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ABSTRACT

This study examined the relationship between professional development and teacher performance in public
secondary schools in Mwala Sub-County, Machakos County, Kenya. To investigate this relationship, four
variables, that is, in-service training, teacher collegiality, mentorship, and differentiated learning as independent
variables, were compared with teacher performance as the dependent variable. A survey research design was
employed, utilizing a questionnaire as the data collection instrument. The target population of the study
consisted of 471 teachers, out of whom 142 were selected as the sample using simple random sampling. Simple
random sampling was used to select a sample of 142 teachers from a target population of 471 teachers. The
reliability of the questionnaire was assessed using Cronbach’s alpha index, which yielded a value of .94 for all
items. The data collected were analyzed using Inferential statistics, specifically Spearman’s rank correlation
analysis, with the help of SPSS. Interpretations of the findings were based on the « (.05) observed Spearman’s
rho (p) coefficient and the corresponding probability level (p). The results of the study revealed that there was a
positive and statistically significant relationship between various aspects of professional development and
teacher performance: in-service training (p = .440, p < .001), teacher collegiality (p = .368, p < .001),
mentorship (p = .492, p < .001), differentiated learning (p = .404, p < .001). The study then concluded that
professional development programs, particularly those focused on in-service training and mentorship, are crucial
for enhancing teacher performance. The recommendation was that the Ministry of Education should invest in
structured and sustained teacher professional development programs that foster collaboration, peer learning,
mentorship, content-focused active learning, reflection, and expert support.

Keywords: In-service training, Mentorship, Professional development, Quality education, Teacher collegiality,
Teacher performance.

INTRODUCTION pedagogical knowledge, the ability to prepare lessons,
Teachers are key pillars in educational systems formulate questions to elicit student knowledge, and
globally, recognized as a linchpin upon which quality improve classroom performance. Martin [6] reports
education hinges [1]. The effectiveness and quality of ~ that teacher quality is low across Eastern and
teaching are the prime duty of the teacher, with Southern African countries, with many teachers
teacher performance being a key determinant of  lacking the pedagogical and basic skills they attempt
quality learning and student achievement [2]. In the to impart to the learner.

pedagogical and practice literature, teacher

performance, a cornerstone of educational quality and Background to the Study

learner achievement, has garnered significant Teacher performance is punctuated by a trajectory
attention due to its impact on student learning akin to a “dual-lane highway.” On one side, some

outcomes and learning effectiveness [1] [3] [4]. teachers experience a smooth and well-paved journey
However, it often falls short of expected standards, as (school-to-profession transition), equipped with
it is constrained by poor teacher quality. Friedman [5] strong foundational training, institutional support,
observed that most teachers struggle to apply the and access to professional development opportunities
skills they have acquired, grasp the material, and [7]. These teachers evolve into high-performing

utilize current pedagogical and instructional educators who can create a conducive learning
approaches. Popova et al. [3] established that “many environment and foster critical thinking and problem-
teachers in low-and middle-income countries lack the solving skills among students [8] and have a
skills to teach effectively” (p. 107). Teachers across significant impact both during the school year and
seven African countries scored woefully low in
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into adulthood [3]. At best, their capacity enriches
effective learning and long-term academic growth.

Conversely, a significant number of teachers face a
journey fraught with potholes stemming from limited
training, a lack of mentorship, and systemic
constraints that hinder their ability to perform
effectively [7]. This poor teacher performance results
in subpar academic outcomes, classroom behavior,
school effectiveness, and a compromised learning
environment, challenges that most teachers grapple
with [7] [9]. Without targeted interventions, the gap
between high-and low-performing teachers will
persist, ultimately limiting students’ academic
potential and the overall efficiency of the education
system. At its worst, ineffective teacher performance
is a hurdle to realizing quality education. Factors like
unpreparedness to teach, insufficient subject-matter
knowledge and pedagogical skills, ineffective
classroom engagement, and lack of commitment to
professional development (PD) hinder teacher
effectiveness [10]. This demands more than just pre-
service training, since, no matter how good it is, it
cannot adequately equip teachers with the
competencies for lifelong teaching.

Alive to these, teacher performance stems from high-
quality teachers, a coveted status that cannot be
attained by simply holding a teaching position [10]
[11] but by having high-performing teachers in the
classroom. In attaining this, the teacher must uphold
the profession's dignity by demonstrating high-
performance standards grounded in strong knowledge,
skills, and attitudes that drive effective teaching and
improved learning outcomes [4]. The teacher must
stay abreast of the changes, be creative, use effective
instruction, and meet the evolving needs and
demands for new knowledge and skills [4]. Teacher
professional development (TPD) is the “principal tool
that countries across the income spectrum use to
improve the knowledge and skills of their practicing
teachers” [3] (p. 108). Through professional
development, the teacher becomes more effective,
overcomes the insecurity of inexperience, and
remains technically competent. Wiliam [12] connotes
that “every teacher needs to improve, not because
they are not good enough, but because they can be
even better...and the only way to improve teacher
quality is to create a culture of continuous
improvement”. In today’s fast-paced education
landscape, teachers must adapt to changes, use
innovative teaching methods, and address the
learners’ diverse needs [11].

The emphasis on teacher professional development
stems from the assertion that a well-trained and
continuously evolving teaching workforce can
enhance student outcomes and deliver higher-quality
instruction [9]. However, while PD should be
ongoing and of high quality, there is a shortage of
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such programs, characterized by active learning,
coherence, sufficient duration, reform, focus on
content knowledge, and collective participation [1] [9]
[13]. The existing programs fail to deliver meaningful
professional growth or translate into improved
teaching practices, hindering teacher effectiveness
[14]. The absence of targeted and consistent PD
programs leaves teachers ill-equipped to meet their
students' diverse needs or adapt to new teaching
methodologies and pedagogical advancements. A
common question arises: To what extent does
professional development enhance teacher
performance if it is noncumulative, superficial, and
fragmented?

Significance of the Study

This study provides valuable insights that can inform
the formulation and revision of teacher professional
development policies to improve teacher performance
and educational outcomes. The Ministry of Education,
Teachers  Service  Commission, and  other
stakeholders in the education sector can use the
findings from this study to design empirically
grounded TPD frameworks that prioritize strategies
proven to enhance teaching quality and learner
achievement.

The study is particularly significant as it addresses a
critical gap in localized research by focusing on
public secondary schools in Mwala Sub-County, an
area with limited empirical data on the effectiveness
of professional development practices, despite
continued funding by educational stakeholders. Alive
to this, the study offers both confirmatory and novel
value. It confirms existing theories and literature on
the positive relationship between teacher professional
development and teacher performance. Still, it
contributes to new and context-specific evidence that
helps inform tailored interventions in
underperforming regions.

The insights can guide strategic resource allocation
by showcasing which professional development
approaches have the highest impact on teacher
performance and student outcomes. In addition, the
study promotes a culture of evidence-based practice,
encouraging sustained teacher support through
practical, relevant, and ongoing professional
development initiatives. Through this study, TSC,
MOEST, and school administrators can identify
teaching areas requiring retraining and utilize the
insights to engage teachers in effective and
purposeful professional learning.

Research Gap

As a caveat, this study did not seek to replicate the
broad analyses of teacher professional development
commonly found in national-level research. Instead,
it focuses on the contextual gaps often overlooked,
particularly the limited empirical inquiry into how



specific components of professional development
influence teacher performance in Mwala Sub-County.
In doing so, it refines and extends prior studies by
disaggregating teacher professional development
elements and offering localized evidence that clarifies
inconsistencies and enriches the ongoing discourse on
effective teacher support.

Statement of the Problem

Teacher professional development in Kenya is
enshrined in the commitment to ensure teachers
provide high-quality instruction. In Mwala Sub-
County, as in other parts of the country, the inherent
expectation is that engaging in PD would directly
correlate with improved teacher performance and, by
extension, student outcomes. However, the reality
paints a different picture. Despite the efforts to
improve teaching and learning outcomes, the
teaching outcomes in the region remain suboptimal,
as evidenced by consistently poor student
performance in the KCSE. Between 2020 and 2022,
Mwala Sub-County ranked 3™ among seven sub-
counties as poorly performing in KCSE [15]. This
concerns how PD translates into quantifiable
improvements in teacher performance. Poor teacher
performance significantly contributes to the region's
educational challenges. Surprisingly, little has been
done to assess PD's impact on teacher performance in
the region, with the available studies presenting
conflicting arguments. Some suggest that PD
positively influences teacher performance; others
argue that systemic issues like inadequate
implementation and  follow-up  hinder its
effectiveness. This piqued the researchers’ interest in
examining the extent to which professional
development impacts teacher performance and why
the outcomes remain underwhelming despite the
efforts made to improve teacher performance.

Objectives of the study

i) To assess the relationship between in-service
training and teacher performance in Mwala
Sub-County, Machakos County, Kenya.

To examine the relationship between teacher
collegiality and teacher performance in
Mwala Sub-County, Machakos County,
Kenya.

To investigate the relationship between
mentorship and teacher performance in
Mwala Sub-County, Machakos County,
Kenya.

To examine how differentiated learning
influences teacher performance in Mwala
Sub-County, Machakos County, Kenya.

ii)

iii)

Statement of Hypotheses

HO;:  There is no statistically significant
relationship between in-service training and
teacher performance in Mwala Sub-County,
Machakos County, Kenya.
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HO,:  There is no statistically significant
relationship between teacher collegiality and
teacher performance in Mwala Sub-County,
Machakos County, Kenya.

There is no statistically significant

relationship between mentorship and teacher

performance in  Mwala  Sub-County,

Machakos County, Kenya.

HO4: There is no statistically significant relationship
between differentiated learning and teacher
performance in Mwala  Sub-County,
Machakos County, Kenya.

HO;:

RESEARCH METHODOLOGY

Research Design

This study utilized a survey research design to collect
data on respondents' opinions of the influence of
professional development on teacher performance.
The survey research design was well-suited for this
study because the study sought to describe the trends
in attitudes, opinions, behaviors, and experiences of
teachers in Mwala Sub-County on the relationship
between PD and teacher performance. As observed
by Cresswell [16], survey research design is a
suitable approach for collecting information that
describes a phenomenon by asking respondents about
their opinions, providing a snapshot of opinions and
trends within the target population, allowing the
researcher to generalize the results and make
informed conclusions.

Study Population

According to data from Mwala Sub-County office,
there are 71 public secondary schools in the Sub-
County, categorized as boys' secondary schools, girls'
secondary schools, and mixed schools [15]. These
schools have 471 teachers [15], who comprised the
study's target population.

Sample Size

In selecting the sample size, Mugenda and Mugenda
[17] recommend that a sample size of 10-30% of the
target population is appropriate and representative of
the population. To determine the sample size, the
study used 30% of the target population, translating
to 142 teachers. Selecting 30% of the target
population as the sample size ensures sufficient
representation  of the  population's  diverse
perspectives, provides adequate statistical power to
observe relationships during analysis, and enhances
the generalizability and robustness of the findings
[18].

Sampling Procedure

To select the sample of 142 teachers, the study
utilized a simple random sampling technique. Simple
random sampling was preferred because: it
guarantees the sample selected is representative of the
target population, accounts for imbalances in
population  characteristics, facilitates  rigorous



statistical analysis, enhances the validity of
inferential  statistics, prevents getting fewer
participants than needed for rigorous statistical
analysis, minimizes selection bias and allows results
generalization to the entire population [19].

Research Instrument

A self-designed questionnaire was used to gather
respondents’ views on the relationship between
various aspects of professional development (in-
service training, teacher collegiality, mentorship, and
differentiated learning) and teacher performance.
Participants' demographic profiles (gender, age,
highest level of education, and length of service) and
professional profiles (number of professional
development programs attended and type of
professional development programs participated in)
were also collected. The questionnaire was preferred
because it facilitates data collection from a large
population in a short time, ensures confidentiality,
reduces interviewer bias, and is cost-effective [19].

Instrument’s Reliability and Validity
The questionnaires’ reliability was tested through
piloting, using the Cronbach's Alpha index (o), and

RESULTS
Demographic Information
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was found to be .94. a of .94 indicates a high level of
internal consistency [20]. Fifteen teachers, selected
randomly, participated in the piloting exercise, a
threshold consistent with recommendations that a
pilot study sample size should be approximately 10%
of the projected sample size for the main study [21].

Data Analysis

The data collected were initially cleaned using
Microsoft Excel and then transferred to the Statistical
Package for the Social Sciences (SPSS) version 26
for analysis. Frequency distribution tables were
generated to describe the socio-demographic
characteristics of teachers and the distribution of their
views. A Spearman’s rank-order correlation analysis
was conducted to examine the relationship between
the four constructs of professional development (in-
service training, teacher collegiality, mentorship, and
differentiated learning) and teacher performance.
Hypothesis  testing assessed the statistical
significance and direction of the relationships, while
correlation coefficients provided estimates of effect
size and strength, enabling confirmation or rejection
of the null hypothesis.

To contextualize the findings, respondents’ demographic characteristics were collected and summarized in

Table 2.

Table 2: Respondents’ Socio-Demographic Characteristics

Variable Frequency %o Variable Frequency %o
Gender Qualification
Male 71 51.8 Diploma 4 2.9
Female 66 48.2 Bachelor's Degree 131 95.6
Transgender 0 0 Master Degree 2 1.5
PhD. 0 0
Age Years in service
0-25 Years 16 11.7 <1 year 8 5.8
26 - 34 Years 58 423 1-5 years 55 40.1
35 - 44 Years 38 27.7 6-10 years 34 24.8
45 - 54 Years 23 16.8 11-15 years 23 16.8
> 55 Years 2 1.5 > 15 years 17 12.4

The sample consisted of 137 participants. The gender distribution was relatively balanced, with 51.8% male and
48.2% female respondents. There were no transgender participants.

In terms of age, the majority of respondents (42.3%)
were aged between 26 and 34 years, followed by
27.7% in the 35-44 years bracket. Only 1.5% of the
respondents were above 55 years old. Regarding
educational qualifications, most respondents (95.6%)
held a Bachelor's degree, while 2.9% had a Diploma
and 1.5% had a Master's degree. None of the
respondents reported holding a Ph.D. As for years of
service, a significant proportion (40.1%) had 1-5
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years of experience, followed by 24.8% with 6-10
years. Only 5.8% had less than one year of
experience, and 12.4% had more than 15 years.

Correlation Analysis
A Spearman's rank-order correlation analysis was
performed at a significance level of 0.05 to test the
four hypotheses, and the results were presented in
corresponding tables.
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Hypothesis 1: There is no statistically significant relationship between in-service training and teacher
performance in Mwala Sub-County, Machakos County, Kenya

Table 3: Relationship between In-service Training and Teacher Performance in Mwala Sub-County, Machakos

County, Kenya

Inservice Teacher
Training Performance
Spearman’s rho Inservice Training Correlation Coefficient ~ 1.000 .440™
Sig. (2-tailed) . .000
N 137 137
Teacher Performance Correlation Coefficient — .440™ 1.000
Sig. (2-tailed) .000 .
N 137 137

**_ Correlation is significant at the 0.01 level (2-tailed).

Table 3 provides empirical evidence of a statistically
significant relationship between in-service training
and teacher performance. The Spearman’s rho of
0.440 and a p-value of .000 at the o = .05 level
indicate a moderate positive correlation. Since the
observed p-value is less than the significance
threshold (.000 < .05), the null hypothesis (HO1),
which stated that there is no statistically significant
relationship between in-service training and teacher
performance, is thus rejected. The results confirm a

statistically significant positive relationship between
in-service training and teacher performance (p = .440,
p < .001). This suggests that as teachers increasingly
engage in in-service training programs, their
instructional  effectiveness  and  professional
competencies improve correspondingly. It is hereby
concluded that increased participation in in-service
training programs is associated with improved
teacher performance.

Hypothesis 2: There is no statistically significant relationship between teacher collegiality and teacher
performance in Mwala Sub-County, Machakos County, Kenya.

Table 4: Relationship between Teacher Collegiality and Teacher Performance in Mwala Sub-County, Machakos

County, Kenya

Teacher Collegiality Teacher Performance
Spearman’s rtho Teacher Collegiality Correlation Coefficient 1.000 368"
Sig. (2-tailed) . 1000
N 137 137
Teacher Performance Correlation Coefficient 368 1.000
Sig. (2-tailed) .000 .
N 137 137

**_Correlation is significant at the 0.01 level (2-tailed).

Table 4 reveals that the calculated Spearman’s rho (p)
was .368, and the p-value of .000 at .05 level of
significance. Since the obtained p is less than .05
(.000 < .05), then the null hypothesis (H02) was
rejected. This indicates that there is a statistically
significant relationship between teacher collegiality
and teacher performance (p = .368, p < .001). This

suggests that fostering a collaborative and supportive
work environment among teachers can positively
influence their effectiveness in the classroom. Hence,
the study concluded that as teacher collegiality
increases, there is a corresponding improvement in
teacher performance.

Hypothesis 3: There is no statistically significant relationship between mentorship and teacher
performance in Mwala Sub-County of Machakos County, Kenya.

Table 5: Relationship between Mentorship and Teacher Performance in Mwala Sub-County, Machakos County,

Kenya
Mentorship Teacher Performance
Spearman’s rho Mentorship Correlation 1.000 492™
Coefficient
Sig. (2-tailed) . 000
N 137 137
Teacher Performance Correlation 492 1.000
Coefficient
Sig. (2-tailed) 000 .
N 137 137

**_ Correlation is significant at the 0.01 level (2-tailed).
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Results in Table 5 show Spearman’s rho of .492, and
the corresponding p-value of .000, at o = .05. Since
the obtained p is less than .05 (.000 < .05), then the
null hypothesis (HO03) was rejected. The results
indicate a statistically significant positive relationship
between mentorship and teacher performance in
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Mwala Sub-County, Machakos County, Kenya (p
= .492, p < .001). This suggests that an increase in
mentorship leads to an improvement in teacher
performance, affirming that mentorship fosters
effective teaching.

Hypothesis 4: There is no statistically significant relationship between differentiated learning and teacher
performance in Mwala Sub-County, Machakos County, Kenya.

Table 6: Relationship between Differentiated Learning and Teacher Performance in Mwala Sub-County,

Machakos County, Kenya

Differentiated Teacher
Learning Performance
Spearman’s rho Differentiated Learning Correlation Coefficient 1.000 404"
Sig. (2-tailed) . .000
N 137 137
Teacher Performance Correlation Coefficient 404 1.000
Sig. (2-tailed) .000 .
N 137 137

**_ Correlation is significant at the 0.01 level (2-tailed).

The analysis in Table 6 shows a Spearman’s rho
of .404, and a corresponding p-value of .000, at the a
= .05 level. With the observed p less than the set
threshold of .05 (i.e., .000, .05), the null hypothesis
Hos was rejected. The findings indicate there is a
statistically significant positive relationship between
differentiated learning and teacher performance in
Mwala Sub-County, Machakos County, Kenya (p
=.404, p <.001). This then implies that differentiated
learning enhances teacher performance by promoting
instructional effectiveness, learner engagement, and
improved classroom outcomes.

DISCUSSION

Based on Hypothesis 1, it was observed that teachers
who actively participated in in-service training
programs demonstrated significantly higher levels of
performance. This indicates that regular participation
in in-service training programs equips teachers with
updated pedagogical strategies, improves their
content delivery, and fosters greater student
engagement. This finding is consistent with those of
Abakah [22] and Ehinola and Akomolafe [23], who
reported that in-service training is positively
associated with improved teacher performance,
precisely in instructional planning and methodologies,
student engagement, classroom management, subject
matter expertise, and knowledge of teaching
approaches, ultimately promoting teaching efficiency
and effectiveness. To them, regular in-service
training leads to improved instructional performance.
Similarly, Anulika [24] and Mduma and Mkulu [25]
observed a statistically significant positive correlation

between in-service training and key teacher
performance indicators like teaching strategies,
instructional planning, lesson content delivery,

student evaluation, and learner engagement. Gacinya
[26] further affirmed that in-service training 1is
significantly related to improved professional
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knowledge, classroom performance, skills, and
teaching values and practices. However, Padilo et al.
[27] believed that while teachers who engaged in PD
activities improved their instructional planning and
delivery, there was no significant relationship
between PD activities and teaching competencies.
Even though the positive relationship between in-
service training and teacher performance is
significant, its long-term impact ought to be
evaluated within the context of the challenges
confounding the sustainability of PD in Kenya.
Mutua et al. [28] raise concerns regarding the
sustainability and effectiveness of in-service training
in Kenya, highlighting the need for regular retraining,
targeted intervention strategies, and structured
mentorship programs to enhance long-term teacher
effectiveness. This perspective aligns with Darling-
Hammond et al. [9], who contend that effective in-
service training must be ongoing, job-embedded, and
directly linked to teachers’ instructional needs, rather
than relying on one-time workshops.

On Hypothesis 2, the results indicated that there was
a statistically significant relationship between teacher
collegiality and teacher performance. This result is
similar to that of Irene et al. [29], who established a
statistically significant relationship between teacher
collegiality and academic performance, a primary
outcome of teacher performance in the classroom.
Irene et al. [29] and Khasawneh et al. [30] report that
when teachers engage in collegial relationships, they
significantly improve their instructional practices and
teaching methodologies, ultimately improving
students' academic achievements. They benefit from
peer support, knowledge exchange, and collective
problem-solving, hence improved teaching practices.
Similarly, Schwan et al. [31] found that teacher
collaboration, structured as similar pairings (district-
wise and in the same position), had a positive effect
on improved instruction, collaboration, and positive



interaction. This resonates with Darling-Hammond et
al. [9] that “by working collaboratively, teachers can
create communities that positively change the culture
and instruction of their entire grade level, department,
school, and/or district” (p. 10). Xie et al., [32] further
contend that teacher collaboration positively mediates
teaching practices. This resonates with constructivism,
which emphasizes the role of social interaction,
collaboration, and shared experiences in learning,
arguing that knowledge is actively constructed
through meaningful engagement with peers [33].
Despite the positive correlation, the study
acknowledged several challenges that could
undermine the effectiveness of collegial collaboration.
Macharia [34] warns that inadequate reflection,
limited pedagogical content knowledge, student
misconceptions, resource shortages, and an exam-
focused teaching approach hinder effective
professional growth and learning. Albeit the setback,
evidence demonstrates that teacher collegiality is
valuable for upskilling teachers.

On Hypothesis 3, in this study, it was observed that
there was a statistically significant positive
relationship between mentorship and teacher
performance. The result of this study is similar to that
of Parker et al. [35] and Cornelius et al. [36], who
established that mentorship, particularly through peer
support, collaboration, and specialized coaching, led
to improvements in novice teachers' instructional
practices. According to Toh et al. [37], mentorship
fosters collaboration among educators, leading to
overall organizational growth and improved learning
outcomes. Collectively, the findings of the present
study and those of prior studies. Similarly, Ehinola
and Akomolafe [23] in Nigeria established a
statistically significant positive relationship between
mentorship strategies and teacher job performance.
Their research indicated that teachers exposed to
mentorship improved their teaching effectiveness,
classroom management, and overall job satisfaction.
Further, Mumo et al. [38] highlighted that mentorship
programs provided opportunities to enhance the
professional growth and development of student-
teachers, but faced challenges such as inadequate
mentor incentives and misaligned grades that did not
accurately reflect their classroom performance. These
findings align with constructionists, who posit that
learning is an active, social process where knowledge
is built through interaction and reflection [39] [33].
They hold that mentorship fosters a collaborative
environment where teachers can exchange ideas,
reflect on their practices, and apply new strategies in
their classrooms. This agrees with Darling-Hammond
et al. [35] that “coaching or other expert scaffolding
can support the effective implementation of curricula,
tools, and approaches.... teachers who receive
coaching are more likely to enact desired teaching
practices and apply them more appropriately....” (p.
13).
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Based on Hypothesis 4, it was established that there
was a statistically significant positive relationship
between differentiated learning and teacher
performance. The findings are consistent with those
of Langelaan et al. [40], who reviewed preservice and
in-service  teacher  programs  that  support
differentiated instruction. Their study highlighted that
effective programs incorporate active learning,
collaboration, and reflection, which enhance teachers'
ability to implement DI, ultimately improving
instructional strategies and student engagement.
Similarly, Bera and Mohalik [41] revealed that
reflective practice enhances professional growth by
fostering critical thinking, problem-solving skills, and
continuous instructional improvement. Accordingly,
the results are supported by Gudeta [42], who
established that reflection and professional growth
opportunities positively impact teacher performance.
From a theoretical perspective, the findings align
with the principles of adult learning theory, which
emphasizes self-directed learning and the importance
of tailoring professional development to meet the
needs of adult learners [43]. Differentiated learning
supports this theory by allowing teachers to engage in
PD that aligns with their instructional goals. Similarly,
constructivism further supports these findings by
emphasizing that learning is an active, social process
where teachers construct knowledge through
collaborative and experiential learning opportunities
[33] [39]. In addition, Macharia [34] found that
reflective learning enabled chemistry teacher trainers
to assess their teaching practices, identify gaps in
pedagogical content knowledge, and adapt
instructional methods to improve student learning.

CONCLUSION AND RECOMMENDATIONS
Conclusion

The primary objective of this study was to investigate
the relationship between professional development
and teacher performance in public secondary schools
in Mwala Sub-County, Machakos County, Kenya. A
survey research design was used to conduct the study.
Four hypotheses were formulated to guide the
research. A self-designed questionnaire, whose
reliability was found to be 0.94, was administered to
142 teachers sampled using simple random sampling
from a targeted population of 471 teachers. Data
analysis was done using Spearman’s rank-order
correlation (p) with the aid of SPSS software.
Hypothesis testing was conducted to test the
relationships between in-service training, teacher
collegiality, mentorship, differentiated learning, and
teacher performance. The study's results indicate a
positive and statistically significant relationship
between the four wvariables (in-service training,
teacher collegiality, mentorship, and differentiated
learning) and teacher performance in public
secondary schools in Mwala Sub-County, Machakos
County, Kenya.



The study established that teachers who participated
in professional development programs demonstrated
improvement in content delivery, classroom
management, lesson planning, learner engagement,
and overall instructional effectiveness. From the
findings, the implication for practice is that for public
secondary schools in the country to improve teacher
performance, the key factor is not merely the
availability of professional development programs,
but the proper structuring, alignment, and utilization
of development opportunities. This calls for a more
structured, ongoing, and reflective approach to
professional development. One-time training sessions
may offer short-term benefits, but sustained, job-
embedded learning opportunities are more likely to
yield meaningful improvements in instructional
practices.

RECOMMENDATIONS

Consistent with the findings of the study, four
recommendations are derived for practice: First, the
Ministry of Education and the Teachers Service
Commission should revise the current teacher
professional development policies to focus on
structured and sustained in-service training programs.
The programs should be informed by teacher
performance needs and gaps, and implemented in a
way that supports continuous growth.

Second, school and educational administrators should
organize collaborative learning opportunities through

expert-led workshops, mentorship, professional
learning communities, retraining sessions,
department/grade/school, and/or district-level

workshops. Their implementation should be based on
identified gaps in teachers’ professional skills and
knowledge, through a needs assessment to ensure the
support is relevant and targeted.

Third, establishing independent monitoring and
evaluation bodies to assess the effectiveness of TPD
programs. These should follow the
institutionalization of feedback mechanisms through
tools such as performance reviews, -classroom
observations, teacher feedback surveys, and
performance metrics, to assess what is working and
provide timely improvements to training initiatives.
Finally, teachers should take an active role in their
own professional growth by participating in
mentorship relationships, peer mentoring programs,
reflective practices, workshops, and enrolling in
continuous learning opportunities. These activities
create a supportive environment where teachers can
discuss challenges, share strategies, and learn from
one another, fostering a culture of collaborative
growth within the school. In turn, this keeps them
abreast of the evolving pedagogical practices,
enabling them to respond effectively to the classroom
needs.
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AREAS OF FURTHER RESEARCH

i) A similar study should be conducted in other
sub-counties to  determine = whether
professional development continues to have
an impact on teacher performance.

i) Since the study focused on the impact of in-

service training on teacher performance, a
study should be conducted to examine how
specific training types, such as seminars,
subject-specific panels, and workshops,
influence  lesson  planning,  student
engagement, and classroom management.

A study should be conducted to explore the
effectiveness of specific peer collaboration
models, such as professional learning
communities, on enhancing teacher
performance across various subjects and
teaching levels.

iii)

LIMITATIONS OF THE STUDY

Despite the relevance and rigor of this study, it is
important to acknowledge several limitations. First,
the study was limited to teachers from public
secondary schools in Mwala Sub-County, and
therefore, the findings may not be generalizable to
teachers in private schools or other sub-counties with
different contexts. Secondly, the study depended on
respondents' honesty and cooperation. Although
efforts were made to encourage openness, such as
assuring anonymity and appealing for candid
responses, the possibility of socially desirable
answers cannot be ruled out. Thirdly, reliance on self-
reported data introduces a potential risk of response
bias, as the respondents may have underestimated or
overestimated their professional development
experiences or performance.
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