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FOREWORD

‘Who dares to teach must never cease to learn.’
J. C. Dana (1856-1929)

The people involved in the research study — the Centre for Education Policy and SCIENTER, the EU mentors, the ETF
social inclusion team and the researchers for the seven Western Balkan countries — comprised 12 nationalities and
rather more languages, but all shared two passionate and enduring interests to which they are committed: education,
especially the work of teachers, and the Western Balkan region. We believe that teaching as a profession is
fundamental to civil society and that teachers as individuals play key roles in the development, education and wellbeing
of the children and young people who are their students and in the lives of their schools and local communities. At its
best, their work is an important although indirect contribution to their countries’ economies. However, it also establishes
a shared universal humanity, especially regarding children and young people, irrespective of their particular abilities,
ethnolinguistic or religious backgrounds, socioeconomic or educational status or other individual or familial
characteristics. Teachers lay the foundations for social inclusion by modelling it in their approach to the students in their
classes and their families and by ensuring that students reflect such approaches in their own relationships with each
other.

The recent history of the Western Balkans has been one of conflict, poverty, extreme uncertainty and loss of individual
and civic trust, and a time when diversity, one of the region’s human characteristics, potentially became a source of
trouble and division rather than of human interest and enrichment. Many people in the region suffered acutely and the
impact on their lives cannot really be fully grasped by those who are not of the region and who were not there but who
are now ready, perhaps over-ready, with advice, criticism and help of various kinds, but also with recommendations and
even commands. Little wonder that this could generate an uncomfortable mixture of resentment and guarded gratitude,
with some anxiety that changes are possibly being imposed externally. But within the region there is a wish to move
forward to better times, to ensure that the next generations will not have to go through the extreme hardship and
conflict experienced by their parents and grandparents and to give them better prospects and a real future, possibly
within the European Union (EU).

A powerful vehicle for that journey forward is inclusive education — subsuming within it education for all as a principle
supported by all seven of the Western Balkan countries and addressing, in its ideal form, the many inequities which the
education system (and its teachers) have perpetuated over many years: unregistered children rejected or simply not
encouraged to enrol, able students held back by the rigid curriculum and traditional whole-class teaching, slower
students condemned to repeat years or to attend special schools inappropriately, children whose mother tongue is not
the language of instruction at the local school or who are driven 20 kilometres to a school where they share their
language but where they have no local friends, students with mobility problems who have the choice of either struggling
up flights of stairs or attending a boarding school 300 kilometres from home, students who are bullied at break time
because their accent is from the mountainous north but their families now live in poverty on the edge of a southern city.
Even at its most powerful, inclusive education will require time to break down the very many barriers and inequalities
that have been erected between children, which prevent the progress of far too many children and which reduce and
distort their worlds both now and for the future. Recent research asserts that an unequal country — unequal
economically but also in other ways — offers its citizens a fundamentally unhealthy and unbalanced life (Wilkinson and
Pickett, 2009). Inclusive education can undoubtedly make a significant contribution to a fairer country.

But it will be impossible to introduce inclusive education with confidence until teachers are ready to engage with it and
commit to it and to develop competences for the work involved. This will not be an easy process but, for teachers who
are professional, it is possible and is, moreover, rewarding. It is also an opportunity for teachers to enhance their local
and national standing. Teachers' standing in local communities and nationally is only in part vested in their role, with
many teachers saying that even that part has been damaged with changes in societal values. But status is also
something that has to be earned by teachers, by constantly working in the best interests of their students and by
engaging in a continuing process of self-development that addresses both personal and professional competences.

The overall aim of the study was to map the issues, challenges and opportunities for teacher development for inclusive
education in the Western Balkans and to analyse those issues against relevant European and international trends. The
primary purpose of this exploration was to provide evidence for improving policy and practice for the pre-service and
in-service development of teachers in the Western Balkans. The views and ideas of many people from the region went
into the seven country reports: parents, community representatives, student teachers, teachers, teacher educators and
local authority and national policy makers. The country research teams covered the length and breadth of the seven
countries in their field research and spent months perusing relevant documentation during a desk research period before
analysing the data and drafting their research reports. These in turn were subject to the scrutiny of the ETF social
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inclusion team, the core research team and national and international delegates at ETF and other regional meetings,
leading to suggestions for additional investigation and sources of evidence.

One of the very positive outcomes of the work done has been the establishment, with the ETF support, of an informal
collegial network, comprising all researchers and team members who wish to participate but with no formal outer
boundaries. A round-table presentation of the regional report and five of the country reports was made at the European
Conference of Educational Research held in Helsinki in August 2010. Other publications are planned and professional
e-correspondence continually circulates in the region and around Europe.

The country reports are now available on the ETF website and this regional report draws on both the country reports and
wider sources. They have highlighted the fact that there is already some good inclusive practice in the seven Western
Balkan countries: in schools and among individual school principals, student teachers, teachers and teacher educators.
Some of this success has been achieved against the odds and owes more to goodwill, collaboration with others and
hard work than to substantial extra funding. There are also many other examples of schools, communities, parents and
teachers located somewhere on long and winding pathways to improving the quality of teaching and learning in low key
but still important ways. So, inclusive education is a viable aim, even if a long-term one.

The tone of the country reports, however, could be described as broadly critical. But is the criticism fair and is it useful?
The researchers did find policies and practices that were not in the best interests of student development, educational
attainment and wellbeing; they described and explained them, while making suggestions that might help redress the
situations. Education is a public service and, as such, is open to scrutiny and the critical process will not halt or lessen
within the EU. The Czech Republic has experienced almost non-stop fully justified criticism of its discriminatory
educational policies and practices in relation to the education of Roma students before, during and after its accession to
the EU (League of Human Rights [Czech Republic], 2007), while Scotland was recently rightly condemned by the OECD
because its comprehensive secondary school system shows poor learning outcomes for 12% of its pupils, specifically
those at greatest socioeconomic disadvantage (Lee, 2010). Justified criticism can be useful, especially if ways ahead are
also suggested, but only if those who are implicated in the criticism listen, think and act.

The country reports and the regional report are hopeful offerings — reference texts for positive change to which the
various governments, professionals and parents may or may not commit. Individuals will achieve most in collaboration
with others in their schools and in their local or wider communities and by engaging nationally and regionally with
universities and NGOs. Just a single teacher working inclusively can make a positive difference to the learning
outcomes, self-esteem and general wellbeing of 30 students every day of every year of their entire working career.
His/her students will recognise this, even at the time, and will probably continue to remember later, individually and
collectively, that their teacher made this effort on their behalf, no matter whether the former student is a young recently
graduated Bosnian Roma woman or a deaf young man from a small Kosovo village who qualified as a computer
engineer and no matter whether the current students are in a composite grade 1-3 class in a rural, ethnolinguistically
mixed primary school in Croatia or are a crowd of nearly adult young mechanical engineering students of both sexes in
an urban vocational school in Montenegro.

Has the research team put too great a burden of responsibility on the shoulders of teachers and teacher educators when
we know that being an effectively inclusive teacher is extremely demanding and that life itself is still difficult for many in
the Western Balkans? Do we think they can cure all the ills in society in the Western Balkans? Of course not — but we
do believe that teachers and teacher educators in the seven countries of the Western Balkans can be key agents for
positive change in terms of the education and social inclusion of all children and young people in the seven countries.
We also believe that the best starting challenge in that process is their own development. The research team very much
hopes that they will accept that challenge and that they will be well supported by their colleagues across the region, by
their own governments, by their employers and their local communities. Finally, we hope that they and policy makers
and implementers at all levels in the seven Western Balkan countries and beyond will find this ETF report useful in their
endeavours.
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EXECUTIVE SUMMARY

Teachers for the Future is a regional report that draws
together and analyses research findings from a study
commissioned by the European Training Foundation (ETF)
in seven countries in the Western Balkan region, namely
Albania, Bosnia and Herzegovina, Croatia, the former
Yugoslav Republic of Macedonia, Kosovo’, Montenegro
and Serbia. The overall objectives of this study were as
follows:

m to identify and map issues, challenges and
opportunities in teacher preparation for inclusive
education in the Western Balkans and to analyse
these against relevant European and international
trends;

m to provide evidence for improving policies and
practices in pre-service and in-service teacher
development for inclusive education in the Western
Balkans.

Inclusive education is broadly conceptualised in this study
as the process by which a school attempts to respond to all
pupils as individuals by reconsidering and restructuring
curricular organisation and provision and by allocating
resources to enhance equality of opportunity. This process
enables schools to increase their capacity to accept all the
pupils from the local community who wish to attend and, in
so doing, reduces all forms of exclusion and degradation of
students on the basis of disability, ethnicity or anything that
could render the school life of some children unnecessarily
difficult (Sebba and Sachdev, 1997; Booth and Ainscow,
1998; Florian and Rouse, 2009).

The study and its reports (a country report for each of the
seven countries and this regional report) are part of the
ETF’s Social Inclusion through Education and Training in
the Western Balkans project. Its rationale is that education
must be equitable for all people in the region and should
take into account their socioeconomic and political
contexts. The complexity and diversity of populations in
the Western Balkans, with many languages, ethnic
communities and religions (as highlighted in recent
conflicts), has an impact on education provision and also
leads to polarisation: between a small but relatively
wealthy minority and large numbers of poor people;
between people with ability, talent and opportunities and
people with disabilities and other disadvantages; between
sophisticated urban societies and isolated underdeveloped
rural hamlets; and between settled communities and
populations that are unsettled or transient, whether
through choice and tradition or as a consequence of
internal migration and post-conflict displacement or return.

This regional report describes changes in the political and
economic contexts that are also having an impact on
education. Six of the seven Western Balkan countries
mentioned above (the exception is Croatia) are among the

10 poorest countries in Europe; all seven are in transition
from a communist past and recent conflicts to
membership of the European Union (EU); and all seven
are included in the Instrument for Pre-Accession
Assistance (IPA) group of ETF partner countries and
territories and so are eligible for assistance to strengthen
social and economic cohesion in the employment,
education and training spheres. Increasing social inclusion
and protecting minority rights in the region are seen as
essential to progress towards EU integration. The quality
of education and training and the quality of teachers and
of teacher development are all high on the EU policy
agenda. The European Commission document, Common
European Principles for Teacher Competencies and
Qualifications, suggests that teachers should ‘respond to
the needs of individual learners in an inclusive way' and
should be trained to have, ‘an understanding of the social
and cultural dimension of education’ (European
Commission, 2005, p. 2).

In Phase 1 of the ETF study, a team of researchers from
each country, supported by a core research team and the
ETF, sought answers to the following questions:

m  What teacher competences (i.e. the integrated set of
knowledge, skills and dispositions) for inclusive
education are needed in situations of social and
cultural diversity?

m  What is the current situation regarding inputs,
processes and outcomes in both pre-service and
in-service teacher preparation for inclusive education?

m How can improvements be made regarding both
pre-service and in-service teacher preparation for
inclusive education?

Phase 1 covered desk research to analyse national
education legislation and guidelines and national and
international studies teacher education and teacher
development systems in each of the countries. Field
research, based on a largely qualitative methodology,
comprised semi-structured interviews with key
informants (senior policy makers in national and local
government, teacher trainers and national and
international non-governmental (NGO) representatives)
and focus-group discussions with teachers, student
teachers, parents (including parents of students from
minority groups) and community representatives. An
e-questionnaire invited responses from teachers, teacher
trainers and student teachers. Although the central topic
was teacher development, outcomes could only be
explored thoroughly by also investigating school and
teacher practices; evidence in this case came in the
voices of the teachers themselves, from other
professional groups and from the parents of students
from a range of backgrounds.

2 Under UNSCR 1244/1999, hereinafter referred to as 'Kosovo' for the purposes of this document.
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Phase 2 consisted of a detailed thematic analysis of the
findings for all seven country studies by the authors of
this regional report. This analysis was complemented by
the informed comments of delegates at ETF meetings
and the authors’ own knowledge and experience of the
region. Findings were considered in the context of
relevant European and international research and literature
S0 as to establish a regional overview that sought to
answer three key questions:

m  What issues, challenges and good policies and
practices can be identified in the Western Balkans,
considering the regional, European and international
contexts of teacher development for inclusive
education in situations of social and cultural
diversity?

m  How do regional specificities relevant to this topic link
with the wider thematic fields of teacher development
for inclusive education identified in the international
research literature and the EU agenda?

m How can the design and implementation of relevant
future policies and practices in the Western Balkans
be improved to respond to regionally identified
challenges in relation to teacher development for
inclusive education?

A total of 28 issues representing significant challenges
were identified in relation to teacher development for
inclusive education in the Western Balkans.

Issue 1, referring to an overly limited and narrow concept
of inclusive education, was identified as an overarching
meta-issue that permeates all the other issues discussed
in this regional report. Reported for all seven countries
was a limited concept of inclusive education, related very
narrowly to bringing children and young people with
special education needs (SEN) — especially those with
disabilities and, less frequently, Roma — into education
(usually mainstream schools but sometimes special
classes). There is, furthermore, a tendency to omit
reference to the prevalent cultural, linguistic, geographic
and socioeconomic reasons for educational disadvantage
and exclusion. This limited concept of inclusive education
represents a major barrier to constructive planning and
progress towards social and educational inclusion.

Issues 2 to 10 refer to policy and long-established
practices in the education systems that impact directly
and indirectly on the inclusiveness of schools. Many
children and young people are educationally
disenfranchised (non-enrolled pupils, irregular attenders,
dropouts and early leavers). There is an almost total lack
of recognition of the potential of vocational schools for
building educational and social inclusion. There are great
discrepancies and lengthy delays between declared
inclusion intentions (as recorded in legislation and official
guidelines) and actual practice. There is a lack of clarity in
responsibilities and developments in the devolution of
educational responsibilities to local authorities. The
prevalence of teachers who work in isolation with their
students and in their classrooms highlights the lack of
in-school collaboration and the insufficient recognition and
development of the potential of key school staff
(principals, psychologists, speech therapists, pedagogues

and practical assistants); this is further echoed by
evidence of poor school-home relationships and a lack of
partnership in the education of children and young people.
Some initiatives and constructive steps in terms of greater
educational and social inclusion and the building of
schools as agents for change were noted; however, they
fall far short of being sufficient and, even in their limited
range of action, are not always effective, indicating weak
support for schools in this regard.

Issues 11 to 16 focus on the teaching profession and
teacher employment, with special reference to working
in contexts of social and cultural diversity. Teacher status
and conditions of employment impact on quality
professional recruitment, as the outcome is teacher
training institutions with little or no choice in terms of
candidates. Teaching staff are not generally
representative of population diversity and the
recruitment of minority student teachers is not generally
prioritised; this deprives students of positive role models
and culturally sensitive approaches to education
(especially given the low or non-existent awareness
among teachers of intercultural education and bi- or
multilingualism). It is also widely accepted that teachers
do not have a sufficiently strong grasp of what their
competences should be and that they often lack the
necessary confidence to put them into practice. Teacher
classroom practices are rarely observed by school
managers or inspectors; according to parents and the
teachers themselves, teaching and classroom practices
are generally didactic, inflexible and non-inclusive and
there is a great deal of doubt regarding teacher
capacities and willingness to foster social cohesion and
inclusion in their students. Finally, there is a dearth of
structured opportunities for developing competences for
inclusive education.

Issues 17 to 22 focus on challenges that impact on pre-
and in-service teacher development. The unconnected
professional education systems for all levels of school
staff present a challenge to systemic change. The limited
concept of inclusive education, if the issue is addressed at
all, results in programmes that instruct student teachers in
how to remedy deficits rather than on more generic,
holistic and constructivist educational approaches. Quality
assurance systems in education are not fully effective and
lack formative links, both in general and in relation to
inclusive education. Although teachers would welcome
competence-based teacher standards (currently lacking),
their concept of competences is too narrow to achieve
inclusive education through the application of such
standards. Quality assurance and accreditation systems
for pre- and in-service teacher development providers and
programmes are insufficiently developed. Finally, there is
a lack of systemic opportunities for teaching practice in
teacher development.

Issue 23 highlights a major concern that implicates mainly
faculty-based teacher trainers who largely work in
pre-service teacher development. These trainers are
severely challenged as developers of teachers for
contexts of social and cultural diversity in terms of
relevant knowledge of inclusive education and of attitudes
and motivation towards inclusive education; moreover,



their own teaching approaches and ways of working are
out-of-date, non-inclusive and distant from students.

Issues 24 and 25, which focus specifically on the
challenges facing pre-service teacher education, may have
a knock-on impact on subsequent continuing professional
development (CPD). There is insufficient and inadequate
preparation of vocational teachers due to the absence of
an effective, coherent and collaborative system of teacher
preparation. Furthermore, pre-service teacher
development is subject- and content-focused rather than
aimed at building systemic holistic competences for
inclusive education.

Issues 26 to 28 focus the spotlight on continuing
professional development (CPD), which includes specific
in-service teacher education. CPD is inadequate, poorly
coordinated and rarely properly evaluated; moreover,
participation is not linked to conditions of service. More
courses on inclusive approaches would be welcomed by
teachers but learning is often not followed up adequately
or implemented effectively. International donors and
national and international NGOs have led CPD in inclusive
education, resulting in some countries becoming overly
dependent on these bodies and also in patchwork
provision, some of which is excellent, yet at risk because
of transient involvement (and, in some situations, the
termination of involvement) of donors and international
NGOs.

As a conclusion to this executive summary, we return to
the three key questions listed above specifically
addressed by this report and list 12 messages that have
been elucidated from the discussions around the issues
raised here.

What issues, challenges and good policies and practices
can be identified in the Western Balkans, considering the
regional, European and international contexts of teacher
development for inclusive education in situations of social
and cultural diversity?

Message 1. Existing policies and practices in the region
are generally not well oriented towards the development
of teachers for inclusive education in the broad sense, nor
do they enable teachers to contribute as much as they
could to social inclusion and social cohesion.This single
all-encompassing message should be of deep concern to
anyone involved in the current education and future lives
of children and young people, especially those at risk of
social and educational exclusion or disadvantage in the
Western Balkan countries. Examples of good practice
among professionals, faculties and schools do exist and
are illustrated in this regional report — but the overall
message still holds true.

How do regional specificities relevant to this topic link
with the wider thematic fields of teacher development for
inclusive education identified in the international research
literature and the EU agenda?

Message 2. \While there seem to be many good
intentions and much activity in the region in terms of
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targeting inclusive education, the underlying restricted and
narrow understanding of the concept of inclusive
education likely serves to maintain counter-inclusive
practices and may even reinforce practices leading to
exclusion and/or negative stereotyping of some students
and groups of students.

Message 3. The countries in the region have generally
adopted policies and regulations granting minorities
entitlement to culturally and linguistically sensitive
education, but this, in some cases, has contributed to the
segregated education of students from different ethnic,
cultural and linguistic backgrounds.

Message 4. Although there is a widespread belief in the
importance of values and of a developmental moral role
for teachers in the region, there is little focus on enabling
teachers to acquire relevant competences for this role,
including reflexivity (the capacity to appraise their own
thoughts, feelings and actions self-critically and to take
any appropriate remediating action).

Message 5. Although teacher education has expanded
and been academically elevated as its importance is
increasingly recognised, it does not seem to provide more
adequate opportunities for teacher development either in
the initial training and novice teacher stages or throughout
a teacher’s career.

Message 6. Policies and practices targeting inclusive
education do not cover the vocational education and
training (VET) sector, which serves the largest proportion
of secondary students and which is being promoted
within the EU as playing a key role in enhancing social
inclusion and cohesion.

Message 7. Although international partners have been
valuable developmental factors in the region, their
influence and activities have in some ways also been
restrictive.

How can the design and implementation of relevant future
policies and practices in the Western Balkans be improved
to respond to regionally identified challenges in relation to
teacher development for inclusive education?

Message 8. If schools and their teachers are to fulfil their
potential as important vehicles and agents for positive
change in their communities, all sections and levels of the
education and training system need to work together to
promote teacher learning for inclusive education and to
sustain this throughout teaching careers.

Message 9. Cooperation between teacher training
institutions and schools needs to be institutionalised to
enable mutual learning by staff, to enhance the quality of
teaching, learning and staff-student relations and to link
theory and research to school practice, for example,
through action research and communities of practice and
by shared responsibilities for student teacher practice and
novice teachers.
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Message 10. There is much need for further research into
relevant issues in the region and, in general, for
strengthening research capacities in education.

Message 11. Although improved and coherent quality
assurance systems in education in general, including in
teacher development, are fundamental to positive change,
the education system cannot build a more inclusive and
cohesive society on its own. Inter-ministerial and other
high level cooperation is also needed.

Message 12. It is clear that commonalities in the
problems and challenges that relate to teacher education
for inclusive education co-exist with variations across the

region and between countries. The commonalities, allied
with limited resources and shared uncertainties as to
ways ahead, suggest that regional and inter-country
collaboration in developing and implementing policies
and practices potentially offer economies of scale and
support for peer learning and would thus improve
prospects for attracting funding from within and outside
the region.

This final message is a particularly encouraging one for
the seven countries and their education system
representatives, as it clearly points to the way forward
towards improved teacher development for inclusive
education in the Western Balkans.
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1. STUDY OVERVIEW

1.1 RATIONALE AND
OBJECTIVES

This regional report is produced as part of the study titled
Mapping Policies and Practices for the Preparation of
Teachers for Inclusive Education in Contexts of Social and
Cultural Diversity, commissioned by the European Training
Foundation (ETF) with the aim of contributing to the
promotion of inclusive education and training policies and
practices in contexts of social and cultural diversity in the
Western Balkans.

Current changes in education in the seven countries in the
Western Balkan region, namely Albania, Bosnia and
Herzegovina, Croatia, the former Yugoslav Republic of
Macedonia, Kosovo, Montenegro and Serbia, are strongly
influenced by the aspirations of these countries to join the
European Union (EU). In this perspective, increased
attention from policy makers, planners and teacher
educators to all learners in these contexts of diversity is
considered essential for inclusive education, social
inclusion and cohesion.

The preparation of teachers for working in real-life contexts
of social and cultural diversity is considered fundamental to
inclusive education. Teacher preparation in the region has
tended to assume homogenous school populations, despite
a troubled history and great social and cultural diversity. A
number of changes are now being introduced in legislation
and education policies and practices with the intention of
ensuring equity and inclusion in relation to the diverse
cultural backgrounds, socioeconomic status, abilities and the
religious identities of students. However, research evidence
that could inform the development of policies and practices
for teacher preparation in the region is scarce.

The objective of this study was to map the issues,
challenges and opportunities for teacher preparation for
inclusive education in the Western Balkans and to analyse
these issues, challenges and opportunities in the context
of European and international trends. The primary purpose
of this exploration is to provide evidence aimed at
improving policies and practices for pre-service and
in-service teacher development in the Western Balkans.

The study was carried out in two phases. Phase 1
involved the mapping of policies and practices to prepare
teachers for inclusive education in the seven individual
Western Balkan countries and territories. Phase 2
consisted of a cross-country analysis of findings from the
individual country reports. The cross-country analysis,
described in this regional report, will be used to inform
country and regional-level discussions involving country
teams, the European Commission’s Directorate Generals
for Employment, Enlargement and Education and Culture
and other relevant development partners.

1.2 COUNTRY REPORTS

The main sources of information for the cross-country
analysis were the country reports for Albania, Bosnia and
Herzegovina, Croatia, the former Yugoslav Republic of
Macedonia, Kosovo, Montenegro and Serbia produced in
Phase 1 of the ETF study (see Bibliography). The country
reports were prepared by research teams operating in
each country; these teams were coordinated by a core
research team that included the authors of this regional
report. The country reports cover common information
components providing data on regulation, policy
environment and practices referring to pre-service and
in-service teacher preparation. Each country report
describes the education and inclusion context in the given
country and current policies and practices of teacher
preparation for inclusive education. Findings are discussed
critically to identify current initiatives, challenges and
constructive approaches to the development of inclusive
education through relevant teacher development in the
respective countries. The country reports describe cases
referring to our topic and also highlight key issues, some
common to all the countries in the region and others
particular to individual countries.

1.3 RESEARCH QUESTIONS

The country reports addressed the following three main
research questions:

m  \What teacher competences (i.e. the integrated set of
knowledge, skills and dispositions) for inclusive
education are needed in situations of social and
cultural diversity?

m  What is the current situation regarding inputs,
processes and outcomes in both pre-service and
in-service teacher preparation for inclusive education?

m How can improvements be made regarding both
pre-service and in-service teacher preparation for
inclusive education?

The cross-country study analysed the main findings of the
country reports by addressing the above questions and
adding a new layer of interpretation in regard to the
contextual and conceptual backgrounds of the countries in
the Western Balkan region.

This regional report addresses three additional research
questions:

m  \What issues, challenges and good policies and
practices can be identified in the Western Balkans in
view of regional, European and international contexts
of teacher development for inclusive education in
situations of social and cultural diversity?
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m How do regional specificities relevant to this topic link
with the wider thematic fields of teacher development
for inclusive education identified in the international
research literature and the EU agenda?

m  How can the design and implementation of relevant
future policies and practices in the Western Balkans
be improved to respond to regionally identified
challenges facing teacher development for inclusive
education?

1.4 REPORT STRUCTURE

This introductory chapter of the regional report is followed
by Chapter 2, which presents the analytical framework
for identifying and analysing issues, challenges and
opportunities for teacher development aimed at building
social inclusion and social cohesion. The analytical
framework is built around (1) a description of the
contextual background of the Western Balkans, including
the EU agenda; and (2) a description of the conceptual
background, covering key concepts and relevant
international research evidence.

Chapter 3 outlines the study design in terms of the
research method, data sources and research limitations.

Chapter 4 depicts the context in which teachers learn and
work in the Western Balkans, including the situation with
regard to access and rights to education and the policy
and the working environments of teachers. The primary
purpose of this chapter is to set the scene for Chapter 5
(teacher competence issues) and Chapter 6 (teacher
development policies and practices), which address the
main focus of this report. Contextual issues are discussed
in terms of important implications for teachers and
teacher development. Raffo et al. (2009) noted that too
little research addressed issues of real power but focused
instead on individuals in families, communities, schools
(as pupils or teachers) and peer groups, and especially on
the institutions mediating between individuals and
national and global powers. The description of the
contextual background within which teacher improvement
and development is now targeted in the region raises
broader issues that need to be acknowledged, as they
may represent challenges, barriers or opportunities that
should be considered when the findings on teachers and
teacher development are drawn together in Chapters 5
and 6.

Chapter 5 considers the kind of teachers needed to make
educational practices in the region more inclusive and
more likely to contribute to the aim of building social
inclusion and social cohesion. It also considers the effects
of status and working conditions on teacher motivation to
embrace change. After considering the issues related to
attracting and diversifying the teaching force, we turn to
the central question: what competences do teachers
require daily in the classroom, in terms of school practices
and in their interactions with students, families and
broader communities? We also consider issues related to
teacher self-confidence, attitudes towards inclusion and
change and teacher experiences of diversity, reflection
and values.

Chapter 6 discusses how teachers could be
encouraged and supported to develop the necessary
competences in initial training and throughout their
working lives. Teacher development is regarded as a
continuing process that requires a coherent
framework built on the relevant elements and stages
of training, induction and lifelong professional
development. The themes covered include
overarching issues such as: building holistic
approaches to teacher preparation and development;
assuring quality teacher preparation and development
for inclusive education; linking theory and practice;
challenges for teacher educators; and issues specific
to pre-service teacher preparation and in-service
teacher development.

Chapter 7 considers the major overall findings of the
report in terms of 12 key messages and discusses what
could be done to improve the situation with regard to
teacher development for inclusive education in the
Western Balkans. It also provides recommendations for
actions that could be undertaken by policy makers,
external support agencies, teacher educators, expert
advisors, schools and teachers themselves and suggests
some avenues for further relevant research.

The report concludes with Chapter 8, which presents
overall reflections by the authors of this report, including
an outlook on the future.

1.5 HOW TO READ THIS
REPORT

This regional report has been organised and presented
with a view to meeting the different needs and interests
of the wide readership for which it has been prepared. Its
main chapters are organised in thematic sections and
sub-sections that address 28 identified issues — one to
three per chapter. An issue in the context of this report is
defined as a significant challenge identified in relation to
teacher development for inclusive education. Each issue
is highlighted and followed by illustrative examples or
cases from individual country reports, discussion with
reference to international research and literature (with
some relevant practices highlighted in boxes) and a
conclusion in one or more paragraphs that set out the
implications for teacher development for inclusive
education.

Issue 1, which refers to the narrow understanding of the
very concept of inclusive education in the Western
Balkan region, has been identified as an overarching
meta-issue that permeates all the other issues
discussed. This is why it is introduced as early as
Chapter 2, which discusses the concept of inclusive
education. The remaining 27 issues are covered in
Chapters 4, 5 and 6, depending on whether they relate
to the context in which teachers work (issues 2-10),
teachers and their competencies (issues 11-16) or
teacher development (issues 17-28). When related
issues are discussed, they are first dealt with as a set
and then individually.
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This organisation and presentation of issues is designed summary and Chapter 7 draw a bigger overall picture,
to facilitate location of the main findings regarding each pulled together from the findings on the individual issues.
issue and the identification of issues that may be of The authors of this report therefore particularly

particular interest to particular readers. The executive recommend these for the attention of all readers.
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2. ANALYTICAL FRAMEWORK

2.1 CONTEXTUAL
BACKGROUND

2.1.1 The Western Balkans

Discourses about diversity appear to be relatively new on
policy making agendas and in public and academic
debates in the Western Balkans. However, diversity itself
is not a new phenomenon, as cultural diversity
characterises the geopolitical history of the region since
(at least) the division of the Roman Empire into its eastern
and western parts, through a number of subsequent
divisions and (re)unifications with the Austro-Hungarian
and Ottoman Empires, to the most recent violent conflicts
in the part of the region that constituted the former
Yugoslavia. Ethnic, linguistic, religious and other forms of
diversity, which have been present in the Balkans
throughout its entire troubled history, have been both a
source of cultural richness and a curse at times of use and
abuse of the complex mix of identities and shifting
allegiances. Attempts made in the second half of the 20th
century to homogenise the societies in the region for
political and ideological purposes — through multiple social
media (education institutions, media outlets, art and
culture) — failed to mask the diversity. Many would argue,
in fact, that such endeavours contributed to making the
divisions in the region more uneasy. Diversity has always
been and always will be a feature of the Western Balkans
and can only be expected to increase with membership of
the EU and growing international mobility. This has
happened with other eastern European countries that
previously had little experience of immigration, according
to the Organisation for Economic Cooperation and
Development (OECD, 2010). Thus, learning to manage
diversity in the Western Balkans is a matter of necessity
involving high stakes for the region’s stability and
prosperity.

What is new, perhaps, in recent discourses about
diversity in the region are approaches towards managing
cultural and linguistic diversity. Some commentators on
policies regarding minority integration and diversity in
post-communist countries (Nikoli¢, 2009) argue that the
framework has shifted from assimilation aimed at the
desired socialist homogeneity to greater concern for the
protection of human and minority rights, but also
particularisation according to ethnic identities sometimes
leading to segregation. Ethnic identities in the Western
Balkans cross country borders and seem to matter more
than nation states. It is sometimes suggested that there is
no majority ethnic group in the region as a whole and that
all groups are, in some sense, minorities, and should be
regarded as such (OECD, 2003).

Diversity in the Western Balkans, as in other places, is a
multifaceted phenomenon. Unfortunately, the recent

history of conflicts makes the ethnic and religious diversity
of the region vulnerable to portrayal as a problem to be
solved (e.g. by violence or force of law) rather than, more
rationally, as an important factor to be taken into account
in development and planning. Indeed, ethnicity in the
Western Balkans, sometimes aligned with religious
identity, is ‘the elephant in the room’ in the consideration
of approaches to diversity management. However, this
focus on ethnicity as the main dividing line seems to have
contributed to a downplaying of other dimensions of
diversity, resulting in stereotypical and often
oversimplified perceptions of the region (both internally
and externally) and resulting, in turn, in erroneous
strategies for resolving diversity management issues in
the region. In regard to the topic of developing teachers
for inclusive education in contexts of diversity, we
consider it paramount to recognise the many lines along
which societies are heterogeneous in this region (as will
be discussed later). One of the most salient divisions
between populations is socioeconomic. According to the
United Nations Development Programme’s Human
Development Report (UNDP, 2009) there is a public
perception of greater friction between rich and poor than
between different ethnic groups in Bosnia and
Herzegovina, one of the most ethnically divided countries
in the region (Bosnia and Herzegovina country report,

p. 31). Societies in the Western Balkans are stratified, as
in other places (OECD, 2010), by different interrelated
layers of diversity, e.g. living conditions in urban and rural
environments, social and family cultures, ability and
educational status, religious and secular worldviews,
gender, and so on. Which particular dimensions of
diversity come to the forefront in public debate or rise to
the top of policy agendas is guided by the political
concerns of the moment and the context.

In post-socialist Western Balkan countries and territories —
many of which are also post-conflict societies — several
parallel change processes make for a complex contextual
background as far as the management of diversity and
public education is concerned. Transition from a centrally
planned to a market economy, democratisation and
Europeanisation are occurring concurrently with
processes of nation building and religious affiliation revival,
creating multiple schisms in the values held by many
parents and teachers. According to Dzihi¢ and Wieser
(2008), the simultaneity of transforming state, regime and
society in the Western Balkans is similar to that
experienced in central and eastern Europe and yet is also
specific to the former Yugoslav part of the region. Unlike
other examples in which an existing state was weakened
by communist rule, the Yugoslav dissolution brought
additional nation-building challenges, with ‘the value of
nationalism for state-building [...] conflicting with the state
of democracy’ (DzZihi¢ and Wieser, 2008, p. 85). At the
same time, specific religious affiliations are associated
with belongingness to particular ethnic groups and also,
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frequently, with nationalistic sentiments based on the
notion that the collective wellbeing of the (ethnic) nation
overrules individual security and rights. On the other hand,
the idea of a state based on civil rights and freedoms
seems to be associated with the notion of Europe as a
synonym for prosperity, democracy and the valuing of
liberty and diversity (Dzihi¢ and Wieser, 2008, pp. 85-7).

Education, like other public spheres but perhaps even
more so, is not free of interests vested in the various
agendas of state and nation building. Different
interpretations of recent events in history books are but
one example of uses and abuses of education for potent
political indoctrination — persisting despite liberalised
choice in textbooks. Education policy makers are faced
with complex policy and cultural decisions — e.g. about the
approach to adopt regarding the re-introduction of
religious instruction in public schools — but lack reliable
evidence that could inform such decisions (Glanzer, 2008).
In such circumstances, the struggle for the hearts and
minds of future generations is too often left to competing
political agendas, while teachers, who mainly hold the
belief that politics and religion should stay out of public
schools®, remain inadequately prepared to deal with public
schooling issues in ethically, religiously and otherwise
diverse environments.

Education policies and practices inherited from
communist states seem to be generally unhelpful to the
cause of appreciating difference. A view of teaching as a
profession with strong normative and even authoritarian
connotations and the value attached to academic
excellence (or its semblance) admitted only limited
tolerance of diversity or individual difference of any kind.
Closs (1995) hypothesised that inadequate preparation of
teachers was one reason for this deficiency: the official
value system was taught ‘either so blindly that its vices
went uncriticised and its virtues unnoticed, or so cynically
that the end result was similar. The occasional discrete
avoidance of the topic by a conscientiously objecting
teacher did not allow for the introduction of alternatives’
(p. 205). Academic curricula are laden with facts and
pseudo-facts, often to be learned by rote memory,
discouraging the search for truth from a range of
perspectives. We will argue in this report that Western
Balkan education systems are still placing their present
and future pupils at risk in similar ways. Schools and
teacher education institutions alike seem to be unduly
disconnected from the increasingly multifaceted
environments in which they operate.

2.1.2 Policy background and the EU agenda

The fact that all seven countries referred to in this report
are at various stages of the EU accession process’
significantly contributes to the shaping of new social
inclusion policies and legislation. In EU policy debates, the
concept of social inclusion started to acquire importance

at the beginning of 1985; the turning point occurred in
Lisbon in 2000 when a ten-year strategic plan determined
that, inter alia, there should be greater social cohesion in
Europe. Today, social inclusion forms the foundation for
social policies in EU member states and the basis for
mutual coordination at EU level. 2010 was designated the
European Year for Combating Poverty and Social Exclusion
(European Parliament and Council, 2008, Art. 11), with the
Western Balkan countries featuring in the list of
participating nations.

Social inclusion is conceived as a process that provides
people exposed to the risk of poverty and social exclusion
with the opportunity and means for full participation in
economic, social and cultural life and for achieving the
standards of living and wellbeing of the society in which
they live (European Commission, 2004). Linking education
and training to social inclusion is high on policy agendas in
EU countries, as inclusive education is seen as a
necessary, although not a sufficient, condition for social
inclusion; social inclusion is no guarantee of social
cohesion, however. Linking inclusive education to both
social inclusion and social cohesion requires intersectoral
coordination of both strategy development and
implementation (Holmes, 2009).

Social cohesion is defined as ‘the capacity of a society to
ensure the welfare of all its members by minimising
disparities and avoiding polarisation” (McGinn, 2008,

p. 291). The concept of social cohesion in policy and
scientific literature is emphasised differently in different
contexts, being interpreted as shared norms and values; a
sense of shared identity or belonging to a common
community; a society with institutions for sharing risks
and providing collective welfare; or the equitable
distribution of rights, opportunities, wealth and income. A
distinctive feature of social cohesion is that it involves
harmonious inter-community relations and trust (Green et
al., 2003). Research has not yet clarified the link between
education and social cohesion. For instance, it is not at all
clear that higher mean levels of education in OECD
countries enhance social cohesion as measured by levels
of trust (Green et al., 2003); nevertheless, these authors
hypothesise that education affects societal cohesion
through socialisation (inculcation of the values and
attitudes conducive to social cohesion through the
curriculum and the school ethos), by enhancing the skills
useful to building communities (such as cross-cultural
understanding and civic participation) and by distributing
opportunities. While there is little evidence in support of
the effects of socialisation (mainly because effective
socialisation is very hard to define and measure), there is
some evidence to support the link between skills and
opportunities distribution and social cohesion and there is
a strong correlation between social cohesion and
educational equality (Green et al., 2003). Therefore, one
important way education may influence social cohesion is
in the degree to which it generates relatively equal
educational outcomes for people.

3 Empirical research under the Tempus project on Curriculum Reform in Teacher Education at the Faculty of Education of the University of Kragujevac in Serbia.

4 Croatia, the former Yugoslav Republic of Macedonia and Montenegro (as of December 2010) have the status of candidate countries, while the remaining countries
(except for Kosovo, which has special status) have signed Stabilisation and Association Agreements.



This report focuses on the development of teachers for
inclusive education in the Western Balkans, given the
potentially significant contribution of teachers to social
inclusion and social cohesion. We therefore consider
context, teacher competences and the development
opportunities needed for teachers to be able to contribute
to reducing inequality and increasing educational
opportunities for students at risk of exclusion. This report
also discusses the development of inclusive and
cooperative values and attitudes, the assumption being
that these play a potentially significant role — even if
difficult to examine scientifically — in social inclusion and
cohesion.

The EU has identified policy areas and priorities relevant to
inclusive education and training in its Enlargement
Strategy 2008-09 (European Commission, 2008a). The
progress of the Western Balkan countries can be tracked
in their respective progress reports. Generally speaking,
recognised is the fact that a major exclusion factor is
poverty, often intertwined with ethnicity, gender, disability
and other factors. The Western Balkan country reports
point to a particularly complex situation for the Roma as
an ethnic minority that faces long-standing multifaceted
disadvantages. The term ‘disadvantaged’ is also applicable
to children from remote and rural areas, refugees,
internally displaced people, children in families deported
from foreign countries (mostly within the EU) and others.
All countries have reported a number of actions taken to
combat disadvantage and exclusion, as will be discussed
later in this report (issue 5).

The Western Balkan countries also belong to the
Instrument for Pre-Accession Assistance (IPA) group of
EU partner countries and territories. The EU introduced
the IPA in 2007 as an external assistance instrument for
strengthening social inclusion as a component of human
resource development in candidate and potential
candidate countries. IPA funds may be used to strengthen
social and economic cohesion in the employment,
education and training spheres based on the principles
elaborated in the Copenhagen EU-accession criteria, such
as respect for, and protection of, minorities. The Western
Balkan countries are also required to comply with EU
legislative acquis’ in the field of anti-discrimination and
equal opportunities (currently being adopted).

EU membership criteria and observance of the relevant
international norms are an important driving force for
strengthening social inclusion through the promotion of
human rights and anti-discrimination standards. The seven
Western Balkan countries are signatories to a number of
European and other relevant international documents,
such as the European Convention on Human Rights
(1950); the United Nations Educational, Scientific and
Cultural Organisation (UNESCO) Convention against
Discrimination in Education (1960); the United Nations
(UN) Convention on the Rights of the Child (1989); the
Council of Europe Framework Convention for the
Protection of National Minorities (1995), not as yet ratified
by Kosovo; the revised European Social Charter (1995);

2. ANALYTICAL FRAMEWORK 21

the European Charter for Regional or Minority Languages
(1992); the UN Convention on the Rights of Persons with
Disabilities (2006); and initiatives such as the Decade of
Roma Inclusion (2005-15).

At the Informal Conference of European Ministers of
Education in Oslo on 5-6 June 2008, education ministers
representing south eastern European countries signed a
joint statement making a commitment to human capital
development as a long-term investment. This statement
expressed a commitment to promote — as key
prerequisites for the prosperity and sustainable
development of the Western Balkan countries and their
integration with the EU — the following: quality, diversity
and equitable access to education; innovatory capacity
within education systems; and the intercultural capacities
of education institutions. The ministers stated their
intention to promote intercultural dialogue and
cooperation at the local, regional, national and international
levels and to foster environments conducive to creativity
and innovation, inter alia, by encouraging cooperation
between education, higher education and research
(Ministers of Education from South Eastern Europe,
2008).

All the country reports reported efforts to overcome
educational disadvantage through various strategies, laws
and policy documents. The reports frequently linked these
policies to aspirations for EU membership. As one
example, the European Convention for the Protection of
Human Rights and Fundamental Freedoms has been
incorporated in the constitution of Bosnia and Herzegovina
and supersedes all domestic legislation (see Bosnia and
Herzegovina country report, p. 33). A number of laws and
policies to protect the rights of minorities in Croatia —
implemented since the country was formally accepted as
a candidate for EU membership — are aimed at meeting
EU accession criteria (see Croatia country report, p. 35). In
Albania, the implementation of policies aimed at
preventing early school leaving by particularly marginalised
students, described in a document called the Social
Inclusion Cross-cutting Strategy 2007-13, is to be closely
monitored and evaluated in the process of EU accession,
along with the EU Stabilisation and Association
Agreement (see Albania country report, p. 32).

In summary, the promotion of social inclusion and the
protection of minority rights in the Western Balkans are
seen as essential for progress towards integration in the
EU. Moreover, the significant majority of the Western
Balkan populations see their future within the EU, with
the integration process reported to have had a catalytic
effect on the consolidation of strategic planning under a
more systematic approach (see, e.g. UNDP and ORI, 2007).

The international community has provided substantial
support (even leadership in some countries) for social
inclusion and inclusive education. International
organisations together with the growing civil sector have
proved to be essential in the promotion of minority rights
in the region. The Organisation for Security and

5  The Community acquis is the body of common rights and obligations which bind all the member states together within the EU. It comprises Community law as well as

common objectives laid down in EU treaties.



22 TEACHERS FOR THE FUTURE - TEACHER DEVELOPMENT FOR INCLUSIVE EDUCATION IN THE WESTERN BALKANS

Cooperation in Europe (OSCE) and the Council of Europe
relaunched the discourse on minority rights in the early
1990s through a security prism, given western European
fears about ethnic violence and war in the Western
Balkans threatening security in south eastern Europe and
potentially spreading beyond the Balkans. In 1992 the
OSCE set up the High Comissioner on National Minorities
to be responsible for monitoring and preventing ethnic
conflicts. In 1994 the Council of Europe drafted the
Framework Convention for the Protection of National
Minorities, which became the first internationally legally
binding agreement formulating specific minority rights and
norms. Such bodies and documents, and the presence of
international organisations in the Western Balkans, have
contributed to positive shifts in the treatment and status
of minorities in education. Unfortunately, dependence on
international engagement has also been reported to have
contributed to minority integration not always being
valued for its intrinsic worth (e.g. as positively affecting
institutional performance) but as representing, rather, a
symbolic engagement to comply with international
demands (Agarin and Brosig, 2009). Additionally,
education and training are still not sufficiently high on the
agenda, although their importance is increasingly
recognised through eligibility for funding as a tool for other
goals such as minority rights and social inclusion (ETF,
2009b, p. 13).

International organisations and national and international
non-governmental organisations (NGOs) have played and
continue to play an important role in setting good practice
parameters and in reducing tensions between ethnic
communities, promoting equality and, in particular,
combating discrimination — not an easy task in the
Western Balkans. In the region’s approach to societal
diversity management, an important difference with west
European states is the concurrent engagement in
state-building processes and the completion of
nation-building projects. Political elites in the region have
persuaded societies that statehood belongs largely, if not
entirely, to the dominant group in society. Although — with
the help of international organisations — the Western
Balkan countries are attempting to preserve and develop
minority cultures and protect individuals against
discrimination, they are far less sophisticated in their
approach to creating and sustaining group bonds.
Stereotypical and simplistic assumptions based on
ethnicity greatly affect social participation and educational
choices in the region. Acceptance of particular versions of
national history, proficiency in the state language and
enthusiasm for the culture of the majority are the dominant
criteria for social inclusion (Agarin and Brosig, 2009).

The quality of education and training, and with it the
quality of teachers and teacher development, are high on
the policy agenda in the EU countries. A key reference
document is the Common European Principles for
Teacher Competences and Qualifications (European
Commission, 2005), which suggests that ‘teachers should
be able to respond to the needs of individual learners in an
inclusive way' and that their education should ensure ‘an
understanding of the social and cultural dimensions of
education’ (p. 2). The importance of teachers and their
development is also stressed in the EU document titled

Improving Competences for the 21st Century: An Agenda
for European Cooperation on Schools (European
Commission, 2008b):

It is essential that those who enter the profession are
supported in developing a deeper understanding of the
historical, social and cultural contexts within which
they work. Teacher education also needs to present
teaching as a problem-solving or research-in-action
activity during which teaching methods and strategies,
formal or informal, are examined in relation to
children’s learning and their process (p. 5).

The emphasis on teacher reflectivity and teacher
capacities to contextualise teaching strategies represents
a substantial change and expansion of the teaching role,
which is why teachers need to be adequately prepared
and supported throughout their professional lives. This
report considers how teachers in the Western Balkans
could be prepared and supported by policy makers,
teacher education providers, their schools and their
communities, so as to be able to rise to the challenge of
becoming the advanced professionals for the 21st century
proposed by the EU.

2.2 CONCEPTUAL
BACKGROUND

2.2.1 Key concepts

Before looking at what international research and
literature has to say about teacher competences for
inclusive education in the context of diversity and before
discussing some instances of the relevant issues
identified in the seven Western Balkan country reports, it
would be useful to look briefly at our understanding, use
of and the links between diversity, socioeconomic
disadvantage, educational disadvantage, inclusive
education, teacher competence and teacher
development.

Diversity

For the purposes of this report diversity is a multifaceted
and multilayered concept that includes a number of
meanings in the contexts of Western Balkan societies.
Diversity not only refers to cultural, ethnic, linguistic and
religious differences among members of a society; it also
covers various other kinds of social differences that
interrelate with cultural and other forms of diversity, such
as socioeconomic dimensions and factors affecting the
social and educational status of groups and individuals
(physical and mental ability, social milieu, family culture,
secular or religious worldview, urban or rural environment,
gender, sexual orientation, and so on). Different group
cultures also exist, based on lifestyles, professional
sub-cultures or differing modes of communication and
learning styles (e.g. the deaf culture or bilingualism).
Different individual, cultural and social factors can be
intertwined in multiple dynamic identities and experiences
of exclusion or greater freedom and wider social inclusion.



Agarin and Brosig (2009) rightly remind us that individual
choices do not always result from culturally determined or
other group-determined action patterns. They suggest that
preferences for interaction strategies are more often made
from contextual situations than from individual cultural
belief systems. Other studies show that this is perhaps
truer for children, who seem less attentive to ethnic or
religious identity in their social activities than their adult
educators (Bekerman et al., 2009). Different approaches to
multicultural education have different implications for
learners, with some even reinforcing stereotypes or divides
between different groups by overlooking intra-group
differences. Besides, individuals belonging to different
groups can have similar claims, e.g. parents belonging to
different cultural groups might wish their children to be
educated in line with their own cultural values but might
also share, with parents from other cultural groups, a
concern for the educational quality and ultimate
employability of their children. Intercultural approaches are
often commended (see, e.g. Hudson, 2009), since they
require interdependence and foster the mutual respect and
understanding that can help build trust and cohesion in
communities and the broader society. A major challenge for
intercultural ideas in the Western Balkans regarding
non-ethnocentric curricula and intercultural pedagogy is
how to overcome the problems of national and
mono-ethnic thinking and prejudice (OECD, 2010).

Socioeconomic disadvantage

When we describe students, families or groups of people
as being socioeconomically disadvantaged we mean that
they are among the poorer people in their country, usually
without employment and without a regular income
sufficient to ensure a secure lifestyle or any expenditure
over and above that for basic needs (food and shelter). In
terms of the crude measure of gross domestic product
(GDP) per capita, only one of the seven countries in the
study, namely, Croatia, is not in the list of the ten poorest
countries in Europe. However, for certain poor groups and
individuals, their poverty is accentuated by the increasing
gap between them and a small population of relatively
wealthy co-citizens.

Economically disadvantaged groups and their children are
also likely to be socially marginalised, sometimes as a
result of their incapacity to function economically in
mainstream society but also because other factors (which
may also have led to their economic disadvantage)
contribute to their social exclusion: e.g. people with
disabilities may experience both disability discrimination
and societal discrimination; internal migrants who do not
speak the local dialect may be marginalised by local
populations because they are perceived as
incomprehensible newcomers who threaten local
employment and housing security; and illiterate people
may be disenfranchised from social benefits because they
are unable to complete claim forms.

Educational disadvantage
Educationally disadvantaged children or students are

those who do not benefit from school attendance and
education as their peers do and whose educational
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potential is not achieved. This group also includes those
who receive little or no schooling at all, whether because
they are officially and systematically excluded or because
they are unable or choose not to attend even
intermittently. Although some non-attenders are not from
socioeconomically disadvantaged families, there is little
doubt that most do have such backgrounds.

We need, nonetheless, to be aware of the groups of
students and families from minorities who are not
necessarily socioeconomically or educationally
disadvantaged, yet whose level of educational and even
social inclusion can be questioned. Some may come from
extremely wealthy backgrounds, live in gated
communities and attend fee-paying schools; others may
be members of a well-established and influential
community that grew up in or near their present location
at a time when national borders were different and who
are still proud to use their original national language, e.g.
the ltalian-speaking community in Istria or the
Greek-speaking community in southern Albania. Yet these
are choices made by the adults concerned and, we have
to assume, also for their children.

Inclusive education

Inclusive education is a widely researched topic that
involves a number of challenges for policy making and
policy implementation processes. Conceptualisations of
inclusive education vary from narrow to broad views. A
narrow definition is given by Michailakis and Reich (2009):
‘the attempt to educate persons with intellectual
disabilities by integrating them as closely as possible into
the regular structures of the education system’. A broader
definition from Acedo (2008) refers to: ‘[a] guiding
principle helping to accomplish quality education for all —
education systems that benefit from diversity, aiming to
build a more just, democratic society.’

For the purposes of this report, inclusive education is
broadly understood to be the process by means of which
schools attempt to respond to all pupils as individuals by
reconsidering and restructuring curriculum organisation
and provision and by allocating resources to enhance
equality of opportunity. This process enables schools to
increase their capacity to accept all pupils from the local
community who wish to attend and, in so doing, reduces
all forms of exclusion and degradation of students on the
basis of disability, ethnicity or anything that could render
the school life of some children unnecessarily difficult
(Sebba and Sachdev, 1997; Booth and Ainscow, 1998;
Florian and Rouse, 2009). Hence, inclusive education
needs to become a mainstream general policy and
practice in education, rather than just a specific
intervention addressing a particular disadvantaged group.
In this broader sense, inclusion is a process that increases
participation and reduces exclusion, whereas participation
means greater recognition, acceptance and respect,
which, along with inclusion in the learning process and in
social activities, ultimately fosters a sense of belonging in
society.

Teachers also have a wider professional role to play that
goes beyond their direct personal impact on individual
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schools operating at various levels of the education
system, including the local level. Decentralisation of
education systems in Western Balkan countries could
imply increased autonomy and responsibility for schools
(see issue 7 in Chapter 4), which may in turn lead to
increased rights for professional decision making by
teachers, suitably informed by a broader conceptualisation
of the sociocultural aims of education and schooling.
Liston and Zeichner (1990) assert that such reflection
need not focus only on implicit social and cultural
frameworks but also on the institutional features of
schooling; teaching professionals, they argue, must be
able to analyse and change particular institutional
arrangements and working conditions, especially those
that might counteract their professional aims.

At this point it is appropriate to introduce, in this section
on the definition of key concepts, the first issue, which is
an overarching one referring to understanding of the
concept of inclusive education in the Western Balkans —
which, as it happens, differs greatly from the
conceptualisation of inclusive education presented above.
This mismatch is a major overall finding of the study as it
permeates most of the other issues identified and so has
important implications for teacher development policies
and practices.

ISSUE1 THE PREVAILING CONCEPT OF
INCLUSIVE EDUCATION IS OVERLY

LIMITED AND NARROW

Reported in all the Western Balkan countries was a
limited concept of inclusive education that was very
narrowly related to bringing specific children into the
education system, usually into mainstream classes
but often in special classes, namely, children
perceived to have special educational needs (SEN),
especially children and young people with disabilities
and, less frequently, Roma children. The cultural,
linguistic, geographic and socioeconomic reasons
underlying educational disadvantage and exclusion
tend to be overlooked or ignored, in some cases
possibly for historical reasons.

At the regional meeting held in Turin in December 2009,
Pavel Zgaga (ETF, 2009b, p. 2) reminded participants that,
in the heterogeneous Western Balkan region, schools
have often been assumed to be mono-ethnic institutions
with homogenous classes, suggesting that this
assumption was rooted in political traditions (all people
were equal), academic traditions (in ex-Yugoslav
countries, defectology was a field of study that viewed
differences as defects) and educational traditions that
meant that children identified as ‘defective’ would either
attend a special school staffed by defectologists or be
excluded from education; hence, mainstream schools and
teachers were never equipped with the knowledge,
strategies and tools to address differences in students. In
some country reports the practices and modus operandi
of education ministry staff are also perceived to be at

fault, with many being described as insufficiently
knowledgeable or motivated regarding inclusion and its
social and educational advantages.

The problem with this narrow concept of inclusion is that
many of the efforts to develop inclusion have resulted in
measures and training that are specific rather than generic
and that are, debatably, more focused on what is wrong
with groups and how this may be remedied rather than on
systemic and whole-school approaches, such as
anti-discrimination practices and interactive,
student-centred, peer-support strategies. This narrow
conceptualisation of inclusive education permeates other
issues discussed in this report, e.g. regarding local
initiatives to combat exclusion and segregation in the
education of certain groups of students (issues 2, 4

and 10 in Chapter 4), perceptions of teacher competences
for inclusive education (issues 13-15 in Chapter 5 and
issue 20 in Chapter 6) and teacher education and
development (issues 18 and 25-28 in Chapter 6).

Teacher competence

In this study a view is adopted of competences as an
integrated set of knowledge, skills and dispositions,
sometimes also referred to as attitudes. With regard to
teacher knowledge and skills for inclusive education, we
agree with Florian and Rouse (2009), who suggested that
teacher competence for inclusive education should
include broad knowledge and generic skills relevant to the
improvement of teaching and learning for all, including the
capacity to reduce barriers to learning and participation.
This involves an understanding of the sociocultural factors
that produce individual differences, an awareness of
educational and social issues that can affect learning, a
multifaceted pedagogy that recognises how decisions
informing teaching should take account of individual
student characteristics, learning that takes place outside
school and previous knowledge, individual and cultural
experiences and interests (Florian and Rouse, 2009).

According to this view, the body of knowledge for
inclusive education is much broader than the specialist
knowledge of disability and learning needs required for
working with ‘special’ students — because the view of
inclusive education we adopt is not just about such
students. Even the most comprehensive coverage of
relevant special themes is unlikely to anticipate every
difficulty teachers might encounter in their professional
lives. In order to develop teacher competence for
inclusive education it is crucial that teachers accept
responsibility for improving the learning and participation
of allthe students in their classes. Teachers therefore
need to develop dispositions towards equitable teaching
and the promotion of learning among all their pupils.

Dispositions are tendencies for an individual to act in a
particular manner under particular circumstances, based
on their beliefs, however formed (Villegas, 2007).
Dispositions in teachers involve beliefs about the purpose
of education, the nature of knowledge and learning and
the educability of students. This last item is of particular
importance for inclusive education, as teacher beliefs
form the basis of teacher expectations regarding their



students. Thus, poor estimations of a student with
resulting low teacher expectations can lead teachers to
treat some students more negatively than others,
resulting in lower student attainment, fewer aspirations
and a poorer self-image. The converse is also naturally
true.

Teachers also need to be able to seek and use the
support of others who can provide valuable resources,
such as specialist and support staff, parents, colleagues,
communities, school authorities and relevant others.
Pre-service and in-service teacher education and training
should address inclusive educational approaches so as to
build the teacher capacities necessary to succeed with
diverse kinds of students (teacher competences identified
as useful for inclusive education are listed on p. 56).

Teacher development

Our concept of teacher development encompasses
teacher preparation, whether through formal pre-service
and in-service education or through other forms of
learning such as experience, collaboration with peers and
reflection. In other words, we understand teacher
development to be a dynamic, lifelong and context-bound
process rather than a matter of one-off preparation. The
process starts with the pre-service education that trainee
teachers are expected to undergo in order to qualify as
teachers, involving programmes designed specifically for
future teachers and programmes referring to a disciplinary
area equivalent to a school subject, which may or may not
have a special track for future teachers. Teachers develop
competences for inclusive education in continual learning
in interaction with real contexts of diversity. This implies
the need for policies and practices that are not limited to
formal education programmes. Teacher development thus
necessitates the creation of lifelong learning opportunities
and relies on the motivation of teachers to engage in both
formal in-service teacher development activities following
certification and other school-based activities intended to
improve individual and collective professional knowledge,
skills and attitudes for inclusive education in contexts of
social and cultural diversity.

2.2.2 International research evidence

Here we briefly outline some of the major literature and
research evidence that guided our selection of the

28 issues covered in this report and the organisation of
the report into relevant sections and themes. This
evidence and other research and literature will be
discussed at length in the chapters where we consider
individual issues and potential improvements related to
those issues.

Teacher status and general standing in society
matter

There is evidence that according greater status to
teachers as professionals positively affects the selection
and quality of teachers, which, in turn, positively affects
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educational outcomes. Teacher status and standing in
society are reflected in pay levels and working conditions;
the respect given to the profession; requirements for
entry, licensing and career progression; degree of
professional autonomy; and teacher education and quality
assurance (OECD, 2005; Hoyle, 2001; Wubbels, 1995).

Early education increases equality of opportunities,
especially for disadvantaged students

A number of good-quality research studies, including
longitudinal studies involving repeated observations over
lengthy periods, confirm the benefits of early education
for the subsequent educational progress, employment,
social inclusion and pro-social attitudes and behaviour of
disadvantaged children and students (OECD, 2007; Fraser
1997, Siraj-Blatchford, 2004; Sylva et al., 2004).

Parent/community involvement enhances
educational achievement in disadvantaged areas

Studies of schools with successful educational
achievement in socioeconomically disadvantaged areas —
including a longitudinal study-in-progress — make the case
for involving parents and local organisations in school
routines and decision making. Successful schools were
found to do the following: cater for learning for both
students and parents within the school premises; provide
stronger links between school life and home educational
practices; practice egalitarian dialogue and democratic
decision making; allow parents to participate to different
degrees in curriculum development, classroom practices
and evaluation; and, together with all the community, hold
high expectations with respect to educational
achievement (Brown and Gatt, 2009).

Teacher beliefs matter

Literature on teacher professionalism in general and
studies specifically referring to teacher beliefs in contexts
of diversity invariably show that what teachers believe is
reflected in their practice and in their students’
performance. As one example, teacher beliefs about the
purpose of education and ways of knowing and learning
are reflected in their perceptions of their role and sense of
mission. Teacher beliefs about the educability of students
are reflected in their expectations and treatment of
students, which, in turn, affect student performance and
aspirations. This evidence also explains why parents in
their at-home good-parenting role are the greatest
influence on students up to and throughout primary
education (Day, 2002; Desforges and Abouchaar, 2003;
Fives and Buehl, 2008; Korthagen, 2004, Villegas, 2007).

Teacher development is embedded in sociocultural
practices

The sociocultural theory of learning points to the need for a
holistic approach to teacher education and development.
Teachers learn through participation in sociocultural
practices, of which teacher education is but one example.
Teachers also learn and change through contact with other
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people in various contexts. According to this view, teachers
orientate themselves towards the values and goals of the
cultural and political setting of the schooling practices in
which they engage and try to make participation in those
practices personally meaningful (Huizen et al., 2005;
Korthagen, 2004; Lasky, 2005; Vygotsky, 1997).

Practice and reflectivity matter

Other influential theories, such as Kolb's theory of
experiential learning and Schon’s notion of the reflective
practitioner suggest that the learning processes of
professionals are associated with making sense of
concrete experiences. Professionals do not just apply
theories; they learn by doing and by engaging in
on-the-spot problem-framing and experimentation
followed by reflection. They also need opportunities to
exercise their judgement in practice (Kolb, 1984
Korthagen, 2001; Schon, 1983).

Constructivist teacher education is more
diversity-friendly

Research evidence on the effects of teacher education for
diversity on educational achievement and social inclusion
is unfortunately scant. Some studies based on
comparisons of programmes and teacher self-reporting
suggest that constructivist approaches are more effective
in preparation for diversity than conventional technical
views of teaching and learning that separate subject
matter and pedagogy from practice. Constructivist
approaches provide opportunities for learning through
discussion; focus on issues of culture, diversity, poverty
and social justice; incorporate practical experiences in
diverse classrooms; interact with diverse families; and
encourage critical reflection on and challenges to
traditional conceptions of teacher and learner roles,
subject matter and pedagogy (Kidd et al., 2008; OECD,
2010; Tatto,1999).



3. STUDY DESIGN

3.1 RESEARCH METHODS

We took a regional approach as an overarching framework
for this report, which is based on the most interesting
issues emerging from one or more countries. This
approach was designed to highlight regional
characteristics, including country commonalities and
differences, and to open up new insights and possibilities
through an interpretative and illuminative approach that
would inform future regional interventions.

We started identifying the regional issues by
systematically examining the country reports. The criteria
for selecting regional issues to be reported in this report
was not that an issue be reported in all or even most of
the countries but its relevance in the contextual
background and against the conceptual background
presented above. For instance, we examined whether
some country reports could be used to illustrate different
issues or aspects of our topic or whether there were any
consistent messages that seemed to be coming through
from key groups of respondents in the different countries.
Thus, whether or not there was a certain specific
common issue in a couple or all seven of the countries
was less meaningful than deeper insights from one
country that could be of interest to the other countries.
Furthermore, we also identified issues that were not in
any of the reports because of our knowledge of this topic
internationally and of the regional context.

We used an analytical regional framework and conceptual
background in a thematic approach to analysing issues
associated with teacher preparation for their contribution
to inclusive education. Such an interpretative approach
involved reading and re-reading the country reports and
referring back to the principles and concepts of each
theme, asking what we learned that was of most interest
for the region. Although the process is presented as
following a particular order (indeed some stages logically
precede others), our analytical thinking and writing
involved both jumping ahead and returning to rework
earlier ideas, while heavily relying on creative and
conceptual abilities to determine meaning, salience and
connections (Ritchie and Spencer, 1994). For drawing and
verifying conclusions, the authors engaged in elaborate
argumentation with a view to developing an
‘inter-subjective consensus’ (Miles and Hubermann,
1994). We also consulted other colleagues (such as
country researchers, reviewers and colleagues from the
ETF social inclusion team).

In line with the policy-oriented nature of this study the
focus of the analysis at each stage was on increasing the
understanding of the specificities of the Western Balkan
region as a possible basis for the development of future
policies and practices for teacher development for
inclusive education. We finish with recommendations for
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future actions based on the issues identified and with
conclusions aimed at informing policy discussions in the
individual countries and the region as a whole. Finally, we
also consider avenues for future research.

3.2 DATA SOURCES

This regional report draws primarily on the seven Western
Balkan country reports produced in the initial phase of
research conducted by the country teams. Data collection
in the seven countries was conducted through desk
research, focus groups discussions and interviews
involving parents, teachers, teacher educators, student
teachers, education policy makers, NGOs, school
managers and community representatives. Relevant
policy documents and legislation were studied critically
and a small-scale online survey was conducted among
teachers, teacher educators and student teachers.

The country reports adopted a predominantly qualitative
research methodology, designed to provide a holistic
description and critical interpretation of the situation.
Country research teams were guided by a core research
team so as to collect the same type of data from
documents and field visits. The concept of inclusive
education adopted in this study (see Section 2.2.1) was
presented to all research participants in each country as
part of the interview and focus group protocols and in the
online survey. Each team was also given the liberty to
interpret the data and to follow up promising or interesting
lines of enquiry in each country. The teams were asked to
paint a picture or portrait of each country’s situation in
relation to a commonly adopted understanding of inclusive
education. Consequently, the findings were produced
through in-depth conversations and engagement between
the country researchers and country contexts. We
capitalised on the knowledge of the in-country
researchers regarding the situation in their country — over
and above the information presented in the text of the
country reports — by referring back to and consulting with
country researchers to ensure accuracy and, occasionally,
to elaborate on data that were of particular interest
regarding an identified issue.

The regional report also makes use of the presentations,
discussions, feedback and conclusions of two ETF-hosted
regional meetings held in Pula and Brijuni (Croatia) in
September 2009 and in Turin (Italy) in December 2009.
The country reports were discussed by stakeholders from
the region and EU representatives: a mixed profile of
academics, policy makers and practitioners from public
institutions and NGOs, representatives of international
organisations active in the region and the EU Directorates
General for Enlargement, Education and Culture and
Employment. The discussions offered a rich insight into
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relevant issues for analysis and possible future peer
learning and cooperation at the regional level.

3.3 RESEARCH LIMITATIONS

Generalising regarding a region as diverse as the Western
Balkans is very problematic. Given the sensitivities of the
topic of inclusive education, we found it particularly
challenging to ensure that the analytical approach applied
in this regional report does not itself make assumptions
which hold more true for certain contexts or cultures in
the region.

Care was taken when disaggregating or extracting
fragments of data that were only part of the bigger picture
presented in each country report, e.g. when the regional
report highlights instances of interesting or good practice
identified in some countries in the hope that they could be
useful for other countries.

Finally, the time and funding allocated to this study limited
the choice of data-collection techniques, precluding, for
instance, classroom observations to complement the data
collected in interviews and focus groups discussing
perceived and implemented teacher competences. This
constraint was, however, mitigated by frequent visits by
us and the country researchers to classrooms in the
seven Western Balkan countries.
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4. TEACHER DEVELOPMENT IN

CONTEXT

In this chapter we discuss issues 2 and 3, related to
combating exclusion in education at different levels, and
issue 4, referring to the challenge of combating
segregation in education (Section 4.1). Next we discuss
interrelated issues 5, 6 and 7, which deal with relevant
policies and their implementation at different levels
(Section 4.2). Finally, we discuss issue 8, which depicts
the school working environment for teachers, and
issues 9 and 10, referring to families and local
communities in terms of their relevance for teacher
development for inclusive education and their
contributions to social inclusion and social cohesion
(Section 4.3).

4.1 ACCESS AND RIGHTS IN
EDUCATION: INCLUSION AND
SEGREGATION

4.1.1 Combating social exclusion

This section examines two issues which receive, we
believe, insufficient attention in the seven countries and in
their country reports: the partial or total educational
disenfranchisement of many potential students from
education (issue 2) and the neglect of the vocational
education and training (VET) sector (issue 3). Schools are
potential vehicles and agents for social inclusion;
therefore, any inadequacy of education systems that
excludes potential students, deliberately or otherwise,
makes schools unable to fulfil this vital role. Enduring
poverty and social marginalisation are mentioned in the
reports but only in passing, perhaps because of their
apparent distance from the key focus of the research,
namely, teacher development. However, it could also be
hypothesised that poverty and social marginalisation in the
Western Balkans, along with the stigmatisation of groups
and individuals such as Roma and people with disabilities,
are simply accepted by too many people in society, local
communities and, as some sociologists assert, in schools,
where negative societal norms are inevitably replicated in
the education system (Grenfell and James 1998; Raffo et
al., 2009, p. 342).

The fact that, as some studies (Paul Hamlyn Foundation,
1996; OECD, 2007) suggest, education policies and
individual schools and their teachers can make a positive
difference to potentially educationally disadvantaged
students makes the issues of disenfranchisement and
neglect of VET significant to teacher development.

ISSUE2 FORMS OF EDUCATIONAL
DISENFRANCHISEMENT ARE VARIED
AND EXTENSIVE

Varying but significant numbers of children and young
people are not enrolled in school at all in the Western
Balkan countries for a variety of reasons including
overt discrimination. Many other children, especially
those from certain minorities and from economically
and/or educationally disadvantaged backgrounds, drop
out during compulsory education or leave school at
the earliest permitted opportunity. Those attending
school are further disadvantaged by lack of pre-school
experience. While this last issue is beyond the scope
of the ETF's remit, it is briefly mentioned because of
its later implications for affected individuals in their
school and post-school careers.

Non-enrolment, early school leaving, dropping out and
irregular attendance are regional problems. Ensuring full
enrolment and completion of compulsory education is a
necessary but insufficient precondition for building
inclusive schools and societies. Most countries have
switched (Montenegro, the former Yugoslav Republic of
Macedonia and Bosnia and Herzegovina) or are intending
to switch (Albania and Serbia) from eight to nine years of
compulsory education; some countries are planning a
compulsory pre-school period (Serbia and Kosovo); and
the former Yugoslav Republic of Macedonia is currently
introducing compulsory secondary education. While
increasing the years of statutory education must be seen
as a largely positive development, this costly and
work-intensive change may also have sidelined the issue
of addressing inclusive developments, which is more
contentious for governments and the majority populations
of the various countries.

While most children and young people receive free public
education for 12 or 13 years, others may not attend
school at all, only irregularly or for a very short time, with
the outcome that later life choices are limited. Recently,
countries have tended to shift their policies and actions
from increasing access to improving the quality of existing
educational provision (International Association of
Universities, 2008, p. 20). Such a change in focus in poor
countries results in those at greatest educational
disadvantage being yet further penalised in terms of
difficulties in accessing school. It is interesting that Croatia
has chosen to retain eight-year compulsory schooling but
debatably provides a wider range of inclusive measures
than other countries that are moving to nine-year
compulsory education (Croatia country report, p. 35).
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Although all seven Western Balkan countries are
signatories to UNESCO's Education for All programme
(UNESCO, 2002), the target set for 2015 seems unlikely
to be reached. Exclusive actions by schools and education
systems still take place. The Serbian Law on the
Fundamentals of Education of 2009 means that children
no longer have to pass an entrance assessment to enrol
in school, but many children with special education needs
(SEN) - potential students — in the seven countries are not
enrolled in any special or mainstream school; this is surely
a breach of the UN 1989 Convention on the Rights of the
Child (Save the Children UK, 2009; UNICEF, 2011; Albania
country report, p. 35).

The groups noted in the country reports to be at the
greatest risk of exclusion include Roma students
(especially older girls), students with severe disabilities
and serious health problems, students (especially from
rural areas) in domestic and agricultural work, street
children and students from isolated and inaccessible
areas. At the country workshop at the Turin regional
meeting in December 2009, a UNDP delegate from
Montenegro described how — despite many positive
national measures associated with the country’s National
Action Plan for the Decade of Roma Inclusion — a school
had turned away Roma children on the grounds that they
did not speak Monetenegrin, the language of instruction.

In Montenegro, as in Serbia until 2009, school enrolment
is also dependent legally on the correct identification
documents being produced by parents — not always
possible for Roma families — although there is no formal
record of this being used to turn children away
(Montenegro country report, p. 39).

Population changes, prevalent in the Western Balkans
(Kupiszewski et al., 2009), may also affect enrolment and
class size and, therefore, quality and accessibility of
education in a variety of complex ways. Internal migration
may result in small non-viable classes and school closures
in rural areas, while it may lead to large classes with two
or three shifts in each school building and late-enrolling
students in cities and large towns. Even outside such
extreme circumstances, students who require special
access, equipment and support may find that this is
simply unavailable (see BOX 1).

Research suggests that incomplete or late registration,
irregular attendance and truancy may all be precursors to
dropping out (Epstein and Sheldon, 2002). Poverty may be a
significant factor in dropout rates, poor attendance and
non-enrolment. Albania is in most extreme need in this
respect; 35% of 10-14 year-old students drop out and fail to
complete their school studies (Albania country report, p. 36).
A fifth of dropouts interviewed in five areas of Albania gave
boredom and their perception of the irrelevance of
programmes as their main reasons for dropping out (Albania
country report, p. 37). There is surely a message here for
teachers, policy makers and teacher educators.

The Kosovo country report (p. 35) mentions student
dropout research undertaken by the Kosovo Institute of

Pedagogy, pointing to dropout prevalence at points of
educational transition:

Dropouts are prevalent during transition grades 1, 5,
and 9 of primary and lower secondary education (with
girls dropping out more than boys) and in upper
secondary education in general (this time with boys
dropping out more than girls). RAE (Roma, Ashkali,
Egyptian) communities appear more vulnerable to
dropping out . . . [and other] factors behind dropout: low
family income, geographical location, cultural factors,
social aspects, security in schools, discrimination,
general mentality [etc.] (Kosovo country report, p. 36).

Recommendations from this research call for systemic
approaches involving legal, social, cultural, health and
educational measures to ensure school attendance for
students who attend irregularly and who drop out and for
students with SEN.

While many steps to reduce the causes of exclusion and
truancy are essentially applied by schools at the meso-
(institutional) and micro- (individual) relationship levels
(Raffo et al., 2009), far-reaching macro-level measures (by
governments and international bodies), such as national
poverty reduction programmes and legislation to ensure
collaboration between education, health and social
services, are also vital.

At the Pula/Brijuni regional meeting held in September
2009, some country delegations reported progress in
school enrolment of students from disadvantaged 