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Abstract

The principal's pedagogical vision, goals, and leadership
practices influence the way that diversity and inclusive school
culture are reflected on the school level (Hajisoteriou &
Angelides, 2013; Keung & Rockinson-Szapkiw, 2013;
McGlynn, 2008). Since achieving inclusive school culture is a
complex process, principals must be suitably trained (Davila,
2009; Young, et al., 2010). In order to develop a professional
development programme for principals in Croatia and the
Republic of North Macedonia, where such professional
development activities are scarce, the EU KA3 project HEAD:
Empowering School Principals for Inclusive School Culture
addresses these topics. The present report thus provides the
basis for the development of the said professional
development programme and outlines what is needed for the
professional development of primary and secondary school
principals in this respect.

The current needs study included 273 principals (187 from the
Republic of North Macedonia and 86 from Croatia). A newly
developed questionnaire was used to gather the data on four
sets of topics: (1) demographics, (2) previous professional
development activity of principals in the area of an inclusive
school culture, (3) professional development characteristics
with the greatest positive impact on principals’ school
leadership practices over the last 12 months, and (4)
principals’ professional development needs in the area of
inclusive school culture (based on the Inclusion Index; Booth
& Ainscow, 2002). Statistical analyses (reliability tests,
descriptive statistics, t-tests) were performed with the IBM
SPSS Statistics 26 program.

The results showed no statistically significant differences in
the principals’ overall needs for professional development in
the area of creating an inclusive school culture between the
two countries, nor by educational level, meaning that
principals from each country can undergo the same
professional development programme. More specifically,
principals reported a strong need for professional
development in the areas of supporting collaboration with
other stakeholders connected to the school, preparing school
staff to respond to the students’ diversity, supporting parents'
active participation of in school life and ensuring an inclusive
student learning experience, namely, areas upon which the
newly developed professional development programme should
focus.

Keywords: inclusive school culture, principals, professional
development needs, Croatia, Republic of North Macedonia
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INTRODUCTION

Inclusion in educational contexts usually
means the inclusion of students with
disabilities into regular classrooms (van
Kraayenoord, 2007), yet in practice most
schools today confront broader aspects of
inclusion. Schools nowadays experience
growing diversity, not only with students
with disabilities but also students from
diverse cultural, linguistic, socio-economic
and other different backgrounds (Gollnick
& Chinn, 2002). Different students’
disabilities, greater migration, diversity
and a multicultural environment thus spell
new challenges and opportunities for
schools that strongly impact the work of
teachers and, above all, of principals
(Billot, Goddard, & Cranston, 2007).

Educational reform discourse over the last
20 years has argued that schools, teachers

and especially principals must Dbe
responsive to the diversity found in school
and wider communities (Day et al., 2003).
The principals’ role is crucial since the
principal's values and conceptualisation of
multiculturalism have been shown to shape
the school’s philosophy, needs and
priorities, and indirectly the school culture
(Adalbjarnardottir & Runarsdottir, 2006;
Angelides, 2012). Research also shows the
principal's pedagogical vision, goals, and
ways of leadership influence the way the
awareness of diversity is reflected on the
school level (Hajisoteriou & Angelides,
2013; Keung & Rockinson-Szapkiw, 2013;
McGlynn, 2008). Further, a key school
leadership task within diverse educational
settings for achieving social justice within
the school is to create an inclusive school
culture (Delpit, 1995; Foster, 1989), which
can be supported by better preparing
principals to employ inclusive and anti-
discriminatory practices and strategies,
develop school values that promote
inclusion and multiculturalism, promote
collaboration among stakeholders and urge
teachers to do the same (Davila, 2009;
Young, et al., 2010).
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We aim to address these topics in the EU
KA3 project HEAD: Empowering School
Principals for an Inclusive School Culture,
whose main objective is to develop a
programme for the professional
development of primary and secondary
school principals in Croatia and the
Republic of North Macedonia with a view to
developing their capacities in establishing
an inclusive school culture by creating
inclusive school policies and practices
through participatory decision-making
(NEPC, 2020). Even though the two
countries have some sort of training
programme[l] for their principals, the
programmes focus more on the legal and
administrative aspects of the principals’
work and do not include topics like an
inclusive school culture, diversity, or
social justice (MZO, 2020; NEPC, 2020).
Moreover, in both countries professional
development activities for principals are
lacking in the area of providing support for
students from  migrant backgrounds
(European  Commission/EACEA/Eurydice,
2019) or on topics like an inclusive
education, diversity, or social justice.
Especially in the Republic of North
Macedonia, professional development for
principals is rare or unavailable (NEPC,
2020).

[1] In Croatia, the Croatian Education and
Teacher Training Agency implements a few
one-day trainings for school principals,
although no licensing procedure is in
place. On the other hand, in Northern
Macedonia candidates for school principal
positions must complete a six-module
training programme and pass a final
examination. However, candidates do not
need to posses a pedagogical background
and the licensing is conducted by the
national testing centre (NEPC, 2020).

The first  step in  preparing as
comprehensive and targeted a professional
development programme as possible was to
identify the principals’ actual professional
development needs in the field of an
inclusive school culture in the two
countries. To this end, a study to help
identify principals’ needs for professional
development in the field of an inclusive
school culture in the mentioned countries
was implemented. The study’s main
objective was to explore what primary and
secondary school principals need in this
field and hence to provide a platform for
the further development of professional
development programmes that support
these specific needs.

The report first provides the theoretical
framework for the professional
development needs study, namely, the
definitions of inclusive education and an
inclusive school culture relied on in the
project, and how school leadership is
connected to these concepts. The second
part of the report describes the study
design in detail - specifically, the
objectives of the study, research questions
and methods used (participants,
instruments, procedure, data analysis). The
results of the PD study are presented in the
report's third part. At the end, conclusions
and recommendations are set out with
respect to further development of the
programme based on the principals’
identified needs and the annexes
(questionnaires).

[1] In Croatia, the Croatian Education and Teacher Training Agency implements a few one-day trainings for
school principals, although no licensing procedure is in place. On the other hand, in Northern Macedonia
candidates for school principal positions must complete a six-module training programme and pass a final
examination. However, candidates do not need to posses a pedagogical background and the licensing is

conducted by the national testing centre (NEPC, 2020).
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2. THEORETICAL
FRAMEWORK

2.1 Inclusive education and an
inclusive school culture

Booth (2005) claims that inclusion is a
philosophy that stresses the value of
maximising the participation of all in both
society and education by minimising
exclusion and discrimination in their
practices. Yet, the word inclusion does not
have a single, agreed definition nor
practices addressing it because what it
means can vary across cultures and
education systems (Dyson, 1999). As noted
in the introduction to this report, in its
traditional meaning inclusion generally
refers to the inclusion of students with
disabilities in the mainstream educational
process, but it can also hold a broader
meaning that acknowledges the diversity of

students and their individual
developmental, cultural and personal
differences as well as schools’ capacity to
ensure that students’ needs arising from
such differences are met (van Kraayenoord,
2007).

Due to the inclusion of children with
special needs (Eurydice, 2018a, 2018b),
several minority students, students from
various ethnic groups (Eurydice, 2020a,
2020b) and a moderate number of migrant
children in educational settings in both
Croatia and North Macedonia (UNHCR,
2019, 2020), the term inclusion used by the
HEAD project is not limited simply to
children with special needs but
encompasses all students regardless of
ethnicity, language, (dis)ability, socio-
economic status, gender and/or any other
student characteristics that could be
perceived as different. The definition of
inclusive education used for the purposes
of the study is thus that promoted by
UNESCO (2005, 13-15):
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Inclusive education is seen
as a process of addressing
and responding to the
diversity of needs of all
learners through increasing
participation in learning,
cultures and communities,
and reducing exclusion
from education and from
within education.

Three interconnected dimensions of school
improvement must be considered to
develop and promote inclusion in the
school context: producing inclusive
policies, developing inclusive practices,
and creating inclusive cultures where the
latter in fact gives the basis for the
promotion of inclusion (Booth & Ainscow,
2002). In other words, the level of
inclusion in the school culture, which is
connected to shared values and
collaborative culture, can support or
undermine the development of two more
dimensions: the development of inclusive
teaching and learning practices, and
inclusive policies (Macpherson 1999, as
cited in Booth & Ainscow, 2002). Many
researchers (Delpit, 1995; Dyson et al.,
2002; Dyson et al., 2004; Foster, 1995)
confirm this premise by arguing that the
promotion of inclusion in schools is
strongly supported by schools’ inclusive
school culture, characterised by several
elements of shared values like a consensus
on the school’s respect of diversity,
commitment to offer students equal
opportunities, leaders who  support
inclusive values, and levels of collaborative
culture, such as a high level of staff
collaboration, cooperative problem-
solving, and a leadership style that
encourages participation.

Taking all of this into account while also
bearing the projects’ goals in mind, an
inclusive school culture is defined as an
environment in which (Booth & Ainscow,
2002):

1. all students and staff are valued equally;

2. students participate in and are not
excluded from school cultures,
communities, and the development of
curricula;

3. the cultures, policies and practices in
schools are restructured to ensure they
respond to the diversity of the students in
the local area;

4. the barriers to learning and
participation for all students are reduced;
the difference between students is seen as
requiring resources to support learning
rather than as problems to overcome;

5. the role of schools in building the local
community and developing related values
along with increasing a sense of
achievement is emphasised;

6. learning arises from attempts to
overcome barriers to student participation
in efforts to change students’ well-being at
schools;

7. the school is improving by both staff and
students;

8. the school and communities foster
mutually sustainable relationships; and

9. inclusion in education is recognised as
one aspect of inclusion in society.
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2.2 School leadership for creating
an inclusive school culture

For school leaders to be successful in
diverse environments and promote
inclusion, they must focus on the students’
achievement overall alongside their needs
as individuals (Leithwood & Riehl, 2003;
Mulford, 2008). The principal’s role holds
second place among all school-related
factors (classroom instruction in first
place), which contribute to learning in
school (Bartoletti & Connelly, 2013). In
addition, the principal’s pedagogical
vision, goals, and leadership practices
influence how interculturality is reflected
on the school level (Keung & Rockinson-
Szapkiw, 2013). Moreover, the role of
school leadership is believed to be critical
when the process of inclusion is being
strengthened in the school culture,
regardless of the level of inclusion already
in place at the school (Kugelmass &
Ainscow, 2003; Leo & Barton, 2006; Lipsky
& Gartner, 1998). Riehl (2009) thus
identifies three crucial aspects of
successful leadership in a diverse
environment:

1. the development of new understandings
of diversity;

2. the promotion of inclusive pedagogical
practices within the school by providing
support for change, enabling and also
initiating it by supporting inclusive
learning and teaching and moulding an
inclusive school culture; and

3. building good relations and connections
between the school and the community.

School leaders can influence teacher
engagement and commitment, the
organisational culture and effectiveness

through their leadership practices (Geijsel
et al., 2001; Leithwood & Jantzi, 2008;
Thoonen et al., 2011). They can also
directly affect teachers’ professional
learning, collaboration among teachers,
and teacher participation in decision-
making and can indirectly affect teachers’
sense of well-being and the quality of their
instructional practices (Thoonen et al.,
2011). It is also believed that students will
be more successful in environments in
which their teachers feel supported and
actively engaged in learning (Johnston &
Hayes, 2007). To sum up, school leaders
can influence teachers’ beliefs, attitudes
and practices, which are all important
elements of an inclusive school culture
(Ainscow, 2005) that supports the
students’ diversity.

Several researchers have described the
practices, attitudes and beliefs of a school
leader who is successful in creating an
inclusive school culture. School leaders
achieve an inclusive school culture when
they:

e adopt a strategy of personalisation and
treat each student as an individual and
not as a representative of a certain
social group (Katz, 1999; Winfield,
Johnson, & Manning, 1993);

e respect the knowledge held by different
students’ cultures that they bring with
them to school, are willing to learn
about these cultures and, at the same
time, encourage teachers to learn about
them (Katz, 1999);

e accept interethnic conflicts if they
occur and see them as an opportunity
for a positive change (Miron, 1997);

e create a safe school environment that
assures a high level of cooperation
between students, teachers and parents
(Katz, 1999);
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e hold high expectations for all students
(Baptiste, 1999);

e focus on the academic achievement of
all students and provide them with
appropriate support (Cuban, 1989; Katz,
1999);

* redesign school structures to ensure
equal and effective access to learning
and teaching for all (Blase et al., 1995);

e encourage teachers to question their
own pedagogical practices, especially
with respect to stereotypes (Parker &
Shapiro, 1993; Reed, 1978);

e try to establish a relationship with
parents (meet them at home or work,
obtain an interpreter if necessary) and
help parents develop competencies in
areas where needed (Katz, 1999; Parker
& Shapiro, 1993);

e play an active role in drawing attention
to various forms of discrimination or
inequality (Katz, 1999); and

e create an environment that encourages
the critique and deconstruction of rules
and relationships that place certain
groups in an unequal position (Keyes,
Hanley-Maxwell, & Capper, 1999).

In summary, while attempting to create an
inclusive school culture school principals
must concentrate on creating agreement
over the inclusive values and practices on
the school level and lead the way. As
revealed, creating an inclusive school
culture is a complex process, leading Dyson
et al. (2002) to suggest that school leaders
should be selected and suitably trained,
especially in the areas of creating common
inclusive values and participatory
leadership, namely, that which is intended
by the HEAD programme.

2.3 The current study
2.3.1 Objectives of the study

Several researchers (Cordingley et al.,
2015; Knowles, 1973; Knowles et al., 1998;

NSDC, 1995) suggest that to ensure
effective professional development tailored
to adult learners their experiences and
needs should be closely connected and
related to the context in which the
participants work. Even though Croatia and
the Republic of North Macedonia are
becoming ever more diverse societies, the
professional development for principals
does not include topics like creating an
inclusive school culture, diversity or social
justice, concerning which principals have a
large impact on (MZO, 2020; Sola =za
ravnatelje, 2020), that are the key to
creating an inclusive school environment.
Accordingly, the objective of this study is
to research Croatian and Macedonian
principals’ experiences and needs in the
field of creating an inclusive school culture
and to thereby provide a platform for the
further development of professional
development programmes that support
principals in this respect.

2.3.2 Research questions

Our main research questions developed
according to the objective of this study
were:

-Have principals already been included in
professional development activities for
creating an inclusive school culture? If so,
in which types of activities?

-Which professional development activities
have had the greatest impact on principals’
school leadership practices?

-What are the specific professional
development needs of principals in terms
of creating an inclusive school culture?
-Are there differences in principals’
professional development needs in terms of
creating an inclusive school culture
between Croatia and the Republic of
Macedonia?

-Are there differences between levels of
education in principals’ professional
development needs in terms of creating an
inclusive school culture?
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3.METHODOLOGY

3.1 Participants

A convenience sample consisted of 273
principals, of whom 187 were from the
Republic of North Macedonia (51% female)
and 86 from Croatia (74% female). Among
principals included in the study from North
Macedonia, 14% answered the
questionnaire in the Albanian language
while 86% answered it in Macedonian.

3.2 The instrument

The newly developed questionnaire was
divided into four different sections:

1) Demographics:
This part of the questionnaire included

demographic questions on a principal’s
gender, educational background, and work

experience in years. This part of the
questionnaire also included questions on
the size of the school (numbers of teachers,
students, support staff) and the type of
school (primary or secondary).

2) Previous professional development
activity of the principals included in the
study with respect to an inclusive school
culture

This part of the questionnaire contained
two questions from the teacher and
principal TALIS 2018 questionnaires on
professional development activity (OECD,
2018a, 2018b), which were slightly adapted
to cover the area of an inclusive school
culture. Namely, the first question was a
yes/no question concerning whether the
principals had participated in professional
development in terms of creating an
inclusive school culture over the last 5
years. The second was a multiple-choice
question focusing on which types of
professional development they had taken
part in.

3) Professional development characteristics
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with the greatest positive impact on the
principal’s school leadership over the
previous 12 months

The question was also taken from the
TALIS 2018 questionnaires (OECD, 2018a,
2018b) and adapted to our current study.
This question was composed of 9 items and
was again a yes/no question enquiring into
which characteristics of the professional
development activity had exerted the
biggest positive impact on their leadership
during the previous 12 months. Cronbach’s
alpha for the question on professional
development characteristics is 0.69 for the
Croatian data set and 0.76 for the
Macedonian one, which indicate acceptable
levels of internal consistency.

4) Principals’ professional development
needs in the area of an inclusive school
culture

This part of the questionnaire was content-
wise based on the Index of Inclusion
(Booth & Ainscow, 2002) and adapted to
the  project’s specific needs (like
adaptation to regional contexts, adaptation
to screening the needs instead of screening
the current state etc.).

Since the definition of an inclusive school
culture used in our project builds on three
interconnected dimensions of school
improvement: producing inclusive policies,
developing inclusive  practices, and
creating inclusive cultures (Macpherson in
Booth & Ainscow, 2002), the newly
developed questionnaire covered a
respondent principal’s needs for
professional development in the following
areas (1) creating an inclusive culture
(building a community, establishing
inclusive values); (2) producing inclusive
policies (developing the school for all,
organising the support for diversity); and
(3) developing inclusive practices
(orchestrating learning, mobilising
resources) (Booth & Ainscow, 2002).

Alongside the above-mentioned areas, the
questionnaire on principal’s needs covered
more general personal needs of principals
in terms of general knowledge and
understanding of an inclusive school
culture and raising awareness of beliefs
and practices that promote or hinder
inclusion.

The participants were asked to assess the
extent to which they currently need
professional development by answering 18
items concerning the above-mentioned
areas on a four-point Likert scale (1 = no
need at all; 2 = low level of need; 3 =
moderate level of need; 4 = high level of
need). Cronbach’s alpha for this scale is
0.92 for the Croatian data set and 0.95 for
the Macedonian one, which indicates a
high level of internal consistency.

3.3 Procedure

The study forms part of the HEAD:
Empowering School Principals for Inclusive
School  Culture project. After the
questionnaire was developed in English,
partners from Croatia and the Republic of
Macedonia made translations of it into
their respective languages. Since Albanian
is also an official language in North
Macedonia (Law on the Use of Languages,
2018), the instrument was also translated
into Albanian. An email invitation
containing a link to the questionnaire on
principals’ needs was sent to principals
whose contact emails were found in the
implementing partners’ databases. The
online questionnaire was available from
the start of March 2020 to the start of April
2020.

3.4 Data analysis
Reliability tests, descriptive statistics, and

t-tests were calculated with IBM SPSS
Statistics 26.

PAGE | 13



4. RESULTS

In this chapter, we first present additional
sample characteristics (principals’
professional and school background and
schools’ characteristics), followed by the
previous professional development activity
of the principals included in the study in
relation to an inclusive school culture and
the recognised characteristics of their
previous professional development
activities recognised as having had a
positive impact on their leadership
practices. We conclude the chapter by
presenting the principals’ professional
development needs in the area of an
inclusive school culture.

The primary purpose of this study is to
determine what is needed for professional
development in the area of an inclusive
school culture in different (primary and
secondary) school settings in both
countries with a view to creating a needs-
based programme to address them.

We therefore looked for

statistically
significant differences between the needs
reported in each country and between their
different school settings.

The results of the analysis show there are
no statistically significant differences
(t(206) = -1.42, p = .158, g = .02) between
the principals’ reported need for
professional development in this respect in
Croatia (M = 3.04, SD = 0.47) and the
Republic of North Macedonia (M = 3.14, SD =
0.60). Nevertheless, to meet project
requirements, we report the results
separately for Croatia and the Republic of
Macedonia. The results also reveal there are
no statistically significant differences in the
principals’ reported need for professional
development between primary school and
secondary school principals in both Croatia
(t(84) = 0.67, p = .502, g = .02; M = 3.06, SD
= 0.48 and M = 2.96, SD = 0.38, for primary
and secondary schools, respectively) and in
the Republic of North Macedonia (t(184) =
0.10, p = .918, g < .001; M = 3.14, SD = 0.60
and M = 3.13, SD = 0.61, for primary and
secondary  schools, respectively). We
present the results for the principals from
the primary and secondary schools together
for each country.
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4.1 Additional study sample characteristics: principals’ professional and
school background

We asked the principals about their professional background and certain characteristics of
their school (educational level of their school, school size based on numbers of students,
teachers, and support staff). The questions aimed to gain an insight into what kind of
environment the principals work in and their pre-service education background.

The majority of the principals from Croatia hold a degree in the social sciences (Figure 1)
as opposed to the sample from the Republic of Macedonia (Figure 2) where over half the

sample has another educational background.

= Social sciences = Natural sciences = Other m Social sciences = Natural sciences = Other
Figure 1: Educational background Figure 2: Educational background of the
of the principals from Croatia (%) principals from North Macedonia (%)

In Croatia, the majority of principals (4/5) answering the questionnaire (Figure 3) were
from primary schools, while the share of principals coming from secondary schools was
considerably smaller (1/5). Likewise, Figure 4 shows the majority (3/5) of Macedonian
principals included in the survey work at a primary school, whereas 2 out of 5 of them work
at a secondary school.

9o

= Primary school = Secondary school = Primary school = Secondary school
Figure 3: Share of principals from Croatia Figure 4: Share of principals from the Republic
included in the study by school type of North Macedonia included in the study by

school type
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Figure 5 shows that the sample of principals from Croatia possess greater education-based
work experience, in both total years of working at the school and in the specific role of
principal, compared to the principals from North Macedonia.

Average work experience in a school setting

30,00

25,20
25,00
21,12

20,00

15,00

Years

72
10,00 9,26 9,24

5,00 3,78 3,31

0,00
in a school as a principal in total ~ as a prineipal at this school

m Croatia Rebublic of North Macedonia

Figure 5: Average work experience of the principals from Croatia and the Republic of North
Macedonia in different roles connected to an educational setting

Table 1 shows the characteristics of the Croatian and North Macedonian schools at which the
principals included in the survey work.

As may be seen, the principals are employed at very different schools. In Croatia, the
majority of schools in the sample has between 101 and 500 students (72%). Moreover, the
majority of schools has up to 60 teachers (79%), up to 10 members of support staff (73%) and
1 or 2 assistants (50%), while 1 out of 5 them do not have any. In the Republic of North
Macedonia, most schools in the sample have between 101 and 1,000 students (75%). Further,
the majority of schools has up to 75 teachers (78%), up to 5 members of support staff (81%),
but no other assistants.

We were also interested in the principals’ previous professional development activities,
specifically in terms of creating an inclusive school culture and, with a view to facilitating
the further development of the programme, asked them which characteristics of their
professional development activities had exerted the biggest impact on their school
leadership practices. Most (91%) of the principals included in the survey in Croatia had
taken part in several professional development activities (M = 2.16, SD = 1.0) connected to
an inclusive school culture in the preceding 5 years. In contrast, a little over two-thirds
(68%) of the principals in Macedonia had taken part in more than one type of professional
development activity (M = 1.59, SD = 0.86) associated with an inclusive school culture over
the previous 5 years.
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Table 1: Characteristics of the schools in each sample

Croatian schools

Schools in North

Macedonia’

Number of students %

100 students or less 5 9
101-300 students 42 19
301-500 students 30 18
501-1,000 students 21 38
more than 1,000 students 2 16
Number of teachers %

25 teachers or less 19 10
2650 teachers 60 37
51-75 teachers 15 31
76—100 teachers 5 9
more than 100 teachers 1 13
Number of support staff %

5 members of support staff or less 21 81
6—10 members of support staff 52 10
11-20 members of support staff 19 3
more than 20 members of support staff 8 6
Number of assistants %

no assistants 22 n.a.
1 or 2 assistants 28 n.a.
3 or 4 assistants 22 n.a.
5 or 6 assistants 12 n.a.
more than 6 assistants 16 n.a.

Note: n.a. = not applicable
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4.2 Previous professional development activity of the principals
included in the study in terms of an inclusive school culture

In this part, we present the principals’ previous experiences with professional development
activities focused on an inclusive school culture.

Figure 6 shows the majority of principals from Croatia reported they had taken part in two
types of professional development activities addressing an inclusive school culture topic:
in-house training and external training, as organised by the state agency. Further, only
one-sixth of the principals had participated in external training within a project on
inclusive education and even fewer had participated in an academic course or other
professional development activity.

Type of professional development

i honse i | 7325
External training organized by state agency [N 638.60
On-line course _ 39.53

External training within project on inclusive education - 16,28

Academic course [N 10.47

Other [l .14

0.00 20,00 40,00 60.00 80,00 100,00
%

Figure 6: Type of professional development connected to an inclusive school
culture the principals from Croatia had taken part in over the previous 5 years

Similarly, Figure 7 shows in-house training was also the most attended type of professional
development activity the principals from North Macedonia had participated in. Moreover,
the share of principals participating in this activity is shown to be smaller than in Croatia,
and higher participation in other types of activities is visible. For example, over one-third
reported they had taken part in external training within a project (including those
organised by a state agency), whereas this type was not so common among the principals
from Croatia. While on-line courses were quite a well-represented activity in Croatia, only
one-fifth had participated in one in this sample. An academic course on this topic was the
least attended type of professional development in the last 5 years in the sample of
principals from the Republic of North Macedonia.
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Type of professional development

In-house training - [N 56.32

External training within project on inclusive education [N 35.79
External training organized by state agency [N 34.21
On-line course [N 19.47

other [l 7.89

Academic course [JJ] 5,26

0,00 20,00 40,00 60,00 80,00 100,00
%

Figure 7: Type of professional development connected to an inclusive school culture
the principals from the Republic of North Macedonia had taken part in over the
previous 5 years

4.3 Professional development characteristics with the greatest positive
impact on the principals’ school leadership over the last 12 months

Figure 8 shows that almost all of the principals from Croatia reported that the professional
development activity with the biggest positive impact on their school leadership was
building on their prior knowledge. The majority of principals reported that professional
development activity which gave them opportunities to practise new ideas also had a
significant positive impact on their school leadership.

In addition, it was important that activities were based on active and collaborative
learning, and that the professional development had a coherent structure. On the other
hand, only one-sixth of the principals reported that professional development activities
that had taken place over an extended period had a significant positive impact on their
school leadership.

PAGE | 19



Characteristics of PD with a positve impact

PD built on prior knowledze [N 95,29
PD provided opportunities to practise new ideas |GG 20,23
PD provided opportunities for active learning  [INEGNGGNGNNNNN 69,77

PD provided opportunities for collaborative learning [N 67,44

PD had a coherent structure [N 66,28
PD adapted to my personal development needs [INNNEGTN 58,14
PD provided follow-up activities [[INEGEN 48,24
PD took place at my school [N 37.65
Other [NENNNNN 21,05

PD took place over an extended period of time [ 15,29

0,00 20,00 40,00 60,00 80,00 100,00 120,00
Yo

Figure 8: Characteristics of the professional development activity with the greatest
positive impact on the principals’ school leadership over the previous 12 months
(Croatia)

Figure 9 shows the majority of principals from North Macedonia reported that the
professional development activities with the biggest positive impact on their school
leadership provided them with opportunities to practise new ideas and build on their prior
knowledge. It was also important that activities were adapted to their personal
development needs and allowed opportunities for active learning. On the other hand, the
least reported characteristic was an extended timeframe of professional development.

As may be seen, participants in both samples believed a prolonged timeframe and being
located at the workplace do not contribute to their better leadership skills; namely, they
were not seen as important compared to the other characteristics.
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Characteristics of PD with a positve impact

PD provided opportunities to practise new ideas [ 90,27
PD built on prior knowledge [N 88,77
PD adapted to my personal development needs [NNEGEN 82,70
PD provided opportunities for active learning _ 80,65
PD provided follow-up activities [N 76,63
PD had a coherent structure [N 71,98
PD provided opportunities for collaborative learning [INENEGG 67,78
PD took place at my school [NNNEGGNNNEN 52,75
PD took place over an extended period of time  [INEGN 36,76

Other [N 14,52

0,00 20,00 40,00 60,00 80,00 100,00
%

Figure 9: Characteristics of the professional development activity with the greatest
positive impact on the principals’ school leadership over the previous 12 months
(North Macedonia)

4.4 Principals’ professional development needs in terms of an inclusive
school culture

We asked the principals in the survey to estimate their professional development needs in
different areas of creating an inclusive school culture in order to facilitate the
programme's further development.

Table 2 shows the share of principals from Croatia choosing different answers on a 4-point
Likert scale for each item (from 1 — “No need at the present” to 4 - “A high level of need”),
followed by the combined share of principals answering 3 and 4, thus representing the
share of principals reporting needs that seem to be more urgent. The entire table is
rearranged in a way to permit the reader to see (top-down) which are the most pressing
needs the principals wish to address, according to the sum (Moderate + High level of need).
The table includes average responses to each item and the associated standard deviations.
Table 3 is arranged in the same way, covering the sample of principals from the Republic of
North Macedonia.
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Table 2 soon reveals that answer 1, meaning there is no need for professional development
concerning the specific topic in the item, is rarely chosen (0-15.3%; M=3.2%). With the
exception of raising their own awareness and knowledge and understanding of an inclusive
school culture, below 7% chose this answer in all other items in the sample from Croatia,
while six items even had no such answers (i.e. using data with a view to making the school
culture more inclusive). This is not the case in the sample of the principals from North
Macedonia (Table 3) where each item attracted that response (1.6%-14.5%; M=4.7%). The
biggest share of principals answering that there was no need for further development was
held by raising their awareness, the same as in the Croatian sample, and on becoming
aware of their beliefs about diversity and inclusion in North Macedonia, and knowledge and
understanding of an inclusive school culture in Croatia.

A high level of need was on average reported by 27% of principals from Croatia and 36% of
the principals from North Macedonia. The biggest share of principals reporting a high level
of need in Croatia is seen in supporting collaboration with stakeholders connected to the
school (41%), whereas preparing school staff for responding to the students’ diversity is
the most needed in North Macedonia (50%). In Croatia, over one-quarter of the principals
reported a high development need with respect to 72% of the items, while in North
Macedonia 67% of the items are chosen by at least one-third of the principals.

According to the most urgent needs (sum), the most-reported needs for the further
professional development of principals from Croatia (Table 2) concern themes such as
supporting collaboration with stakeholders connected to the school, supporting parents’
active participation in school life, supporting inclusive student learning experiences,
managing financial and human resources to support inclusion, and using data to make the
school culture more inclusive. This is in contrast with the principals from North Macedonia
(Table 3) who reported the biggest development needs in supporting inclusive student
learning experiences (also in the top five ‘urgent needs’ in Croatia), organising and
coordinating support for diversity, preparing the school staff to respond to the students’
diversity, supporting collaboration among the teachers, students and other school staff,
and implementing an inclusive school development plan. Still, they are very aligned with
the least urgent professional development needs (Tables 2 and 3), namely, creating an
inclusive physical environment, becoming aware of their own beliefs about diversity and
inclusion, and raising their own awareness of non-inclusive and discriminatory practices.
Overall, on average 80% of the principals from Croatia reported a moderate or high need
across the whole questionnaire and 82% of the principals from North Macedonia.

On average, the need for professional development in the field of an inclusive school
culture is expressed a little above answer 3, so over a moderate level of need for
professional development. The expressed need for such professional development does not
vary significantly between the two countries, as already noted at the start of this chapter
(Croatia: M = 3.04, SD = 0.47; North Macedonia: M = 3.14, SD = 0.60). If we look at the
averagely expressed need per item (column M), we see them ranging from 2.55 to 3.27 for
Croatia, and from 2.72 to 3.34 for North Macedonia.
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According to the averagely expressed need for professional development, thus including
answers of all principals, and not only those ones needing “urgent” professional
development, although some themes also reported above lose their ranking in the most
expressed needs for professional development, namely, supporting inclusive student
learning experiences (from 3rd to 7th place) and using data to improving the school’s
inclusive culture (from 5th to 13th place) in Croatia, and organising and coordinating
support for diversity (from 2nd to 6th place) and implementing an inclusive school
development plan (from 5th to 8th place) in North Macedonia. Further, other themes
appear on the list of the most needed professional development needs, namely preparing
school staff to respond to the students’ diversity (from 8th to 3rd place) and implementing
clear school rules that foster inclusion (from 9th place to 5th place) in Croatia, and
supporting collaboration with other stakeholders connected to the school (from 9th to 2nd
place) and supporting parents’ active participation in school life (from 10th to 4th place) in
North Macedonia.

When connecting both measures (sum, M), four common themes emerge for professional
development with respect to an inclusive school culture in the two countries: supporting
collaboration with other stakeholders connected to the school; preparing school staff to
respond to the students’ diversity; supporting the active participation of parents in school
life; and supporting an inclusive student learning experience.
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Table 2: Croatian principals' needs for professional development in different areas of an

inclusive school culture

Low High | Moderate
Professional development needs No level Moderate level + High
need at level of M 5D
areas of of level of
present need
need need need
Supporting collaboration with other
stakeholders connected to the 1.2 11.6 46.5 40.7 87.2 327 0.71
school
Supporting parents’ active
o : 4.7 8.1 53.5 33.7 87.2 3.16 0.76
participation in school life
SUpPC eSS Nt 12 128 593 267 | 8 |3.12 066
learning experiences
wlaoaging inancal and Busian 0 14 523 337 86 32 067
resources to support inclusion
ShingleaAtsmaieiuiciehod 0 14 651 209 | 8 307 059
culture more inclusive
Devel f inclusi hool
cvelopment oTnclustve schoo 47 93 558 302 | 8 |3.12 076
policies
QiEAniEEENdCouId AT 12 14 593 256 | 849 [3.09 066
support for diversity
Preparing Sc,hO,OI stgff to respond to 0 16.3 48.8 34,9 837 319 0.69
the students’ diversity
plEmERIT e ICaRELhROlTIcs 0 163 547 291 | 8.7 |313 067
that foster inclusion
Imp?ementmg an inclusive school 0 17.4 535 291 82 6 312 068
curriculum
Supporting collaboration among 35 14 488 337 | 826 [313 078
teachers, students, and school staff
Implementing an inclusive school 0 179 548 274 83 1 31 067
development plan
Impl 1 1 '
mplementing successful strategies 5 76 506 306 | 812 311 072
against bullying
Promoting inclusive school values 23 221 48.8 26.7 75.6 3077
Knowledge and understanding of 1 5 198 547 151 | 698 |274 0284
an inclusive school culture
Creating an inclusive physical 47 259 447 247 | 694 |289 083
environment
BecemingawarcerovmlLelich 7 279 488 163 | 651 |274 08l
about diversity and inclusion
Raising (my) awareness of non-
inclusive and discriminatory 153 247 494 10.6 60 255 088

practices

Note: M = Mean, SD = Standard deviation, Moderate + High level of need = sum of the share of responses

(combining answers 3 and 4)
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Table 3: Macedonian principals’ needs for professional development in different areas of an

inclusive school culture

No Low Moderate High | Moderate
Professional development needs level level + High
need at level of M SD
areas resent of need of level of
P need need need

Supporting inclusive student

: : 2l 10.3 49.5 38.1 87.6 S22
learning experiences
Organising and coordinating 26 104 472 399 87 [324 074
support for diversity
Preparing school staff torespondto ) o109 368 497 | 865 |334 077
the students’ diversity
Supporting collaboration among 16 10.3 438 13 26.1 395 078
teachers, students, and school staff
Implementing an inclusive school 16 13 479 183 85 5 329 073
development plan
Imp%ementmg an inclusive school 31 11.8 441 41 85 1 323 078
curriculum
T eTenlinpo eneiboRnllcs 37 116 495 353 | 847 |3.16 077
that foster inclusion
Using data to make the school 201 138 518 323 | 841 |3.14 073
culture more inclusive
Supporting collaboration with other
stakeholders connected to the 2.6 [I55 389 45.1 83.9 32600179
school
Supporting parents” active 21 144 40 436 | 836 |325 0.78
participation in school life
Development of inclusive school 1 135y 5 306 | 820|300 077
policies
RAALEING Ssmcil sud Bl 31 144 446 379 | 86 [3.17 0.79
resources to support inclusion
]mplementmg successful strategies 36 13.9 418 40.7 825 32 08l
against bullying
Knowledge and understanding of -, ;55 539 5 819 [3.05 0.78
an inclusive school culture
Promoting inclusive school values 6.2 14.5 39.9 39.4 79.3 3.12 0.88
Creating an inclusive physical 79 162 482 277 | 759 |296 087
cnvironment
Becoming aware of own beliefs
ABGUT diversityandlinelision 14 19.2 44 228 66.8 2.76 0.96
Raising (my) awareness of non-
inclusive and discriminatory 145 228 394 233 62.7 272 098

practices

Note: M = Mean, SD = Standard deviation, Moderate + High level of need = sum of shares of responses

(combining answers 3 and 4)
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Throughout the report, it has been shown
that school leadership plays an important
role in establishing inclusive
environments. More specifically, the
development of inclusive school culture
can be supported by training principals
with regard to inclusive and non-
discriminatory practices and strategies for
fostering common school values that
promote inclusion, multiculturalism,
cooperation among all etc. It is clear that
creating an inclusive school culture entails
a complex process and that principals
should thus be suitably trained in order to
ensure it (Dyson et al., 2002). Even though
the Croatian and Macedonian educational
settings face increasing diversity,
professional development for school staff
on the topic of inclusion is scarce,
especially for principals (MZO, 2020;
NEPC, 2020).

Therefore, the HEAD: Empowering School
Principals for Inclusive School Culture
project will develop and test a professional
development programme for Croatian and
Macedonian primary and secondary school
principals with respect to creating an

inclusive school culture. For any
professional development programme to be
effective, it should be closely connected to
principals’ experiences and needs and be
related to the context in which participants
work (Cordingley et al., 2015; Knowles,
1973; Knowles et al., 1998; NSDC, 1995).
Accordingly, the current study has explored
the Croatian and Macedonian principals’
previous professional development and their
needs in this regard. These results will
provide the basis for the further
development of the professional
development programme.

The results show the vast majority of the
Croatian, and a little over two-thirds of the
Macedonian, principals had been included
in professional development activities
concerned with an inclusive school culture
over the previous 5 years.
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While this might allow the conclusion that
they are well equipped with the
competencies they need to establish an
inclusive school culture, our results in fact
paint a different picture (see Tables 2 and
3), as does the research work of other
authors (Bustamante et al., 2009).

The most common type of professional
activity the principals from the two
countries had participated in was in-house
training. Moreover, the majority of
principals from each country reported that
the professional development activities
with the greatest positive impact on their
school leadership had provided
opportunities to practise new ideas and
built on their prior knowledge. These
findings are in harmony with the TALIS
2018 results (OECD, 2019a) and other
research studies on professional
development activities (Cordingley et al.,
2015; NSDC, 1995).

Principals reported a considerable need for
professional development in the areas of
supporting  collaboration with other
stakeholders connected to the school,
preparing school staff to respond to the
students’ diversity, supporting parents’
active participation in school life and
supporting inclusive student learning
experiences. Similarly, the TALIS 2018
results show that the collaboration of
principals with  other stakeholders,
especially parents, is low. Moreover, the
teachers included in TALIS 2018 survey
reported a high level of need for support in
the areas of teaching in
multicultural/multilingual settings and for
teaching students with special needs
(OECD, 2019a, 2019b). In comparison,
principals in this study report the lowest
need for professional development in the
areas of raising awareness concerning non-
inclusive and discriminatory practices and
becoming aware of their own beliefs about
diversity and inclusion.

The results also revealed no statistically
significant  differences between the
Croatian and Macedonian principals’
overall need for professional development
in the area of creating an inclusive school
culture. Further, there were also no
statistically significant differences in the
principals’ need for professional
development in this respect by educational
level.

The results of the current study show that
the newly developed professional
development programme in terms of
creating an inclusive school culture does
not need to differ hugely between the two
countries. Principals from both (primary
and secondary) educational levels can
participate in the same training also
because they express a similar need for
development. The programme should build
on the prior knowledge held by
participants and provide opportunities to
use the newly gained knowledge in
practice. It is also important that the
programme includes activities based on
collaborative learning practices that
actively engage participants in the learning
process.

Content-wise, the programme should
emphasise different strategies of
supporting  collaboration with other

stakeholders connected to the school,
preparing school staff to respond to the
students’ diversity, supporting parents’
active participation in school life and
supporting inclusive student Ilearning
experiences. The programme should also
include other topics linked to creating
inclusive policies and practices (e.g.
implementing clear school rules, inclusive
policies, developing an inclusive school
development plan, promoting inclusive
school values etc.).
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In addition, despite the principals
reporting a low level of need in the area of
awareness of their beliefs and practices,
this should not be a reason for not
excluding  these  topics from  the
programme, especially because research
generally reveals a positive relationship
between self-awareness and overall
leadership success (Ashley & Reiter-
Palmon, 2012; Goleman, 2004). Moreover,
different surveys have shown that
principals’ values and beliefs are an
important factor in creating an inclusive
school culture (Adalbjarnardottir &
Runarsdottir, 2006; Angelides, 2012).

The present study was intended as to be a
preliminary one and was thus limited by
the use of a convenience sample of
principals in both countries. The
questionnaire was also mainly based on
self-assessed needs, which covered set
areas of an inclusive school culture.
Further research into this topic might
demonstrate that there are also other areas
of professional development within this
topic. Self-assessment can be a subjective
measure given that principals can over- or
under-estimate their abilities in certain
areas. To gain more objective data and
more in-depth information on principals’

(m

needs, principals’ practices could be
observed and an abilities test
implemented, besides the self-assessment
measure. An interesting aspect of greater
insight into the topic would entail
analysing  differences in  principals’
professional development needs between
principals from more diverse schools and
those from less diverse schools.

Moreover, future research could also
include a larger number of principals from
different European countries, allowing an
overview of the professional development
needs in this field on the European level,
and  thereby providing groundwork
knowledge for outlining future projects and
studies, professional development
programmes and their implementation.
Since several researchers (Cordingley et
al., 2015; Knowles, 1973; Knowles et al.,
1998; NSDC, 1995) claim the most effective
professional development activities are
those based on principals’ experiences and
needs and that they should be related to
the context in which participants work, the
analysis of professional development needs
prior to designing the professional
development activities should become the
norm.
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Annexes

Annex 1a: Questionnaire on principals’ needs for professional development in the field of creating

an inclusive school culture (English language version)

Identification of principals’ needs for the development of an
inclusive school culture

The inclusive education definition relied on in this questionnaire is that promoted by UNESCO:

According to UNESCO, inclusive education is seen as “a process of addressing and responding to the
diversity of needs of all learners through increasing participation in learning, cultures and communities,
and reducing exclusion from education and from within education”.

1. In the last 5 years have any of your professional development' activities been connected to the
development of an inclusive school culture?

a) Yes
b) No

1a. Which type of professional development have you attended (please choose more than one if
relevant)

a) in-house training

b) external training organised by a state agency

¢) external training within a project on inclusive education
d) an academic course

e) an on-line course

f) other, please specify...

1b. Thinking of the professional development activity that had the greatest positive impact on your
school leadership over the last 12 months, did it have any of the following characteristics?

Please mark one choice in each row.

Yes No

a) | It built on my prior knowledge. 1 2

b) | It adapted to my personal development needs. 1

LS}

¢) | It had a coherent structure. 1

"~

! Professional development (PD) includes all types of learning opportunities provided (trainings, learning
communities, academic courses etc.) and may be used with reference to a wide variety of specialised training,
formal education, or advanced professional learning intended to help educators improve
their professional knowledge, competence, skill and effectiveness.
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d) | It provided opportunities for active learning. | 2
e) | It provided opportunities for collaborative learning. 1 >
f) | It provided opportunities to practise/apply new ideas and knowledge in my own

school. 1 2
g) | It provided follow-up activities. 1 2
h) | It took place at my school. 1 2
1) | It took place over an extended period of time (e.g. several weeks or longer). 1 2
1) | Other (please specify)...

2. For each area connected to creating an inclusive school culture listed below, please indicate the
extent to which you currently need professional development.

Please mark one choice in each row.

Noneed | Low Modera High
at level of | televel | level of
present need of need need

a) | Knowledge and understanding of an inclusive school

culture. 1 2 3 4
b) | Development of school policies in line with the principle

of inclusiveness. 1 2 3 4
¢) | Promoting school values that support inclusion, equality,

non-discrimination, and respect for all. 1 2 3 4
d) | Developing and supporting collaboration among

teachers, students, and school staff. | 2 3 "
e) | Developing and supporting collaboration with other

stakeholders connected to the school (local community,

parents etc.) 1 2 3 4
f) | Supporting active participation of parents in school life. 1 2 3 4
g) | Becoming aware of my own beliefs about diversity and

inclusion (which might affect my school leadership, e.g.

in the field of teacher employment, leadership practices

etc.) 1 2 3 4
h) | Raising (my) awareness concerning non-inclusive and

discriminatory practices and promoting inclusive and
non-discriminative practices.
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Creating a physical environment which is inclusive and
non-discriminatory.

(5]

i)

Developing, creating and implementing successful
strategies against bullying and for respecting diversity

(5]

k)

Preparing school staff to respond to student diversity
appropriately.

..............................................................

(5]

D

Supporting inclusive student learning experiences (i.c.
high expectations for all students, lessons that encourage
the participation of all students, lessons that develop the
understanding of diversity, teachers are concerned with
supporting the learning and participation of all students
etc.).

..................................................................

(5]

Designing and successfully implementing clear school
rules for staff and teachers that foster and support
appropriate, inclusive behaviour.

Designing and successfully implementing the school
curriculum and/or learning methods and lessons plans in
order to support an inclusive school culture.

L]

Designing and successfully implementing a school
development plan in order to support an inclusive school
culture

p)

Organising and coordinating support for diversity (e.g.
support in language learning, support for special
education needs, support for teachers etc.).

(5]

Q)

Mobilising and managing financial and human resources
in order to support an inclusive school culture.

Assessing and using data for making the school culture
of my school more inclusive (e.g. evaluation of an
inclusive school culture)

(8]
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BACKGROUND INFORMATION

1. Gender:

a) Female
b) Male

2. Education background

I graduated in the field of the: a) social sciences, b) natural sciences, ¢) other

5. Please state your work experience in years:

a) LL 1 Total year(s) of work experience at a school
b) LL | Year(s) working as a principal at this school
c) LL | Year(s) working as a principal in total

6. Please state the number of students enrolled at your school; teachers and support staff
employees

Number of students Number of teachers Number of support staff

7.1 am a principal at a:

a) Primary school
b) Secondary school at the level of:
1) <gymnasium>

2) <vocational>

3) <mixed (both gymnasium and vocational)>



Annex 1b: Questionnaire on principals’ needs for professional development in the field of creating

inclusive school culture (Croatian language version)

Identifikacija potreba ravnatelja za razvoj inkluzivne $kolske kulture

Definicija inkluzivnog obrazovanja na koju se pozivamo u ovom upitniku je ona koju podrzava
UNESCO:

Prema UNESCO-u, inkluzivno obrazovanje je ,,proces prepoznavanja i odgovaranja na razli¢ite potrebe
svih ucenika kroz povecanje sudjelovanja u u€enju, kulturama 1 zajednicama, kao 1 smanjenje
isklju¢ivanja unutar i iz obrazovanja.

1. Jesu li aktivnosti vaseg profesionalnog razvoja’ unazad posljednjih 5 godina bile povezane s
razvojem inkluzivne §kolske kulture?

a) Da
b) Ne

1a. U kojim vrstama aktivnosti profesionalnog razvoja vezanim za razvoj inkluzivne $kolske
kulture ste sudjelovali (odaberite vise ako je vazno)

a) edukacije organizirane u skoli

b) edukacije izvan Skole koje je organizirala Agencija za odgoj 1 obrazovanje ili Agencija za
strukovno obrazovanje 1 obrazovanje odraslih

c) edukacije u sklopu projekta o inkluzivnom obrazovanju
d) edukacije u sklopu akademskog programa
d) online edukacije

¢) ostalo, molimo naznacite koje

1b. Imajuéi na umu aktivnost profesionalnog razvoja koja je imala najveéi pozitivni utjecaj na Vase
vodenje $kole u proteklih 12 mjeseci, navedite koje od sljedecih karakteristika je imala ta aktivnost:

Oznacite jedan odgovor u svakom redu.

Da Ne
a) | Bila je nadogradnja na moje postojece znanje. 1 2
b) | Bila je prilagodena mojim osobnim razvojnim potrebama. 1 2
¢) | Imala je dosljednu strukturu. 1 2

2 Profesionalni razvoj (PR) ukljucuje sve vrste moguénosti uenja (edukacije, zajednice ucenja, kolegiji itd..) koje se pruZaju
1 mogu se koristiti u odnosu na $iroku paletu specijaliziranih treninga, formalnog obrazovanja ili naprednog profesionalnog
u¢enja s ciljem da pomognu odgojno-obrazovnim djelatnicima da pobolj3aju svoje profesionalno znanje, kompetencije,
vjestine 1 uéinkovitost,
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d) | Pruzila mi je prilike za aktivno ucenje. 2
¢) | Pruzila mi je prilike za suradnicko ucenje. 2
f) | Pruzila mi je prilike za uvjezbavanje/primjenu novih ideja i znanja u vlastitoj

skoli. 2
g) | Pruzila mi je popratne aktivnosti. 2
h) | Odrzala se u mojoj skoli. 2
i) | Trajala je dulji vremenski period (npr. nekoliko tjedana ili duze). 2
1) | Ostalo (navedite koje)...........

2. Za svako od navedenih podrudja koja su povezana sa stvaranjem inkluzivne $kolske kulture,
molimo da navedete u kojoj Vam je mjeri trenutno potreban profesionalni razvoj.

Oznacite jedan odgovor u svakom redu.

Trenutno
nije Malo Umjereno Jako
potrebno potrebno potrebno potrebno
a) | Znanje i razumijevanje inkluzivne
Skolske kulture. I 2 3 4
b) | Razvoj skolskih politika koje suu
skladu s principima inkluzije. I 2 3 4
¢) | Promicanje Skolskih vrijednosti koje
podrzavaju inkluziju, jednakost,
nediskriminaciju 1 uvazavanje svih. 1 2 3 4
d) | Razvoj 1 poticanje suradnje izmedu
ucitelja, u¢enika 1 Skolskog osoblja. I 2 3 4
¢) | Razvoj 1 poticanje suradnje s ostalim
dionicima koji su povezani sa $kolom
(lokalna zajednica, roditelji, itd.). 1 2 3 4
f) | Poticanje aktivnog sudjelovanja
roditelja u zivotu skole. 1 2 3 4
¢) | Podizanje svjesnosti o vlastitim

uvjerenjima o razli€itosti 1 inkluziji
(koji bi mogli utjecati na moje
upravljanje skolom, npr. u podrucju
zaposljavanja ucitelja, praksama
upravljanja, itd.).

(]
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h)

Podizanje (vlastite) svjesnosti o
neinkluzivnim i diskriminatornim
praksama 1 poticanju inkluzivnih i
nediskriminativnih praksi.

[§¥]

Stvaranje inkluzivnog i
nediskriminativnog fizickog okruzenja.

[ (8]

)

Razvijanje, stvaranje 1 provodenje
uspjesnih strategija protiv nasilja u
skoli 1 za postivanje razli¢itosti.

[(¥]

k)

Priprema Skolskog osoblja da prikladno
odgovori na razliCitosti ucenika.

[§%]

D

Podrzavanje inkluzivnog iskustva
ucenja ucenika (poput visokih
ocekivanja za sve ucenike, nastave koja
potice sudjelovanje svih ucenika,
nastava koja razvija uvazavanje
razlic¢itosti, ucitelji su usmjereni na
podrsku u ucenju 1 sudjelovanje svih
ucenika, itd.).

("]

p—_

Uspostavljanje i uspje$no provodenje
jasnih skolskih pravila za osoblje i
ucenike koja poticu 1 njeguju
inkluzivno ponasanje.

("}

Razvijanje 1 uspje$no provodenje
Skolskog kurikuluma koji podrzava
inkluzivnu skolsku kulturu.

[§¥]

Razvijanje i uspjesno provodenje
Skolskog razvojnog plana koji
podrzava inkluzivnu $kolsku kulturu.

(%]

p)

Organizacija 1 koordinacija podrske 1
osiguranja jednakih $ansi na razini
skole (npr. podrska u ucenju jezika,
podrska za posebne obrazovne potrebe,
podrska za ucitelje, itd.).

[(¥]

q)

Mobilizacija 1 upravljanje financijskim
1 ljudskim resursima koji podrzavaju
inkluzivnu Skolsku kulturu.

("]

Procjenjivanje i koriStenje podataka za
poboljsanje inkluzivne $kolske kulture
u mojoj skoli (npr. evaluacija
inkluzivne Skolske kulture).

("}
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OSNOVNE INFORMACIJE
3. Spol:

a) Zenski

b) Muski

4. Obrazovanje

Diplomirao/la sam u podru¢ju a) drustvenih znanosti b) prirodnih znanosti ¢) drugo

5. Molimo navedite godine radnog iskustva:

a) L1 Ukupan broj godina radnog iskustva u Skoli

b) LL 1 Godina radnog iskustva kao ravnatelj/ica u ovoj Skoli

c) L1 ] Ukupan broj godina radnog iskustva kao ravnatelj/ica

6. Molimo navedite broj u¢enika koji su upisani u Vase $kole, broj ucitelja, asistenata i

pomocnog osoblja

Broj ucenika Broj ucitelja

Broj asistenata

Broj pomoc¢nog osoblja

7. Ravnatelj/ica sam u:

¢) osnovnoj Skoli

d) srednjoj Skoli
aa) u gimnaziji
bb) u strukovnoj skoli
cc) ostalo
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Annexe 1c: Questionnaire on principals’ needs for professional development in the field of creating

inclusive school culture (Macedonian language version)

Onpenysame Ha MOTPeGHTE HA NHPEKTOPHTE 32 PA3BOJ HA HHKJIY3HBHA YYHJHIIHA KYJTypa

OBoj npawaaHuK ja 3eMa npeABHA AeMHHLH]ATA 32 HHKJIY3HBHO 00pa30BaHHe NPOMOBHPAHA O]
crpana Ha YHECKO:

Cnopen YHECKO, unkny3uBHoTO 00pa3zoBaHHe MPETCTABYBA ,,IPOLIEC BO KOJ CE OAPEAyBaaT H CE U3JIeTyBa
BO MPECPCT Ha PA3NUYHHUTE MOTPEOM HAa CHTC YYCHMIM MPEKY 3ajaKHYBalkC HA HUBHOTO YYCCTBO BO
MpouLeCoT Ha YHCHC, BO KYJTYpaTa H BO CaMaTa 3aCHHLA, 4 CC HaMalyBa CKCKJ’[}-’Z&I{i&T& on OGP&BOBaHHeTO
H BHATPE BO caMOTO oOpa3zoBanue’.

1.Bo nociieAHABE 5 roAMHH, 1a/IH HEKO0ja O AKTHBHOCTHTe 3a Bammnor npogecnonanen passoj’
OuJ1a MOBpP3aHAa CO TEMATA 32 Pa3B0j HA HHKJIY3HBHA yunaniHa Kyarypa? a) [la 0) He

la.KaxoB THn Ha npodecHoHalieH pa3Boj cTe nocerysaJe (MoxKe Aa oadepere MOBeKe 01 eleH
OIrOBOP, AKO CMETATE J€KA TOA € BAIKHO)

a) obyka Ha paboTHOTO MecTO

0) excTepHa 00yKa OPraHH3HPAHA O AP/KABHA Ar€HIH]ja

B) eKCTepPHA 00yKa BO PAMKHTE HA NMPOEKT 32 HHKJIY3HBHO 00pa3oBaHue
r) aKageMCKH Kypc

J) OHJIAJH KYPC

) Apyro, Be Mo/iuMe Ae(pHHHpA]jTE...

1a. Cerere ce HA HEKO0ja AKTHBHOCT 32 Mpo(eCHOHAJIEH PA3B0Oj KOja HMAJIA HAJTOJIEMO BJIHjaHHE HA
BALIETO JHAEPCTBO BO YYHJIHIITETO BO nocjaeaHnBe 12 mecenn. /laan akTHBHOCTA ce OATHKYBaJIa
CO HEKO0ja O CJIeAHHBE KAPAKTEPHCTHKH?

Be monume 0a o3naquime no eden 002080p 80 cexoj peo.

Ha He

a) | Ce HagOBp3a HA MOETO NMPETXOJHO 3HACHE. !

(]

0) | Ce mpunaroam Ha MOMTE IMYHH TOTPEOH 3a Pa3Boj. |

[

(5]

B) | AKTMBHOCTA OCIIC KOXCPCHTHO CTPYKTYPHPAHA. |

r) | Jdage MOKHOCTH 3a aKTHBHO YUEHE. !

(]

3 IIpodecuonanen paspoj (IIP) BKIydyBa ceKaKOB THII HAa MOKHOCT 32 y4eme (O0YKH, 3ae/IHHIM 33 yUEHE,
aKaJleMCKM KYPCEeBM MTH.), a MOXKe Jla nojipa3bepe U MHPOK CHeKTap Ha CHeldjalu3supani o0yku, (opMaiHo
obpasoBaHue WIK HAIIpeHA IPo(EeCHOHAIHE KyPCEBH KOM MMaaT 3a 11eJ1 JJa UM IIOMOTHAT Ha €/lyKaTOpHTE Jia IO
1o 100par ¢BoeTo Npo(PeCHOHAIHO 3HACHE, KOMIICTEHIIMH, BEIITHHNU U €(PeKTUBHOCT.
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n) | Jane moskHOCTH 3a KOJIAOOPAaTHBHO YYEHE. I )
) | Jane MOKHOCTH 32 KOPHCTEHC/TIPUMEHA HA HOBU MCH U 3HACHA BO MOETO

VUHITHLLITE. 1 2
¢) | Obe3beamn mocneaoBaTEIHU AKTUBHOCTH. | 2
’) | AKTHBHOCTA C€ OJIBUBAIIEC BO MOCTO YUHJIHIIITE. 1 2
3) | Ce oaBuBamie BO MOJOJT BPEMCHCKH MEPUOL (HA MP. HEKOJKY HEACIH MU

MOJI0/ITO). 1 2
s) | Apyro (Be MonuMe npeuu3upajte)...........

2.3a cexoja 04 D0JY HABEACHHTE oﬁnacrn, KOH C¢ BO MOBP3aHH CO CO3AaBalk€e€ HA HHKJIY3HBHA

YVYHIHIIHA KYJATYpa, Be Moanme na HaBeaere 10 Koja Mepka Bo MomeHTOB Bu e moTpeden

npodecHoHa/IeH Pa3Boj.

Be monume da o3nauume no eden 602080p 80 cexkoj peo.

Bo Ymepen
momenT | Humcko | onuBo | Bucoko
OB HEMA | HHBO Ha Ha HHUBO Ha
notpeba | motpeba | moTpeda | motpeba
a) | 3Hacee M pa3OHpame HA MHKIY3UBHA YYMIHILIHA
KyJaTypa. 1 2 3 4
6) | Pa3Boj HA YYMIWIIHKU MOJUTHKH BO COTIACHOCT CO
HaucaaTa Ha MHKJITY3HUBHOCT. 1 2 3 4
B) | [IpomoBHpame HAa yUHIIHIIHH BPEAHOCTH KOH
NOAAPKYBAAT HHKITY3H]a, €HAKBOCT,
HEIUCKPUMHHALM]A U TIOYUTYBAKE 32 CHTE. I 2 3 4
r) | Pa3soj u mopapmka Ha copaboTkaTa momery
HACTaBHHULIUTE, YYCHHLIUTE H BPaOOTEHHTE BO
YUUJIHLLTETO. 1 2 3 4
n) | Pa3Boj u moaapuika Ha copaboTkaTa MEry CHTE
3aCErHATH CTPAHHU 3a VIWIHINTETO (JIOKAJIHATA
3a€HHLIA, POJAUTEIIHTE UTH.) I 2 3 4
g) | Nomapuika Ha aKTHBHOTO YYECTBO HA POAMTEIUTE BO C
VUHIHIIHOTO CEKOJIHCBHE. 1 2 3 4
r) | Jla cranam cBeceH/cBECHA 3a CONCTBCHUTE yOeayBama
BO BPCKA CO Pa3HYHOCTA U HHKIIY3HjaTa (KOH MOYKAT 1a
BIIMjAaT HA MOETO JTHACPCTBO BO YUHIMIITETO, HA TIP.
Kora ce BpaboTyBaaT HACTABHULIH, JIHIACPCKUTE
MPAKTHKH U CJL.) I 2 3 4
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[Toaurame Ha (MojaTa) CBECT 32 HEHHKJIY3UBHUTE U
JUCKPHUMHHATOPCKH MPAKTHKH U IIPOMOBHPAKHE HA
HHKITY3HBHH U HCAUCKPUMHUHATOPCKH MPAKTHKH.

(5]

Kpeupame Ha MHKITY3MBHO H HETUCKPUMHHATOPCKO
(bu3UYKO OMKPYIKYBAE.

=~

PaBBHBaH:e, KpCHpame U HMHHGMEHT&HHja Ha yCNCUIHH
CTPATCruu 3a CrpaByBamkbC CO BPDCHUYKO HACHJICTBO M 3a
NMOYHUTYBAHKC Ha PA3IHYHOCTHTEC.

s)

[loaroToBka Ha YYHIMIIHHOT KaJap COOABETHO Ja
OJrOBOPH Ha Pa3NUYHOCTHTE Kaj YICHHLIUTE.

)

[MoanpskyBame Ha HCKYCTBA CO MHKTY3MBHO YUCHE Kaj
YUCHHIMTE (HA MMP. BHCOKH OYCKYBaHba 3a CUTE
YUYCHHUIH, YaCOBH HA KOH CC Oxpaﬁpyﬂa Y4YCCTBO Ha CHUTC
YYCHHLM, YACOBHM KOM MM [IOMAaraar Ha JAcuara ia ja
paBGCpaT pa3iuyHOCTa, HACTABHHLH KOH CC TPYAaT da
HM NMOMOTHAT Ha CHUTC YUCHHLIH Aa HAY4YaT H Aa
yUCCTBYBAaT

2 2 00

1)

Hu3ajHuparme U yCrelHa UMIJICMEHTALH]a Ha JaCHO
neUHUPAHH YYUITALLHK NPaBUiIa 32 BPaOOTCHUTE
HACTABHULIUTE 32 A CC 3aJaKHE M COOJBETHO J1a Ce
HOIIPIKH HHKJTY3UBHOTO OIHCCYBABE.

K)

Kpeupame u ycnemna ummeMeHTanuja Ha
KYPHKYJIYMOT H/HJIM METOJH 32 YUCHEC U MIIAHHPAKBE CO
LCJT A CC MOAAPYKH MHKJIY3HBHATA YUHIIHIIHA KyITYypa.

L]

)

H13ajHUpake U yCMCIIHA HMIUICMCHTALHM]a Ha
YUWINILICH Pa3BOCH IJIAH CO LIEJ 1A CC MOAAPKH
MHKJTY3MBHATA YUYHIHIIHA KYATYpa

"~

Oprannsupame 1 KOOPAUMHHUPAKBE HA MOAIPIIKA 32
pa3ITuyYHOCTA (Ha MNp. MOAAPIIKA 32 YUCHC HA Ja3HK,
MOAAPIIKA 3a NoceOHH 00pa30BHH MOTPEOH, MOAAPIIKA
34 HACTABHULIUTE MTH.). .....................
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H) | MoOunusupame 1 MCHaHpamke Ha (PHUHAHCHCKATE 1
YOBEUYKHTE PECYPCH CO LIEJ 1A CE MOJAPAKH
HHKJTY3UBHATA YUMIHLIIHA KYITYPA. «.ooennanenninnnn... 1 2

B | [IpoucHka 1 KOPHUCTCHE HA MOJATOLH 34 TOA0OPYBakbE
Ha HHKJTY3HBHATA YYUIHILHA KYITypa BO MOETO
YYHIUIITE (Ha np. eBalyaurja Ha HHKTY3HBHATa

C—

YUHJIMIIHA KYJITYpa). 1 2

JOMOJHUTEJIHU UHO®OPMAIIUH
3. oux:
a) XKencku
0) Mawxkn
4. OopasoBanue:
HMmam aurioma o obnacta Ha a) ONIITECTBCHHM HAYKH, 0) MPUPOAHH HAYKH, B) APYTO
5. Be Mo1uMe HaBeneTe ru rOIHHHTE HA PA0OTHO HCKYCTBO:
a) L1 BxymnHo roguan pab0THO HCKYCTBO BO YUMIJIMIITE

0) L L] [NomuHM paboTHO MCKYCTBO KakO AUPEKTOP/KA BO OBA VYHIMINTE

B) L1 ] BxynHo rogusu paboTHO HCKYCTBO KaKO JHPEKTOP/Ka

6. Be mostnme HaBeaeTe ro 0pojoT Ha 3anumIaHM yyeHHOH Bo Bamero yunanmire;
HACTABHHLH H KaJap 3a NOAALIKA HA BpaboTeHHTe

Yuenunn HacraBauun CrpyuHa cayx6a

7. Jac cym nupexkTop/Ka Ha:
a) OCHOBHO YYHIIHIITE
6) CpenHo yunauuoire:
aa) rTUMHAa3Hja
00) cTpyuHo

BB) KOMOMHHUPAHO (TMMHA3Mja U CTPY4HO)
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Annexe 1d: Questionnaire on principals’ needs for professional development in the field of creating

inclusive school culture (Albanian language version)

Identifikimi i nevojave té drejtoréve pér zhvillimin e
kulturés shkollore inkluzive

Pérkufizimi pér arsim inkluziv té cilit i referohemi né kété pyetésor, éshté ai i promovuar nga
UNESCO:

Sipas UNESCO, arsimi inkluziv konsiderohet si "proces i adresimit dhe 1 pérgjigjes sé larmisé sé nevojave
té t&€ gjithé nxénésve pérmes zmadhimit t€ pjesémarrjes né mésim, kulturave dhe komuniteteve, dhe uljen
¢ pérjashtimit nga arsimi dhe nga brenda arsimit."

1. Né 5 vitet e fundit, vallé ka qené i lidhur ndonjé nga aktivitetet tuaja té zhvillimit profesional”,
me zhvillimin e kulturés shkollore inkluzive?

a) Po
b) Jo

1a. Né cilin lloj té zhvillimit profesional keni marré pjesé (ju lutemi zgjidhni mé shumé se njé nése
éshté e nevojshme)

g) Trajnim i brendshém

h) Trajnim i jashtém i organizuar nga agjenci shtetérore

i) Trajnim i jashtém né kuadér té projektit pér arsim inkluziv
j) Kurs akademik

k) Kurs on - line

I) tjetér, ju lutemi specifikoni.......

1a. Duke menduar né lidhje me zhvillimin profesional, ¢faré kishte ndikim mé té madh profesional
mbi stafin udhéheqés té shkollés suaj gjaté 12 muajve té fundit, nése kishte ndonjé nga kéto
karakteristika?

Ju lutemi shénoni njé, pér secilin rreshi.

Po Jo

a) | Ndértohej mbi njohuriné time paraprake. |

(]

b) | Ju pérshtat kérkesave t& mija personale pér zhvillim. !

b

¢) | Kishte strukturé koherente. !

(%]

d) | Ofron mundési pér mésim aktiv. |

(]

4 Zhvillim profesional (ZhP) i pérfshin té gjitha llojet ¢ mundshme t& mésimit (trajnim, komunitete pér mésim,
kurse akademike etj.) dhe mund té pérdoret pér game té gjeré té trajnimeve té specializuara, pér arsim formal ose
mésim profesional té avancuar, [ dedikuar tju ndihmojé mésimdhénésve né ményré qé ti pérmirésojné njohurité e
tyre profesionale, kompetencat, shkathtésité dhe efektivitetin
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e) | Siguron mundési pér mésim t&é pérbashkét. | >
f) | Ofroi mundési pér ushtrim / zbatim té ideve dhe dijeve té reja né shkollén time. 1 2
g) | Siguroi aktivitete vijuese. 1 2
h) | Ndodhi né shkollén time. 1 )
1) | U zhvillua periudhé mé té gjaté kohore (pér shembull disa javé ose mé gjaté). 1 2
1) | Tjetér (ju lutemi specifikoni)...........

2. Pér secilén nga fushat né lidhje me krijimin e kulturés shkollore inkluzive, mé poshté shénoni
shkallén deri né té cilén ju nevojitet zhvillim profesional.

Ju lutemi shénoni njé, pér secilin rresht.

Pér
moment
in nuk
ka
nevojé

Nivel i
ulét

Nivel i
moderu
ar

Nivel i
larté

Njohuri dhe kuptimi i kulturés shkollore inkluzive.

1

(8]

b)

Zhvillimi i politikave shkollore né pajtim me parimin ¢
inkluzivitetit.

c)

Promovimi 1 vlerave shkollore té cilat mbéshtesin,
barazi, jo diskriminim dhe respektimin e t& gjithéve.

L]

d)

Zhvillim dhe mbéshtetje ¢ bashképunimit ndérmjet

mésimdhénésve, nxénésve dhe té punésuarve né
shkollat.

(8]

Zhvillimi dhe mbéshtetja me pale té tjera té interesuara
né lidhje me shkollat (komuniteti lokal, prindérit etj.)

Mbéshtetja e pjesémarrjes aktive té prindérve né jetén
shkollore.

(8]

2

T& jesh 1 vetédijshém pér bindjet ténde né lidhje me
diversitetet dhe inkluzionin (qé mund té ndikojé mbi
udhéheqjen e shkollés, pér shembull né fushén e
punésimit té mésimdhénésve, praktika pér lidership etj)

L]

h)

Ngritja e vetédijes (sime) né lidhje me praktikat jo
inkluzive dhe diskriminuese dhe promovimi 1 praktikave
jo diskriminuese .

(3]
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Krijimi 1 rrethinés fizike e cila éshté jo diskriminuese
dhe inkluzive.

(&)

)

Zhvillim, krijim dhe zbatim té strategjive té suksesshme
kundér maltretimit dhe respektimit té diversiteteve

(&)

k)

Pérgatitja e stafit té shkollés qé né ményré pérkatése tu
pérgjigjen nxénésve té ndryshém.

..............................................................

()

D

Mbéshtetje e pérvojave inkluzive pér mésimin e
nxénésve (pritshméri té larta pér té gjithé nxénésit,
mésimet € inkurajojné pjesémarrjen ¢ té€ gjithé
nxénésve, mésimet q¢ zhvillojné kuptimin e
diversiteteve, mésimdhénésit kujdesen t& mbéshtesin
mésimin dhe pjesémarrjen ¢ té gjithé nxénésve etj.).

..................................................................

()

C—

Dizajnimi dhe zbatimi me sukses i rregullave té garta né
shkollé pér té punésuarit dhe mésimdhénésit té cilét
inkurajojné sjelljen pérkatése, inkluzive.

Dizajnim dhe zbatim me sukses té programit shkollor né
shkollat dhe / ose metodat e mésimit dhe planet e
mésimeve me qéllim t& mbéshtetet kultura shkollore
inkluzive.

L]

Dizajnim dhe zbatim me sukses té planit pér zhvillimin ¢
shkollave me géllim mbéshtetjen e kulturés shkollore
inkluzive

p)

Organizim dhe koordinim i mbéshtetjes pér diversitetet
(pér shembull mbéshtetje pér nevoja té vecanta
arsimore, mbéshtetje pér mésimdhénésit etj.)

L]

Q)

Mobilizim dhe menaxhim me burimet financiare dhe
njerézore me qéllim mbéshtetjen e kulturés shkollore
inkluzive. ......................

u)

Vlerésim dhe shfrytézim té t& dhénave pér pérmirésimin
¢ kulturés shkollore inkluzive né shkollén time (pér
shembull, Evaluim i kulturés shkollore inkluzive)

(]
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INFORMACIONE Ti PERGJITHSHME
3. Gjinia:

¢) Femér
d) Mashkull

4. Arsimimi

[/ e diplomuar né fushén e a) Shkencat shogérore b) Shkencat natyrore c) Tjetér

5. Ju lutemi shénoni sa vjet keni pérvojé pune:
a) (- Vjet totali 1 pérvojés s€ punés né shkollé
b) L1 Vjet si drejtor né kété shkollé

c) (- Vjet totali pérvojé pune si drejtor

6. Ju lutemi shénoni numrin e nxénésve té regjistruar né shkollén tuaj, mésimdhénés dhe
personel ndihmés i punésuar

Numri i nxénésve Numri i mésimdhénésve Numri i personelit ndihmés

7. Uné jam drejtor né:

e) Shkollé fillore
f) Shkollé té mesme:
aa) gjimnaz
bb) profesionale
cc) e pérzier (t¢é dyja gjimnaz dhe profesionale)
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