethnicity, gender, sexual orientation, and disability as well so-
cio-economic status. Yet, the continuation of discrimination reverberates to date, 
as a recent dispute of 2024 regarding the appropriation of parental denomina-
tions in school documents has illustrated. 

 Figure 1 School Elena Gjika document
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YIHR KS (2017), link

https://advocacy-center.org/wp-content/uploads/2023/10/Discriminatory-language-in-school-textbooks.pdf


Alarming public opinion about the appropriation of the terms “Parent 1” and “Par-
ent 2,” the signature block of official documents used in the public elementary 
school Elena Gjika in Pristina have gone viral across social media and news outlets 
(see figure 1). The public outcry elicited by this terminology prompted the school 
to issue a statement asserting the appellations’ agreement with “European prac-
tice.”  Yet the school stopped short of directly addressing the issue by linking the 
decision with the expansion of the traditional family model to include diverse family 
structures. 

The analyzed textbooks in this report illustrate similar instances where societal 
expectations and restrictive norms are either explicitly validated or in a more im-
plicit manner reinforced. Before turning to the findings in section 4, we present our 
methodological considerations in the subsequent section. 

In accordance with the purpose of the study, which was to examine the perpet-
uation of discrimination in Kosovo’s school textbooks, our methodology drew on 
insights from the sociolinguistic field of Critical Discourse Analysis (CDA). This 
approach to text and discourse examines how existing power relations in society 
are perpetuated including the reproduction of inequalities, ideologies, and struc-
tures of dominance (Fairclough, 1995). The tools borrowed from CDA included (1) 
textual analysis, i.e., the choice of words, phrases and language structures was 
examined in the wider context of the textbook to assess whether they reflect bias, 
stereotypes, or exclusionary practices vis-à-vis the social categories of sex, gen-
der, ethnicity, religion, etc. In so doing, a CDA approach pays focused attention to 
aspects of voice and authority in the text by considering authorship. The authority 
attributed to the content of the analyzed school textbooks in our study is significant 
as it is closely linked with educational practitioners including teachers, and official 
educational institutions whose knowledge is regarded as accurate and credible. 

In addition to this, we also adopted a multimodal approach to the analysis (Kress & 
Van Leeuwen, 2001). Multimodality refers to the understanding that meaning-mak-
ing is not limited to text alone, but can be conveyed through different semiotic 
modes, including the interplay of text and image. To illustrate, figure 2 below, taken 
from the tenth-grade biology textbook we analyzed, illustrates how images and 
text work together in the process of meaning-making. 

Elena Gjika Facebook post, Njoftim për prindërit dhe komunitetin e shkollës.5
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https://www.facebook.com/shfelenagjika/posts/1070847215045677?ref=embed_post


5

As figure 2 shows, Down Syndrome is transliterated in Albanian as “mongoloid idi-
otism,” (Albanian: idiotia mongoloide), and is accompanied by an image of an indi-
vidual with the condition. The explanation on the next page moves on to associate 
certain characteristics to the individuals:  

Personat e tilllë sipas pamjes së fytyrës dhe syve i përngjajnë racës mongole, ndër-
sa janë me ngecje të madhe mentale, me rritje të shkurtër, truri I zvogëluar derma-
toglifet (vijat e dorës, të këmbës karakteristike dhe jetojnë më sëshumti 10-15 vjet. 
(Biologjia 10, p. 180)

The multimodal combination of text and image in this excerpt presents a highly 
problematic and stigmatizing representation of individuals with Down Syndrome. 
The reference to “resembling the Mongoloid race” (Albanian: i përngjajnë races 
mongole), which accompanies the illustration, draws on offensive racial language. 
It concerns outdated and pseudoscientific racial classifications entirely unaccept-
able by contemporary standards. Similarly, the use of the term “mental retardation” 
(Albanian: “ngecje te madhe mentale”) instead of dignified language dehumanizes 
individuals. The simplified descriptions such as “short stature” (Albanian: rritje të 
shkurtër) and “a reduced brain” (Albanian: truri i zvogëluar) are reductive, focusing 
solely on perceived deficits. The text is also medically inaccurate when stating that 
they live no more than 10 to 15 years: modern healthcare allows for significantly 
improved life expectancy for individuals with Down syndrome. 

English translation: “Such individuals, based on the appearance of their face and eyes, resemble the Mongoloid 
race, and they suffer from severe mental retardation, have short stature, a reduced brain, characteristic dermato-
glyphs (fingerprints and foot patterns), and typically live for 10-15 years.”

Figure 2 excerpt and image from tenth grade biology (Biologjia 10, p.179)
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It is by means of this combined qualitative approach - CDA and multimodality - that 
we have analyzed discrimination as defined in the report in section 3. In doing so, 
we analyzed 14 textbooks currently used in higher secondary education, specifi-
cally in various fields of study in grades 10, 11 and 12. The complete bibliographic 
details of the reviewed course materials are provided in appendix 1 at the end of the 
report. Most subjects utilize textbooks updated between 2018 and 2021. However, 
the biology curriculum still relies on outdated resources from 2009 and 2012.The 
selection of textbooks pertained to history, biology, psychology, and civic educa-
tion partially because compared to other subjects, these courses were more likely 
to contain descriptive language, subject to possible subjective representations and 
discrimination. The collected data were then sorted according to the text material, 
the grade of study, and the exact pages where the offensive excerpts are in the 
textbooks. The research team provided short interpretive insights for each of the 
excerpts, which went through a peer review process. The data corpus can be found 
in appendix 2 of the report. The key findings of the study are interpreted and dis-
cussed in section 4. 
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Data collection and social categorization  

4

4.1

Review of the 
textbooks

The categorization of data was directly informed by the empirical evidence present 
in the textbooks, allowing us to organize the findings into distinct social catego-
ries. This approach was grounded in a systematic empirical analysis, which led to 
the identification of the relevant classifications summarized in the table below. As 
illustrated in the table, we identified a total of 134 instances that represent varying 
degrees of exclusionary language use and discrimination. Accordingly, we have 
categorized the phrases into the following categories, which we discuss in this 
order in section 4.2. 

As the table depicts, most prevalent issues relate to women, gender stereotypes, 
and patriarchy (30 instances), closely followed by the othering of ethnic, racial, and 
other non-majority communities  (29 instances), and the “miscellaneous” catego-
ry, which includes various other erroneous or links that cannot be directly clas-
sified within the social categories (31 instances). Discrimination based on ability, 
disability, and appearance, as well as stigmatization based on age, also feature 
prominently, with 20 and 17 instances respectively. While the representation of the 

Table 1 Classification of data collection based on social categories



Short explanation of terminology 
in the report 

4.2

In analyzing discriminatory practices within the text, we employ different terms to 
delineate various forms of discrimination. In doing so, the report attempts at careful 
consideration in how these terms are portrayed, ensuring a nuanced and precise 
approach. Therefore, the following general terms are appropriated in context:

Discriminatory language use encompasses language that explicitly or im-
plicitly marginalizes individuals or groups based on characteristics such as 
race, ethnicity, gender, age, ability,  sexual orientation and/or any character-
istics. This type of language sustains exclusion and negative stereotypes, 
often reinforcing social hierarchies (Fairclough, 1995). 

Prejudice manifests as preconceived and often unfavorable judgments, ex-
pressed directly or subtly through discourse.
 
Bias is evident when language favors or disfavors one group over another, 
either overtly or through omission, resulting in an unbalanced representa-
tion (UNESCO, 2024). 

Non-inclusive language fails to acknowledge or respect the diversity of 
identities, thereby reinforcing exclusion instead of fostering a sense of be-
longing. 

Lastly, stereotypes represent oversimplified beliefs about a group, propa-
gated through language that perpetuates fixed roles or attributes based on 
perceived characteristics.

LGBTIQ+ community appears limited with only 7 identified instances, it is crucial 
to consider that discrimination often occurs through omission and exclusion, es-
pecially in contexts where their inclusion would have been relevant and necessary. 
Such absences contribute to the marginalization of the community, underscoring a 
broader issue beyond the explicit mentions.
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3

Manifestations of discrimination in 
educational textbooks: A critical 
examination 

The representation of women, gender 
stereotypes and patriarchal hierarchies

4.3

4.3.1

Analysis and discussion 

The findings concerning gender roles and language use vis-à-vis women in the 
school textbooks reflect narrow and restrictive perceptions on the role of women 
in society.  The dominant discourse on women in the textbooks is dominated by (1) 
sexist language use, (2) the reinforcement of gender stereotypes, (3) the perma-
nence of gender and (4) the subordinate positioning of women in the traditional 
family structure. It should be highlighted that there is a clear lack of a feminist 
structural critique in the course texts, which is necessary to uncover the root caus-
es of certain language depicting women and their perceived roles in society. Such 
an approach is critical to addressing the perpetuation of existing inequalities. 

The first observation consists of the numerous instances across the different text-
books where women are explicitly discriminated against through representations 
that link their sex to specific vulnerabilities and limitations. Particularly illustrative 
in this respect is the following paragraph of the tenth-grade textbook on civic ed-
ucation: 

“Puna gjatë orëve të vona të natës kërkon më shumë garanci për një transport të 
sigurt për femrat, me qëllim që të mos bëhen objekt i dhunës. Megjithatë, doktorët, 
pavarësisht nga gjinia e tyre, kryejnë turnin e natës dhe ofrojnë shërbim për ata që 
kanë nevojë.” (Edukatë Qytetare 10: 59).

The text imposes vulnerability on women by asserting, in this instance, that female 
doctors require special transportation to prevent them from becoming victims of 
sexual or other violence. While acknowledging safety as a genuine concern for 
women, especially at night, the discourse attributes women with characteristics 
of weakness and in constant need of protection, conversely reducing their auton-
omy and, by implication, positioning them as more dependent on external security 
measures than men. By not equally addressing the need for safety for women from 
a critical feminist analysis, the text perpetuates sexist language use.  Instead, the 
need for safety measures stems not from women’s inherent vulnerability, but from 
the patriarchal structures that normalize gender-based violence and objectification. 
As such, the language fails to recognize women’s lack of safety as a consequence 
of societal norms that sexualize and marginalize them, rather than a characteristic 

9

English translation: “Working late night hours requires more guarantees for safe transportation for women, in 
order to prevent them from becoming victims of violence. However, doctors, regardless of their gender, perform 
night shifts and provide service to those in need” (Civic education 10: 59). 
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of women themselves. This structural critique, which is essential for an intersec-
tional understanding that addresses the root cause of these societal mechanisms, 
is not underscored properly in any of the texts concerning women and their safety. 
Other sexist language found across the textbooks are shown in the corpus (Appen-
dix 2). The sexist language is closely linked with the second key observation regard-
ing the portrayal of women and gender in school textbooks, which relates to the 
reinforcement of gender stereotypes. The prevalence of gender stereotypes across 
different contexts in the textbooks demonstrates how ingrained gender roles are in 
the core of Kosovo’s societal norms. For instance, one passage in the twelfth-grade 
textbook of biology conspicuously presents societal expectations for boys and girls 
from an early age when stating that “boys, usually play with trucks whereas girls 
with dolls” (Albanian text: Djemtë zakonisht luajnë me kamiona, kurse vajza me 
kukulla,” Biologji 12: 367). Paired with an accompanying visual illustration, the text 
reinforces a binary view of gender roles and behaviors with the boys’ activity seem-
ingly more active (they are standing up, playing in what seems to be the yard with 
their father) and the girl’s behavior more docile in comparison.

10

Figure 3 Perpetuation of gender stereotypes in a biology textbook (Biology 12, p. 367)
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Numerous other examples present gendered behavior from an early age as a nor-
mative expectation. This is particularly evident in the following phrase, “Girls talk 
more, push less, and tend to stay in pairs” (Albanian text: ‘Vajzat flasin më shumë, 
shtyhen më pak dhe kanë prirje të rrijnë dyshe-dyshe’ (Biologji 12: 367)). The re-
inforcement of societal expectations on parents to incite perceived normative be-
havior is evident in the statement, “Parents, teachers, and others are inclined to 
promote behaviors that align with gender — encouraging softness and conformity 
in girls, while fostering strength and decisiveness in boys” (‘Prindërit, mësuesit 
dhe të tjerët janë të prirur të nxisin sjelljet që janë në përputhje me gjininë — te 
vajzat nxisin butësinë dhe njëshmërinë, te djemtë forcën dhe vendosmërinë, Bi-
ologji 12: 367). This pattern of reinforcing traditional gender roles through both text 
and imagery was prevalent across the textbooks. Additional examples that further 
illustrate how such stereotypes are presented as inherent to boys and girls from 
an early age can be found in the textbooks of psychology as well. The phrasing in 
the eleventh-grade psychology textbook, that there is a belief that “crying is inap-
propriate for men” (100) appeals to similar gender stereotypes. Other examples of 
how stereotypical male and female behavior is reinforced through the secondary 
education textbooks can be found in the corpus (Appendix 1).   

The third observation concerns the insistence of gender permanence. Although at 
first glance, sex and gender are defined as distinct concepts in the examined biol-
ogy textbooks (grade 12, grade 10 and grade 11), upon closer inspection, gender is 
framed in a rigid binary construct confined to either female or male categories with 
gender permanence as a predetermined assumption. The notion of fixed gender 
identity as a preconceived truth comes across strongly in the following text: 

Në moshën 3 vjeçare, ata arrijnë të kuptojnë edhe pandryshueshmërinë e gjinisë, 
që do të thotë se e kuptojnë edhe pandryshueshmërinë e gjinisë, që do të thotë se 
e kuptojnë që gjinia nuk mund të ndryshohet dhe se gjithmonë do të jenë djem apo 
vajza. (bold in the original, Biologjia 12: 366). 

By choosing to put in bold the term “gender permanence” (Albanian: “pandry-
shueshmeria e gjinisë”) the authors* arguably lend greater authority to the notion 
of gender as a fixed, unchangeable concept. Instead of informing the readers with 
recent studies on gender classifications, and contemporary insights questioning 
gender as a fixed construct the authors limit their discussion to the description of 
a third category, specifically androgyny. Yet, in so doing, they oversimplify the con-
cept and present the meaning of androgyny in inaccurate terms, compounded with 
an entirely unfitting illustrative example:

English translation: “At the age of 3, they begin to understand the permanence of gender, which means they re-
alize that gender cannot be changed and that they will always be either boys or girls.”

8
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Një person që ka tipare edhe mashkullore, edhe femërore quhet androgjen. Për 
shembull, në SHBA sot, një femër (ose një mashkull) që është e ndjeshme ndaj të 
tjerëve, e kujdesshme dhe shprehëse e emocioneve (tradicionalisht trajta femërore) 
dhe është gjithashtu e forte, e pavarur dhe garuese (trajta mashkullore) do të kon-
siderohej të ishte androgjene, Figura 1 (Biologji 12: 365).  

The reliance on traditional gender norms to define androgyny undermines the pro-
gressive understanding of gender and of behaviors not bound by neither sex nor 
gender, but personal preferences.  

Our fourth and final observation regarding the portrayal of women pertains to the 
reinforcement of patriarchal norms depicting women as naturally subordinate to 
men and primarily engaged in domestic roles. The statement shown in figure 4 is 
an example par excellence of how patriarchal family norms are sustained through 
the school textbooks, when maintaining that “women generally continue to have 
the primary role in maintaining the household and caring for family members.” ([...] 
Gratë vazhdojnë të kenë rolin kryesor në mirëmbajtjen e shtëpise dhe në kujdesin 

English translation: “A person who possesses both masculine and feminine traits is called androgynous. For 
example, in the USA today, a woman (or a man) who is sensitive to others, caring, and emotionally expressive 
(traditionally feminine traits) and at the same time strong, independent, and competitive (masculine traits) would 
be considered androgynous, Figure 1 (Biology 12: 365).”

9

9

12

Figure 4 Illustration accompanying the definition of androgyny 
(Biologjia 12, p. 365)



e [...] familjes,” Biologji, Grade 12: 365). A critical issue, as noted earlier, is the lack 
of feminist structural critique within the textbook’s language, which naturalizes 
women’s roles in reproduction and caregiving without questioning the underlying 
patriarchal system. This normalization frames the status quo as an inherent reality 
rather than a consequence of historical and social constructs that limit women’s 
roles to domestic tasks. In other words, while the statement itself is not inherently 
sexist, given the social reality in Kosovo where women indeed perform most of 
the domestic and care work, the absence of structural critique fails to challenge or 
contextualize why this reality persists and it maintains the violence. Another strik-
ing example comes from the critical thinking exercises in the 12th-grade Biology 
textbook, which implicitly justify male authority over women’s career choices. In 
the critical thinking section on page 371, the question, ‘If your sister wants to join 
the military or police, what would you think of this gesture?’ carries at least two 
underlying implications.   The first is that one has the right of authority or judgment 
on a sister’s career choice. Second, it frames such a decision not as a legitimate 
career pursuit, but rather a mere ‘gesture,’ trivializing the seriousness of the choice. 
The use of the word ‘gesture’ instead of ‘choice’ diminishes the agency of women, 
implying that pursuing such careers is somehow a performative act, rather than a 
valid autonomous decision. 

Sexist language, gender bias and human rights 

The analysis has shown that textbooks in Kosovo continue to rely on sexist and bi-
nary worldviews in their language and imagery. The sexism and gender bias found 
in the text stands in direct opposition with both human rights standards and activ-
ist attempts by NGOs, human rights organizations, and other individuals to arrive 
at an inclusive society in Kosovo in which all individuals are represented with equal 
belonging, dignity, and respect. In order to achieve this, it is essential that the text-
books evolve with educational material enabling students to both question and 
challenge the limitations imposed by traditional norms. 

Analysis and discussion 

A significant observation of the research team upon analyzing the textbooks con-
cerned the discriminatory portrayal of certain individuals based on their age, which 
is referred to in terms of ageism. In this report, we align with the definition of the 
concept as explained by the World Health Organization (WHO), which states that, 
“Ageism refers to the stereotypes (how we think), prejudice (how we feel) and dis-
crimination (how we act) towards others or oneself based on age.”    While pres-

10
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Stigmatization based on age: the representation 
of children, adolescents, and older individuals

4.3.2

Albanian original text: (Albanian: Nëse motra juaj kërkon të inkuadrohet në ushtri ose polici cfarë mendimi keni 
për këtë gjest?)

WHO (2024), definition of ageism.
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https://www.who.int/news-room/questions-and-answers/item/ageing-ageism#:~:text=Ageism%20refers%20to%20the%20stereotypes,or%20oneself%20based%20on%20age.


ently ageism is often linked with older population groups, as seen across social 
media,    any kind of generalizing or essentializing ascription to an age group is age-
ism, and can be considered as problematic. The data corpus consists of numerous 
formulations that depict individuals from certain age categories in stereotypical or 
generalized ways, both implicitly and in more explicit ways. This includes discrim-
inatory formulations vis-à-vis (1) children, (2) adolescents and (3) older generation 
groups. 

The first age group subjected to forms of ageism in the textbooks are children. Tex-
tual reference relating to the position and role of children in the family and wider 
society was observed to be problematic in a few cases. Although in most textbooks 
consisting of educational material about children, the rights of the child are em-
phatically underscored (see for example Biologji 12, Biologji 11, Sociologji 11, etc.), 
several formulations remain deeply rooted in outdated and even harmful notions. 
An example of how text can implicitly perpetuate the belief that parental authori-
ty justifies physical discipline comes from the eleventh-grade sociology textbook. 
While contextualized in a section that educates students about domestic violence 
(114), the sentence “children are often subjected to the ‘legitimate’ beatings of their 
parents (“Fëmijët shpesh ndodhen nën goditjet ‘legjitime’ të prindërve të tyre, 116”) 
implicitly conveys that beatings can still be justified by some as legitimate, which 
is never the case and should be avoided in educational textbooks. For more prob-
lematic references to children, see the Appendix 1. 

The second category of individuals subjected to ageism in the textbooks are ad-
olescents. The following phrase from the tenth-grade textbook on civic education 
is an example par excellence of how stereotyped characteristics of social behavior 
are ascribed to adolescents: 

 “Shpesh vëmë re në bare dhe vende publike grupe të rinjsh që kanë dalë për të 
biseduar dhe për të kaluar ore të këndshme në shoqërinë e përbashkët, por në fakt 
të gjithë janë duke parë celularët e tyre” (Edukatë qytetare 10: 65). 

This statement reduces adolescent behavior to a negative stereotype portraying 
them as disengaged and uninterested in meaningful interactions with their peers. 
The text not only fails to acknowledge the role of technology in modern communi-
cation, specifically among adolescents, it attributes subjective, and negative char-
acteristics to the entire age group, thereby alienating the very students for whom 
the educational material is intended. Numerous other textual references reducing 
adolescents to a cliché can be found across the different textbooks (see data cor-
pus in the Appendix 1).

An example is the social media page on Instagram, Ageist

English translation: “We often see groups of young people in bars and public places who have come together to 
chat and enjoy each other’s company, but in reality, they are all looking at their phones” (Civic education 10:. 65)
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Arguably, the category most affected by ageist perceptions in the textbooks are 
older generations, who are assigned to narrowly defined positions within society 
and family structures. Rather than fostering nuanced and inclusive understandings 
of how older generations may experience life, the textbooks often display biased 
views of aging, as the following paragraph demonstrates: 

“Nëse dikush ka shëndet të mirë, nuk është i shqetesuar për financat, ka mar-
rëdhënie të mira me familjen dhe miqtë, bën aktivitete që e gëzojnë dhe i pëlqejnë, 
mosha e pleqërisë mund të jetë një periudhë e gëzueshme e jetës” (Sociologji 11: 
49). 

This paragraph exemplifies how the potential for a fulfilling life is often limited in the 
textbooks to a set of predetermined conditions. Arguably, this not only implies that 
individuals who do not meet these criteria are excluded from experiencing joy later 
in life, it also suggests a narrowed vision of what contentment later in life looks like. 
Including this kind of textual representations in educational material implies lack 
of nuance and complexity in how the content relating to aging is conveyed. Resul-
tantly, students themselves can be discouraged from engaging in critical thinking 
and exploring alternative perspectives on life at different stages. Numerous other 
examples of ageist formulations can be found in the data corpus (Appendix 1) for 
the reader’s review.

Ageist language, stereotypes, and discrimination 

The analyzed textbooks include numerous reductive stereotypes linked with dif-
ferent age groups. A balanced reappraisal of textual reference to different age cat-
egories is required if the aim is to distance the educational material from overtly 
subjective and simplistic notions on age and aging. 

Analysis and discussion  

The empirical evidence collected throughout the analyzed textbooks captures 
three main discriminatory frameworks which marginalize individuals based on their 
physical appearance, intellectual ability and/or their personality traits, reinforcing 
harmful stereotypes and exclusionary narratives. First, the textbooks perpetuated 
simplified links between the perceived physical attractiveness of individuals and 
their social status and desirability in society. Particularly illustrative of this miscon-
ception is the following paragraph of the twelfth-grade textbook on psychology:
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Discrimination based on physical 
appearance, ability, and disability 

4.3.3

 English translation: “If someone is in good health, not worried about finances, has good relationships with fam-
ily and friends, and engages in activities that bring them joy and pleasure, old age can be a joyful period of life” 
(Sociology 11: 49).
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“Nëse për shkak të gjeneve, ju keni një trup dhe fytyrë tërheqëse, shumë njerëz 
mund të jenë të buzëqeshur përkundrejt jush, t’ju ftojnë nëpër festa dhe të përpiqen 
të bëhen miq me ju” (Psikologjia 12 Shkenca shoqërore natyrore: 26).

The text bases its statement on a logical fallacy that establishes a direct link be-
tween perceived physical attractiveness and social acceptance. By suggesting that 
this linkage is somehow the main determinant of one’s social value and stand-
ing in society, the text reduces complex human connections to appearance-based 
judgements. This framing is not only unacceptable for reinforcing harmful beauty 
standards, thereby excluding those who do not conform to arbitrary beauty norms. 
Rather, by also presenting this link as an absolute truth, it undermines the role of 
educational textbooks to cultivate critical thinking among students and understand 
nuance. Other instances linking physical appearance to sociability are, for instance, 
“the physical appearance of a person has a great effect on how others perceive 
them” (Psychology 11, Natural science: 124). Other examples equally prevalent in 
the textbooks perpetuate links between beauty and intelligence: 

“Njerëzit ndihen më mirë me veten e tyre, kur shoqërohen me njerëz të cilët të 
tjerët i konsiderojnë si të dëshirueshëm. Ne shpesh I konsiderojmë ata që janë 
fizikisht të bukur si më interesantë, më socialë, më intelegjentë, më të këndshëm 
etj ...” (Psikologjia 11: 124)

Indeed, in this example, the text not only links sociability with physical attributes 
but also extends this association to traits such as intelligence, kindness, and per-
sonal worth. Moreover, the way these implications are framed within the textbooks 
reinforces superficial value systems rather than critically challenging them. This 
lack of nuance in the educational context is not only problematic as it perpetuates 
stereotypical thinking,rather, it also misses opportunity to encourage students to 
engage in deeper critical thinking. This holds especially true when we consider 
the accompanied illustrations, which supposedly provide visual representations of 
these perceived values.

English translation: “If, due to your genes, you have an attractive body and face, many people may smile at you, 
invite you to parties, and try to become friends with you” (Psychology 12 social sciences: 26).

English translation: “People feel better about themselves when they associate with individuals whom others 
consider desirable. We often view those who are physically attractive as more interesting, more social, more 
intelligent, more pleasant, etc.” (Psychology 11: 124)
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While the image lacks a caption in the textbook, it is conspicuously placed under 
the section on physical appearance on page 124 of Psychology 11, thereby suggest-
ing that it visually represents the characteristics described in the accompanying 
text.
 
Language that discriminates both explicitly and in more implicit ways based on 
intellectual ability and / or disabilities is also prevalent in the textbooks, which 
we pointedly demonstrated earlier in the report with respect to the description of 
individuals with Down Syndrome (see section 3). On the opposite end, sugges-
tions of superiority based on the intellectual abilities of (groups of) people is equal-
ly evident in the respective textbooks. Phrases such as the following description 
about individuals’ reactions on the rapid evolution of societies, “Për një vëzhgues 
të zakonshëm, për një person pa njohuri shkencore, ndryshimet janë aq të shpejta 
dhe të papritura sa shkaktojnë ankth tek ata“ (English: For the average observer, 
for a person without scientific knowledge, changes are so rapid and unexpected 
that they cause anxiety in them,” Sociology 11: 16). The implication that one must 
possess scientific knowledge in order to cope with change in society is not only 
factually incorrect. It also favors those with academic credentials over others in 
a manner that is simultaneously unequal and illogical. In an educational context, 
these formulations foster elitist narratives and harmful hierarchies that marginalize 
individuals who are differently abled or of average ability, promoting a perception 
of those with specialized knowledge as superior to others. All formulations pertain-
ing to this type of discrimination are systematically cataloged in the data corpus 
located in the Appendix 1.
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Figure 5 Illustration accompanying the text in Psychology 11 (124)



Finally, stereotyping based on personality traits, success and/or profession include 
generalizations that reinforce the notions that only certain types of individuals traits 
are valuable in society or deserving of respect. Like the previous instance, the fol-
lowing example from the twelfth-grade sociology textbook similarly forges links 
between success and societal standing:

Është gjerësisht e pranueshme se në çdo shoqëri njerëzve me sukses më të lartë 
u sigurohet statusi dhe respekti më i lartë shoqëror, ndërsa atyre me sukses më të 
ulët, statusi më i ulët.” (Sociologji 12: 110)

In addition to promoting a rigid perception of success equating it to social standing 
and respect, these traditional markers are contrasted with seemingly less tradition-
al traits such as creativity. Notably, the textbooks adopt a more negative descrip-
tion of individuals with alternative personality strengths. Particularly illustrative in 
this respect is the description of creative people in the Psychology book of twelfth 
grade: 
     
“Në anën negative ata priren të kenë ego të madhe, e cila i bën të pandjeshëm ndaj 
nevojave të të tjerëve. Ata mund t’i arrijnë qëllimet e tyre në kurriz të të tjerëve dhe 
mund të jenë kaq të përfshirë në punën e tyre, sa të përjashtojnë të tjerët.” (Psi-
kologjia 12:  79)

Although the textbook attributes this description to unnamed ‘researchers’ (see 
page 78), it neglects to provide the names of the researchers or details about when 
or how the study was conducted. In terms of its content, the text not only gen-
eralizes creative persons but it also pathologizes creativity by associating it with 
negative traits such as egocentrism, and insensitivity. This can create a one-di-
mensional and stereotypical portrayal of creativity that discourages students in 
any educational environment from identifying as creative personalities, embracing 
their talents and pursuing creative activities. The accompanying image of a blue 
banana captioned simply with the word “different” brings into sharp perspective 
how creativity is cast as something abnormal, and thus undesirable (see figure 6). 

English translation: It is widely accepted that in every society, individuals with higher levels of success are grant-
ed greater social status and respect, while those with lower success receive lower status (Sociology 12: 110). 

English translation: On the negative side, they tend to have a big ego, which makes them insensitive to the needs 
of others. They may achieve their goals at the expense of others and can be so absorbed in their work that they 
exclude others.” (Psychology 12: 79)
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Physical attributes, ability, and discrimination 

Considering the data analyzed, it is evident that some of the textbooks contribute 
to a distorted portrayal of individual worth linked with superficial markers of social 
identity. Rather than providing educational content that questions preconceived 
ideas about beauty standards or success, encouraging a more multifaceted and 
complex understanding of human identity, the text reinforces societal hierarchies 
and marginalizes those who fall outside normative expectations. It is therefore es-
sential that moving forward these educational materials are revised so they ensure 
that students are exposed to a more inclusive and nuanced perspective on individ-
ual worth.  
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Figure 6 image accompanying text on creative people 
(Psychology 12: 79)

The manifestation of discrimination against individuals from the LGBTQI+ commu-
nity, as reflected in the collected data, takes three primary forms in the analyzed 
textbooks: explicit bias, implicit prejudice, and exclusion through omission. The 
first sense consists of overt manifestations of exclusion, in which any mention of 
the community contains conspicuously derogatory language. Numerous offensive 
formulations appeared throughout the textbooks deprecating same-sex orientation 
or gender identifications. As in the examples shown in section 4.1.1 above, descrip-
tions pertaining to gender identity and sexual orientation are notably explicit in 
expressing deprecatory sentiment. The following paragraph of the eleventh-grade 
sociology textbook is an illuminative example: 

The representation of the LGBTQI+ community4.3.4



Një qenie e socializuar në mënyre korrekte, ne fillim të shek XXI jo vetëm që do të 
dijë që ekzistojnë dy sekse, që me të vërtetë nuk mund t’i ndërrosh (përjashto ndë-
rhyrjet moderne mjekësore lidhur me ndryshimet e mundshme të organeve sek-
suale) dhe, rjedhimisht edhe dy lloje rolesh gjinore që klasifikohen sipas seksit, por 
duhet të dijë që ekzistojnë edhe orientime të tjera seksuale, të kundërta me seksin 
natyror, siç janë homoseksualiteti dhe biseksualiteti (Sociologji 11:123).  

What is particularly interesting about this paragraph is the maintenance of binary 
classifications based on biology as the key determinant of both gender identities 
and sexual orientation, while simultaneously acknowledging the existence of dif-
ferent sexual preferences as “contrary to natural sex.” The wording used in this 
paragraph implies that only two gender roles exist, which are inextricably linked to 
one’s sex regardless of “modern medical interventions related to possible chang-
es in sexual organs.” In this way, the text challenges overtly the validity of sexual 
reassignment and non-binary identities, thereby opposing more inclusive views 
of gender identity and sexual orientations as fluid and diverse conceptualizations. 
Another example depicting the same kind of problematic wording can be found in 
the following paragraph:

Çdo gjë do të ishte mire nëse identifikimi i identitetit gjinor të ishte kaq i thjeshte 
[...] ku njeriu thjesht e kuptonte se ishte mashkull apo femër dhe sillej në mënyren 
e duhur siç kërkonte familja dhe shoqëria (Sociologji 11: 122).

The text is explicit in its subjective assertion that “everything would be fine” if in-
dividuals would accept their gender as either male or female and conform to what 
is presented as “proper behavior” as expected by family and society. This mindset 
reduces the vast spectrum of gender expressions to an “inconvenience” and dis-
ruption in an otherwise orderly society.  Other text framed as explicit discrimination 
vis-à-vis the LGBTQI+ community is cataloged in the data corpus in the Appendix 
1. 

More implicit bias vis-à-vis the LGBTQI+ community is also evidenced across the 
textbooks. This kind of prejudice is often carried out in less overt forms, and is of-
ten the result of internalized social norms and conceptions.   An example can be 
found in the eleventh-grade sociology textbook, which states that “Kohët e fundit 
këto çifte kërkojnë që, në mënyrë legale, të adaptojnë fëmijë për të formuar famil-
je “të vërtetë” (Sociologji 11: 113).   By putting the term real (Albanian: vërtetë) in 

English translation: “A correctly socialized being at the beginning of the 21st century will not only know that 
there are two sexes, which truly cannot be changed (except for modern medical interventions related to possible 
changes in sexual organs) and, consequently, two types of gender roles classified according to sex, but must also 
know that there are other sexual orientations, contrary to natural sex, such as homosexuality and bisexuality” 
(Sociology 11: 123)

English translation: Everything would be fine if gender identity were as simple as [...] where a person simply 
understood that they were male or female and behaved accordingly as required by the family and society.” (So-
ciology 11: 122)

American Psychology Association (APA, 2024), implicit bias.

English translation:  “Recently, these couples have been seeking, in a legal way, to adopt children in order to form 
a ‘real’ family.”
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quotation marks it suggests skepticism against same-sex families by implying that  
family structure is not legitimate. This form of bias reinforces the idea that only fam-
ilies formed by heterosexual couples are valid, dismissing the diversity of the family 
structure. The example shown regarding the debate on Parent 1 and 2 mirrors the 
same kind of discriminatory discourse.  

The third form of discrimination manifests through the complete omission of any 
reference to LGBTQI+ communities. In contexts where it would be appropriate to 
discuss sexual orientation, such as in the biology textbooks for grades 10, 11, and 
12, either no mention is made (biology 10 and 11), or there is only a brief, superficial 
acknowledgment of the existence of different sexual orientations (biology 12). To 
put in perspective, this is often contrasted with lengthy heteronormative descrip-
tions and explanations on adolescent behavior, and sexual development in relation 
to the opposite sex. By omitting the discussions on diverse sexual orientations, the 
textbooks fail to provide an inclusive educational platform in which LGBTQI+ iden-
tities are recognized.

Bias and discriminations against the LGBTQI+ community 

The pervasive forms of bias and discrimination towards the LGBTQI+ community 
evidenced in the textbooks must be urgently addressed, and replaced with content 
that presents respectful, and comprehensive representations of all identities. This 
revision should not only address the removal of harmful language but also include 
positive and empowering discussions around gender and sexual diversity. 

Albanian national identity vis-à-vis the Other in history textbooks 

In resonance with other studies, which have analyzed the reproduction of national 
identity through the binary lens of we versus them (hereafter: the ethnic Other), 
the analysis of the respective textbooks in the discipline of history similarly reveals 
a tendency to other ethnic, racial, and religious identities. Throughout the history 
textbooks,    An Albanian-centric vision of national history is presented which pri-
oritizes the role of the Albanians in history and positions them in an opposite posi-
tion vis-à-vis the offending Other during different phases of Kosovo’s socio-polit-
ical trajectory. In this construction, the historical Other is linguistically defined as 
the “enemy” (Albanian: “armiku”), the aggressor or the or the occupier (Albanian: 
pushtuesi or “sunduesi”), specifically in relation to the Ottoman Turks, the Serbs, 
and during World War II, the Italians, and the Germans. The framing mirrors a clear 
division maintained in the history textbooks between the Albanian national identity 
and those external forces that have threatened its existence.  
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The othering of ethnic identities 
and the portrayal of race  

4.3.5

History 10, 11, 12 and 13.
See History 12: 32 and the narrative about the Albanian Rebellion against the Ottoman Turks, for example or 190 
on the activities of the Kosovo Liberation Army (KLA) during the decade of the 1990s.
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Another key issue with the history textbooks concerns the omission of certain con-
tested memories or conflicting perspectives in order to sustain a cohesive, yet over-
simplified vision of national identity. For example, while the twelfth-grade history 
textbook thoroughly explains the historical events in the Balkans during the World 
War II, it fails to critically engage in the contested narrative of Albanian collabora-
tion with the Germans through the SS division ‘Skenderbeg,’ which is discussed in 
several histories about Kosovo including Tim Judah (2001), Raymond Detrez (1996, 
1999) and Noel Malcolm (1999). 

The representation of the Kosovo conflict and the events leading up to 
the war in the history textbooks 

The narrative structure in the history text on pages 190-193 (History 11) develops 
the different stages of the conflict in Kosovo in a manner that may be perceived as 
one-dimensional and misleading. It prioritizes the Kosovo Liberation Army (KLA) 
and its formation and actions as an early development in Kosovo’s historical tra-
jectory. The emphasis on a singular, heroic resistance of the Kosovo Liberation 
Army against the Serbian state is presented in the first phase of the conflict as 
“faza e pare: 1981-1990” (First phase: 1981-1990), which describes the “kristalizimi 
i organizimit dhe ndjenjës kombëtare” (English: the crystallization of the organiza-
tion and cultivation of national sentiment, p. 192), by developing a rather simplistic, 
and direct line between the Kosovo protests of 1981 and the formation of the KLA. 
This  forged linkage is not only factually incorrect, as the KLA did not exist in the 
1980s, and only surfaced in Kosovo in the mid 1990s (Detrez 1999, Judah 2008), it 
also aligns with a nationalist discourse that romanticizes warfare at the expense of 
acknowledging broader socio-political dynamics. Indeed, the focus of the text is on 
“four phases” of the war while zooming in exclusively on the perceived valor and 
sacrifices of the KLA fighters, specifically Adem Jashari, and other Albanian figures. 
The nationalist discourse is particularly evident in the following example, “UÇK-ja 
tregoi një trimëri të pashembullt dhe heroike kundër pushtuesit serb.”   (English: 
“The KLA demonstrated unparalleled and heroic bravery against the Serbian oc-
cupier.”). While recounting the Albanian struggle for liberation, the text minimizes 
the conflict to a dichotomous struggle between “victors” and “enemies,” thereby 
obscuring mutual victimization and more complex allegiances. This is particularly 
prominent on page 193 when the civilian casualty statistics are obscured in favor 
of mentioning statistics relating to just the losses suffered by KLA soldiers in the 
following sentence:

Me këtë marrëveshje përfundon edhe lufta në Kosovë e cila la pas pasoja të mëdha 
ashtu edhe me dëme materiale. Sipas statistikave, UÇK-ja pati rreth 1500 luftëtarë 
që ranë dëshmorë për lirinë e Kosovës dhe rreth 2000 të plagosur. (Histori 12: 192).

See History 12: 192.

English translation: “With this agreement, the war in Kosovo ends, which left behind significant consequences, 
including material damage. According to statistics, the KLA had around 1,500 fighters who fell as martyrs for the 
freedom of Kosovo and around 2,000 wounded.” (History 12: 192).
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The portrayal of KLA losses without explicit mention of similar statistics for civilian 
casualties, and other atrocities committed during the war maintains a skewed vi-
sion of war that denies the genuine human experience of war and the toll it takes 
on human lives. Indeed, the absence of civilian casualty statistics or any approx-
imation of human losses beyond KLA fighters creates a perception of selective 
mourning where the grief of one group is recognized and commemorated while the 
suffering of the other is obscured. Such a representation not only undermines the 
complexities of war, but also risks deepening ethnic divisions by reinforcing singu-
lar, and ethnocentric narratives. In a similar vein, NATO’s intervention, as phase 5 
in the textbook (p. 192), is positioned as a direct response, and continuation of KLA 
efforts. This framing of the conflict cements a linear and binary narrative that por-
trays the international involvement as the unequivocal endorsement of the KLA’s 
objectives rather than a response to broader humanitarian concerns. 

In short, a revision that presents a more nuanced historical account and considers 
the multiplicity of perspectives and experiences of interlinked suffering is neces-
sary to provide a more balanced understanding of the conflict’s legacy today. Fur-
thermore, any history textbook at this level of students’ academic trajectory should 
involve a critical examination of how such nationalist narratives may contribute to 
ongoing tensions rather than perpetuating one-sided accounts of history.

Visibility and representation of ethnic non-majority communities in 
Kosovo 

In addition to the us-them dichotomy, all the history textbooks overlook the histor-
ical presence of the other ethnic communities in Kosovo. Despite Kosovo’s stated 
multi-ethnic identity, the role of ethnic non-majority communities is relegated to a 
marginal position rather than addressed in any meaningful way.   The relationship 
with the ethnic Serbs, moreover, is presented strictly in conflict-ridden terms. For 
example, when discussing the position of the Albanians within former Yugoslavia, 
the textbooks omit any reference to Kosovo’s societal structures as multi-ethnic; 
there is no mention of its ethnically diverse composition in the past.    The same 
holds for how the Roma community’s long standing historical presence in Kosovo 
is obscured from mention. While described just once in sociology, i.e., textbook 
12 describes Kosovo’s “multi-ethnic society, “ including the Roma, Egyptian, and 
Ashkali communities (Sociology 12, see appendix), the history books fail to men-
tion their socio-political and cultural trajectory. This observation substantiated the 
interpretation of the textbooks as conveying a very ethnocentric Albanian perspec-
tive of Kosovo’s past, leaving little to no room for the critical development of a 
broader understanding of history among students which acknowledges the many 
facets and cultural factors that contribute to the shape of Kosovo society today. 
Generally, history textbooks omit the nuanced experiences and historical position 
of different ethnic non-majority communities living in Kosovo.  

They are mentioned in a very limited range of spheres, as for example the phrase where Kosovo’s present-day 
ethnic composition is discussed in the tenth grade sociology textbook on page 24. 

See section “Pozita e shqiptarëve në Jugosllavi. Përpjekjet për të drejtat kombëtare,” History 12: 181 - 189 
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Emerging from the collected data are numerous instances of discrimination where 
the respective authors’ voice is overly subjective, expressing personal opinions 
rather than objective analysis, or presenting factually incorrect information. A case 
demonstrating the former is the following text: “Përkunder bindjes se krijuar se 
njerëzit që merren me punë intelektuale jetojnë shkurt, historia njeh raste qe edhe 
ata të kenë jetuar mjaft gjatë.”   The problem of this sentence lies in the vague 
nature of the claim “created belief” (Albanian: bindjës së krijuar), falsely claiming 
that this idea is a general preconception in our society, which is not true. Another 
illustration of a factual error is the sentence, “Historia njeh raste ku disa njerëz kanë 
jetuar më tepër se 200 vjet (psh. Anglezi Tomas Korner ka jetuar me se 207 vjet).” 
This statement perpetuates a factual inaccuracy and myth which is not supported 
by credible sources, and could mislead students about discussions surrounding 
longevity. 

Finally, while sensu stricto not discriminatory, it is worth noting that the textbooks 
include non-contextualized content that lacks local relevance and fails to engage 
with the specific context of Kosovo. In the Biology textbook for twelfth grade, for 
instance, the authors fail to include any statistical data about Kosovo regarding the 
number of deaths because of lung cancer, or AIDS, (or other statistics whatsoev-
er) which they do for the USA.   Moreover, the data presented is often outdated, 

Race and orientalist stereotypes 

The portrayal of race across the textbooks often mirrors reductionist notions about 
racial identity, which are both outdated and overly simplistic. For example, the link 
made between the features of a person with Down Syndrome and those of the 
“Mongoloid race” is a form of racism that opposes modern scientific terminology. 
Other problematic formulations relate to stereotypical portrayals of other cultures, 
including the Japanese or the Masai (in Kenya) who are less likely to express their 
emotions compared to westerners and other population groups. 

Against this discussion, it is essential to revise the history textbooks, and other 
educational material to ensure they reflect an inclusive worldview and more up to 
date historical research that respects the heterogeneity of different races, cultures, 
and religions. 

Orientalism refers to the way in which the West has historically constructed the East in stereotypical terms from 
a perspective of Western superiority. For more, see Edward Said and Orientalism, accessed via Youtube (2024).

The reader can refer to these examples in the Psychology textbook of the eleventh grade on page 103.  
 English translation: “Despite the prevailing belief that people who engage in intellectual work live shorter lives, 
history knows cases where even they have lived quite long” (Biology 10: 233). 

English translation: “History knows cases where some people have lived for more than 200 years (e.g., the En-
glishman Thomas Korner lived for over 207 years) (Biology 10: 233). 

See biology 12: 202, 248, 333, 364. 
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referring to the 1990s and early 2000s. Although these errors do not link directly 
with discrimination, they create an indirect link by evoking at least two significant 
impressions in the mind of an engaged reader. The first is that they undermine the 
value of local identity and context by prioritizing foreign examples. Secondly, they 
implicitly reinforce the idea that some groups, people, or experiences are more 
relevant and important than others, contributing to a sense of inferiority and exclu-
sion.  

In addition to examining discriminatory language from a textual perspective in the 
textbooks, the study found that the imagery presented frequently reinforces exclu-
sionary, stereotypical, and biased notions of belonging. As demonstrated by the 
examples discussed in the report, textbook visuals can be appropriated to ampli-
fy either directly or through more covert techniques the discriminatory narratives 
portrayed – a poignant example is the image of the banana with the simple word 
“ndryshe” (English: different) featured in the description of how creative person-
alities are self-centered in society, according to the Psychology 12 course mate-
rial. This exclusionary and discriminatory language holds true with the depiction 
of Down Syndrome, as well, in the biology textbook discussed above, and in the 
gendered portrayals of girls, women and LGBTQI+ individuals. 

Notably, however, the images also lack representational diversity across racial, eth-
nic, and regional characteristics, as well as visible markers of disability and other 
distinctive traits. Indeed, rather than contextualizing images to reflect the diverse 
population of Kosovo and the broader region, the textbooks seem to rely on pre-ex-
isting visuals that predominantly feature individuals with Western European traits, 
thereby lacking local characteristics as well as failing to represent any kind of eth-
nic and cultural diversity. 

Text and image: reinforcing discriminatory 
narratives through visual representation

4.3.7
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5 Conclusion
This report presented a critical examination and discussion of the various manifes-
tations of discrimination found in the textbooks at the upper secondary education 
level in Kosovo (grades 10, 11 and 12). Through a thorough analysis of the textbooks, 
both in language and image, it has become evident that these textbooks still per-
petuate stereotypes, gender bias, ageism, and other forms of discrimination. The 
examples adopted in the report underscore the critical need for reframing language 
use in educational materials to not only reflect, but also help shape an inclusive 
worldview that aligns with contemporary human rights standards. The following 
few paragraphs encapsulate the main observations drawn from the analysis and 
academic report: 

The treatment of gender roles as discussed shows marked reliance on patri-
archal structures and norms with women consistently portrayed in subordi-
nate and domestic roles. Furthermore, binary representations of gender are 
reinforced, which constrain the possibilities for students to develop a more 
nuanced understanding of gender identity. Rather, the portrayals propel rig-
id and exclusionary perspectives that undermine progress towards gender 
equality. 
    
Ageism is another prevalent theme of the discriminatory language found in 
the textbooks. The representation of children, adolescents and older adults 
is often reductive and lacks complexity, which in turn fosters a limited view 
on individuals’ potential during various stages in life. Along with the por-
trayal of adolescent behavior in stereotypical terms, the textbooks neglect 
the diversity of individual experiences, potentially discouraging students 
from exploring nuances of age and aging. The representation of individuals 
based on physical appearance, intellectual ability and professional success 
is another area in need of reform. 

The analyzed data showed consistent inappropriate links between physical 
beauty and social worth, not only marginalizing those who do not conform 
to arbitrary norms of attractiveness but also reinforcing stifling the devel-
opment of critical thinking among students beyond superficial social hier-
archies.

Discrimination against the LGBTQI+ community is both overt and subtle 
within the textbooks. The analysis has demonstrated explicit and implicit 
bias and problematized the question of visibility and representation in the 
textbooks. Moreover, the continued pathologizing of non-heteronormative 
identities should be urgently addressed. 
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Finally, the representation of ethnic identities in Kosovo’s history textbooks 
has revealed an Albanian-centric narrative that falls short of adequately ad-
dressing the complex multi-ethnic history of the country. Additionally, the 
omission of significant events contributes to incomplete and biased under-
standings.

In addition to these specific forms of discrimination, the analysis has iden-
tified numerous other instances of inappropriate formulations, irrelevant 
links, and factual inaccuracies that while not directly discriminatory contrib-
ute to a wider culture of exclusion. 

Images of individuals are not diversified or inclusive, and present a clear 
lack of contextualization and visualization of citizens with various different 
ethnic and/or racial backgrounds, abilities and other physical characteris-
tics and attributes. 

Given these shortcomings in the textbook, we posit that the educational mate-
rial requires significant revision to reflect contemporary understandings of gen-
der, sexuality, race, age and ethnicity. More importantly, they should foster critical 
thinking and encourage students to question stereotypes and discriminatory prac-
tices rather than reinforcing them. By adopting more inclusive, accurate, and con-
textually relevant materials, meaningful steps can be taken towards the creation of 
an educational environment that values the diversity of all its students.

Based on the observations presented in the report, the following recommendations 
underscore the responsibility of different stakeholders in the revision of the school 
textbooks, and the creation of an educational atmosphere free from discrimination. 
In what follows, we suggest systemic changes, targeted trainings, and collabora-
tive initiatives between the Ministry of Education, teachers, and parents: 

6 Recommendations



For the Ministry of Education, Science, 
Technology, and Innovation (MESTI)

The MESTI must prioritize a systematic overhaul of textbooks to ensure they 
align with human rights frameworks, gender equity, and inclusive content. 
This revision should eliminate sexist, ageist, homophobic and ethnocentric 
language, replacing them with inclusive narratives;

The MESTI  should introduce a review cycle for textbooks to ensure their 
continued relevance, with updates every 3 to 5 years to maintain alignment 
with international human rights standards;

The MESTI should mandate that educational content reflect Kosovo’s social 
and cultural landscape, and should avoid overreliance on foreign examples 
or outdated data;

The MESTI should develop an annual training program for textbook authors, 
publishers, and educators focusing on promoting inclusivity, gender sensi-
tivity, and bias elimination in educational content;

Training must also be extended to the textbook approval committee to equip 
them with contemporary understandings of gender, ethnicity, and disability 
issues. 

The MESTI should establish a more transparent dual review system for 
textbooks, wherein external experts from academia, civil society, and in-
ternational organizations are involved in the approval process. A transpar-
ent feedback loop, where teachers, students, and parents can provide their 
evaluations of textbooks, should also be established;

The MESTI should Implement a pilot program for new or revised textbooks 
in select schools in order to gather detailed feedback from both teachers 
and students on the appropriateness of content, as well as any cultural or 
linguistic sensitivities that need further revision before final approval;

The MESTI should report annually to the Kosovo Parliament on the effective-
ness of the textbooks, including any challenges in revision, the incorpora-
tion of inclusive narratives, and recommendations for further improvement. 
izing of non-heteronormative identities should be urgently addressed. 
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For the schools and the teachers

For Parents

Schools and teachers must actively engage with students to challenge any 
discriminatory language or content in existing textbooks; 

Schools should develop internal teacher training programs on inclusive 
pedagogical practices to help teachers foster critical reflection on gender 
roles, ethnicity, race, and disability in the classroom; 

Schools and teachers should work closely with the Ministry, providing valu-
able insights into how textbooks are received in classrooms, and how they 
can be improved;

Schools and teachers should establish monitoring systems to evaluate how 
textbooks affect learning outcomes and whether they foster inclusivity and 
critical thinking.

Parents should participate in textbook reviews through established par-
ent-teacher associations (PTAs) or civil society groups;

Parents should promote the discussion of topics in the home such as gen-
der roles, ethnic diversity, and inclusion by creating a safe environment that 
reinforces positive attitudes;

Parents should advocate for the representation of diverse ethnic communi-
ties in Kosovo, 
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List of formulations with discriminatory language8.2
Albanian version8.2.1
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English translation8.3.2
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