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Abstract
Nations and international organizations around the world have put in place numerous measures to enhance the 
quality of early childhood education, a sector that is widely diverse both within and across countries .One of 
these measures has been providing in-service early childhood teachers opportunities to foster their learning and 
professional development. Presently in Nigeria, there is no national set of minimal qualications for individuals 
working or serving as teachers of young children, whether this teaching takes place in child care in public or 
private care centres or schools. To enhance quality early childhood education in Nigeria, there is need for 
regular professional development. This paper focus on the need for professional development, features of 
effective professional development, approaches and principles of Professional development, Professional 
development needs of early childhood teachers and educators, and challenges facing early childhood teachers 
and educators' professional development. The paper recommends that early childhood education providers 
should organise regular professional development for their staff, and collaborate to promote good practices 
among their staff, early childhood teachers should endeavour to devote their resources to update their 
knowledge on current practices in early childhood education, while professional development of early 
childhood teachers and educators should be part of Ministry of Education quality assurance evaluation.

Keywords: Quality. Early Childhood Teachers, Teacher Professional Development, Professional 
                 Development Needs, Collaboration.
Introduction
The rich developmental growth that occur in early childhood makes providing young children with stimulating 
and developmentally appropriate early childhood education (ECE) environments an important target for 
promoting positive developmental trajectories. Evidence displaying the expansive developmental growth 
children experience in their rst years of life has resulted in a large body of research examining pathways for 
augmenting and supporting benecial child development. The richness of young children's growth increases the 
impact of supportive interventions, such as high-quality early childhood education (ECE), to facilitate optimal 
child development outcomes (Shonkoff, 2007). In nurturing dignied nations, the main pioneer is needed as the 
key successor in the education process itself (DiPaola & Walther-Thomas, 2003). In this case, teachers are 
considered as the main agent to guide the generation of a nation towards a better direction (Fullan, 2001). 
Besides, the success of an education system cannot be separated from the quality of the teachers themselves. In 
other words, the qualities of education process and outcomes are closely related to the qualities of teachers.
Teacher is a professional educator whose main duties include educating, teaching and counseling, guiding, 
training, appraising, and evaluating learners through formal education (Fullan, 2001). Teaching is a profession, 
and hence, a teacher is required to have academic qualication, competence, good physical and mental 
condition, as well as ability to achieve national education goals. Teachers' competences include pedagogical, 
personal, social, and professional competences acquired from professional education (Fullan, 2001). Certicate 
of educator is formal evidence serving as a declaration that a teacher is a professional worker (Sulistyaningrum 
Indrawati & Octoria, 2016). Stronge (2018) argued that the teachers' qualities should cover ve specic 
characteristics of teacher responsibilities and behaviours as follows:  
(1) The teacher as a good personality representation
(2) The teacher as a good classroom manager and organizer
(3) The teacher as a good instructor
(4) The teacher monitors students' progress and potential
(5) The teacher possesses professionalism. 
Besides, Goldberg (2003), mentioned that to be great teachers ,certain qualities have to be possessed namely; 
willingness to put learning in the necessary time, love for the age group they teach effective classroom 
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management style, positive relationships with colleagues, consistent excellence, expert use of instructional 
methods, in-depth content knowledge, and steadiness for purpose of teaching personality.
These competencies have to be acquired by teachers updating their skills on a regular basis (Yong, Daud & 
Rahman, 2015). The teachers have to update their skills in classroom management, professional development 
(preparation of instructional documents), students' assessment skills, skills in pedagogy, skills in the human 
social dimension, and skills in professional ethics and morality. When teachers possess these kinds of skills and 
competencies through undergoing regular professional development programmes, their service delivery level 
will improve, resulting in improved performance of their pupils in the classroom (Padagas, 2019).
Teacher professional learning is of increasing interest as one way to support the increasingly complex skills 
pupils need to learn in preparation for the 21st century. Sophisticated forms of teaching are needed to develop 
student competencies such as deep mastery of challenging content, critical thinking, complex problem-solving, 
effective communication and collaboration, and self-direction. In turn, effective professional development (PD) 
is needed to help teachers learn and rene the pedagogies required to teach these skills (Darling-Hammond, 
Hyler & Gardner, 2017).
In recent years, nations and international organizations around the world have put in place numerous measures 
to enhance the quality of early childhood education (ECE), a sector that is widely diverse both within and across 
countries. One of these measures has been providing in-service early childhood education teachers with 
opportunities to foster their learning and professional development (PD). It is typically assumed that both formal 
(e.g., seminars, courses, programmes) and informal PD learning experiences (e.g., collaboration reection, 
discussion groups) are  relevant to promote the professional growth of these teachers, and in turn benet the 
learning  and development of children (Bautista & Ortega-Ruíz, 2015).
Ensuring that teachers enter the Early Childhood Education (ECE) eld prepared to teach is one essential 
component for providing young children with effective educational experiences, but teacher training does not, 
and must not stop upon ECE preparation programme exit. Professional development represents an integral 
component to quality teaching, and offers teachers the opportunity to continually ne-tune and improve their 
teaching skills. Findings show that participation in specialized, intensive, multimodal PD improves teacher 
competency in the area of skill improvement targeted by the PD activity (Fukkink & Lont, 2007); Trost, 2006; 
Ingvarson, Meiers & Beavis, 2005).
For early childhood education programmes to achieve high quality, caregivers and teachers need professional 
development supports that enhance their actual effectiveness in the settings in which they practice. 
Understanding these needs shifts the debate from “should early childhood educators have a Bachelor of 
Arts/Science or not” to constructing and delivering at scale a set of proven-effective professional development 
supports that lead to improved outcomes for adults and children. With three quarters of children from birth to 5 
years old spending more than 20 hours per week in an early education or care setting, it seems reasonable to 
focus on strengthening the skills of the many early childhood educators and caregivers who interact with them 
on a daily basis (Pianta, 2011).
Professional development plays a crucial role in the progression of educators as they strive to enhance their 
creativity and efcacy in their professional capacities. This platform provides educators with the chance to 
enhance their expertise, gain novel pedagogical techniques, and actively participate in cutting-edge 
methodologies (Nurhayati, 2024; Methlagl, 2022; Tjabolo & Otaya, 2019). Educators can enhance their ability 
to remain adaptive in an ever evolving educational landscape by engaging in continuous professional 
development, which enables them to keep informed about current best practices. Professional development 
offers educators an opportunity to investigate and enhance their innovative instructional strategies (Rohman & 
Nurhayati, 2023; Musa, Nurhayati, Jabar, Sulaimawan & Fauzidd in, 2022: Nurhayati, 2020). 
Abidogun (2022) opined that the training and development of teachers are paramount in ensuring quality 
education for all. Teachers are not just purveyors of knowledge; they are mentors, guides, and role models who 
shape young minds into responsible citizens capable of contributing meaningfully to society and instilling 
values that will last a lifetime.
Effectively fostering development and learning in early childhood education and care settings requires precise 
and skillfully delivered blends of explicit instruction, sensitive and warm interactions, responsive feedback, and 
verbal engagement or stimulation intentionally directed to ensure children's learning while embedding these 
interactions in a setting that is not overly structured. Interaction that displays these features uniquely predicts 
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gains in young children's skills development and social competence all across the birth to 5 year period and 
closes gaps in performance at entry to school. To be effective, caregivers and educators of young children must 
intentionally and strategically weave instruction into activities that give children choices to explore and play, 
must engage them through multiple input channels, and should be embedded in natural settings that are 
comfortable and predictable. The best early childhood educators are opportunists-they know child development 
and exploit interests and interactions to promote it (Pianta, 2011).
Quality services for young children and their families are now aligned with the professionalization of staff in the 
early childhood education and care (ECEC) sector (Council of Australian Governments, 2009). Teacher 
professionalization is directly linked with the process of transforming an occupation into a profession, and the 
quality, autonomy and status of the job (Sockett, 1993), as cited in Nolan & Molla, 2019). To be able to 
successfully perform their roles, teachers need to be able to pursue what they value in their practice and 'make 
choices, take principled action and enact change. However, this is problematic due to the diversity of the ECEC 
workforce, and its ability to convert professionalization opportunities (physical, social and emotional resources) 
into achievements (Nolan & Molla, 2019).
It is not surprising that professional development programmes or initiatives vary in terms of the breadth of their 
goals. For example, some professional development programmes in early childhood focus on improving the 
observed quality of early childhood classrooms overall, whereas others aim to improve the stimulation children 
receive for development only in a specic domain, such as early language and literacy or early mathematics. 
There is evidence that professional development approaches with more specic and clearly articulated goals are 
more effective (Zaslow, 2014).  Fukkink and Lont (2007), reviewed the evidence on professional development 
training approaches that focused on strengthening early educators' interaction skills
Fukkink and Lont (2007), review of  meta-analysis examining  effects of teacher participation in PD found that 
specialized trainings (that targeted specic  teaching behaviours or practices) resulted in improved teacher 
pedagogical competency, attitude  toward teaching, content knowledge, and skill when compared to 
participation in more  generalized, broad brush trainings. 
Collaborative teams also offer collegial support and knowledge sharing in an informal manner, as well as an 
opportunity for teacher reection upon newly implemented practices or challenging classroom circumstances 
(Trost, 2006). Teachers who receive continued professional development support consistently report that the 
newly learned practices are more benecial for meeting student needs, more easily integrated in current 
classroom practice, and nd more satisfaction in using the materials, than teachers who receive the workshop 
training alone (Fukkink & Lont, 2007). Scholars have typically categorized PD under two broad types, namely 
formal and informal (Richter, Kunter, Klusmann, Lüdtke, & Baumert, 2011).
Formal PD, also referred to as 'traditional' by some scholars, tend to follow a specied curriculum. These are 
commonly delivered in structured learning environments by external PD providers, outside of the work place, 
and are often mandatory. Examples of these activities are structured seminars and workshops, graduate courses 
and programmes, or mandated staff development conferences and symposiums (Bautista, Cañadas, Brizuela, & 
Schliemann, 2015). Most formal PD utilizes face-to-face instruction, being therefore constrained to a specic 
time period and location, which inherently possess both temporal and geographic difculties for teachers (Jones 
& Dexter, 2014).   
Informal PD activities, in contrast, are generally teacher-led and work-embedded, which allows teachers to 
reect on their teaching practices and to learn from their fellow colleagues (Borko, 2004). Unlike formal PD, 
informal PD activities can be planned or unplanned as well as structured or unstructured. In most cases, 
however, these activities do not follow a specied curriculum and are not constrained to specic learning 
environments or time periods (Jones & Dexter, 2014). Informal PD is commonly optional (not mandatory), 
emerging from teachers' own initiatives (Eraut, 2004). Examples of informal PD include collaborative activities 
(peer-observation, mentoring and coaching, teacher networks, professional learning communities, communities 
of practice, action research, study groups) as well as individual activities (reading books, browsing the internet, 
experimenting with new techniques in the classroom) (Lohman, 2009). 
Moreover, there is too little agreement on the performance standards and metrics for those standards, and the 
preparation and supports that should align with performance standards are woefully out of synchrony. Child care 
providers and teachers play an essential role in fostering high-quality learning opportunities for young children, 
but children passing through early childhood education and care settings in the birth to 5-year period can expect 
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a stunning level of variation from year to year and setting to setting even the most basic qualications of those 
providers (Pianta, 2011).

Features of an Effective Professional Development 
Teachers' professional development programme is considered to play an important role in enhancing teacher 
competencies. These are features of an effective professional development:
Content Focused: Professional Development that focuses on teaching strategies associated with specic 
curriculum content supports teacher learning within teachers' classroom contexts. This element includes an 
intentional focus on discipline-specic curriculum development and pedagogies in areas such as Mathematics, 
Science, or literacy (Darling-Hammond, Hyler & Gardner, 2017).
Professional learning that has shown an impact on student achievement is focused on the content that teachers 
teach. Content-focused PD generally treats discipline-specic curricula such as mathematics, science, or 
literacy. It is most often job embedded, meaning the PD is situated in teachers' classrooms with their students, as 
opposed to generic PD delivered externally or divorced from teachers' school or district contexts. This type of 
PD can provide teachers the opportunity to study their students' work, test out new curriculum with their 
students, or study a particular element of pedagogy or student learning in the content area (Antoniou & 
Kyriakides, 2013; Heller, Daehler, Wong, Shinohara & Miratrix, 2012; Penuel, Gallagher & Moorthy, 2011).
Incorporates active learning: Active learning engages teachers directly in designing and trying out teaching 
strategies, providing them an opportunity to engage in the same style of learning they are designing for their 
learners. Such PD uses authentic artifacts, interactive activities, and other strategies to provide deeply 
embedded, highly contextualized professional learning. This approach moves away from traditional learning 
models and environments that are lecture-based and have no direct connection to teachers' classrooms and 
students. The design of PD experiences must address how teachers learn, as well as what teachers teach 
(Darling-Hammond, Hyler & Gardner, 2017). Trotter (2006) outlines several theories of learning and adult 
development and identies principles that are relevant for designing teacher PD.

i. Early childhood educators come to learning with experiences that should be utilized as resources for new 
learning.

ii. Early childhood educators should choose their learning opportunities based on interest and their own 
classroom experiences/needs.

iii. Reection and inquiry should be central to learning and development (Trotter, 2006). 
Uses models of effective practice:  The use of curricular models and modeling of instruction provide teachers 
with a clear vision of what best practices look like. Teachers may view models that include lesson plans, unit 
plans, sample student work, observations of peer teachers, and video or written cases of teaching. Professional 
development that utilizes models of effective practice has proven successful at promoting teacher learning and 
supporting student achievement. Curricular and instructional models help teachers to have a vision of practice 
on which to anchor their learning and growth. The various kinds of modeling can include:

i. video or written cases of teaching,
ii. demonstration lessons

iii.  unit or lesson plans,
iv.  observations of peers, and

v. curriculum materials including sample assessments and pupils work samples
Provides coaching and expert support: Coaching and expert support involve the sharing of expertise about 
content and evidence-based practices, focused directly on teachers' individual needs.
Offers feedback and reection: High-quality professional learning frequently provides built-in time for 
teachers to think about, receive input on, and make changes to their practice by facilitating reection and 
soliciting feedback. Feedback and reection both help teachers to thoughtfully move toward the expert visions 
of practice.
Approaches and principles of Professional Development
Given the central role of teacher-child interactions in children's developmental and skill gains, one approach to 
professional development (Domitrovich et al., 2009; Mashburn et al., 2008; Raver et al., 2008) focuses on 
changing teachers' classroom behaviours. A variety of projects and models attempt to do this.  Some focus on 
producing effective interactions across a wide range of developmental domains and activities (Pianta, 
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Mashburn,  Downer, Hamre, & Justice, 2008), some focus  on high-quality implementation of instruction and 
interactional support for literacy  and language (Landry, Swank, Smith, Assel & Gunnewig, 2006; Neuman & 
Cunningham,  2009; Pianta, Mashburn, et al., 2008; Powell,  Diamond, Burchinal, & Koehler, 2010), and  still 
other models focus on Mathematics (Clements  & Sarama, 2008; Ginsburg et al., 2005).
Professional Development needs of early childhood teachers and educators
Below are some cardinal professional development needs and prerequisites.
Setting training standards and strategies: Institutionalizing standards and policies is the key to constant and 
up-to-date professional development. Setting up and governing standards for teachers, teaching methodology 
and quality can be a game changer in the teaching and learning culture. Strategies should enhance educational 
coordination between different entities and enable tting teacher training into staff calendars and university 
budgets (Kraft & Papay, 2014).
Curriculum review:  To adopt and implement the student-centered teaching approach, there is a need to 
transform from a traditional to a competence-based curriculum (Bergsmann et. al., 2015). This process can 
improve professional development by improving communication and collaboration among the university 
community, decreasing teachers' frustration.
Opportunities for teacher collaboration: Collaborating with colleagues has been linked to increased teacher 
effectiveness and improved student performance (Kraft & Papay, 2014). Collaboration increases teachers' 
willingness to adopt innovations. Building up a collaborative team spirit will improve the working environment 
and provide a platform for peer-support and sharing.
Digital competencies: Digital learning and teaching are necessities in today's world. Teachers need constant 
support and opportunities to gain new competences in the digital era: how to use different digital tools, utilize 
learning with smartphones and social media, and how to accommodate the student-centered approach in these 
(Gikas & Grant, 2013; Cochrane & Bateman, 2010).
Challenges facing early childhood teachers and educators' professional development
The followings identied challenges hindering early childhood teachers and educators' professional 
development.
Limited knowledge of opportunities: Teachers may not be aware of the professional development 
opportunities available within their working environment. Professional development is more than specic 
training programmes. It also includes peer classroom observation, coaching, discussions, networking and 
classroom-based action research.
Difcult working conditions: Insufcient remuneration, overcrowded classrooms, lack of materials, unsafe 
working environment and lack of respect are some of the reasons that demotivate teachers, subsequently 
decreasing their performance and willingness to develop.
Lack of support: The lack of teacher professionalism is often a reection of the lack of professionalism in the 
education system. Hierarchical and rigid education systems demotivate teachers (Gemeda & Tynjälä, 2015). 
Worn-out teachers may resist attempts to enhance their professional abilities, especially when professional 
development does not result in improvements in classroom practices or career.
Lack of teacher identity:  Many teachers become teachers, not by will, but by necessity, and may thus, lack 
professional identity or desire to strengthen that identity.
Lack of condence: Teachers' believing in themselves is positively correlated with teacher performance 
(Akyeampong, 2003). Teachers with low condence resulting from inadequate professional support get 
frustrated. This in turn undermines teacher-student relationships, the quality of teaching, and the notion of 
teaching as a desirable profession. Teachers may not engage in professional development if they think nothing 
will change.
Poorly designed professional development:  Professional development opportunities are often episodic, lack 
qualied facilitators and learning strategies, reect budget constraints and face logistical challenges (Darling-
Hammond, 2000). Not surprisingly, this causes teachers to perceive development programmes as low quality 
and irrelevant, demotivating participation.
Insufcient policies and budget for professional development: The lack of robust policies and strategies 
leads to poorly organized training for teachers. This shows up as difculties in timetabling, lack of harmonized 
schemes and insufcient budget (Darling-Hammond, 2000).
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Conclusion
It could be concluded that the roles of teacher's professional development cannot be overemphasized in early 
childhood education as such it should be part of school development programmes.
Suggestions
Based on the conclusion, the following suggestions were made:
1. Early childhood education providers should organize regular professional development for their staff.
2. Early childhood teachers and educators should endeavor to devote their resources to updating their 

knowledge of current practices in early childhood education
3. Early childhood education providers should collaborate to promote good practices among their staff
4. Professional development of early childhood teachers and educators should be part of the Ministry of 

Education's quality assurance evaluation.
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