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ABSTRACT: On its way to becoming a contemporary, moderte stashing to reach the European teaching standard$ecome
a significant partner of the developed countrielbahia is trying to overcome a great challengemproving its higher education.
Especially, in terms of teacher training in accoawith the teacher profession these challengessing every day. Once we link
higher education reforms to a development agend#iotly speaking millennium development goalg teform process in policies
and practices for the preparation and developmietgtachers becomes much more than a mere pro-gsivetfegy. The purpose of
this paper is to identify ways in which the refopnocess in teacher preparation is aligned witHatger development agenda of the
developed countries. We consider a number of issritésal for linking teacher development with tbleanging teacher profession
and relevant teacher competences. There seemsstare&lbania and wider in the region a challemgmismatch between the kind
of teacher preparation and development than caiobéducive to teaching practices, as suggestedsaareh and literature, and the
kind of education and development opportunities thachers get. In this paper, we consider howsthisition could be changed by
building holistic approaches to teacher preparatinod development; coherent quality assurance frameylinking theory and
practice and developing the competence of teacheragors.

This paper draws primarily on the theorical framagwdata collection was conducted through deskarete focus groups and
interviews, involving, teachers, teacher educatsisgdent teachers and education policy makers.vReiepolicy documents and
legislation were studied critically. The study atkwpa predominantly qualitative research methodoldde case was designed to
provide a holistic, ‘thick description’ of the séttion. Consequently the findings were produceduihan-depth conversations.

The biggest challenges implemented at the highecatibn institutions within the Bologna Process éhdeen: assurance of
systemic opportunities for teaching practice inchea development, quality of teacher preparatiod daevelopment, match of
theory and practice for teacher development, oggsioin of curricula at teacher education and oitingtitutions for the education of
potential future teachers .In addition to these,dbntent and methods of the teacher educatiorcalarrare by and large out-dated
and not useful for preparation of teachers.

This paper also attempts to assess the likelymefaf teacher training system related to markeatirements in the future, based on
the thought that the transition process to a mar&kehomy in the country has not yet been complatedtransitional dynamics and
other global factors will influence further evolai of this kind of training.

taught. Student groups were not large and teadvotl often
be conducted as a form of tutoring. Teacher trgirdid not
exist, and indeed was not required. Teachers taaghthey
themselves had been taught, using the centuriesauldion of

1. INTRODUCTION

In post-socialist Western Balkan countries, sevegratallel
change processes make a complex contextual bacidrfou

management of education systems. Transition frontraty

planned to market economy, and processes of detiratian

and globalization create multiple schisms in valubst

teachers may hold. According to Cochran and LytR9Q) the
simultaneity of transforming the state, the regismd the
societies in the region is similar to the expereeio¢ Central
East Europe. Education, like other public spheaes, perhaps
even more so, is not free of interests vested @ uphrious
agendas of state and nation building. Policy-makars
education are faced with complex policy and cultdegisions,
but they lack reliable evidence that could infoumsts decisions
(Gordon and Nicely, 1998). In this situation, theuggle for

hearts and minds of future generations is too oftdh to

competing political agendas while teachers, whoniyaseem
to hold to a belief that politics should stay otipablic schools
(Gold, 1996). In Europe, before the 17th centurlyew school
education had not yet been formalized and wasicesdrto a
small segment of the population, knowledge of thbject-

matter taught was the only requirement for beintgeacher.
Anyone who could read, for example, could teachlirepand

set up as a schoolmaster without any other forpreparation.
Clearly, teaching had not yet been organized ansl dedined
by a random series of personal initiatives, andethgere no
other requirements apart from knowledge of the exttbipeing

a logical progression from the simple to the comple The
new social and educational context requires retiognfor the
interactive nature of teaching (Tardif and Lessd@b9).
Unlike specialists in a particular field (chemists physicists,
for example), general education teachers do nok with inert
materials but with living and social subjects. ®i$ today
are no longer docile beings subjected to the teachathority;
they resist the teacher’s influence, and alwaystwa do
something else, or do it differently or at anottiere: “The
teacher’'s knowledge no longer, in the eyes of sttgjegives
him or her an unconditional right to exercise iletetual
authority and obtain their attention, trust andedibnce.
Dislodged from their pedestal, teachers must, dssr aay,
earn the credit and influence
automatically” (Joxe quoted in Lang 1999). The edion
system in Albania is still risking its present afudure pupils
for similar reasons. Schools and teacher educatistitutions
alike seem to be unduly disconnected from the ewere
multifaceted environments in which they operateeréhhas
been an essential shift in the intellectual fouiwthatof
teaching: interpretational and procedural methaestanding
to replace the prescriptive methods of the formesdeh
psychology has even lost its status as the solzemte point
outside actual practice, to multidisciplinary apgobes to
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practice and the development of a Teacher Trainirg
Orientations — Professional Competencies ‘resebmefguage
in a classroom setting’ ” (Lang 1999). Therefoeathieve its
ambitious objective, Albania needs to view the mfléeachers
and their lifelong learning and career developmast key
priorities. Teachers should be equipped to respmndhe
evolving challenges of the knowledge society, blso ato
participate actively in it and to prepare learndcs be
autonomous lifelong learners. They should, theseftie able
to reflect on the processes of learning and tegcttirough an
ongoing engagement with subject knowledge, cumityl
content, pedagogy, innovation, research, and thlalsand
cultural dimensions of education. Teacher educatieeds to
be at a higher education level or its equivalentd dre
supported by strong partnerships between higheradigun and
the institutions where teachers will gain employm@uban,
1993). Although teachers play a critical role ircisty, they
cannot act alone. Their own high quality educatierds to be
supported by coherent national or regional polidiest are
appropriately resourced. These policies must addieiial
teacher education and continuing professional dgweént,
but must also be set within the broader contexediication
policy in general. Teacher education has an immerctthe
quality of learning and, therefore, it needs tqpbe of national
or regional systems that are focused on improvimgl a
evaluating the quality of education (Schon, 1983).

A future shortage of teachers has not only raisedcerns
about future numbers of teachers, but also abeuttiality of
future teachers. OECD has noted: “There are twoadro
concerns about the supply of teachers. One retatésacher
numbers: ( ...). The other concern is more qualigatiand
reflects trends in the composition of the teacherkforce in
terms of academic background, gender, knowledgeskifid.”
(p.39, OECD, 2005).

In the report “Teachers Matter: Attracting, Devetgp and

Retaining Effective Teachers” OECD noted “that bbse

variables which are potentially open to policy urgfhce, factors
involving teachers and teaching are the most inamort
influences on student learning” (p. 26, OECD, 2005)

In the EU context, education has come to play aemor
important role than earlier. In the so called Lishorocess,
education is recognized as an important factorthraigh and
new tools for working with education has been aéat

The Lisbon European Council 2000 decided about & ne
strategic goal for the next decade: "to become st
competitive and dynamic knowledge-based economyhen
world, capable of sustainable economic growth wikbre and
better jobs and greater social cohesion" (Lisbomopean
Council: Presidency Conclusions, Paragraph 5).

For the first time in the history of EU summits,uedtion and
training represent a major tool for implementingstaategic
goal (Fredriksson, 2003). European Council in thang in
2001" (Lisbon European Council Presidency Conclosio
paragraph 27). Following this mandate, a report “tire
concrete future objectives of education systemsjufteil of
the European Unions, 2001) was presented to thekisam
European Council in 2001 and a document entitledtdled
work programme on the follow-up of the objective§ o
education and training systems" (Council of the dpean
Unions, 2002) was adopted by the 2002 spring mgetfrthe
European Council in Barcelona.

Education Ministers agreed on three major goaksetachieved
by 2010:

« To improve the quality and effectiveness of EWiation and
training systems;

» To ensure that they are accessible to all;
» To open up education and training to the widerl@vo

This interest in education in the EU has also idetlia concern
to improve the quality of teachers in Europe. Sanikatives
have supported the development of policies rel&tetbacher
education through a European discussion and pe@wiag
and others to search for ways to monitor the deretmt.

During the Portuguese Presidency 2000 the Europeanork
on Teacher Education Policies (ENTEP) was launcB8d.EP
promotes cooperation among European Union MemletesSt
regarding their teacher education policies and diase 2000
organized 17 conferences to discuss different stibjelated
to teacher education (ENTEP, 2006). The first repdrthe
working group focused on two issues: the changivlg of
teachers and trends in teacher education polidiks. report
identified “the changing dimensions in the roletedichers in a
knowledge society” (p. 7, European Commission, 2008
number of such competencies were listed: promatiormew
learning outcomes, restructuring of work in thesstaom,
work “beyond the classroom”: with the wider comntyirand
social partners, integration of ICT in formal leiag situations
and in all areas of professional practice, growing
professionalisation and increased individual resgmlity for
professional development (p. 9 European Commis603).
In the area of teacher education policies the tepwinced
trends in four areas: “Defining a professional peah order to
ensure that teachers acquire the skills to respandhe
challenges of their changing role and acquire ther@priate
competencies” (p. 11, European Commission, 2003);
partnerships between teacher education and schesksarch-
based teacher education and quality control.

The second report focused among other things odirgui
principles for developing a common European frantéwdhe
working group identified a number of general protes which
should be taken into account in the developmentaof
framework. A common European Framework was desgrise
“references and principles and aimed at supportargl
encouraging national policies as well as providiag
opportunity for system convergence where approgrigs. 7,
European Commission, 2004b). A conference was @gdrin
Brussels on June 20 — 21, 2005 to test the idemst @ommon
European principles for teacher competencies and
qualifications. A draft document “Common European
Principles for Teacher Competences and Qualifinatiovas
presented. The conference agreed on the proposed
recommendation, but suggested some changes. THe dra
recommendation (European Commission, 2005b) idestif
four common principles:

* A well qualified profession - the need that alldeers are
graduates from higher education institutions;

* A profession within the context of lifelong leargin that
teacher should be supported in order to continueir th
professional development throughout their careers;

A mobile profession - that mobility should be atrahpart

of initial and continuing teacher education prognaen

« A profession based on partnership - the need for
institutions providing teacher education to workpartnership
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with school and other relevant institutions (p. 20; European
Commission, 2005b).

The recommendation also emphasizes that a teattoerdds
have the competence to work with others, nurtueepittential
of every learner; work with knowledge, technolognda
information, with a variety of types of knowleddayild and
manage learning environments as well as contribigte
preparing learners to be globally responsible enrtbfles as EU
citizens (p. 10, European Commission, 2005b). beoto get
information about the extent to which the educatibteachers
is improved in Europe it is necessary to find iadics that
measure development in teacher education also.

To implement policies in line with these Common @&pgan
principles, the following recommendations are méud¢hose
responsible for policy-making at national or regiblevels:

1. Teachers should be graduates from a higher &doca
institution or equivalent.

2. Teacher education programme should be delivaredll
three cycles of higher education in order to enshedr place
in the European higher education area and to iserdhe
opportunity for advancement and mobility within
profession.

3. The contribution of research and evidence-basadtice to

the development of new knowledge about educatiod an

training should be promoted.

4. Partnerships among institutions, where teacheahs be
employed, industry, training providers and highduaation
institutions should be encouraged to support highality
training and effective practice, and to developwaeks of
innovation at local and regional levels.

5. Coherent and adequately resourced lifelong iegrn
strategies, covering formal and non-formal develepm
activities are needed to deliver continuous prodess
development for teachers. These activities, whiohlude
subject based and pedagogical training, should Jzdable
throughout their careers and be recognized apatetyi

6. The content of initial and continuous profesaion
development programmes should reflect the impoeant
interdisciplinary and collaborative approachesetarhing.

7. Mobility projects for teachers should be faaiéd and
promoted as an integral part of initial and contins
professional development programmes.

8. Initial and continuous professional
programmes should ensure that teachers have theldohge
and experience of European co-operation to endiden tto
value and respect cultural diversity and to edutedeners to
become EU citizens.

9. Opportunities to study European languages, dicty the
use of specialized vocabulary, during initial tesrchducation

and in continuous professional development prograsim

should be available and promoted.

10. Priority should be given to developing greateist and
transparency of teacher qualifications within Ewdp allow
for mutual recognition and increased mobility.

In 1999, Ministries from 29 European countries sigirthe
Bologna declaration which aims to establish a Eeaoparea of
higher education. This introduced the two-cyclerdegsystem.
The Berlin Conference in 2003 extended this to déntries

the

and introduced a third cycle for degree programnags
doctorate level.

2. STUDY METHODOLOGY

This article presents the results of 45 semi-stimect in-depth
interviews with 45 student teachers, teachersheraeducators
and education policy makers. The interviews wetiected by
using the technique of snowball, following a semnitstured
format by giving to the respondents’ full allowander
discussion. All interviews were in Albanian. Somé the
people interviewed did not like to be taped durihg process
of their interviewing, so we wrote down the mainms of our
conversation with them. The other interview-traipsr have
been registered and then taped.

They have been collected by a technique of noresgmtative
sampling which tried to capture the diversity ofpesences
and perspectives of student teachers, teachersheea
educators and education policy makers. Researdhipaper
was carried out from October 2010 to January 2@14lbania.
We interviewed 10 teachers, 18 student teachergeddher
educators and 6 education policy makers. We aladwied 2
focus groups; 1 student teachers and 1 with teacher
Interviews were conducted following a snowballrvéenent
strategy, although various ‘entry points’ weredeled, such as
personal contacts and others given by other relseascThe
ages of the student teachers ranged from 20 to extsy
teachers average age was 35, policy makers avegmgevas
45 and teacher educators 50 years old. All thernigws are
made in Durres and Tirana, two main and largere<itdf
Albania. Students were studying in public univéesitand
teachers graduated from public universities too.

The names of the interviewees were changed. |t@sslasted
about an hour; those with student teachers andheesaavere
longer than the others.

3. ANALYSISOF STUDY FINDINGS

It is estimated that every year 800 Albanians sttslenroll in
teacher grades offered by higher education ingiitat and
almost 600 get graduated also (AllS, 2005).

The semi-structured interviews conducted on stutleathers
and teachers were divided into 3 sessions:

The first session aimed at gathering informatiorouabthe
reasons why the interviewed people have decidezbibinue
studying the teacher profession;

development The second session included questions about thesplgs’

perceptions for the teaching standards and competen

The third session’s purpose was to identify theipimations
about teacher profession and teacher training haddforms
should be taken for having these two concepts @or@ance
and to have a view about the reforms should bentdke
preparation of teachers and changing teacher miofesin
Albania as a country in transition.

3.1. Analysis of the first session findings

According to the respondents’ answers it is obvitha two
are the main reasons why they have decided to $aathing:
Firstly, because they hope to find a secure jolh thoeesn’t
require a lot of working hours. Secondly, becausayrof the
participants to the interview have tried to obtanother
university degree, but their high school averagd aratura
exam point was not enough for that.
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After | graduated from a high school in Tirana wittot
excellent results, | entered matura exam and mptpoivere
enough just for literature teaching. (M.M. 32 yeald; Tirana)

I’'m a woman and | wanted to have a lot of time éecabout
my family. So | chose teaching as a profession wiicesn’t
require long working hours. (H.F. 41 years old, i2s})

According to the interviews results, studying téagHor many
young people in Albania means having a comfortaioleé not
threatened profession. The main reasons the ietged people
listed about studying teaching in general areT(sy hope to
acquire a contemporary know-how, a global way dafiking
and another working ethics; (b) Having a teachirgrde,
people hope to get more chances for a secure vgpgdasition
in Albania, with a good salary. Teaching especialys been
chosen by the interviewed people because:

Firstly, they knew that studying teaching is eash&an other
study fields.

Secondly, teaching profession is universal and loandone
everywhere.

Thirdly, because the country will always need teash
3.2. Analysis of the second session findings

As mentioned above the second session of the demcitgred
interview contained questions about the perceptiais

want my country to have a clear policy abut thechea
development process (A.l. male, 36).

3.3. Analysis of the third session findings

The purpose of the third session was to identify tdachers’
aspirations about teacher profession and teachgrirtg and
the reforms that should be taken for harmonizings¢htwo
concepts and to have a view about the reformssihatild be
taken in preparation of teachers and changing &rach
profession in Albania as a country in transitiortcérding to
the teachers™ response we identify that for alliterviewed
teachers, the most important problem is the
qualifications. People considered this issue asesmeeded for
improving their teaching profession and that allinem to be
in contact with the global world.

They suggest having a clear training programme rdaog to
teaching profiles in some cases.

3.4. Analysis of teacher educators and education
policy makers interviews

By teacher educator we mean professors who teactha i
teaching branch] in a university and by educatialicy

makers the people that work in Ministry of Educatiand

Science and Regional Education Directories in ftiescunder
the authority of the Ministry.

perception of standards and competencies of tegchin Almost all professors (8 of them) consider that ¢uication

profession.

According to the answers of the interviewed people
classified the target group in two categories.

1. The first group is composed people who did maivk

exactly what should be the teacher competencies thad
teaching profession standards. The interviewed Ipeofthis

category answered “No” to the question “Are you eevaf

your profession competencies and standards?”

Part of this group, 7 people graduated a first eegand a
professional masters degree.

Mostly, these group confirmed that they are in @ssfon just
for earning money and do not care about the compigte and
standards. ON the first opportunity they would djerthis
profession.

2. The second group is composed mostly of teackieas
attended Scientific Master but even of doctoratedestts.
They aspired to work as teachers, because thegvieiin this
profession. This category of students answered “Mo’the
guestion “Do you think that teacher training in Affia is going
on based on clear policies?”. They listed a lotezfsons why
they do not think so.

Some of these reasons are: (a) the Albanian padlitied social
instability (b) low salaries and low standard ofirg in

Albania (c) low work ethics in teaching professionAlbania

(d) the unclearness of training teachers’ poli¢asnot settled
teaching standards (f) high level corruption fodfing a job (g)
personal reasons.

It is very difficult to have a clear vision aboutet teacher
training in Albania. Nobody has a clear idea abwbtt the
state expects from teachers and what are theiarftarteacher
assessment. | have na MA degree in teaching Literand |
wondered if this qualification is really needed foteacher in
Albania. No more salary for this qualification asdme more
credits needed from Ministry of Education and Sceen really

process in the university represents the curricuheaded to
prepare and have qualified teachers that are asfaesaching
competencies, can be mobile.

“I have been a professor in this university foryears. | think
that we really prepare teachers who can be corygetit any
European school”. (A.H. 50 years old).

But some other young professors (3 of them), thih&t
Albanian university curriculum must be really impea to
have the chance to survive in the European area.

“I have studied abroad for a teaching degree. |thaé my
colleagues teaching style and information is reallyt of
fashion. The curriculum still includes very outdhteourses
that nowadays do not longer exist in European usities. |
think that we still want to have classic teachens a&lassic
pupils.” (A.T. 30 years old).

Also according to education policy makers, theatitin in pre-
and in-service teacher training is getting beffdrey confirm
that some steps that will force the pre- and iviserteacher to
get more qualifications are being taken. Generafigaking,
these categories of interviewed people speak inemergl
language that represents the states politics tetatthe matter.

4. CONCLUSIONS

The survey reveals that Albanian higher educati@tesn must
be improved especially in teacher training facaltie

Teacher training in university does not really thit teaching
profession competencies and this is a real chadlénat should
be overcome. Albanian teacher training université®uld
reconsider European teaching standards and congieteto
have a compatible teacher picture in the counthis Theory
should also be linked to practice in teacher trajraurricula.
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