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This study aimed to evaluate the impact of a training program for professional
development on early education teachers’ knowledge and skills, work
motivation, and self-efficacy. A one-group pre—post-test design was used to
assess the effect of the training program on 75 teachers working in public
early education institutions in the Tirana municipality in Albania. The results
indicated that completing training was associated with a significant increase
in early education teachers’ knowledge and skills, work motivation, and self-
efficacy. These findings demonstrate the multiple benefits of professional
training as a mechanism for supporting teachers’ personal and professional
development and improving teaching practice, the quality of early education
settings, and children’s early learning and growth experiences. Implications for
practice, study limitations, and future research directions are also discussed.

early education teachers, professional development, skills, knowledge, motivation,
self-efficacy

Introduction

The role of early education teachers is considered critical in children’s development
and learning; their academic qualifications, knowledge of educational topics,
competencies, and skills are indispensable to the educational process and quality
(Rahman et al., 2011). However, to contribute to education quality, teachers must be
prepared to work at the highest standards (Darling-Hammond, 2000). Therefore, new
teaching concepts, knowledge, and skills must be continuously developed for effective
teaching practices and professional growth (Fleming and Kleinhenz, 2007).

Research has demonstrated that early education teachers’ qualifications and level
of professional development affect children’s development and learning (Pianta and
Hamre, 2009) and are critical for supporting social inclusion and integration of all
children from diverse groups into educational settings (Sylva et al., 2004; Burger, 2010).
Professional development of teachers is considered a primary method of enhancing the
quality of early childhood education (Jensen et al,, 2017; Méndez et al.,, 2017). Thus,
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the growing need for the advancement of early education
teachers’ pedagogical skills and knowledge has led to an increase
in training opportunities worldwide (Pena-Lopez, 2009).

addition their
development, early education teachers participation in

In to contributing to professional
professional training influences their work motivation (Bennell
and Ntagaramba, 2008), enhances their pedagogical skills, and
aids personal development and cultural enrichment (Sheridan
et al, 2009). Further, early education teachers who engage
in professional development activities exhibit increased self-
efficacy (Ingvarson et al,, 2005). Improvement in self-efficacy
has also been suggested to contribute to teachers’ effectiveness,
commitment, and enthusiasm (Tschannen-Moran and Hoy,
2001) and to influence teachers ability to effectively use
classroom resources, maintain discipline, and support parents
in joint efforts for their children’s education (Friedman and
Kass, 2002). In contrast, low self-efficacy and lack of professional
development have been associated with fatigue and low work
motivation among early education teachers (Jhurree, 2005).

Although early education teachers are tasked with
encouraging children’s healthy and successful development, the
family also plays a vital role in children’s outcomes. Therefore,
their cooperation with educational institutions and teachers
is essential (Britto et al.,, 2013). Research evidence shows that
proper communication and cooperation with children’s family
members are critical for motivating early education teachers
at work (Patrick et al,, 2000) and influencing teachers’ self-
perceptions (Kloep and Tarifa, 1994), and are a strong predictor
of teachers’ self-efficacy (Chung et al., 2005).

Teachers’ knowledge and ability to implement positive
discipline are also important factors for effective classroom
management and encouragement of healthy and appropriate
child development. Improved knowledge and the use of positive
discipline within the classroom have been shown to contribute
to early education teachers’ motivation, increased tolerance,
and enhanced classroom management skills (Kaplan et al,
2002). In contrast, lack of professional development, inadequate
knowledge and skills regarding behavior management, and lack
of positive discipline for children have been associated with
decreased motivation and an increased likelihood of leaving the
field of education (Rice et al., 2011).

Another essential aspect of early education teachers’ work
is the application of teaching practices that support overall
child development and facilitate proper language development.
However, teachers’ level of professional development, which
affects their motivation for work, is also suggested to influence
the quality and appropriateness of educational practices to
support child development. Children in classrooms where
early education teachers received professional training in
language development have been found to have higher language
proficiency scores than children in classes where teachers did
not receive such training (Davidson et al., 2015). Furthermore,
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teachers’ increased self-efficacy is associated with higher-quality
educational environments. In comparison to teachers with low
self-efficacy, early education teachers with enhanced self-efficacy
have a more positive impact on children’s language development
through the improved quality of their interactions with children
(Guo et al., 2012).

A further indicator of early education quality is the level of
inclusive practices that offer access to learning opportunities and
appropriate support based on the individual educational needs
of all beneficiaries, regardless of their background and diversity
(Barton and Smith, 2015). However, an important element in
implementing inclusive education is early education teachers’
knowledge of suitable inclusive practices, work motivation,
and self-efficacy. Existing evidence shows that early education
teachers with professional development in inclusive practices
use more effective educational strategies and have greater
job satisfaction and motivation compared to those who lack
professional development in inclusive education (Brownell and
Pajares, 1999). Several studies have also shown that attending
inclusiveness training positively influences early education
teachers’ attitudes toward diversity and their self-efficacy
(Lancaster and Bain, 2010), thus supporting teachers’ efficiency
at successfully creating an inclusive educational environment
(Lohrmann and Bambara, 2006).

The early education system in the Republic of Albania is
organized through both public and private institutions (Pre-
university education system in the Republic of Albania Law
of 2012, 2012, Pub. L. No. 69/2012). Children aged 3-6 years
are educated in kindergarten and preparatory classes. Children
in kindergartens are grouped into classrooms by age (i.e.,
3-4, 4-5, and 5-6 years old). Preparatory classes operate in
elementary schools, and children can attend these at the age of
5. The child-teacher ratio in public kindergartens is 18:1 and
22:1 (Albanian Ministry of Education and Sports, 2014a). The
majority of children aged 3-6 years attend public early education
institutions, whereas only 6% attend private institutions. The
enrolment rate for early education is reported to be around 81%
(UIS, 2020); however, the enrolment and inclusion of children
with disabilities in early education institutions is reported to be
very low and a concern in Albania (UNESCO, 2017; Duraku
etal,, 2021).

According to the Albanian Ministry of Education and
Sports, policies regarding the professional requirements
of early education teachers include teachers’ educational
preparation, continuing professional development, and
necessary qualifications. Educational institutions plan their
professional development according to the needs of teachers and
in compliance with central, local, and institutional educational
policies (Albanian Ministry of Education and Science, 2013).

Albanian legislation and guidelines emphasize the
importance of professional development programs for
educators as well. Administrative instruction documents
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also specify procedures for the professional development of
the educational staff. These programs aim to expand teachers’
knowledge and increase their competencies, thereby improving
the quality of educational services (Albanian Ministry of
Education and Sports, 2014a). Early education teachers and
school principals are required to participate in professional
development for at least 3 days annually because highly qualified
and motivated teachers are essential for the delivery of quality
education (Albanian Ministry of Education and Sports, 2014b).

The Institute of Education Development (IED) provides the
most training; however, other providers can also offer training
programs subject to accreditation by the Training Programme
Accreditation Committee. Teachers and executives can choose
training modules offered by accredited training providers and
programs (UNICEF, 2019a). However, the quality and impact
of these training programs remain unclear (UNICEF, 2019b).
Moreover, although positive achievements have been made
regarding the legal documentation of early education teachers’
status, research evidence suggests that less progress has been
noted on developing strategies for professional development
(Haxhiymeri and Mita, 2014). Even though, according to the
normative previsions professional development programs are
planned in line with the needs of teachers (Albanian Ministry of
Education and Science, 2013), existing research data suggest that
national training providers lack mechanism to assess teachers’
needs for professional development (Stanley, 2021). Hence, the
lack of relevance of the training offered prevents teachers from
participating in or benefiting from training programs, hindering
professional development based on their needs (Stanley, 2021).

Therefore, this study aimed to evaluate the impact of
early education teachers training on the advancement of
their knowledge and skills, work motivation, and self-efficacy.
The training modules used in this study were designed to
enhance early education teachers’ knowledge and skills for
supporting child language and communication development,
cooperation with parents, classroom management practices,
and inclusion. These topics were chosen based on teachers’
needs in the training needs assessment, conducted as a part
of the “Early Intervention, the Best Approach to Advance
Child Development” project implemented by the Help the
Life Association in Tirana, Albania. Despite the training topics
being relevant to the needs of participants for their professional
development, the lack of knowledge on the above issues
represents some of the obstacles early education staff faces in
improving early education quality and inclusive practices in
early education institutions in Albania (Duraku et al., 2021).

Therefore, the current results can serve as baseline evidence
informing education policymakers and other stakeholders of the
importance of evaluating the effectiveness of training programs
and designing professional programs tailored to the needs of
the beneficiaries. Furthermore, our results may be especially
relevant for promoting teachers’ professional development,
which can support the improvement of policies and practices
based on evidence.
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Materials and methods

Sample and procedure

This study consisted of a one-group pre-post-test design
that aimed to measure the effects of an intervention on a
specific sample. This design is considered relevant for examining
whether expected changes have occurred in the participants of
a program. Typically used for evaluating small size groups, a
one-group pre-post-test design is considered a pre-experimental
research design, relevant for researchers who want to know the
outcome of interest among all participants of a training program
without having a control group and who want to determine
the possible results of a true future experiment (Reichardt,
2019).

A total of 75 early education teachers from public
early education institutions in the Tirana municipality in
Albania participated in the training and were a part of the
research. This study was conducted as a part of the Help
the Life Association project, “Early Intervention, the Best
Approach to Advance Child Development.” Participants
were recruited with support and prior approval from
the Center of Economic Development and Education of
Children. Participants were informed of the voluntary nature
of their participation in this research, the confidentiality
of their and their ability to
participation at any time.

responses, revoke their

Data collection began in September 2019. After completing
the pretest questionnaires, participants were provided training.
Following the training, participants completed the post-test
survey. The procedure was the same for each training session
for all assigned modules. The questionnaire took approximately
10 min to complete.

Participants

Overall, 75 teachers participated. Table 1 presents
participants’ demographic and professional characteristics.
The majority of the participants (n = 34, 45.3%) were aged
between 36 and 45 at the time of the survey, almost all of
them had a university degree (n = 72, 97.3%), and more
than half of them had more than a decade of experience
working with children (n = 39, 57.7%). Furthermore, more
than 60% of the participants reported that they had previously
received training (60.6-72.2% responding yes to each type of

training).

Measures
Validated questionnaires were used to measure the

respective variables at baseline (pretest) and after (post-test) the
training was completed.
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TABLE 1 Demographic and professional characteristics of
participants (N = 75).

Variable n %
Age
26-35 years 10 13.3
36-45 years 34 45.3
46-55 years 27 36.0
56-65 years 4 5.3

Education degree

University 72 97.3
High school 2 2.7
Years of experience with children
1-10 years 31 44.3
11-20 years 22 31.4
21-30 years 15 21.4
31-40 years 2 2.9
Previous training
experience
Social integration and
inclusion training
Yes 50 68.5
No 23 315
Communication and cooperation with parents training
Yes 52 72.2
No 20 27.8
Positive discipline for
children training
Yes 43 60.6
No 28 39.4
Techniques for encouraging language and communication training
Yes 48 66.7
No 24 33.3

Discrepancy in the total number of participants (N = 75) is due to missing information.

The self-perception of knowledge and skills
questionnaire

This scale was used to measure participants’ perception
of their knowledge and skills regarding the topics covered in
the training program. The questionnaire consisted of 14 items
divided into four subscales. Participants were asked to rate each
statement on a 5-point Likert scale (1 = not at all to 5 = a lot).
The child language and communication development subscale (4
items) asked participants to evaluate their knowledge and ability
to support child language and communication development.
The positive discipline subscale (3 items) assessed participants’
knowledge of the advantages of positive discipline and the
disadvantages of punitive discipline, including their ability to
use positive discipline strategies as a part of their classroom
management techniques. The cooperation and communication
with parents subscale (4 items) asked teachers to self-evaluate
their knowledge and skills for cooperation and communication
with children’s parents, beneficiaries of the early education
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institutions where the teachers work. The social integration and
inclusion subscale (2 items) asked teachers to self-evaluate their
knowledge regarding the role of inclusion and social integration
for the benefit of all children’s development, and their ability
to support inclusion and provide equal opportunities for all
children, including those from diverse groups. The internal
consistency of the overall scale was very good for both the pretest
(a0 =0.93) and post-test (@ = 0.90).

External and intrinsic motivation for
work—WEIMS

The WEIMS subscales (Tremblay et al., 2009) were used to
assess the types of work motivation. Each subscale consisted
of three items asking participants to indicate the reasons
they were involved in their current job: intrinsic motivation
(e.g., learning new things, achieving success, or experiencing
interesting challenges), integrated regulation (e.g., work is a
fundamental part of who I am), and external regulation (e.g.,
for the income it provides me). All items were rated on a 5-
point Likert scale (1 = does not correspond to 5 = corresponds
exactly). This measure has been validated and previously used in
the Albanian context and the internal consistency of the overall
scale was in good range (o = 0.86), (Duraku et al., 2022).

The Teachers' Sense of Efficacy Scale

The Teachers' Sense of Efficacy Scale (short version;
Tschannen-Moran and Hoy, 2001) was used to assess
participants’ self-efficacy with regard to their work in early
educational institutions. This scale consisted of 12 questions
divided into three subscales, each measuring a specific aspect of
teachers’ daily work activities: efficacy for student engagement
(e.g., How much can you do to motivate students who show
low interest in schoolwork?); efficacy of instructional strategies
(e.g., How well can you implement alternative strategies in your
classroom?); and efficacy in classroom Management (e.g., How
much can you get children to follow classroom rules?). The
questions were rated on a 9-point Likert scale (1 = not at all to
9 = quite a lot). The internal consistency of the overall scale for
both the pretest (o = 0.98) and post-test (o = 0.97) was good.

Demographic questionnaire

Questions regarding participants’ age, level of education,
number of years in the education system, and experience with
previous training on the topics covered in the training modules
were included in the demographic questionnaire.

Analysis

Before the primary analyses, preliminary analyses were
conducted to test the assumptions of parametric testing.
Frequencies (percentages) and means (standard deviations)
were calculated for categorical and scale variables, respectively.
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FIGURE 1

Error Bars: 95% CI

The effect of training on teachers’ self-perceived knowledge and skills.

Child language and
communication development
M Positive dicipline
™ Communication and
cooperation with parents
Social integration and
inclusion

Post-test

Efficacy in student
engagement
40.00 ] Efficacy in instructional
strategies
] Efficacy in classroom
management
30.00
c
o
[}
= 2000
10.00
0.00
Pre-test Post-test
Error Bars: 95% CI
FIGURE 2
The effect of training on teachers’ self-efficacy.
To examine differences between the pre- and post-tests, paired- Results

sample t-tests were used. A general linear model was used to
compare the mean values of pretest and post-test differences
across the (independent variables) demographics and previous
training experience. All analyses were conducted using IBM
SPSS Statistics v.22 (Armonk, NY, IBM Corp), the most widely
used software for analyzing quantitative scientific data in social
science research (Gogoi, 2020).
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On completion of the training, there was an improvement
in teachers’ knowledge and skills for the selected topics. Pre-
post-test results showed a significantly increased mean value
for each subscale of the knowledge and skills scale: child
language and communication development (pretest: M = 15.01,
SD = 2.27; post-test: M = 19.56, SD = 0.91, p < 0.001), positive

frontiersin.org


https://doi.org/10.3389/feduc.2022.980254
https://www.frontiersin.org/journals/education
https://www.frontiersin.org/

Hyseni Duraku et al.

10.3389/feduc.2022.980254

15.00

10.00

Mean

5.00

0.00
Pre-test

FIGURE 3
The effect of training on teachers’ motivation for work.

Error Bars: 95% CI
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FIGURE 4

Error Bars: 95% ClI

The effect of training on knowledge and skills, self-efficacy, and motivation for work measures.

M Knowledge and skills
M Motivation for work
M Self efficacy

Post-test

discipline (pretest: M = 11.07, SD = 1.89; post-test: M = 14.36,
SD = 1.12, p < 0.001), cooperation and communication with
parents (pretest: M = 14.93, SD = 2.51; post-test: M = 19.32,
SD = 1.22, p < 0.001), and social integration and inclusion
(pretest: M = 7.34, SD = 1.57; post-test: M = 9.59, SD = 0.82,
p < 0.001). Although all of the abovementioned differences
were significant, the highest impact of the training (largest mean

Frontiers in Education

pre-post-test difference = 4.55) was observed with regard to
child language and communication development, whereas the
lowest impact (smallest mean pre-post-test difference = 2.25)
was observed with regard to the social integration and inclusion
subscale (Figure 1).

Furthermore, the results showed that the training
contributed to the enhancement of teachers’ self-efficacy
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TABLE 2 The impact of training on overall knowledge and skills scores: Mean values of pre-post-test differences in the general linear model.

Independent variable Mean 95% CI for the mean " p2 P-value
Lower limit Upper limit
Age 0.108 0.184 (3)*
26-35 years 11.857 7.118 16.596 0.027 0.288
36-45 years 14.833 12.274 17.393 0.073 0.076
46-55 years 15.692 12.215 19.170 0.083 0.058
56-65 years 6.500 2.366 15.366 Reference
Years of experience with children 0.083 0.333 (3)
1-10 years 14.263 11.257 17.270 0.019 0.393
11-20 years 15.667 12.283 19.050 0.011 0.521
21-30 years 11.000 6.367 15.633 0.042 0.198
31-40 years 20.000 6.895 33.105 Reference
Previous training experience 0.019 0.374
Social integration and inclusion 13.688 11.365 16.010
Yes 15.667 11.875 19.459
No
Communication and cooperation with parents 0.016 0.420
Yes 14.781 12.433 17.130
No 12.909 8.903 16.915
Positive discipline of children 0.009 0.361
Yes 14.724 12.216 17.233
No 13.385 9.638 17.131
Techniques for stimulation of language 0.009 0.540
development and communication 13.938 11.581 16.294
Yes 15.364 11.344 19.383
No

*P-value and degrees of freedom (in parentheses) (UNIANOVA).

For this analysis, the difference between pre- and post-test mean scores for knowledge and skills was calculated and used as the dependent variable in the general linear model. Positive
results indicate that the post-test scores were higher than pretest scores. More positive values indicate a greater effect of training on these items.

for student engagement (pretestt M = 26.97, SD = 6.46;
post-test: M = 3391, SD = 345, p < 0.001), instructional
strategies (pretest: M = 27.68, SD = 6.14; post-test: M = 34.04,
SD = 314, p < 0.001), and classroom management
(pretest: M = 27.59, SD = 6.31; post-test: M = 33.87,
SD = 3.67, p < 0.001; Figure 2). The increase in all
scores was significant. The highest impact of the training
(largest pre-/post-test difference = 6.94) was observed with
regard to teachers self-efficacy for student engagement
(Figure 2).

The training program also contributed to significantly
increasing teachers’ work motivation. The results showed a
significant increase in intrinsic motivation (pretest: M = 12.58,
SD = 1.88; post-test: M = 14.42, SD = 1.19, p < 0.001), integrated
regulation (pretest: M = 12.83, SD = 1.72; post-test: M = 14.55,
SD =0.88, p < 0.001), and external regulation subscale (pretest:
M =10.07, SD = 2.56; post-test: M = 12.08, SD = 3.45, p < 0.001;
Figure 3). The highest impact of the training (largest mean pre-
/post-test difference = 2.01) was found with regard to teachers’
external regulation (Figure 3).

When comparing the impact of the training on the three
main measures (knowledge and skills—pretest: M = 48.28,
SD = 7.74 and post-test M = 63.02, SD = 3.53, p < 0.001;
self-efficacy—pretest: M = 83.25, SD = 18.71 and post-

testt M = 102.09, SD = 10.19, p < 0.001; motivation
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for work—pretest: M = 35.38, SD = 4.70 and post-test:
M = 4089, SD = 4.86, p < 0.001), the training was
the most effective at improving teachers’ self-efficacy (mean
18.84), followed by knowledge
14.74) and
5.51;

pre-/post-test difference =
and skills (mean pre-/post-test difference =
motivation for work (mean pre-/post-test difference =
Figure 4).

The results showed no significant differences in the mean
overall knowledge and skills score by the independent variables
in the general linear model (p > 0.05), suggesting that the
impact of training on participants’ overall knowledge and skills
on the selected topics was not significant with demographics and
previous training experience (Table 2).

Next, there were no significant differences in the mean
overall self-efficacy score by the independent variables in
the general linear model (p > 0.05 in all instances), except
for previous training experience in “communication and
cooperation with parents.” Participants without such experience
benefited more from the training than those who had previously
trained in this area (p = 0.049). Nevertheless, the overall impact
of training on participants’ self-efficacy regarding the selected
topics did not vary significantly across the independent variables
(Table 3).

Last, there was no significant enhancement in motivation
for work scores across the independent variables (demographics
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TABLE 3 The impact of training sessions on overall self-efficacy scores: Mean values of pre-post-test differences in the general linear model.

Independent variable Mean 95% CI for the mean npz P-value
Lower limit Upper limit

Age 0.095 0.167 (3)*
26-35 years 15.222 6.074 24.371 0.023 0.283
36-45 years 22.036 16.849 27.223 0.075 0.050
46-55 years 17.286 9.950 24.621 0.036 0.175
56-65 years 5.333 10.513 21.179 Reference

Education 0.006 0.593
University education 18.615 14.706 22.525
High school 11.000 17.191 39.191

Years of experience with children 0.073 0.307 (3)
1-10 years 19.864 13.868 25.859 0.026 0.273
11-20 years 21.421 14.970 27.872 0.030 0.231
21-30 years 12.556 3.182 21.929 0.007 0.564
31-40 years 4.000 24.121 32.121 Reference

Previous training experience

Social integration and inclusion 18.775 14.270 23.280 0.000 0.934
Yes 19.154 11.251 27.056
No

Communication and cooperation with parents 0.075 0.049
Yes 16.684 12.207 21.162
No 25.357 17.981 32.734

Positive discipline of children 0.006 0.290
Yes 19.794 14.886 24.702
No 17.556 10.810 24.301

Techniques for stimulation of language

development and communication 17.132 12.591 21.672 0.049 0.114
Yes 24.143 16.663 31.623
No

*P-value and degrees of freedom (in parentheses) (UNIANOVA).

For this analysis, the difference between pre- and post-test mean scores for self-efficacy was calculated and used as the dependent variable in the general linear model. Positive results
indicate that the post-test scores were higher than pretest scores. More positive values indicate a greater effect of training on these items.

and previous training experience) in the general linear model
(p > 0.05, in all instances; Table 4).

Discussion

The present study provides empirical evidence that
professional training enhances early education teachers
knowledge and skills, work motivation, and self-efficacy,
consistent with previous findings (Avidav, 2000; Sheridan et al.,
2009; Barnett, 2016).

Furthermore, our results showed a significant impact of
the training program on different aspects of participants’
work (e.g., enhancing knowledge and skills for parental
cooperation, child language and communication development,
positive discipline, and efficacy for student engagement). These
findings, in addition to their relevance to previous research
(Bowman et al,, 2001; Ackerman, 2005; Kwon et al., 2011;
Rice et al, 2011), also confirm the importance of offering
professional development opportunities that are tailored to
the needs of participants/teachers. Therefore, these findings
can inform national training agencies—especially in countries
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such as Albania, which lack mechanisms to assess teachers’
needs for their professional development (Stanley, 2021)—of the
importance of assessing and developing programs tailored to the
identified needs to improve the benefits of these programs.

Furthermore, based on the multi-efficacy of the training
program, as the current results suggested, professional
development can be considered a key mechanism for
enhancing the quality of early education and teachers
work. Therefore, these findings can also serve as baseline
evidence for policymakers and national training providers
to enhance professional opportunities while working toward
improving education quality. This might be especially relevant
for countries such as Albania, which lack strategies and specific
objectives for enhancing professional development, qualified
teachers, and appropriate professional training opportunities
(Stanley, 2021).

Additionally, these findings provide support for early
education teachers, in both Albania and other low- and
middle-income countries, to advocate for the urgent need
for adequate professional development opportunities as a

means of improving the quality of their work. Evidence
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TABLE 4 The impact of training on overall motivation for work scores: Mean values of pre-post-test differences in the general linear model.

Independent variable Mean 95% CI for the mean M p2 P-value
Lower limit Upper limit

Age 0.038 0.619 (3)*
26-35 years 4.250 1.237 7.263 0.031 0.415
36-45 years 4.652 2.875 6.429 0.024 0.318
46-55 years 4.813 2.682 6.943 0.035 0.302
56-65 years 1.500 -4.526 7.526 Reference

Education 0.004 0.725
University education 4.511 3.270 5.752
High school 3.000 -5.508 11.508

Years of experience working with children 0.056 0.754 (3)
1-10 years 3.889 1.869 5.909 0.034 0.331
11-20 years 4.133 1.920 6.346 0.024 0.375
21-30 years 4.900 2.190 7.610 0.006 0.526
31-40 years 7.000 0.940 13.060

Previous training experience 0.015 0.555

Social integration and inclusion 4.000 2.632 5.368
Yes 4.769 2.556 6.982
No

Communication and cooperation with parents 0.002 0.255
Yes 4.618 3.248 5.987
No 3.083 0.778 5.389

Positive discipline of children
Yes 4.107 2.576 5.638 0.005 0.818
No 4.389 2479 6.298

Techniques for stimulation of language

development and communication 4.188 2.755 5.620 0.011 0.940
Yes 4.286 2.119 6.452
No

*P-value and degrees of freedom (in parenthesis) (UNIANOVA).

For this analysis, the difference between the pre- and post-test mean scores for motivation was calculated and used as the dependent variable in the general linear model. Positive results
indicate that the post-test scores were higher than pretest scores. More positive values indicate a greater effect of training on these items.

suggests that within these countries, apart from the lack of
adequate opportunities for professional development in their
jobs, teachers also lack pedagogical skills before entering
their jobs (Stanley, 2021). Thus, enhancement of professional
development opportunities for teachers as part of their job and
prior to them entering the workforce, as a part of their teacher
education, should be promoted and implemented.

Moreover, the current study’s findings showed that
the training achieved significant improvement in teachers
knowledge and skills in different areas, including social
integration and inclusion. However, the results also showed that
the level of teachers” perceived knowledge and skills for social
integration and inclusion prior to training and after training was
the lowest in comparison with other training topics regarding
knowledge and skills (e.g., parental cooperation). Therefore,
even though this difference may be subject to training-related
factors, the low level of perceived knowledge and skills prior to
attending the training suggests the need to enhance professional
development opportunities for teachers in Albania and equip
them with relevant inclusive knowledge and skills. This
knowledge will enable them to improve their practice, thus
accommodating the needs of children from diverse groups,
especially children with disabilities, whose integration into
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the early education system in Albania remains a challenge
(UNESCO, 2017). Furthermore, if these findings are discussed
within the context of Albania, the lack of teachers’ knowledge
regarding social integration and inclusion also represents
an obstacle for education staff in supporting inclusion of
children with disabilities in early education settings in Albania,
as previous findings have suggested (Duraku et al, 2021).
Therefore, this evidence can also inform policymakers and
educational institutions on further assessment of factors that
might affect teachers’ level of knowledge and skills regarding
inclusion, such as their attitudes toward enhancing their
knowledge on topics related to inclusion.

Conclusion

The current study suggests that continuing professional
development is a key component in improving and ensuring
the quality of education institutions, enhancing teachers’ work
performance, and offering better early learning experiences
for children’s growth and development. Participation in
professional development opportunities, tailored to their needs,
can contribute to teachers’ work motivation and self-efficacy,
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thus affecting their practice, pedagogical approaches, and
classroom management skills regarding offering equal and
appropriate opportunities for all children. Creating mechanisms
for assessing teachers’ needs and measuring the quality and
impact of professional development can support educational
institutions to develop proper support for teachers, encourage
teachers’ participation, and have a sustainable positive impact
on all beneficiaries of early education institutions.

Limitations and directions for future
research

The current findings should be considered in the light of
certain limitations. Even though the results were discussed in
connection with previously published research in other contexts,
the current study used a single-group design, which prevents a
more valuable connection between professional training and the
outcomes assessed. Therefore, these findings can be considered
preliminary data, useful for determining the possible results of
future research evaluating the effectiveness of similar training
programs. Moreover, if future studies use quasi-experimental
designs to assess training program effectiveness, they should
include control or comparison groups (Reichardt, 2019). Future
research should also follow the outcomes of the training
through a longitudinal design and evaluate its effectiveness in
the workplace by observing its impact among early education
beneficiaries.
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