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Abstract

The right to education for all people has been recognised worldwide for decades.
Because of this, educational organisations and management teams, through pedagogical
leadership, must work towards the construction of inclusive and intercultural schools
that generate a plural, collaborative, and democratic space. Therefore, this research
aims to analyse the importance of the role of management teams in the promotion of
intercultural education in schools in Spain and France. To achieve the stated objective,
a documentary analysis of the educational legislation of reference and international
reports was carried out. The following indicators were compared: leadership of the
management team, collaborative culture, self-efficacy, innovation, and educational
practices related to cultural diversity. High rates of innovation and internal collaborative
culture are evident in both countries. However, the data show that the management
teams do not promote relations with the environment. Therefore, there is a need for
better and continuous training of management and teaching staff in the promotion of
equity and cultural diversity. In addition, the lack of training in pedagogical leadership
within the French management team is highlighted. Following the results obtained, the
transformation of schools requires enabling the creation of a collaborative culture that
involves the educational community and the environment. To this end, it is necessary
to provide initial and continuous training for the management team and teachers in
intercultural competencies.

Key words: documentary analysis; intercultural education; management teams;
Pedagogical leadership.
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Introduction

Over the past 30 years, there has been a succession of international conventions and
agreements focused on promoting the inclusion of people with functional diversity (Shah
& Priestley, 2011). Since the United Nations Declaration on the Rights of Persons with
Disabilities, equal opportunities in the economic, social, educational, and employment
spheres have been promoted. In particular, the Salamanca Statement and Framework for
Special Needs Education (UNESCO, 1994) was instrumental in advancing the concept
of inclusive learning environments for people with disabilities. The Conference adopted
a new Framework for Action, the guiding principle of which was that regular schools
had an obligation to serve all students, regardless of their physical, cognitive, social,
emotional, linguistic, or other diversities (UNESCO, 1994). International instruments
promoted by the United Nations have established that inclusion in a regular educational
environment represents a fundamental right. However, in the context of the European
Union, each state is responsible for designing and provision of educational services.
The standards outlined in international initiatives have not been incorporated into
the legal systems of many EU countries (Schoonheim & Ruebain, 2005). According to
Schoonheim and Ruebain (2005), the right to participation in inclusive and intercultural
learning environments has often been interpreted narrowly, i.e. in terms of access to
existing facilities rather than facilitating access to an environment designed to meet
the social and learning needs of learners. Against this background, what can education
professionals do to promote inclusion and interculturality in educational institutions?

The role of education professionals and
management teams in inclusion

Within the educational centre, professionals dedicated to education have a privileged
position to transmit values and social competencies based on inclusion and respect
for cultural diversity to their students (Marin, 2019). These professionals, due to their
proximity to students, can understand the daily reality that occurs in the classroom, as
well as the conflicts that could arise within the classroom due to its cultural diversity
(Hugo, 2020). Furthermore, they can be mediators between the needs of students,
their families, and society (Barranco, 2020; Vargas et al., 2018).

At this point, it is necessary to highlight that the inclusion of students from minority
cultures will depend fundamentally on the teachers’ awareness of their influence on
the students. This implies a serious and rigorous commitment to education developed
in contexts, both as a human being and as a professional, considering their values and
attitudes (Nieto et al., 2017).

However, for there to be adequate awareness and sensitization on the part of teachers
towards the cultural differences of their students, it is necessary to provide them with
adequate training to favour the personal growth of all students (Leiva, 2012). Along
these lines, Ipifia (2019) reflects on the characteristics that an intercultural education
professional should have. According to this author, professionals must, on the one
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hand, have attitudes of commitment to diversity, active tolerance, and appreciation of
what is different, as well as openness to the world. On the other hand, they must have
attitudes of professional competence and constant training, a capacity for research
and improvement based on reflection, and mastery of the languages of their learners,
who potentially have opposite attitudes.

However, it is not only teachers who are involved in these processes but also school
leaders as drivers of inclusion for all students. Numerous research studies show that
the democratic or distributed leadership of principals in the inclusive transformation
of schools is crucial (Brown et al., 2017; DeMatthews et al., 2020; Martinez-Valdivia
et al.,2018; Moral et al., 2018; Rodriguez et al., 2020; Szeto, 2020).

Firstly, this research highlights the promotion of teamwork among all faculty and
collaborative learning to review and develop curricula adapted to students (Andersen &
Ottesen, 2011; Szeto, 2020; Martinez-Valdivia et al., 2018); stimulating the professional
development of all staff (Moral et al., 2018; Silva et al., 2017); encouraging democratic
participation in all activities (Santamaria and Santamaria, 2016; Silva et al., 2017); as
well as setting agreed and achievable goals (Moral et al., 2018; Rodriguez et al., 2020).
These action strategies involve leadership teams also guiding the school with a vision
shared by all (Andersen & Ottesen, 2011; Moral et al., 2018; Rodriguez et al., 2020),
building school capacity for improvement (Rodriguez et al., 2020), and restructuring
school resources for social justice (DeMatthews et al., 2020).

For students, the management team has the role of promoting a fair and inclusive
school culture—one that embraces diversity and plurality—and perceives students as
protagonists, thus ensuring access to participation and learning for all and empowering
students (Andersen & Ottesen, 2011; Ezzani, 2019; Martinez-Valdivia et al., 2018;
Moral et al., 2018; Silva et al., 2017; Rodriguez et al., 2020).

However, the leadership team may face several challenges in carrying out its work,
such as resistance to change from teachers, families, and the community (DeMatthews
et al., 2020). For this reason, management must involve all educational stakeholders
(Santamaria and Santamaria, 2016), establish mutual understanding (Szeto, 2020), and
receive critical feedback from the entire educational community for school improvement
(Andersen & Ottesen, 2011; DeMatthews et al., 2020; Martinez-Valdivia et al., 2018).

In this way, the management team also has the task of strengthening the relationship
with families, on the one hand, by linking them with actors and organisations and, on
the other hand, by establishing communication and collaboration networks (Ezzani,
2019; Flores & Kyere, 2020; Moral et al., 2018; Rodriguez et al., 2020). Similarly, it is
essential to know the resources and needs of families (Flores & Kyere, 2020) and to be
aware of the ethnic and linguistic backgrounds of minority students in their schools
(Andersen & Ottesen, 2011). According to Hamm (2017), the families of these students
need to be assured that their voices and concerns are heard, so parents and minority
community leaders are best placed to provide this knowledge to principals. Intercultural
mediators can also play an essential role in the life of schools and the demands of the
educational community (Rodorigo et al., 2018) for the inclusion of minority students.
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Finally, transforming schools for inclusion involves constant reflection and innovation
as part of a continuous cycle of improvement (Silva et al., 2017).

Methodology

The general objective of this study is to analyse the importance of the role of
management teams in the promotion of intercultural education in schools in Spain
and France. To achieve this purpose, the documentary analysis technique "consisting of
examining already written documents covering a wide range of modalities” (Bisquerra,
2014, p. 349) is used. Specifically, educational policies and official documents at the
national and international levels in both countries are reviewed to assess the role of
management teams in intercultural education.

The legislation analysed is the Ley Orgdnica 8/2013, de 9 de diciembre, para la Mejora
de la Calidad Educativa (hereafter LOMCE) in the Spanish context and the Loi N°2013-
595 du 8 juillet 2013 dorientation et de programmation pour la refondation de lécole de la
République (hereafter LOI) in the French context. A comparison of educational legislation
is made around the indicators of inclusion, educational quality, equity, collaboration,
religiosity, the roles of the management team, and educational evaluation. In addition,
Volumes I and II of the TALIS 2018 -Teaching and Learning International Survey-
(OECD, 2020a, 2020b) are reviewed based on the following indicators: leadership
(initial training, professional development needs and activities), collaborative culture
(internal and external relations), self-efficacy, innovation, and educational practices
related to cultural diversity.

The motivation for the choice of the laws analysed in this paper responds to the
pressure generated in the European context by the adaptation of national policies to the
results achieved in the PISA 2012 (Programme for International Student Assessment)
report. Specifically, the data from Student Knowledge and Skills: Student Performance in
Mathematics, Reading Comprehension, and Science (Volume I) prompted the Ministére
de I'Education Nationale et de la Jeunesse (MEN) to propose an educational reform. The
implementation of LOI N°2013-595 understands the seriousness of the situation and
proposes to “rebuild the school” to reduce the growing school inequalities. Along the
same lines, the Spanish context also echoes the results obtained in PISA by proposing,
through the LOMCE (2013), the search to improve the quality of education and its
position in international rankings and educational standards in general.

Therefore, these laws are taken as elements to be analysed for the following reasons:
a) in the Spanish context, the LOMCE represented a new way of understanding education
and the role of schools compared to its predecessor, and the effects produced by its
application began to become evident years later, the period from which the data are
taken (also considering that it is still partially in force and that the future education
law is based on some of its parts); and b) in the French context, reforms are scarce and
the aforementioned law represents a change to the educational regulations developed
almost without change for decades.
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Results
Legislative comparison in terms of inclusion and interculturality

As a result of the different educational trends in the two countries, there are many
differences in their education systems, with Spain decentralised and France centralised.
Educational inspection is also different: while in Spain it is unified and general, in
France there are specialised and differentiated inspection bodies. Concerning the
teacher training plan, intervention in Spain is open and secondary, whereas in France
it is active and has a regulated content. Participation in teacher training activities in
Spain depends on the organisation and functioning of the school itself. In contrast,
the training activities of French teachers depend on the curricular subjects they teach
at school. Finally, the school inspectorate in Spain has a passive stance on teacher
appraisal, and the development of the teaching career is based on six-year periods, in
contrast to France, where the school inspectorate’s stance on teacher appraisal is active
and the development of the teaching career is based on the evaluation.

Contemporary dissatisfaction with the education system provoked the elected party,
after the 2011 general elections in Spain, to try to put an end to more than 40 years
of educational reforms in line with the objectives set out in the Europe 2020 Strategy.
The French context is experiencing a similar situation of tension that is forcing the
MEN to promote an educational reform that is highly controversial on a social level.
This is why the LOMCE (2013) and the LOI (2013) are compared. In addition to
being of similar temporalities, both propose a Copernican turn in education in both
countries; in the case of the Spanish context, it did not achieve real applicability or
transferability (see Table 1).

Table 1
Comparative analysis of Spanish and French legislation

INDICATOR SPAIN - LOMCE, 2013 FRANCE - LOIR, 2013
Educational o All students have ¢ Reducing inequalities and
principles talent. promotingsuccess for all.

The system must have
mechanisms in place
to recognise and
enhance them.
Mercantilism and
economist conception
of education.
Competitiveness
versus equity.
International
evaluation.
Centralisation.
Privatisation and
restriction of the
participation of the

education community.

Youth and education are the

nation’spriorities.

The concept of “benevolence”

is introduced to adapt the

European rankings (OECD and

European Union).

It strengthens the

decision-making

capacity of the territories

(decentralisation).
Educational reinforcement in
primary education and teacher
training.

e Increased burden of ethical and

cultural values.
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INDICATOR SPAIN - LOMCE, 2013 FRANCE - LOIR, 2013
Inclusion- e Placing the learner at e Ensure that all pupils master
related the centre of education basic skills in French and
objectives and education as the mathematics by the end ofage
engine that promotes 6 and master the fundamental
the well-beingof a tools of knowledge by the end of
country. primary school.
e Make education the e Reduce the gap in the mastery
main instrumentof of competencies at the end of 9
social mobility. years between pupils in priority
e Promote education andthose in non-
education priority education.
based on o Halve the proportion of
equality, equity, pupils leaving school without
and justice. qualifications and achieve
e Strengthen mastery of the common core of
competency- knowledge, skills, and culture
basedlearning by the endof compulsory
and lifelong education.
learning. o Reaffirm the objectives of
e Combat high early bringing morethan 80 % of an
school drop-outrates age group to the baccalaureate
and low standards. and 50 % of an age group to a
e Align objectives higher education diploma.
with the EU's
Horizon 2020
strategy.
e Facilitate access to
pathways according
to skills and options
for personal and
professional
development.
e Promote a culture of
effort and excellence.
Educational o Assessable learning o Redesigning initial and
quality standards. (European continuing training in the
framework). teaching and education
professions.
Equity o Full development of the o Civicinstruction.

Collaboration

personality.

Equal rights and
opportunities.
Universal access to
education.

Networking between
schools for cultural or
academic purposes.

e Civic education.
o Civic, legal and social education.

e Educational success and co-
education with parents.
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Legislative comparison in terms of inclusion and interculturality

We found many differences in the initial training of school leaders between Spain
and France. As can be seen in Figure 1, the most frequent training among the Spanish
management team is on pedagogical leadership. However, in France, such training
does not exist. Nevertheless, school leaders in both countries receive initial training on
student behaviour and classroom management, both in primary education (58 % in
both countries) and in secondary education (40 % in Spain and 55 % in France). The
training that Spanish and French school leaders receive least often is in a multilingual
environment.

55%
FRANCE
(Secondary Education)

74 %

SPAIN
(Secondary Education)

FRANCE

(Primary Education) 64 %

58 %

SPAIN

(Primary Education) 57 %

0% 10% 20% 30% 40% 50% 60% 70%

Il Teaching about pedagogical leadership
| Teaching about student behaviour and classroom management
Teaching in a multilingual envirinment

Il Teaching in a mixed/abilitz envirinment

Figure 1. Initial training of the management team. Extract from Table I. 4.28 and 1.4.29 (OECD,2020a).

Among the multiple training needs detected among principals (see Figure 2), we find
a situation that demonstrates the correct functioning of the French primary school, with
limited needs. In contrast, the Spanish primary school shows shortcomings, especially
in the promotion of teacher collaboration (28.8 %). The French transition is neutral,
with the indicators that improve compensating for those that worsen. In the Spanish
case, in addition to what has already been mentioned in the primary stage, the need
to use data to connect with the educational reality of the school (26.1 %) stands out.
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28.3 % 3179
FRANCE ,, J9.6% S
(SeconQary 21.4%
Education) 14.0 %
8.6 %

27.0%
oy 7 s o
o 17.8%

(Secondary 22.7 %
Education)

26.1 %

19.0 %
I 15.7 %

FRANCE 26.0 %
(Primary
Education)

12.4 %

SPAIN
(Primary
Education

0% 5% 10 % 15 % 20 % 25 % 30% 35%

Bl Human resources management
B Encouraging collaboration between teachers
Promote equity and deversity
Provide effective feedback
Hl Design of professional development activities
Il Using data to improve the quality of the centre
Knowledge and understanding of education policies
Il Knowledge and understanding of leadership research and theory

Figure 2. Professional development needs of the management team.
Extract from Table 1.5.32and 1.5.33 (OECD, 2020a).

Figure 3 shows the differences in the managerial functions of the two countries.
Focusing on France, lower values can be seen in general. The highest levels are
associated with the deployment of measures to help teachers solve discipline problems
in secondary and primary education (49 % and 66 %, respectively). Contrary to that,
in Spain, the highest levels are associated with learning at both educational stages;
providing information to parents on their children’s school performance (82 % and
77 %, respectively) and taking measures to make teachers feel responsible for learning
outcomes (67 % and 76 %, respectively). Collaboration with headteachers in other
schools is shown as an indicator of improvement in both contexts.
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20.6 %
344%
FRANCE 39.6%

61.2%
(Secondary 479% y
. 55.8%
Education) 55%
I 49 %
SPAIN ; J 814%
9
(Secondary 57.8% 633 WGU o
) 3%
Education) 40%
I 5 0,
7.1%
h 154%
FRANCE Jots% 0%
. 219%
(Primary 41.4%
: 58%
Education) 59.1%
332 %
SPAIN ) |7g7680/0 %
. % h
Education) 66 %
0% 10 % 20% 30% 40 % 50 % 60 % 70 % 80 % 90 %

Bl Working on a professional development plan for the scool
Bl Collaborate with the heads of other shools on the most demanding work tasks
Providing parents/guardians with infornation od school and student echievement
Taking steps to ensure that teachers feel responsible for the learning outcomes of their students
Take measures to ensure that teachers take responsibility for improving their teaching competences
Bl Take measures to suport cooperation between teachers to develop new teching practices
Providing feedback to teachers based on the proncipal’s observations
B Working with teachers to solve discipline problems in the classroom

Figure 3. Percentage of principals who have participated in the following actions in their school
in the last 12 months before the survey. Extract from Table 11.5.12 and 11.5.13 (OECD, 2020b).

Collaborative culture

In Table 2, we can see how teachers in Spanish and French schools show their degree
of "agreement” and “strongly agree” in more than 70 % of the cases that the existence of
a collaborative school culture is characterised by mutual support. Specifically, in Spain,
it is highlighted in 76.6 % of teachers’ responses, and in France, 72.5 %. This reality, in
both cases, is increased in schools with less than or equal to 10 % of immigrant pupils
and decreased in schools with more than 10 %.

Table 2

Teachers who "agree” or “strongly agree” that there is a collaborative school culture characterised by mutual support.
Extract from Table Il. 4.28 (OECD, 2020b).

CHARACTERISTICS SPAIN FRANCE
At the general level in schools 76.6 % 72.5 %
Schools with a concentration  Less than or equal to 10 %. 77.7 % 735 %
of immigrant students More than or equal to 10 %. 734 % 715%

As shown in Figure 3, French primary school heads spend the highest percentage of
their time on meetings and administrative tasks (32 %), while Spanish primary school
heads spend a similar amount of time on meetings and management tasks (22 %),
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meetings and administrative tasks (22 % compared to 9 % in France), and meetings
and tasks related to the curriculum and teaching activity (20 %). At the secondary level,
French school heads also give a similar amount of time to meetings and administrative
tasks (27 % compared to 23 % in Spain).

It is interesting to note that principals in both countries in primary and secondary
education spend less than 10 % of their time on relations with the local and regional
community, business, and industry. A similar situation occurs with the relationship
with families and the relationship with pupils, in both cases not exceeding 16 % (see
Figure 4).

FRANCE
(Secondary

Education) 70
0

6%
14%
SPAIN 13%
(Secondary
Education)

22%
23%

FRANCE
(Primary
Education)

32%

SPAIN
(Primary

Education) 2%

22%

0% 5% 10 % 15% 20 % 25 % 30 % 35%

Relationship with the local and regional community, business and industry
Relations with families

Hl Relations with pupils

Il Meetings and tasks related to the curriculum and teaching activity
Menagement meetings and tasks

Bl Meetings and administrative tasks

Figure 4. Percentage distribution of working time spent on different tasks by
principals. Extract from Table 1.2.32 and 1.2.32 (OECD, 2020a).
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Table 3 below shows the opportunities for internal and external stakeholders to
participate in school decisions at the secondary level. As can be seen, the greatest
opportunities for participation are for teachers (75.7 % in both countries) and students,
with a difference of almost 10 % between Spain (69.5 %) and France (59 %). This reality
differs from the possibilities for families and tutors to participate, as the percentage
drops to 13.6 % in Spain and 10.5 % in France. It is much more accentuated in the
case of local and regional entities, as it does not exceed 7 % in any country, although
in France (6.7 %) it is higher than in Spain (6.1 %).

If we look again at Table 3, which shows the results in schools with a concentration
of immigrant students, the participation of the agents remains practically the same
as in the rest of the schools regarding the opportunities of some groups compared
to others. However, it is interesting to note that there is an increase in the number
of students, more accentuated in schools with more than 10 % concentration of
immigrant students in Spain (77 %) and schools with less than or equal to 10 % in
France (77.5 %). On the other hand, it is significant that in both Spain and France,
when there is a concentration of immigrant students, teachers have fewer opportunities
for participation. Specifically, in Spain, it decreases by around 7 %, which is less than
in the rest of the schools, and France by 15 %.

Table 3

Opportunities for the following actors to participate in school decisions in SecondaryEducation. Extract from
Table Il. 4.34 and 11.4.35 (OECD, 2020b).

AGENTS SPAIN FRANCE
Schools with a Schools with a
concentration of concentration of
immigrant students immigrant students
Generallyh <or= 0 Generally <or= 0
schools 10 % of +of10% in schools 10 % of +of10%
Students 69.5 % 752 % 77 % 59% 77.5% 73.5%
Faculty 75.7 % 69,6 % 68.7 % 75.7 % 60.1 % 58.2 %
Families and 136%  133% 14.7% 10.5% 103 % 1%
guardians
Local and
Regional 6.1 % 6% 6.4 % 6.7 % 6.6 % 72%
authorities

Overall, Spanish and French teachers and principals feel more than 50 % self-efficacy
concerning interculturality (see Figure 5). If we focus on France, we can see that the
highest values are concentrated on getting students with and without an immigrant
background to work together in primary and secondary education (95 % and 91 %,
respectively). In Spain, however, the highest values are concentrated on contributing
to the reduction of cultural stereotypes among students in the two educational stages
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(91 % and 82 %, respectively). It is interesting to note that primary and secondary
school teachers and management in both countries feel less self-effective in adapting
teaching methodology to cultural diversity and facing the challenges of a multicultural
classroom (Figure 5).

J 0%

FRANCE
(Secondary

91 %
Education)

J 82%
SPAIN

(Secondary
Education)

79 %

FRANCE
(Primary
Education)

95 %

Jor%
87 %
87 %

SPAIN
(Primary
Education) 65 %

Y ¢

0% 10% 20% 30% 40% 50% 60% 70% 80% 90% 100%

Contribute to the reduction of cultural stereotypes among pupils

Hl Raise awareness of cultural differences among pupils

Bl Getting students with and without a migrant background to work together
Adapting teaching methodology zo cultural diversity

Bl Facing the challenges of a multicultural classroom

Figure 5. Percentage of teachers and principals who consider themselves self-
about interculturality. Extract from Table I. 3.38 and I. 3.39 (OECD, 2020a).
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The percentage of teachers reporting high levels of innovation in their schools is
above 60 % in both countries. These percentages are highest at the primary level in
Spain and lowest at the secondary level in France (see Figure 6). In particular, the
highest levels of innovation occur in providing prompt help for the development of
new ideas and in the willing acceptance of new ideas (percentages above 87 % except
for secondary education in France, with 70 %).

72 %

FRANCE 71%

(Secondary 63 %
Education) 67 %

89 %

SPAIN 88 %

(Secondary 79 %
Education) 84 %

FRANCE
(Primary
Education)

100 %
100 %

SPAIN
(Primary
Education)

91 %
88 %

0% 10% 20% 30% 40% 50 % 60 % 70 % 80%  90% 100 %

Hl Rapidly provides support for the development of new ideas
Bl Accepts new ideas villingly

Quickly responds to changes when needed
Il Quickly identifies the need to do things differently

Figure 6. Percentage of principals reporting high levels of innovation in their
schools. Extract from Table I. 2.39 and I. 2.40 (OECD, 2020a).

As can be seen in Figure 7, the percentage of principals reporting that they encounter
obstacles to quality teaching due to a lack of human resources is lower in Spain at
both levels of education. Specifically, Spanish principals encounter more obstacles due
to a shortage of support staff (53 % in primary and 42 % in secondary). About the
percentage of school heads who say that they encounter obstacles due to a shortage
of teachers trained to teach pupils in a multicultural or multilingual environment, this
is higher than 40 % in France and lower than 30 % in Spain.
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63 %
FRANCE
(Secondary
Education)

40 %
36 %

14 %

SPAIN
(Secondary
Education)

17 %

48 %
FRANCE

(Primary
Education)

49 %

SPAIN
(Primary
Education)

29%

0%

10 %

20 % 30% 40 % 50 % 60 % 70 %
B shortage of teachers trained to teach pupils from socio-economically disadventaged homes
[ Shortage of teachers trained to teach pupils in a multicurtural or multiligual environment

Il Shortage of qualified teachers

Figure 7. Percentage of principals reporting obstacles to teaching quality due to lack
of human resources. Extract from Table . 3.63 and 1.3.64 (OECD, 2020a).
There are large differences in ratios between Spain and France. Specifically, France
has more support staff in primary and secondary education, while in Spain the number
of students per teacher is lower in both educational stages (see Table 4).

Table 4
Ratios of pupils, teachers, and pedagogical support staffin schools. Extract from Table .3.74 and .3.75 (OECD, 2020a).
Stage Indicators Spain France
Primary Ratio One support person One support person for
Teachers/pedagogical for every 11 teachers every 5 teachers
support staff
Student/teacher ratio 13 students per teacher 22 students per teacher
Secondary  Ratio teachers/pedagogical One support person One support person for

support staff for every 20 teachers

Student/teacher ratio 12 students per teacher

every 6 teachers

14 students per teacher
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Good practice

Concerning the educational practices carried out in primary and secondary institutions,
we can say that the practices teaching students to be inclusive of those from different
socioeconomic backgrounds have a higher percentage in both countries (see Figure
8). At the other extreme, the practice with the lowest percentage is the organisation of
multicultural events in both Spain and France at both educational stages. Nevertheless,
around 80 % of Spanish and French management and teaching staff carry out practices
that address social and ethnic discrimination in primary and secondary education.
Finally, supporting activities or organisations that promote the expression of different
cultures is also a practice carried out by teachers in both countries, although it is more
prevalent in Spain in primary and secondary education (67 % and 64 %, respectively).

86 %
67 %

FRANCE
(Secondary 22%
Education) 32 9%

92 %

80 %

53 %

89 %

SPAIN
(Secondary
Education)

97 %

78 %

61 %

FRANCE
(Primary
Education)

191%

80 %

88 %

SPAIN
(Primary 50 %
Education) 82%

98 %

67 %

0% 10 % 20 % 30% 40 % 50 % 60 % 70 % 80 % 90 % 100 %

Additional support for students from disadvantaged beckgrounds

Concrete policies against socio-economic discrimination

Teaching students to be inclusive of those from different socio-economic beckgrounds
Adopting practises that integrate global curriculum themes

Teaching to deal with social and ethnic discrimination

Organisation of multicultural events

Suport for activities or organisatios promoting the expression of different cultures

Figure 8. Educational practices that relate to multicultural diversity. Percentage of
teachers andprincipals. Extract from Table 1.3.35 and 1.3.36 (OECD, 2020a).

Figure 9 shows that the percentage of positive impact of feedback related to
culturally or linguistically diverse environments is much lower than in the rest of the
indicators. The French case stands out with percentages not even half as high as the
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Spanish (7.2 % compared to 17.3 % in secondary and 6.7 % compared to 24.3 % in
primary). In the feedback that the schools themselves offer to teachers, we find high
values in all contexts: all are above 75 %.

FRANCE
(Secondary

Education) 85.6 %

SPAIN
(Secondary

Education) 82.6 %

FRANCE
(Primary

Education) 87.5 %
. 0

SPAIN
(Primary

Education) 79.6 9%
o 0

Il Teaching methods in a multicurtural or multilingual environment

| Using student assessments to improve student learning
Pedagogical competences in the teaching of the teacher’s subject area

Bl Percentage of teachers who have received feedback in their school

Figure 9. The positive impact of feedback on teaching practices.
Extract from Table 11.4.50 and 11.4.51 (OECD, 2020b).

Discussion and conclusions

This paper provides a diagnostic comparison between two European contexts. In this
way, it provides an analysis of the importance of the role of management teams in the
promotion of intercultural education in schools in Spain and France. Thus, according
to Sarason (1990), educational reforms promise more than they can transform.

Although the French law provides for the initial training of management staff, the
data show that eight years after its publication, teachers have received no initial training
focused on the design and promotion of inclusive and intercultural pedagogical leadership.
In the Spanish context, school leaders at both levels do receive initial training in this
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area. This is crucial considering that recent research has shown that the democratic
leadership role exercised by teachers is an essential mechanism for school transformation
towards inclusion (Martinez-Valdivia et al., 2018; Szeto, 2020). These data contrast with
the professional development needs of management teams, which have a high need
for improvement in promoting equity and diversity. If the management and teaching
teams are not able to identify, raise awareness, and incorporate differences, they will
inevitably limit students’ learning possibilities (Leiva, 2012).

Despite the low initial training of the French management team, both countries
report high levels of innovation in their schools, promoting a climate that embraces
change and new ideas, thus putting into practice distributed leadership to respond
to rapidly changing circumstances, as already pointed out by Brown et al. (2017) and
as reflected in the Spanish education law as one of the functions of the management
team. However, transforming schools for inclusion requires constant reflection and
fostering innovation as part of a continuous cycle of improvement, as indicated by
the study of Silva et al. (2017).

Likewise, the promotion of educational collaboration at both the intra-institutional
and inter-institutional levels carried out by management teams and the educational
community is considered key to the construction of inclusive and intercultural schools.
As indicated by Vargas et al. (2018) and Barranco (2020), they are mediators between
the needs of students, their families, and society. Thus, school teachers in both Spain
and France highlight the existence of a collaborative school culture characterised by
mutual support. This situation is even more pronounced in schools with less than or
equal to 10 % of immigrant pupils. Nieto et al. (2017) have already referred to how
the inclusion of pupils from minority cultures depends fundamentally on teachers
who, within the framework of a school committed to interculturality as a factor of
educational quality and equity, become aware of the importance of their influence
on their pupils.

However, this collaborative culture is diminished in those with more than 10 %,
which is very significant. This should not make sense, because the more diversity there
is in the classroom, the more collaboration there should be to combat inequalities, but
as Leiva (2012) and Ipifia (2019) indicated, for there to be adequate awareness and
sensitisation on the part of teachers towards the cultural differences of their students,
it is necessary to provide them with adequate training, and perhaps this is where the
drawbacks arise.

The tasks or activities of the management team include establishing and fostering
relations with pupils, families, local and regional communities, businesses, and industry.
However, principals devote a very low percentage to this task in both countries (between
6 % and 16 %). Nevertheless, in both primary and secondary education, relations with
pupils and families are emphasised above all else. At the secondary level (both in Spain
and in France), it is revealed that relations with the local and regional community,
companies, and industries are insignificant, although it is essential to establish them
at this stage of young people’s education.
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This reality is related to the opportunities for collaboration among actors in secondary
schools. Internal participation (between teachers and students, respectively) is quite
well-developed in both countries. The high opportunities for teacher participation were
already explicit in the works of Andersen & Ottesen (2011), Szeto (2020), Martinez-
Valdivia et al. (2018), Moral et al. (2018), and Rodriguez et al. (2020), who emphasised
the importance of professional development through the promotion of teamwork
among all teachers and collaborative learning to achieve agreed-upon and achievable
goals. Student participation is also ensured in both to enhance their competencies and
learn (Andersen & Ottesen, 2011; Ezzani, 2019; Martinez-Valdivia et al., 2018; Moral
et al., 2018; Silva et al., 2017; Rodriguez et al., 2020).

However, opportunities for external participation (tutors, families, local and regional
bodies) are scarce. That is to say, there is a relationship in 10-15 % of cases between
tutors and families (in France, this is lower than in Spain, even in schools with a
concentration of more than 10 % of immigrant students), and something similar and
more accentuated occurs in relations with local and regional entities, not exceeding 7.2 %
in any of the countries. The management team also has the task of strengthening the
relationship with families, linking them with actors and organisations, and establishing
communication and collaboration networks (Ezzani, 2019; Flores & Kyere, 2020; Moral
et al., 2018; Rodriguez et al., 2020) to know the resources and needs of families (Flores
& Kyere, 2020) and to be aware of the ethnic and linguistic backgrounds of minority
students in their schools (Andersen & Ottesen, 2011).

Both France and Spain emphasise in their educational legislation (LOMCE, 2013;
LOI, 2013) the role of the school, the management team, and the teaching staff in
establishing collaboration both internally (educational community) and externally
(family and social community), to improve the comprehensive development of all
students regardless of their cultural diversity. In this sense, thanks to the participation
of all agents, education for all people based on equality, equity, and social justice can be
made possible. This is the only way to combat the high rates of early school dropout
and inequalities, favouring real opportunities for students to build their personal and
professional careers.

However, an obstacle to this transformation is the shortage of human resources
(Gonzalez-Gil et al. 2019), especially for teaching pupils from socio-economically
disadvantaged households and multilingual multicultural environments, especially
in France at the two educational stages studied. DeMatthews et al. (2020) emphasised
the importance of leadership teams restructuring school resources for social justice.
This role of the leadership team is clearly defined in French legislation. However, the
distributed leadership practices of the management team alone cannot address the
shortcomings of the education system. Despite this, teachers and management teams
in France and Spain feel self-effective with interculturality, but does this correspond
to reality? An illuminating element would certainly be the good practices in both
national contexts.
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In this sense, along with the training deficiencies, the teachers’ perception is the
aforementioned limitation of resources. For this reason, this work considers it necessary
to promote initial and continuous training in intercultural competencies for both the
management team and the teaching staff. In this way, it will be possible to create a
collaborative culture that is capable of building intercultural schools that contemplate
the integral development of all pupils, reinforcing the role and participation of the
environment (families and organisations) as essential agents in the education of pupils.
It is also necessary to promote the creation of networks between schools to improve
access to human and material resources, place students at the centre of education, and
use education as a tool for change and socio-educational transformation.

In future research, it could be of interest to contrast the analysis of the legislative
evolution of both contexts and the effectiveness of their implementation in educational
practices. Despite the detected capacity for innovation and inclusive leadership, it
is clear that it is a limited and limiting capacity, leaving room for improvement in
highly diverse contexts where the percentage of pupils of immigrant origin exceeds
an average percentage (more than 10 %). Perhaps case studies are an appropriate
approach for identifying good practices that enable leadership in management teams
and teaching staff. In this sense, the possibility would arise of incorporating effective
coordination strategies between the different educational agents guided by the actions
of management teams.

In addition, a line of research is being carried out to determine whether the provision
of financial and material resources would contribute to generating a more inclusive and
integrated school climate. The importance of the participation and coordination of the
school community is enshrined in legislation, but the question arises as to whether the
mechanisms are currently in place for its real development. The dilemma highlights the
need to harmonise the regulatory framework with the reality of education in countries
that, despite having inclusive guidelines and the human effort of their professionals,
find it difficult to achieve the objectives they set themselves.
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Usporedna analiza
medukulturnoga obrazovanja iz
perspektive upravljackih timova.

Slu¢aj Spanjolske i Francuske

Sazetak

Pravo na obrazovanje za sve ljude ve( je desetljecima priznato u cijelome svijetu.
Zbog toga obrazovne organizacije i upravljacki timovi moraju putem pedagoskoga
vodstva raditi na izgradnji inkluzivnih i medukulturnih $kola koje stvaraju
pluralni, suradnicki i demokratski prostor. Stoga je cilj ovoga istraZivanja analizirati
vaznost uloge upravljackih timova u promicanju medukulturnoga obrazovanja u
skolama u Spanjolskoj i Francuskoj. Kako bi se postigao navedeni cilj, provedena
je analiza referentnih dokumenata obrazovnoga zakonodavstva i medunarodnih
izvjeséa. Usporedeni su sljedeci pokazatelji: vodstvo upravljackoga tima, kultura
suradnje, samoucinkovitost, inovativnost i obrazovne prakse povezane s kulturnom
raznolikos¢u. Visoke stope inovacija i interne kulture suradnje vidljive su u obje
zemlje. Medutim, podatci pokazuju da upravljacki timovi ne promicu odnose s
okolinom. Stoga postoji potreba za boljom i kontinuiranom izobrazbom upravljackoga
i nastavnoga osoblja u promicanju pravednosti i kulturne raznolikosti. Osim toga,
istice se nedostatak obuke u pedagoskom vodstvu francuskoga upravljackoga tima.
Slijedom dobivenih rezultata, transformacija skola zahtijeva omogucéavange stvaranja
suradnicke kulture koja ukljucuje obrazovnu zajednicu i okolinu. U tu svrhu potrebno
je osigurati pocetno i kontinuirano osposobliavanje upravijackoga tima i nastavnika
u podrucju medukulturnih kompetencija.

Kljucne rijeci: analiza dokumenata; medukulturno obrazovanje; pedagosko vodstvo;
upravljacki timovi.

Uvod

Tijekom proteklih 30 godina pojavio se niz medunarodnih konvencija i sporazuma
usmjerenih na promicanje inkluzije ljudi s funkcionalnom raznoliko$¢u (Shah i
Priestley, 2011). Od Deklaracije Ujedinjenih naroda o pravima osoba s invaliditetom,
promicu se jednake mogu¢nosti u gospodarstvu, drustvu, obrazovanju i zaposljavanju.
Konkretno, Izjava iz Salamance i okvir za djelovanje o obrazovanju za posebne potrebe
(UNESCO, 1994) bila je klju¢na za poboljsavanje koncepta inkluzivnoga okruzja za
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ucenje namijenjenoga osobama s invaliditetom. Konferencija je usvojila novi Okvir
za djelovanje, Cije je vodeée nacelo bilo da redovne $kole imaju obvezu sluziti svim
ucenicima bez obzira na njihove tjelesne, kognitivne, socijalne, emocionalne, jezi¢ne
ili druge razli¢itosti (UNESCO, 1994).

Medunarodni instrumenti koje promi¢u Ujedinjeni narodi ustanovili su da uklju¢ivanje
u redovno obrazovno okruzje predstavlja temeljno pravo. Medutim, u kontekstu
Europske unije, svaka je drzava odgovorna za osmisljavanje i pruzanje obrazovnih
usluga. Standardi navedeni u medunarodnim inicijativama nisu ugradeni u pravne
sustave mnogih zemalja EU (Schoonheim i Ruebain, 2005). Kako navode Schoonheim
i Ruebain (2005), pravo na sudjelovanje u inkluzivinom i medukulturnom okruzju za
udenje Cesto se tumacilo usko, odnosno u smislu pristupa postoje¢im sadrzajima, a
ne olaksavanja pristupa okruzju osmisljenom kako bi zadovoljilo drustvene potrebe i
ucenikove potrebe za u¢enjem. U tom kontekstu, §to mogu obrazovni stru¢njaci uciniti
za promicanje inkluzije i medukulturnosti u obrazovnim institucijama?

Uloga obrazovnih stru¢njaka i upravljackih timova

u inkluziji

Unutar obrazovnoga centra, stru¢njaci posveéeni obrazovanju imaju povlasteni
polozaj za prenoSenje vrijednosti i drustvenih kompetencija temeljenih na uklju¢ivanju
i postivanju kulturne raznolikosti svojim uc¢enicima (Marin, 2019.). Ti stru¢njaci, zbog
svoje blizine uc¢enicima, mogu upoznati dnevnu stvarnost koja se dogada u ucionici,
kao i sukobe koji bi mogli nastati unutar u¢ionice zbog njezine kulturne raznolikosti
(Hugo, 2020). Nadalje, oni mogu biti posrednici izmedu potreba ucenika, njihovih
obitelji i drustva (Barranco, 2020; Vargas i sur., 2018).

Ovdje je potrebno istaknuti da ukljucivanje u¢enika iz manjinskih kultura bitno
ovisi o svijesti nastavnika o njihovu utjecaju na ucenike. To podrazumijeva ozbiljnu
i rigoroznu predanost obrazovanju razvijenom u kontekstu razlicitosti kao ljudskoga
bica i kao profesionalca, sa svojim vrijednostima i stavovima (Nieto i sur., 2017).

Medutim, kako bi postojala odgovarajuca svijest i senzibilizacija nastavnika prema
kulturolo$kim razlikama njihovih u¢enika, potrebno im je osigurati primjerenu
obuku koja ¢e pomo¢i osobnom razvoju svih ucenika (Leiva, 2012). U skladu s time,
Ipifia (2019) se osvrée na znacajke koje bi trebao imati stru¢njak za medukulturno
obrazovanje. Prema ovom autoru, s jedne strane, stru¢njaci moraju imati stavove
koji odrazavaju posvecenost razli¢itosti, aktivnu toleranciju i uvazavanje razli¢itosti,
kao i otvorenost prema svijetu. S druge strane, moraju imati stavove profesionalne
kompetentnosti i stalnoga usavr$avanja, sposobnost za istraZivanje i usavrsavanje
temeljeno na promisljanju i ovladanosti jezicima kod svojih u¢enika s potencijalno
suprotnim stavovima.

Medutim, u te procese nisu ukljuceni samo ucitelji, ve¢ i voditelji $kola kao pokretaci
inkluzije svih u¢enika. Brojna istrazivanja pokazuju da je demokratsko ili distribuirano
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vodstvo ravnatelja u inkluzivnoj transformaciji $kola klju¢no (Brown i sur., 2017;
DeMatthews i sur., 2020; Martinez-Valdivia i sur., 2018; Moral i sur., 2018; Rodriguez
i sur., 2020; Szeto, 2020).

Ovo istrazivanje ponajprije istice promicanje timskoga rada svih nastavnika i suradnicko
ucenje kako bi se pregledali i razvili nastavni planovi i programi prilagodeni ucenicima
(Andersen i Ottesen, 2011; Szeto, 2020; Martinez-Valdivia i sur., 2018); potaknuo
profesionalni razvoj svih zaposlenika (Moral i sur., 2018; Silva i sur., 2017); potaknulo
demokratsko sudjelovanje u svim aktivnostima (Santamaria i Santamaria, 2016; Silva
isur.,2017); kao i postavili dogovoreni i ostvarivi ciljevi (Moral i sur., 2018; Rodriguez
i sur., 2020). Ove akcijske strategije ukljucuju upravljacke timove koji takoder vode
$kolu s vizijom koju svi dijele (Andersen i Ottesen, 2011; Moral i sur., 2018; Rodriguez
i sur., 2020), izgradnju $kolskih kapaciteta za pobolj$anje (Rodriguez i sur., 2020) te
restrukturiranje $kolskih resursa za drustvenu pravednost (DeMatthews i sur., 2020).

Za ucenike, upravljacki tim ima ulogu promicanja pravedne i inkluzivne Skolske
kulture-one koja prihvaca razli¢itost i pluralizam-i vidi u¢enike kao protagoniste,
¢ime se osigurava pristup sudjelovanju i u¢enju za sve te osnazuje ucenike (Andersen
i Ottesen, 2011; Ezzani, 2019; Martinez-Valdivia i sur., 2018; Moral i sur., 2018; Silva
i sur.,2017; Rodriguez i sur., 2020).

Medutim, voditeljski se tim mozZe suociti s nekoliko izazova u obavljanju svojega
posla, kao $to je otpor promjenama koji dolazi od nastavnika, obitelji i zajednice
(DeMatthews i sur., 2020). Iz toga razloga uprava mora ukljuditi sve dionike u
obrazovanju (Santamaria i Santamaria, 2016), uspostaviti medusobno razumijevanje
(Szeto, 2020) i dobiti kriticne povratne informacije od cijele obrazovne zajednice s
ciljem pobolj$anja Skole (Andersen i Ottesen, 2011; DeMatthews i sur., 2020; Martinez-
Valdivia i dr., 2018).

Na ovaj nacin upravljacki tim ima zadatak jacati odnos s obiteljima, s jedne strane
povezujudiih s akterima i organizacijama, a s druge strane uspostavljanjem komunikacijskih
i suradnickih mreZa (Ezzani, 2019; Flores i Kyere, 2020; Moral i sur., 2018; Rodriguez
i sur., 2020). Sli¢no tome, bitno je poznavati resurse i potrebe obitelji (Flores i Kyere,
2020) te biti svjestan etnickoga i jezi¢noga podrijetla manjinskih u¢enika u njihovim
$kolama (Andersen i Ottesen, 2011). Prema Hammu (2017), obiteljima ovih u¢enika
treba osigurati da se njihovi glasovi i brige ¢uju, tako da su roditelji i vode manjinskih
zajednica u najboljoj poziciji da to znanje prenesu ravnateljima. Medukulturni posrednici
takoder mogu igrati klju¢nu ulogu u Zivotu Skola i zahtjevima obrazovne zajednice
(Rodorigo i sur., 2018) za ukljuc¢ivanjem manjinskih u¢enika.

Naposljetku, transformacija $kola za inkluziju podrazumijeva stalno promisljanje i
inovacije kao dio kontinuiranoga ciklusa poboljsanja (Silva i sur., 2017).

Metodologija

Opdi je cilj ovoga istrazivanja analizirati vaznost uloge upravljackih timova u
promicanju medukulturnoga obrazovanja u $kolama u Spanjolskoj i Francuskoj. Da
bi se ta svrha ispunila, primjenjuje se postupak analize dokumenata ,,koja se sastoji
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od ispitivanja ve¢ napisanih dokumenata koji pokrivaju $irok raspon modaliteta”
(Bisquerra, 2014, str. 349). To¢nije, obrazovne politike i sluzbeni dokumenti na
nacionalnoj i medunarodnoj razini u obje se zemlje revidiraju kako bi se procijenila
uloga upravljackih timova u medukulturnom obrazovanju.

Analiziraju se zakoni Ley Orgdnica 8/2013, de 9 de diciembre, para la Mejora de la
Calidad Educativa (nadalje LOMCE) u $panjolskom kontekstu te Loi N°2013-595 du
8 juillet 2013 dorientation et de programmation pour la refondation de Iécole de la République
(nadalje LOI) u francuskom kontekstu. Usporedba obrazovnoga zakonodavstva
napravljena je oko pokazatelja inkluzivnosti, kvalitete obrazovanja, jednakosti, suradnje,
religioznosti, uloge upravljackoga tima i obrazovne evaluacije. Osim toga, Svezak I i
I TALIS 2018 Medunarodnog istraZivanja ucenja i poucavanja (OECD, 2020a, 2020b)
pregledani su na temelju sljede¢ih pokazatelja: vodstvo (pocetna obuka, potrebe i
aktivnosti za profesionalnim razvojem), kultura suradnje (interni i vanjski odnosi),
samoucinkovitost, inovacije i obrazovne prakse povezane s kulturnom raznoliko$¢u.

Motivacija za odabir zakona analiziranih u ovome radu odgovara pritisku koji u
europskom kontekstu stvara prilagodba nacionalnih politika rezultatima postignutim u
izvjes¢u PISA 2012 (Program za medunarodno ocjenjivanje ucenika). Konkretno, podatci
iz Znanja i vjestina ucenika: Uspjeh uc¢enika u matematici, ¢itanju s razumijevanjem i
prirodoslovlju (I svezak) potaknuli su Ministére de 'Education Nationale et de la Jeunesse
(MEN) na predlaganje reforme obrazovanja. Provedba LOI N°2013-595 uvida ozbiljnost
situacije i predlaze ,ponovnu izgradnju $kole” kako bi se smanjile rastuce nejednakosti
u $kolama. U istome smislu, $panjolski kontekst takoder odrazava rezultate dobivene na
PISA-i predlazu¢i, kroz LOMCE (2013), napore za poboljsanjem kvalitete obrazovanja
i polozaja na medunarodnim ljestvicama i obrazovnim standardima opcenito.

Prema tome, ovi su zakoni uzeti kao elementi za analizu iz sljedecih razloga: a) u
$panjolskom kontekstu, LOMCE je predstavljao novi nacin razumijevanja obrazovanja
i uloge $kola u usporedbi sa svojim prethodnikom, a njegovi u¢inci postali su vidljivi
godinama kasnije, u razdoblju tijekom kojega su preuzeti podatci (takoder s obzirom
na to da je djelomi¢no jo$ uvijek na snazi te da se buduci zakon o obrazovanju temelji
na nekim njegovim dijelovima) i b) u francuskom kontekstu reforme su rijetke,
a spomenuti zakon predstavlja promjenu obrazovnih propisa koji su se razvijali
desetlje¢ima, gotovo bez promjena.

Rezultati
Usporedbazakonodavstva usmisluinkluzivnostiimedukulturnosti

Kao rezultat razli¢itih obrazovnih trendova u dvjema zemljama, postoje mnoge
razlike u njihovim obrazovnim sustavima, u Spanjolskoj decentralizirani, a u Francuskoj
centralizirani. Prosvjetna inspekcija takoder je drugacija: dok je u Spanjolskoj
jedinstvena i opéa po prirodi, u Francuskoj postoje specijalizirana i diferencirana
inspekcijska tijela. Sto se ti¢e plana osposobljavanja nastavnika, intervencija u
Spanjolskoj je otvorena i sekundarna, dok je u Francuskoj aktivna i ima regulirani
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sadrZaj. Sudjelovanje u aktivnostima osposobljavanja nastavnika u Spanjolskoj ovisi
o organizaciji i funkcioniranju same $kole. Nasuprot tome, aktivnosti osposobljavanja
francuskih nastavnika ovise o nastavnim predmetima koje predaju u $koli. Kona¢no,
$kolski inspektorat u Spanjolskoj ima pasivan stav prema ocjenjivanju nastavnika,
a razvoj nastavne karijere temelji se na $estogodi$njim razdobljima, za razliku od
Francuske, gdje je stav $kolske inspekcije prema ocjenjivanju nastavnika aktivan i
razvoj nastavne karijere temelji se na evaluaciji.

Suvremeno nezadovoljstvo obrazovnim sustavom potaknulo je izabranu stranku da
nakon op¢ih izbora u Spanjolskoj 2011. pokusa prekinuti vise od 40 godina obrazovnih
reformi u skladu s ciljevima postavljenima u strategiji Europa 2020. Francuski kontekst
dozivljava sli¢nu situaciju napetosti koja prisiljava MEN na promicanje reforme
obrazovanja, §to je vrlo kontroverzno na drustvenoj razini. Zbog toga se usporeduju
LOMCE (2013.) 1 LOI (2013.). Osim §to su sli¢ni po temporalnosti, oba zakona predlazu
kopernikanski zaokret u obrazovanju u obje zemlje - u slu¢aju $panjolskoga konteksta,
nije postigao stvarnu primjenjivost ili prenosivost (vidi Tablicu 1).

Tablica 1
Usporedna analiza spanjolskih i francuskih zakona
POKAZATEL)J SPANJOLSKA - LOMCE, 2013. FRANCUSKA - LOIR, 2013.
Obrazovna nacela e sviuceniciimaju talent e smanjenje nejednakosti i

e sustav mora imati promicanje uspjeha za sve
mehanizme za njihovo e mladiiobrazovanje su
prepoznavanje i poboljsanje nacionalni prioriteti

e merkantilizam i e uvodi se pojam
ekonomisticka koncepcija ,dobrohotnosti” radi
obrazovanja prilagodbe europskim

e konkurentnost nasuprot ljestvicama (OECD i Europska
pravednosti unija).

e medunarodna evaluacija e jacasposobnost

¢ centralizacija donosenja odluka

e privatizacija i ogranicavanje na teritorijima
sudjelovanja obrazovne (decentralizacija)
zajednice e obrazovno pojacanje u

e postaviti u¢enika u srediste osnovnom obrazovanju i obuci
obrazovanja i obrazovanje nastavnika
kao motor koji promice e povecano opterecenje etickih i
dobrobit zemlje kulturnih vrijednosti

e uciniti obrazovanje glavnim e osigurati da svi ucenici
instrumentom drustvene ovladaju osnovnim vjestinama
mobilnosti francuskoga jezika i

e promicati matematike do kraja 6. godine
obrazovanje Zivota te da ovladaju temeljnim
temeljeno na alatima znanja do kraja
jednakosti, osnovne skole

smanjiti jaz u ovladavanju
kompetencijama na isteku 9
godina obrazovanja izmedu
ucenika u prioritetnom
obrazovanjuionih u
neprioritetnom obrazovanju

pravic¢nosti i pravdi
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POKAZATELJ SPANJOLSKA - LOMCE, 2013. FRANCUSKA - LOIR, 2013.
Ciljevi povezani e postaviti u¢enika u srediste e osigurati da svi ucenici
s inkluzijom obrazovanja i obrazovanje ovladaju osnovnim vjestinama
kao motor koji promice francuskoga jezika i
dobrobit zemlje matematike do kraja 6. godine
e uciniti obrazovanje glavnim Zivota te da ovladaju temeljnim
instrumentom drustvene alatima znanja do kraja
mobilnosti osnovne skole
e promicati e smanijiti jaz u ovladavanju
obrazovanje kompetencijama na isteku 9
temeljeno na godina obrazovanja izmedu
jednakosti, ucenika u prioritetnom
pravi¢nosti i pravdi obrazovanjuionih u
e ojacati uCenje neprioritetnom obrazovanju
temeljeno na e prepoloviti udio ucenika
kompetencijama i koji napustaju skolu
cjelozivotnome ucenju bez kvalifikacija i postici
e boriti se protiv visokih stopa ovladavanje zajednickom
ranoga napustanja skole i jezgrom znanja, vjestina i
niskih standarda kulture do kraja obveznoga
o uskladiti ciljeve sa obrazovanja
strategijom EU-a Obzor e ponovno potvrditi ciljeve
2020 dovodenija vise od 80 % dobne
e olaksati pristup putevima skupine do mature i 50 %
s obzirom na vjestine i dobne skupine do diplome
mogucnosti za osobni i visokoga obrazovanja
profesionalni razvoj
e promicati kulturu truda i
izvrsnosti
Kvaliteta e procjenjivi standardi u¢enja o redizajniranje pocetnoga i
obrazovanja (europski okvir). trajnoga osposobljavanja
u nastavni¢kim i odgojno-
obrazovnim zanimanjima
Pravi¢nost e puni razvoj osobnosti ¢ gradanska nastava
e jednaka prava i moguc¢nosti e gradanski odgoj
e univerzalni pristup e gradansko, pravno i drustveno
obrazovanju obrazovanje
Suradnja e umrezavanje izmedu $kola u e obrazovni uspjeh i

kulturne ili akademske svrhe

suobrazovanje s roditeljima

Usporedbazakonodavstvausmisluinkluzivnostiimedukulturnosti

Pronasli smo mnoge razlike u poc¢etnome osposobljavanju voditelja $kole u usporedbi
Spanjolske i Francuske. Kao $to se moZe vidjeti na Slici 1, najucestalije osposobljavanje
$panjolskoga upravljackoga tima je pedagosko vodstvo. Medutim, u Francuskoj
takvo osposobljavanje ne postoji. Ipak, ravnatelji $kola u obje zemlje prolaze pocetno
osposobljavanje o ponasanju u¢enika i upravljanju razredom, kako u osnovnoskolskom
(58 % u obje zemlje), tako i u srednjoskolskom obrazovanju (40 % u Spanjolskoj i
55 % u Francuskoj). Osposobljavanje u videjezicnome okruzju najmanje je zastupljeno
medu ravnateljima $panjolskih i francuskih $kola.
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Slika 1.

Medu visestrukim potrebama za osposobljavanjem otkrivenima medu ravnateljima
(vidi Sliku 2), nalazimo situaciju koja pokazuje ispravno funkcioniranje francuske
osnovne $kole, s ograni¢enim potrebama. Nasuprot tome, §panjolska osnovna $kola
pokazuje nedostatke, posebno u promicanju suradnje ucitelja (28,8 %). Francuska
tranzicija je neutralna, s pokazateljima koji se poboljsavaju kompenzirajuci one koji se
pogorsavaju. U $panjolskom slucaju, uz ve¢ spomenuto u prvoj fazi, istice se potreba
za koristenjem podataka za povezivanje s obrazovnom stvarnoscu $kole (26,1 %).

Slika 2.

Slika 3 prikazuje razlike u upravljackoj funkciji dviju zemalja. Usredotocujudi se
na Francusku, opcenito se mogu vidjeti niZe vrijednosti. Najvi§e razine povezane su
s primjenom mjera za pomo¢ nastavnicima u rje$avanju disciplinskih problema u
srednjem i osnovnom obrazovanju (49 %, odnosno 66 %). Nasuprot tome, u Spanjolskoj
su najvi$e razine povezane s u¢enjem na oba obrazovna stupnja; pruzanje informacija
roditeljima o Skolskom uspjehu njihove djece (82 %, odnosno 77 %) i poduzimanje
mjera kako bi se u¢itelji osjecali odgovornima za ishode ucenja (67 %, odnosno 76 %).
Suradnja s ravnateljima drugih $kola pokazatelj je pobolj$anja u oba konteksta.

Slika 3.

Suradnicka kultura

U Tablici 2 mozemo vidjeti kako uditelji u $panjolskim i francuskim $kolama
pokazuju stupanj svojega ,slaganja”i,,u potpunosti se slazu” u vise od 70 % slucajeva
da postojanje suradnicke $kolske kulture karakterizira uzajamna podrska. Naime, u
Spanjolskoj je to istaknuto u 76,6 % odgovora nastavnika, a u Francuskoj 72,5 %. Ta
je stvarnost u oba slu¢aja povecana u $kolama s udjelom od 10 % ili manje ucenika
imigranata, a smanjena je u $kolama s njih vise od 10 %.

Tablica 2

Ucitelji koji se ,slazu”ili ,u potpunosti slazu” da postoji suradnicka skolska kultura koju karakterizira uzajamna podrska.
Izvadak iz tablice Il. 4.28 (OECD, 2020b).

ZNACAJKE SPANJOLSKA FRANCUSKA
Na op¢oj razini u $kolama 76,6 % 72,5%
Ekole s udjelom uéenika Manji od ili jednak 10 %. 77,7 % 73,5 %
imigranata Veci od ili jednak 10 %. 73,4 % 71,5 %

Kao $to je prikazano na Slici 3, ravnatelji francuskih osnovnih $kola trose najveci
postotak svog vremena na sastanke i administrativne zadatke (32 %), dok ravnatelji
$panjolskih osnovnih $kola trose sli¢énu koli¢inu vremena na sastanke i zadatke
upravljanja (2 2 %), sastanke i administrativne zadatke (22 % u usporedbi s 9 % u
Francuskoj); slijede sastanci i zadatci vezani uz nastavni plan i program i nastavnu
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djelatnost (20 %). Na srednjoskolskoj razini ravnatelji francuskih $kola takoder
posvecuju sli¢nu koli¢inu vremena sastancima i administrativnim zadatcima (27 %
u usporedbi s 23 % u Spanjolskoj).

Zanimljivo je primijetiti da ravnatelji u obje zemlje u osnovnom i srednjem obrazovanju
troSe manje od 10 % vremena na odnose s lokalnom i regionalnom zajednicom,
poduzeéima i industrijom. Sli¢na je situacija i u odnosu s obitelji i u¢enicima, $to u
oba slucaja ne prelazi 16 % (vidi Sliku 4).

Slika 4

Tablica 3 u nastavku pokazuje moguénosti za unutarnje i vanjske dionike da
sudjeluju u $kolskim odlukama na srednjoskolskoj razini. Kao $to se moze vidjeti,
najvise mogucnosti za sudjelovanje imaju nastavnici (75,7 % u obje zemlje) i ucenici,
s razlikom od gotovo 10 % izmedu Spanjolske (69,5 %) i Francuske (59 %). Ovakva
stvarnost razlikuje se od mogu¢nosti sudjelovanja obitelji i u¢itelja budu¢i da postotak
pada na 13,6 % u Spanjolskoj i 10,5 % u Francuskoj. To je mnogo je izraZenije u slu¢aju
lokalnih i regionalnih entiteta jer ni u jednoj zemlji postotak ne prelazi 7 %, iako je u
Francuskoj (6,7 %) nesto veéi nego u Spanjolskoj (6,1 %).

Ako promotrimo istu Tablicu 3 koja prikazuje rezultate u $kolama s udjelom uéenika
imigranata, sudjelovanje dionika prakticki je na istoj razini kao i u ostatku $kola, $to
se tice mogucnosti nekih skupina u usporedbi s drugima. Medutim, zanimljivo je
primijetiti da postoji porast broja ucenika, $to je naglasenije u $kolama s vide od 10 %
udjela u¢enika imigranata u Spanjolskoj (77 %) te u francuskim $kolama s 10 % ili
manje (77,5 %). S druge strane, znacajno je da i u Spanjolskoj i u Francuskoj, kada
postoji udio ucenika imigranata, nastavnici imaju manje mogucnosti za sudjelovanje.
Naime, u Spanjolskoj se smanjuje za oko 7 %, $to je manje nego u ostalim $kolama, a
u Francuskoj za 15 %.

U opcenitom smislu, $panjolski i francuski ucitelji i ravnatelji iskazuju vise od 50 %
samoucinkovitosti s obzirom na medukulturnost (vidi Sliku 5). U slu¢aju Francuske
vidljivo je da su najvece vrijednosti usmjerene na suradnju ucenika s i bez imigrantskoga
podrijetla u osnovnom i srednjem obrazovanju (95 %, odnosno 91 %). Medutim,
u Spanjolskoj su najveée vrijednosti usmjerene na doprinos smanjenju kulturnih
stereotipa medu ucenicima u oba obrazovna stupnja (91 %, odnosno 82 %). Zanimljivo
je primijetiti da se nastavnici i uprava osnovnih i srednjih $kola u obje zemlje osjecaju
manje samoucinkovitima u prilagodbi nastavne metodologije kulturnoj raznolikosti
i suodavanju s izazovima visekulturne uéionice (Slika 5).

730



Croatian Journal of Education, Vol.25; No.2/2023, pages: 701-735

Tablica 3

Mogucnosti za sudjelovanje sljedecih aktera u skolskim odlukama u srednjoskolskom obrazovanju. Izvadak iz tablice
11.4.3411.4.35 (OECD, 2020b)

DIONICI SPANJOLSKA FRANCUSKA
kole s udjelom Skole s udjelom
ucenika imigranata ucenika imigranata
Opcenitou <or= 0 Opcenitou <or= 0
tkolama 10%0of  TOF10% tkolama  10%of +of10%
Ucenici 69,5 % 752 % 77 % 59% 77,5% 73,5%
Nastavno 757%  696% 68,7 % 75,7 % 60,1% 58,2 %
osoblje
Roditeljii 136%  133% 14,7 % 10,5% 10,3 % 1%
skrbnici
Lokalnei
regionalne 6,1 % 6 % 6,4 % 6,7 % 6,6 % 7,2%
vlasti
Slika 5.

Postotak ucitelja koji prijavljuju visoku razinu inovativnosti u svojim $kolama je iznad
60 % u obje zemlje. Ti su postotci najvisi na osnovnoskolskoj razini u Spanjolskoj, a
najnizi na srednjoskolskoj razini u Francuskoj (vidi Sliku 6). To¢nije, najviSe razine
inovativnosti javljaju se u pruzanju brze pomo¢i za razvoj novih ideja i u spremnom
prihvacanju novih ideja (postotci iznad 87 %, osim za srednjoskolsko obrazovanje u
Francuskoj, 70 %).

Slika 6.

Kao $to se moze vidjeti na Slici 7, postotak ravnatelja koji navode da nailaze na prepreke
u kvalitetnom podu¢avanju zbog nedostatka ljudskih resursa niZ je u Spanjolskoj na
obje razine obrazovanja. To¢nije, $panjolski ravnatelji nailaze na viSe prepreka zbog
manjka pomoénoga osoblja (53 % u osnovnoj i 42 % u srednjoj 8koli). Sto se tice
postotka ravnatelja $kola koji kazu da nailaze na prepreke zbog nedostatka ucitelja
osposobljenih za poucavanje u¢enika u viSekulturnom ili vi$ejezi¢cnom okruZzenju, visi
je od 40 % u Francuskoj i niZi od 30 % u Spanjolskoj.

Slika 7.

Velike su razlike u omjerima izmedu Spanjolske i Francuske. To¢nije, Francuska ima
vi$e pomoénoga osoblja u osnovnom i srednjem obrazovanju, dok je u Spanjolskoj
broj u¢enika po nastavniku manji na oba obrazovna stupnja (vidi Tablicu 4).
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Tablica 4
Omjeri ucenika, nastavnika i pedagoskoga osoblja u skolama. Izvadak iz tablice 1.3.74i1.3.75 (OECD, 2020a).
STUPANJ POKAZATELJI SPANJOLSKA FRANCUSKA
Osnovnoskolski ~ Omijer nastavnici/ Jedna osoba za Jedna osoba
pomocno pedagosko podrsku na svakih 11 za podrsku na
osoblje ucitelja svakih 5 ucitelja
Omjer ucenik/nastavnik 13 ucenika po 22 ucenika po
nastavniku nastavniku
Srednjoskolski Omjer nastavnici/ Jedna osoba za Jedna osoba
pomocno pedagosko podrsku na svakih 20 za podrsku na
osoblje ucitelja svakih 6 ucitelja
Omjer ucenik/nastavnik 12 ucenika po 14 ucenika po
nastavniku nastavniku
Dobra praksa

Sto se tice obrazovnih praksi koje se provode u osnovnoskolskim i srednjoskolskim
ustanovama, moze se re¢i da prakse koje educiraju u¢enike da budu inkluzivni medu
onima iz razli¢itih socioekonomskih sredina imaju ve¢i postotak u obje zemlje (vidi
Sliku 8). S druge strane, praksa s najnizim postotkom je organizacija vi$ekulturnih
dogadaja u Spanjolskoj i Francuskoj na objema obrazovnim razinama. Unatoc tome,
oko 80 % $panjolskoga i francuskoga upravljackoga i nastavnoga osoblja provodi prakse
za rje$avanje drustvene i etnicke diskriminacije u osnovnom i srednjem obrazovanju.
Konac¢no, podupiranje aktivnosti ili organizacija koje promicu izrazavanje razli¢itih
kultura takoder je praksa koju provode ucitelji u obje zemlje, iako je ne$to prisutnija
u Spanjolskoj u osnovnom i srednjem obrazovanju (67 %, odnosno 64 %).

Slika 8.

Slika 9 pokazuje da je postotak pozitivnoga u¢inka povratnih informacija vezanih uz
kulturno ili jezi¢no raznolika okruZja puno nizi nego kod ostalih pokazatelja. Francuski
se slucaj istice s postotcima koji nisu ni upola visi od $panjolskoga (7,2 % u usporedbi
sa 17,3 % u srednjoj §koli i 6,7 % u usporedbi s 24,3 % u osnovnoj $koli). O povratnim
informacijama koje same $kole daju uciteljima, nalazimo visoke vrijednosti u svim
kontekstima: sve je iznad 75 %.

Slika 9.

Rasprava i zakljucci

Ovaj rad daje dijagnosticku usporedbu dvaju europskih konteksta. Samim time analizira
se vaznost uloge upravljackih timova u promicanju medukulturnoga obrazovanja u
$§kolama u Spanjolskoj i Francuskoj. Dakle, kako navodi Sarason (1990), obrazovne
reforme obecavaju viSe nego $to uistinu mogu promijeniti.
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Tako francuski zakon predvida pocetnu izobrazbu upravljackoga osoblja, podatci
pokazuju da osam godina nakon njegove objave ucitelji nisu progli pocetno osposobljavanje
usmjereno na osmisljavanje i promicanje inkluzivnoga i medukulturnoga pedagoskoga
vodstva. U $panjolskom kontekstu, voditelji skola na objema razinama prolaze pocetno
osposobljavanje u ovome podruéju. Ovo je kljuéno s obzirom na to da su nedavna
istrazivanja pokazala da je uloga demokratskoga vodstva koju imaju ucitelji klju¢an
mehanizam za transformaciju $kole prema inkluzivnosti (Martinez-Valdivia i sur.,
2018; Szeto, 2020). Ovi su podatci u suprotnosti s potrebama za profesionalnim
razvojem upravljackih timova koji imaju veliku potrebu za pobolj$anjem u promicanju
jednakosti i raznolikosti. Ako upravljacki i nastavni timovi nisu u stanju prepoznati,
podidi svijest i ukljuditi razlike, oni ¢e neminovno ucenicima ograniciti izglede za
udenje (Leiva, 2012).

Unato¢ niskome pocetnom osposobljavanju francuskoga upravljackoga tima, obje
zemlje izvje$c¢uju o visokoj razini inovacija u svojim $kolama promicuci klimu koja
prihvaca promjene i nove ideje, ¢ime se provodi distribuirano vodstvo kako bi se
odgovorilo na okolnosti koje se brzo mijenjaju, kao $to su ve¢ istaknuli Brown i sur.
(2017) i $to se odrazava u $panjolskom zakonu o obrazovanju kao jedna od funkcija
upravljackoga tima. Medutim, transformacija $kola prema inkluzivnosti iziskuje stalno
promisljanje i poticanje inovacija kao sastavnice kontinuiranoga ciklusa poboljsanja,
kao $to pokazuje istrazivanje Silve i sur. (2017).

Isto tako, promicanje obrazovne suradnje na unutarinstitucijskoj i meduinstitucijskoj
razini, koju provode upravljacki timovi i obrazovna zajednica, smatra se klju¢nim
za izgradnju inkluzivnih i medukulturnih $kola. Kao $to navode Vargas i suradnici
(2018) te Barranco (2020), oni su posrednici izmedu potreba ucenika, njihovih obitelji
i drustva. Stoga u¢itelji u Spanjolskoj i Francuskoj isti¢u postojanje suradnicke Skolske
kulture koju karakterizira uzajamna podrska. Ova situacija jo$ je izraZenija u skolama
s 10 % ili manje ucenika imigranata. Nieto i suradnici (2017) ve¢ su govorili o tome
kako inkluzija u¢enika iz manjinskih kultura u osnovi ovisi o uciteljima koji u okviru
$kole posvecene medukulturnosti kao ¢imbeniku kvalitete i pravednosti obrazovanja
postaju svjesni vaznosti svojega utjecaja na ucenike.

Medutim, ovakva kultura suradnje smanjena je u $kolama s vide od 10 % ucenika
imigranata, $to je vrlo znacajno. To ne bi trebalo imati smisla jer, §to je viSe raznolikosti
u ucionici, vie bi trebalo biti suradnje u borbi protiv nejednakosti, ali kao $to su Leiva
(2012) i Ipifia (2019) naznadili, da bi postojala odgovarajuca svijest i senzibilizacija
nastavnika prema kulturoloskim razlikama njihovih u¢enika, potrebno im je pruziti
odgovarajucu obuku i tu se mozda javljaju manjkavosti.

Zadatci ili aktivnosti upravljackoga tima podrazumijevaju uspostavljanje i njegovanje
odnosa s ucenicima, obiteljima te lokalnom i regionalnom zajednicom, poduzeé¢ima
i industrijom. Medutim, ravnatelji daju vrlo nizak postotak ovoj zadaci u obje zemlje
(izmedu 6 % i 16 %). Ipak, i u osnovnom i u srednjem obrazovanju najvise se istice
odnos s uéenicima i obiteljima. Na srednjoskolskoj razini (i u Spanjolskoj i u Francuskoj)
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otkriva se da su odnosi s lokalnom i regionalnom zajednicom, poduzeé¢ima i industrijama
beznacajni iako ih je bitno uspostaviti u ovoj fazi obrazovanja mladih.

Ovakva stvarnost povezana je s mogu¢nostima suradnje dionika u srednjim $kolama.
Interno sudjelovanje (nastavnika i u¢enika) prili¢no je dobro razvijeno u obje zemlje.
Velike mogu¢nosti za sudjelovanje nastavnika ve¢ su eksplicitne u istrazivanjima
koja su proveli Andersen i Ottesen (2011), Szet (2020), Martinez-Valdivia i suradnici
(2018), Moral i suradnici (2018) te Rodriguez i suradnici (2020), koji isti¢u vaznost
stru¢noga usavr$avanja kroz promicanje timskoga rada svih nastavnika i suradni¢koga
udenja za postizanje dogovorenih i ostvarivih ciljeva. Sudjelovanje u¢enika takoder
je osigurano kako bi oni unaprijedili svoje kompetencije i u¢ili (Andersen i Ottesen,
2011; Ezzani, 2019; Martinez-Valdivia i sur., 2018; Moral i sur., 2018; Silva i sur., 2017;
Rodriguez i sur., 2020).

Medutim, prilike za vanjsko sudjelovanje (tutori, obitelji te lokalna i regionalna
tijela) su rijetke. Drugim rije¢ima, u 10 - 15 % slucajeva postoji odnos izmedu ucitelja
i obitelji (u Francuskoj je to niZe nego u Spanjolskoj, ¢ak i u $kolama s udjelom ucenika
imigranata ve¢im od 10 %), a nesto sli¢no i jo§ istaknutije javlja se u odnosima s
lokalnim i regionalnim entitetima, ne prelazeci 7,2 % ni u jednoj zemlji. Upravljacki tim
takoder ima zadatak ojacati odnos s obiteljima, povezati ih s akterima i organizacijama
te uspostaviti mreze komunikacije i suradnje (Ezzani, 2019; Flores i Kyere, 2020; Moral
isur., 2018; Rodriguez i sur., 2020) kako bi se upoznali s resursima i potrebama obitelji
(Flores i Kyere, 2020) te bili svjesni etnickoga i jezi¢noga podrijetla manjinskih u¢enika
u njihovim $kolama (Andersen i Ottesen, 2011).

I Francuska i Spanjolska u svojem obrazovnom zakonodavstvu (LOMCE, 2013;
LOI, 2013) naglasavaju ulogu $kole, upravljackoga tima i nastavnoga osoblja u
uspostavljanju suradnje kako interno (obrazovna zajednica), tako i eksterno (obitel]
i drustvena zajednica), kako bi se unaprijedio sveobuhvatan razvoj svih u¢enika bez
obzira na njihovu kulturnu raznolikost. U tom smislu, zahvaljujuci doprinosu svih
sudionika, omogucuje se obrazovanje za sve ljude temeljeno na jednakosti, pravi¢nosti
i drustvenoj pravednosti. Ovo je jedini nacin za borbu protiv visokih stopa ranoga
napustanja $kole i nejednakosti, dajuéi prednost stvarnim prilikama za ucenike da
izgrade svoje osobne i profesionalne karijere.

Medutim, prepreka je ovoj transformaciji nedostatak ljudskih resursa (Gonzalez-Gil
isur.2019), posebice za poucavanje ucenika iz socioekonomski ugrozenih ku¢anstava
i viSejezi¢nih visekulturnih sredina, posebice u Francuskoj na oba prouc¢avana
obrazovna stupnja. DeMatthews i sur. (2020) isti¢u vaznost upravljackih timova u
restrukturiranju $kolskih resursa za drustvenu pravdu. Ova uloga upravljackoga tima
jasno je definirana u francuskom zakonodavstvu. Medutim, same distribuirane prakse
upravljackoga tima ne mogu rijesiti nedostatke obrazovnoga sustava. Unato¢ tome,
ucitelji i upravljacki timovi u Francuskoj i Spanjolskoj osje¢aju se samouéinkovitima
$to se tice viSekulturnosti, no odgovara li to stvarnosti? Rasvjetljujuci element svakako
bi bila dobra praksa u oba nacionalna konteksta.
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U tom smislu, uz nedostatke u osposobljavanju, nastavnici opazaju i spomenutu
ogranicenost resursa. Iz tog razloga, ovaj rad smatra nuznim promicati poc¢etnu
i kontinuiranu izobrazbu za upravljacki tim i nastavno osoblje u visekulturnim
kompetencijama. Na taj ¢e nacin biti moguce stvarati kulturu suradnje koja je
spremna izgradivati viSekulturne $kole koje razmatraju cjeloviti razvoj svih uc¢enika
jacajuéi ulogu i sudjelovanje okoline (obitelji i organizacije) kao bitnih ¢imbenika u
obrazovanju ucenika. Takoder je potrebno promicati umrezavanje $kola kako bi se
poboljsao pristup ljudskim i materijalnim resursima, stavljajuci u¢enike u srediste
obrazovanja i obrazovanje kao alat za promjenu i drustveno-obrazovnu transformaciju.

U buduéim istrazivanjima moglo bi biti zanimljivo usporediti analizu zakonodavne
evolucije oba konteksta i u¢inkovitost njezine primjene u obrazovnim praksama.
Unato¢ otkrivenom kapacitetu za inovacije i inkluzivno vodstvo, jasno je da se radi
o ograni¢enom i ogranic¢avaju¢em kapacitetu koji ostavlja prostora za pobolj$anje u
vrlo razli¢itim kontekstima gdje postotak u¢enika imigrantskoga podrijetla premasuje
prosjecni postotak (vise od 10 %). Mozda su studije slucaja prikladan pristup za
prepoznavanje dobrih praksi koje omogucuju vodstvo u upravljackim timovima i
nastavnom osoblju. U tom smislu, pojavila bi se mogu¢nost uklju¢ivanja u¢inkovitih
strategija koordinacije izmedu razli¢itih obrazovnih aktera vodenih djelovanjem
upravljackih timova.

Nadalje, provodi se niz istrazivanja kako bi se utvrdilo bi li osiguravanje financijskih
i materijalnih sredstava pridonijelo stvaranju inkluzivnije i integrirajuce Skolske klime.
Vaznost sudjelovanja i koordinacije $kolske zajednice zakonski je propisana, no postavlja
se pitanje postoje li u ovome trenutku mehanizmi za njezin stvarni razvoj. Ta dilema
naglasava potrebu za uskladivanjem regulatornoga okvira sa stvarnim obrazovanjem u
zemljama koje, unato¢ inkluzivnim smjernicama i istinskome trudu svojih stru¢njaka,
tesko ostvaruju ciljeve koje su same postavile.

Napomena

Ovo istrazivanje provedeno je u okviru European Project Qualification for Minor
Migrants Education and Learning Open Access - On Line Teacher-Training (Erasmus+,
KA2 School Sector, Strategic Partnerships, Reference 2017- 1-1T02- KA201-036610),
which takes place between 31-12-2017 and 31-08-2020
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