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Abstract  
The aim of this paper is to provide a hypothetical theoretical framework of teachers’ inclusive and 
intercultural competencies and professional development in the Croatian educational context by 
analyzing theoretical concepts and key educational documents to gain a better understanding of their 
relationship.  

The role of teachers in providing quality learning environments for all students that respect their 
different social and cultural backgrounds as well as needs and abilities is crucial. It is, therefore, of 
vital importance that teachers, as the direct liaison between the educational policies and their 
implementation in practice, be equipped with the appropriate competencies to meet the challenges of 
increasing classroom diversity. In the contemporary education system, teachers’ competencies to 
understand and adequately respond to learner diversity are baseline in the organization of the 
teaching and learning process. The implementation of inclusive and intercultural education policies, 
both of which seek to combat discriminatory attitudes and foster equality, mutual understanding, and 
respect, in regular classrooms presumes that teachers already possess the required teaching skills to 
meet the diverse learners’ needs. Taking into consideration the three dominant models of teachers’ 
professional development: the competency-based approach (Christie, & O'Brien, 2005), (2) the holistic 
and reflective practice approach (e.g., Golby, & Viant, 2007), and (3) the integrated or dynamic 
approach (Creemers, Kyriakides, & Antoniou, 2013), relevant questions concerning inclusive and 
intercultural education are addressed. Furthermore, the possibilities of developing teachers’ 
intercultural and inclusive competencies are examined within the Croatian educational context from 
the perspective of their presence in national documents. The main findings reveal the presence of 
inclusive and intercultural values in Croatian educational policy, highlight the observed strengths and 
weaknesses, and point to the necessary conditions for acquiring teacher competencies in order to 
apply personal and professional development strategies for intercultural and inclusive competencies. 
In the development of these competencies, it is crucial to encourage (self)reflection and awareness of 
interculturality in educational practice, on the basis of which it is possible to develop competencies for 
fostering truly intercultural and inclusive learning environments.  

Keywords: intercultural education, inclusive education, professional development, elementary 
classroom teachers, values, competencies. 

1 INTRODUCTION  
Policies of inclusive and intercultural education, which permeate European educational policies and 
national curricula, aim at providing fair and equitable opportunities for each individual’s development, 
regardless of their ethnic and socio-economic background, as well as a foundation for a democratic 
and harmonious coexistence in the modern European society. The inclusive and intercultural nature of 
the modern educational process is thereby an organic response to the changes in national and 
regional demographics but also a reflection of the recognition that schools educate for a diverse 
belonging.  

Inclusion is understood as a concept that expands the educational model of integration to all students 
[1], i.e., “not only to children and students with special needs but also to the inclusion of children and 
students of different cultural and ethnic identities, racial and sexual differences, displaced persons, 
refugees, immigrants, children from deprived and disenfranchised communities” [2]. It is also viewed 
as a process that “maximizes the entitlement of all pupils to a broad, relevant and stimulating 
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curriculum, which is delivered in the environment that will have the greatest impact on their learning” 
[3, Ev 357]. As such, inclusive education calls for a full participation of students with special 
educational needs (with learning difficulties or disabilities and gifted students) as well as those with 
diverse cultural, ethnic, or linguistic backgrounds. Inclusive education may, therefore, be considered 
an umbrella term that includes intercultural education.  

Intercultural education plays an important role in developing positive relations between cultures for a 
peaceful co-existence in modern societies and includes the role of the school as a place of social, 
cultural, and intercultural growth and development [4]. The role of teachers in providing a quality 
education for all students is crucial in the light of an increasing social and cultural diversity in 
classrooms. 

This paper, therefore, aims to analyze the theoretical conceptualization of inclusive and intercultural 
education and to explore their interconnectedness in key national educational documents. It also 
attempts to provide a hypothetical theoretical framework of teachers’ inclusive and intercultural 
competencies and professional development in the Croatian educational context to gain a better 
understanding of their relationship.  

2 INCLUSIVE EDUCATION 
The concept of inclusive education emerged from the Salamanca Statement that sought to provide 
education for all students in regular schools, “including those with disabilities and gifted children, street 
and working children, children from remote or nomadic populations, children from linguistic, ethnic or 
cultural minorities and children from other disadvantaged or marginalized areas or groups” [5, para 3]. 
In 2000, this objective was supported by The Education for All movement as a global commitment to 
provide an expanded vision of basic education for all, in order to endorse an educational political 
commitment to develop national action plans [6].  

Despite much research on this topic, there is still no one definition or a single model of inclusive 
education. In fact, the term has several different meanings that can be related to educational policy, 
principles, and practices. Inclusive education is an exceptionally broad term that at different levels 
covers all individuals and broad strokes [7]. Generally speaking, it is “an ongoing process aimed at 
offering quality education for all while respecting diversity and the different needs and abilities, 
characteristics and learning expectations of the students and communities, eliminating all forms of 
discrimination” [8, p. 3]. [7] argues that the concept of social justice is immersed in inclusive education 
and its implementation includes the application and practice of social justice. Although it implies that 
education in regular schools will reduce discriminatory attitudes and contribute to the formation of an 
inclusive society, it is a far-reaching goal [9]. 

Even though inclusive education is aimed at allowing and providing education for a wider range of 
students who have historically been excluded from educational opportunities or are at risk of exclusion 
nowadays, there are different interpretation of inclusive practice and different forms of school settings 
worldwide that are called inclusive. In line with the premises that the education system must be 
prepared to accommodate and meet the different needs of all diverse students, the teacher also needs 
to become inclusive. [10] defines the core values and competencies of inclusive teachers in four 
dimensions: (1) Valuing Learner Diversity as a resource and an asset to education,  (2) Supporting All 
Learners and having high expectations for all learners’ achievements, (3) Working With Others 
through collaboration and teamwork with parents and families, and other educational professionals, 
and (4) Personal Professional Development of teacher as reflective practitioners and initial teacher 
education as a foundation for ongoing professional learning and development. 

In the contemporary education system, teachers need to acquire competencies to encourage the 
academic and socio-emotional development of each student. Also, students should be enabled to deal 
with everyday situations in the classroom that have to take into account their diversity and right to be 
respected and accepted. It is the teacher’s responsibility to shape a positive and inclusive classroom 
climate that provides an opportunity for each student to understand themselves and others and 
develop socio-emotional competencies. A teacher who respects democracy and contributes to 
students’ development of inclusive values consequently contributes to the development of inclusive 
values in society. Thus, it is crucial how the teacher understands diversity in the classrooms, how 
he/she understands his/her role as an inclusive teacher in encouraging the development of all 
students according to the principle of equity and whether he/she takes an active role in co-operation 
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and professional development to acquire additional skills to be able to respond to diverse needs in 
inclusive classrooms [11-15]. 

3 INTERCULTURAL EDUCATION 
The significance of intercultural education has been acknowledged in a wide range of international 
declarations and treaties [4]. Nowadays, the key tenets of intercultural education underscore 
heterogeneity of modern societies as a learning opportunity as well as an unavoidable factor in the 
process of establishing positive relations between cultures and preparing all students for a peaceful 
co-existence in a democratic society.  

The development of intercultural competency, as a key component of intercultural education, 
encourages teachers to work with the knowledge and experience which each student and teacher 
brings into the classroom, whereby an emphasis is placed on a critical examination of beliefs and 
teaching/learning approaches, the transformative character of intercultural education, and providing 
both the teachers and students with the required tools for critical thinking and self-reflection [16]. 
Intercultural competency is understood as “the ability to mobilize and deploy relevant values, attitudes, 
skills, knowledge and/or understanding in order to respond appropriately and effectively to the 
demands, challenges and opportunities that are presented by a given type of context” [17]. In other 
words, intercultural competency presupposes looking beyond the overt aspects of culture, such as 
historic landmarks, music, and clothes, and engaging in an exploration of the unconscious elements, 
such as values and belief systems, that are more challenging to detect. It also entails having the 
sensitivity of cultural differences and the appropriate tools to respond to those differences. However, 
the development of intercultural competency is not easily achievable; it is a process that requires a 
commitment to critical thinking and the willingness to question and explore one’s own preconceptions.  

As [18] noted, competent teachers are aware of the significance of diverse life perspectives and seek 
different ways to assist their students to become involved and self-motivated. Teachers who 
demonstrate greater cultural competency and sensitivity are better at viewing students’ behaviors and 
learning styles, which can, in turn, result in greater student success. However, not all teachers feel 
comfortable with topics that require of them to understand the lived experience of “the other.”  

Teachers’ beliefs, practices, and attitudes play a key role in promoting cultural diversity [19] and affect 
teachers’ expectations, behavior, and decision-making inside the classroom [20]. For this reason, it is 
vital that teachers be aware of their own cultural beliefs and values because they can affect their 
expectations from students with diverse ethnic backgrounds. This awareness is crucial because 
children’s cultural and linguistic experiences and their language interaction patterns all have an impact 
on the way they learn new knowledge, language, and skills [21]. Teachers, therefore, need to know 
where their students come from, what their cultural and linguistic backgrounds and experiences are as 
well as what connections they have between their home and the school [22]. 

If the values underpinning intercultural education are an educational priority, then teacher-training 
curricula should “teach educational strategies and working methods to prepare teachers to manage 
the new situations arising from diversity, discrimination, racism, xenophobia, sexism and 
marginalization and to resolve conflicts peacefully, as well as to foster a global approach to 
institutional life on the basis of democracy and human rights” [4]. Furthermore, it must not be forgotten 
that even when teachers are equipped with the tools to detect misrepresentations or under-
representations of certain ethnic groups in classroom materials or schools and workplaces, it is not 
sufficient for them to simply know the facts but to actively participate in creating meaningful change. 
This might include a more critical evaluation of teaching resources and supplementing them with 
culturally sensitive and inclusive materials, introducing topics that challenge prevailing views on 
national minorities and global diversity as well as using inclusive language that promotes human rights 
and standing up to discrimination. In multicultural and multilingual classrooms, teachers can show they 
value their students’ heritage by asking questions related to their language and culture or making 
classroom diversity an essential part of classroom activities. 

According to the [23] report, there has been a global increase in the share of teachers expressing a 
high need for training in teaching in multicultural or multilingual settings, with 33% of teachers 
reporting that they do not feel able to cope with the challenges inside multicultural classrooms. 
Furthermore, research suggests that white pre-service teachers are often unaware of the ways in 
which systematic oppression (predominantly racism) perpetuates inequalities [24] as well as that 
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teacher education programs do not provide adequate preparation for learning the intercultural 
dimension and developing intercultural communication skills [25].  

These findings are troubling because teachers are not immune to stereotypes and discriminatory 
practices [18] and the failure to appropriately address cultural diversity in one’s teaching practice and 
model intercultural behavior inside (and outside) the classroom can have adverse effects on culturally 
diverse students and result in their inability to realize their full potential [26].  

4 TEACHERS AND THEIR PROFESIONAL DEVELOPMENT 
Approaches to the study of teachers’ professional development depend on the positions of experts 
who deal with this matter and the specific features of professional development they choose to 
highlight depending on the perspective they adopt. Today’s two dominant approaches to teachers’ 
professional development are the competency-based and the holistic-based approach, with both 
approaches showing certain advantages and disadvantages.  

The competency-based approach, which relies on functional learning, clarity of goals, easy use of 
modular individualized instruction, more objective assessment, and predetermined learning objectives, 
has had a significant impact on teachers’ education and professional development. Nowadays, this 
approach can be observed in many countries [27], in the form of standards related to the 
competencies expected in various stages of teachers’ career and the frameworks for the development 
of professional development programs. However, some researchers question whether it is possible to 
describe the desired quality of good teachers in terms of isolated competencies.  

On the other hand, the holistic or reflective approach [28] provides a much broader view of what 
teachers should know and relies on the expectation that increased reflection on experiences and 
beliefs will translate into action that will ultimately result in transformation or empowerment and 
improved teaching and learning. The widely accepted strength of the reflective approach is that 
reflection allows practitioners to analyze, discuss, evaluate, and change their own practice by adopting 
an analytical approach to their teaching skills. Furthermore, the reflective approach has the potential to 
encourage teachers to take greater responsibility for their own professional growth and look for ways 
to gain some degree of professional autonomy. It can enable them to play a more active role in 
decision-making in education and achieve greater self-awareness and self-challenge, which, in turn, 
are considered useful ways on the path to personal development (Čepić, Tatalović Vorkapić and 
Šimunić, 2018). However, the challenging aspect of this approach is that the content of reflection is 
not always clearly defined, nor is the whole process always linked to the teaching practice and action 
for improvement. 

Yet, [29] warn that the discussion should not be limited to this classic dichotomy and argue that these 
two dominant approaches need to be integrated into a dynamic approach to overcome their main 
weaknesses. Therefore, these authors believe that, for this purpose, it is necessary not only to 
encourage reflection and understanding of practice but also to consider research on teacher 
effectiveness. Among the benefits of the integrated or dynamic approach they underscore that it is 
associated with successful learning outcomes, enables more comprehensive improvement strategies, 
and takes into account the importance of recognizing that each teacher/group of teachers has specific 
needs in terms of improvement. Furthermore, it takes into account the importance of teachers’ active 
involvement in their professional development/clear understanding of the impact on student learning 
and provides opportunities to utilize, adapt, and develop the existing knowledge based on effective 
teaching. New teacher roles inevitably require quality initial education and coherent processes of 
continuing professional development. Professional development does not take place in a vacuum and 
it is vital that it incorporates other elements in the broader context (e.g., professional identity, social 
circumstances of development, and motivation for professional development), which may also 
influence institutional practice of professional development [30-31].  

Ensuring an environment that supports learning plays a key role in the success of learning and 
educational efforts, especially if one considers the contemporary inclusive school context, which is 
characterized by continuous demands. A prerequisite for such an initiative is the establishment of an 
inclusive and intercultural climate that is be based on trust, respect, critical reflection, collaboration, 
quality communication, and division of responsibilities. It is, therefore, of vital importance that teachers 
have access to a wide range of continuing professional development programs that assist them in 
gradually moving from lower to higher stages in their professional career [32] since teachers are able 
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to transform their practices only if they also examine and modify their own theories and concepts of 
teaching and learning in general, including their inclusive and intercultural competencies.   

Teachers are expected to create powerful learning environments that include positive attitudes and 
beliefs toward diversity, awareness and knowledge about intercultural and inclusive values and key 
issues, and a wide range of skills needed to implement those same values in classroom practice. 
These attempts may include, for example, preparatory activities (e.g., critical evaluation and selection 
of appropriate material to highlight diversity), the establishment of an intercultural and inclusive 
classroom culture and climate (e.g., through translanguaging projects), as well as an appropriate 
response to unforeseen situations requiring professional action (e.g., modeling appropriate responses 
to discriminatory language), and teaching according to the students’ educational needs related to 
biological or environmental diversity factors.  

5 INCLUSIVE AND INTERCULTURAL VALUES IN CROATIAN EDUCATIONAL 
LEGISLATION 

As most worldwide countries, Croatian school legislation is inclusive and differentiates between two 
groups of students that should be acknowledged for their special educational needs. One category 
refers to gifted students and the other to SEN students, including Students with Disabilities, Learning 
Difficulties and Disadvantages, according to the OECD definition [33]. Over three decades, the 
legislation for SEN students has been regulated and implemented in various forms, ranging from 
integration to inclusive policy that began in 2008 [33-34]. On the other hand, gifted education 
regulated by the Rulebook for the Gifted (1990) was never systematically implemented in practice. [35] 
regulates in detail the rights of students with disabilities in line with contemporary inclusive principles: 
schooling in the regular system whenever it is in the best interests of the child, individualized 
educational programs, and professional support for children, their parents, and the educational staff. 
The category of disadvantage students includes students with disabilities conditioned by educational, 
social, economic, cultural, and linguistic factors [33] as a group of students with special educational 
needs, i.e., students with disabilities. For this group of students, as well as for students with learning 
difficulties, no Rulebook has been adopted that would regulate the elements of the teaching process. 
Inclusive principles and values are an integral part of all three main educational documents that 
promote the adaptation of teaching to the individual needs of each student. It is precisely the goal of 
an inclusively-regulated educational policy to ensure equal opportunities in education as a foundation 
for equal participation in society. 

The Croatian education policy, much like those of European and other countries, is focused on student 
competencies in order for them to successfully respond to the challenges of the knowledge society 
and the world market. It has incorporated into its key documents the importance of developing the 
identified eight core competencies for lifelong learning, among which linguistic competency (in the 
mother tongue and foreign languages) and cultural awareness and expression play an important role.  
[33], while not specifically addressing intercultural education, underscores the importance of providing 
the kind of education that is in accordance with general cultural and civilizational values, human and 
children’s rights, and empowering students with competencies for a peaceful coexistence in a 
multicultural world, to respect diversity and tolerance, and to participate actively and responsibly in the 
democratic development of society (Art. 4). [34], aimed at the preschool, primary, and secondary level 
of education, also do not include terms “intercultural competency” or “intercultural education” per se; 
however, the document does highlight the importance of ensuring language instruction in one’s mother 
tongue to minority students (Art. 11) as well as nurturing the language and culture of national 
minorities (Arts. 30 and 43). Here, the implied intercultural component is oriented towards the 
language and culture of national minorities. The [36] elaborates in more detail the significance and 
aims of the intercultural component of education in creating a more equitable society based on the 
respect for diversity and recognition of belonging to multiple identities. It emphasizes that its 
fundamental educational values derive from the commitment to the holistic personal development of 
students, to the preservation and development of the national spiritual, material, and natural heritage 
of the Republic of Croatia, to European co-existence, and to creating a knowledge society that will 
enable sustainable development” (p. 14). The education students receive should foster their 
“understanding and acceptance of cultural differences in order to reduce inequalities and prejudices 
against members of other cultures” (p. 16). Examples how to achieve this goal include multilingual and 
intercultural competency, which enables students to become better familiarized with “other cultures 
and encourages respect and tolerance” (p. 31) and “acquiring skills of cooperation in intercultural 
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situations and building mature attitudes about others and oneself” (p. 23), thereby gaining a better 
understanding of one’s own identity as Croatian, European and world citizens. The document also 
intertwines the aims of intercultural and inclusive values when it addresses, as an educational goal of 
the socio-humanistic field, the development of communication, organizational, and social skills and 
adopting intercultural competencies that enable understanding and acceptance of the other and the 
different regardless of gender, cultural, social, racial, religious, national, and ethnic affiliation (p. 131).  
It is observable from the above-mentioned that inclusive and intercultural values permeate Croatian 
educational policy, with a recognized weakness in the area of a declarative promotion of intercultural 
values. In the development of teachers’ inclusive and intercultural competencies, it is crucial to 
encourage (self)reflection and awareness of interculturality in educational practice, on the basis of 
which it would be possible to develop competencies for fostering truly inclusive and intercultural 
learning environments. 

6 TEORETICAL FRAMEWORK OF DEVELOPMENT OF INCLUSIVE AND 
INTERCULTURAL COMPETENCYS  

In this paper, the hypothetical theoretical framework of teachers’ inclusive and intercultural 
competencies and professional development is proposed based on theoretical concepts and key 
educational documents in the Croatian educational context (Figure 1).   

 
Figure 1. Theoretical framework of teachers’ inclusive and intercultural competencies  

and professional development. 

Inclusive and intercultural competencies should be viewed in a broad social context, i.e., through the 
prism of shaping a learning society that is made up of active individuals willing to participate and 
change themselves as well as their community. In this theoretical model, the focus is on the role of the 
education system in the preparation of such communities and individuals, because it is the education 
system that regulates values and prepares the students for the labor market and active participation in 
the community. Based on the analysis of theoretical knowledge and Croatian legislation, in this model, 
the educational process is presented considering the role of three stakeholders: educational policy, 
teachers, and students (Scheme 1). The emphasis is on the educational process, which is based on 
educational policies, which, in turn, are implemented by teachers.  

The starring point is the student, who is competent to deal with the changes in the community and, 
through his actions, contributes to that same community. As pointed out in the model, the educational 
process is part of a broader social context that forms a unified whole, including the relevant 
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stakeholders: (1) educational policy makers, who determine the forms of education and the position of 
students in them, (2) teachers, who acquire basic competencies for teaching diverse learners during 
pre-service education and through their teaching practice learn how to respond to the each student’s 
educational needs in a society that is rapidly changing and bringing new challenges to the classrooms, 
whereby in-service education is vital for shaping and refining teachers’ competencies, and (3) 
students, who differ in their educational needs (SEN, gifted, culturally diverse) and should be educated 
for diversity in order to become competent citizens capable of promoting diversity and inclusive and 
intercultural values. 

Taking into consideration that inclusive and intercultural competencies refer to a person’s positive 
attitudes, beliefs, knowledge, and skills to deal with diversity, it is clear that the promotion of these 
competencies through the educational system is baseline. From the perspective of education for 
inclusive and intercultural values, competencies start developing once the students enter the 
classroom. These are subject to the visible curriculum and values that are publicly proclaimed as well 
as to invisible messages, e.g., contained in the teaching material and the teacher’s behavior. It is well 
known that beliefs are deeply rooted and mostly unconsciously present in our behavior and that those 
beliefs are shaped throughout children’s formative years. Teachers, thereby, stand on the frontline of 
ensuring a welcoming classroom climate in which each challenge is handled with wisdom and each 
form of diversity is acknowledged and treated with dignity and respect.  

As never before, today’s classrooms consist of diverse students with diverse educational needs, 
including those with disabilities, gifted children, and children from different cultural, ethnic, and 
linguistic backgrounds. The heterogeneity of students’ needs inevitably presupposes that teachers 
possess the required competencies to shape the curriculum and the teaching process according to 
such needs. They are also expected to model the kind of behaviour and language that promote 
inclusion and belonging and that challenges overt and covert expressions of prejudice, stereotype, 
racism, and stigmatization of any one group of people. The implementation of inclusive and 
intercultural education policies presumes that teachers already possess the required attitudes and 
beliefs that promote diversity as a value and possess the appropriate knowledge and skills to address 
and respond to diverse learners’ needs.  

Teachers’ ability to understand inclusive practices and demonstrate high professional performance in 
an inclusive education system is heavily influenced by their pre- and in-service education. Teacher 
education programs should provide the highest standard of initial education and continuing 
professional development for adapting to diverse classrooms. Highly educated teachers have the 
ability to develop effective ways of supporting diverse students and provide a more equitable 
education system and learning opportunities for all students inside the classrooms. In addition to the 
inclusive education policy, a systematic analysis of teachers’ inclusive practices (experiences) has a 
key role in continuing teacher education, which can lead to the awareness of teachers’ subjective 
understanding and a gradual change of educational activities in the classroom, as well as in other 
fields of teachers’ professional activity (e.g., mentoring, exploring one’s own teaching, partnerships 
with external institutions, etc.). Rather than focusing on a particular group identified by a single 
characteristic, such as gender, ethnicity, or disability, this view of inclusive pedagogy embraces a wide 
range of differences and explores their effects on individual learning.  

While it is widely acknowledged that teacher education curricula should include content that prepares 
future teachers to manage challenges arising from diversity, all forms of discrimination, and 
marginalization [4], the development of competencies needed for a successful inclusive and 
intercultural education cannot rely solely on initial teacher education, which is restricted to a limited 
period in a teacher’s professional life. The complexities underpinning the modern educational context 
require, on the one hand, from teachers, specific abilities to affect positive learning outcomes for all 
learners and, on the other, from experts to provide teachers with quality programs of continuous 
professional development that assist teachers during challenges arising from educational reforms and 
societal demands. This dire need is supported by research findings which suggest that teachers 
struggle with effectively handling diversity in the classroom [37-40]. It is, therefore, of utmost 
importance that teachers understand the vital importance of and are given access to professional 
development programs with an inclusive and intercultural orientation since they have the potential to 
empower teachers to appreciate learner differences, enhance their practices, and more confidently 
reflect on their own attitudes and beliefs about diversity.  

The proposed theoretical model indicates an interdependence between those concepts in gaining a 
better understanding of their relationship. The quality of inclusive education, which promotes social 
justice, depends on national and local education practices and teachers’ attitudes, beliefs, knowledge, 
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skills, and competencies, all of which are influenced by their pre- and service education, to work in 
inclusive classrooms. Taking into consideration the three dominant models of teachers’ professional 
development, precisely the integrated or dynamic approach is relevant in considering teachers’ 
professional development concerning inclusive and intercultural values. 

7 CONCLUSION  
This paper provides a theoretical framework for inclusive and intercultural competencies and teachers’ 
professional development in the Croatian educational context, which can serve as a general 
framework for the development of these competencies. Inclusive and intercultural competencies were 
analyzed based on the current educational policy and the practice of teachers’ professional 
development oriented toward the formation of a competent teacher and student for active participation 
and community change. In contemporary inclusive education, diversity is seen as a value and 
teachers have a key role to play in developing inclusive and intercultural competencies to meet the 
challenges of increasing classroom diversity. This theoretical framework demonstrates the 
interconnectedness of teachers’ professional development (pre-service and in-service education) for 
inclusive and intercultural education and their implementation in inclusive educational practice. In our 
model, whose outcome is a competent student for active participation and changes in community, 
educational policy is baseline and associated with forms of professional development that should 
ensure appropriate teacher competencies, who are a liaison between educational policy and practice 
so that they understand and adequately respond to diversity.  

Teachers are responsible for strengthening their knowledge through reflective practice and systematic 
engagement in continuous professional development. Taking into consideration the strengths and 
weaknesses of the three dominant approaches to teacher professional development as well as the 
prerequisites for the acquisition of competencies, it is important to emphasize the significance of 
teacher efficacy in facilitating the development of (inclusive and intercultural) competencies, from 
simpler toward more specific. Teachers’ role lies in providing the necessary conditions for quality 
learning environments for all students that respect their different social and cultural backgrounds as 
well as needs and abilities. The proposed theoretical model, starting from teacher and student 
competencies, takes into account teachers’ reflective practice, whose professional development 
should be related to their own as well as their students’ experiences in the classroom and society in 
order to foster respect for diversity. The observed presence of inclusive and intercultural values in 
Croatian educational policy as well as the strengths and weaknesses of approaches to teachers’ 
professional development underscore the need to encourage (self)reflection and awareness of 
inclusive and intercultural values in educational practice, based on which it would be possible to 
develop competencies for fostering truly intercultural and inclusive learning environments. Providing 
high quality education for diverse students requires empowering teachers with inclusive and 
intercultural competencies that assist both them and the students in meeting the challenges of 
increasingly diverse classrooms. 
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