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Abstract:	 This	 study	 examined	 the	 Pedagogical	 Content	 Knowledge	 Model	 used	 in	 Kenya's	
Teacher	Evaluation	and	Quality	Education.	The	researcher	adopted	a	desktop	research	design	called	
secondary	 data	 to	 collect	 data	 from	 existing	 resources,	 including	 libraries,	 reports	 and	 published	
studies.	The	design	was	cost-effective	compared	to	field	research,	as	data	could	be	obtained	through	
reading	online	libraries	and	journals.	Although	enhanced	teacher	assessment	programs	are	known	to	
produce	 better	 educational	 results	 in	 various	 subject	 areas	 in	 Kenya,	 disparities	 in	 training	 quality	
across	rural	and	urban	regions	of	the	country	impact	the	programs’	effectiveness.	In	the	long	run,	this	
makes	 the	 standardisation	 of	 high-quality	 training	 essential	 in	 boosting	 education	 standards	
countrywide.	 Pedagogical	 Content	 Knowledge	 Model,	 Marzano	 Focused	 Teacher	 Evaluation	 Model,	
Trans-formative	and	Social	Constructivism	Models	may	be	used	by	education	officials	to	develop	teacher	
training	programs	that	can	successfully	develop	teacher	 training	programs	that	will	enhance	quality	
education	in	the	country.	The	study	facilitates	the	development	of	teaching	resources,	which	will	mainly	
focus	on	realities	on	the	ground	and	which	can	enable	learners	to	comprehend	and	retain	content	taught	
by	instructors	in	their	classes.	Besides,	the	study’s	results	promote	policies	that	require	the	inclusion	of	
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a	 significant	 component	 of	 local	 content	 in	 teacher	 training	programs,	 thus	 ensuring	 the	 contextual	
relevance	of	education.	

Keywords:	Desktop	research,	educational	frameworks,	quality	education,	teacher	performance	
appraisal,	training	program,	pedagogical	training.		

	

Introduction	

In	 the	 teaching	 profession,	 teachers	 are	 significant	 facilitators	who	 prepare	 their	 learners	 for	
various	future	responsibilities.	Besides,	in	the	digital	world,	they	help	advance	new	technology	in	their	
schools.	As	NSF1	puts	it,	teachers	are	change	agents	who	help	to	develop	knowledge,	skills	and	attitudes.	
Teachers	 are	 expected	 to	 grow	 throughout	 their	 lives	 professionally	 in	 a	 very	 sustainable	manner;	
hence,	their	performance	appraisal	needs	to	be	done	by	their	employer	regularly.	Utami	and	Vioreza	
(2021)	 supported	 this	 view	 and	 argued	 that	 teachers	 are	 pivotal	 in	 delivering	 quality	 education.	
However,	the	arguments	have	been	supported	by	many	developing	nations	like	Ethiopia,	Kenya,	and	
Nigeria.	 In	 developed	 countries	 such	 as	 the	 USA,	 Japan	 and	 Britain,	 quality	 education	 is	 evaluated	
through	metrics	such	as	teacher	evaluations,	student	outcomes	and	curriculum	content	delivery.	

According	to	the	National	Assessment	of	Educational	Progress	(NAEP),	gradual	improvement	in	
Mathematics	has	been	realised	in	the	United	States	of	America.	However,	they	point	out	that,	over	the	
past	 decade,	 reading	 scores	 have	 remained	 relatively	 stagnant	 as	 opposed	 to	 Japan,	 a	 developed	
economy,	 which	 has	maintained	 its	 performance	 standards.	 This	 indicates	 that	 curriculum	 content	
delivered	in	classes	is	of	very	high	quality	and	that	teachers	are	effective	in	their	work2.	The	situation	in	
the	UK	is	not	any	different	from	that	experienced	in	the	USA	and	Japan.	The	introduction	of	new	teaching	
standards	in	that	country	has	been	brought	about	by	improvements	in	the	evaluation	of	teachers'	and	
learners’	 academic	 achievements,	 especially	 in	 English	 and	Mathematics,	 as	 observed	by	 Strat	 et	 al.	
(2024).	 This	 clearly	 shows	 that	 in	 Britain,	 a	 robust	 educational	 framework	 has	 supported	 teacher	
development	and	students’	learning	environments	for	some	time.	

Although	in	the	contemporary	world,	we	live	in	today,	there	are	teacher	performance	appraisal	
systems	already	in	place;	there	are	disparities	that	can	be	noted	in	these	systems,	especially	when	it	
comes	to	learners’	access	to	quality	education	in	rural	and	urban	areas	and	also	among	learners	who	
live	 in	different	socioeconomic	setups	(So	et	al.,	2021).	Let's	 look	at	the	USA,	 for	example.	There	are	
significant	gaps	between	students	from	low-income	families	and	their	counterparts	who	hail	from	well-
to-do	families,	and	this,	therefore,	indicates	that	there	are	inequalities	in	the	government’s	attempt	to	
provide	 quality	 education,	 as	 observed	 by	 the	Department	 of	 Education	 (2021).	 Japan,	 a	 developed	
country,	faces	challenges	in	its	bid	to	adapt	to	its	traditional	education	methods,	which	are	thought	to	
enhance	 creativity	 and	 independent	 learning	 styles.	 The	 ongoing	 debates	 in	 the	 UK	 concerning	 the	
teaching	methods	and	the	relevance	of	the	curriculum	implemented	in	the	country	point	out	the	kind	of	
educational	assessment	 that	needs	 to	be	carried	out	 if	quality	education	 is	realised	(Department	 for	
Education,	Skills	and	Employment,	2022).	There	is	a	need	for	continuous	teacher	appraisal	to	enhance	
the	delivery	of	content	in	class.	Besides,	there	is	also	a	need	for	constant	improvement	in	the	variation	
of	 teaching	methodology	 so	 that	 the	 approaches	 applied	 in	 class	 are	 adaptive	 to	 the	 ever-changing	
societal	needs	(Utami	&	Vioreza,	2021).	As	witnessed	in	developing	countries,	mainly	in	Africa,	factors	

 
1	https://www.nsf.gov/	
2	https://usafacts.org/ 
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such	as	limited	resources,	shortage	of	teachers	and	delivery	of	less	standardised	curriculum	continue	to	
challenge	the	provision	of	quality	education	in	schools.		

On	the	other	hand,	despite	Brazil’s	efforts	to	implement	reforms	to	improve	learners’	outcomes	
and	 teacher	 quality,	 researchers	 such	 as	 Ivenicki	 (2021)	 have	 observed	 that	 struggles	 with	 the	
distribution	of	inadequate	resources	and	curriculum	delivery	are	challenges	that	cannot	be	ignored.	This	
confirms	that	developing	countries	struggle	to	provide	quality	school	education	(Sanfo	&	Ogawa,	2021).	
Many	 countries	 in	 Sub-Saharan	 Africa	 are	 grappling	 with	 issues	 such	 as	 inadequate	 infrastructure,	
limited	 access	 to	 educational	 reference	 materials	 and	 high	 learner-teacher	 ratios	 in	 schools.		
Inadequacies	in	teacher	evaluations	have	shown	the	need	to	frequently	have	teacher	development	and	
training	programs	 to	enhance	 student	 learning	 skills	 and	effectively	 implement	quality	education	 in	
schools.	These	programs	directly	impact	the	learner’s	outcomes	and	curriculum	delivery	in	schools,	as	
Strat	et	al.	(2024)	observed.	

In	Kenya,	Teacher	Performance	Appraisal	and	Development	has	been	 in	place	since	the	1980s,	
when	the	mode	of	appraisal	was	confidential	and	only	the	administrators	or	supervisors	were	involved	
in	providing	a	confidential	report	concerning	a	teacher	whenever	the	teacher	was	due	for	promotion.	
The	system	was	termed	apartheid,	vastly	bureaucratic,	top-down	and	full	of	malice.	In	2013,	the	system	
was	revised	and	replaced	with	an	interactive	system	whereby	the	appraiser	and	the	appreee	meet	face-
to-face	and	discuss	the	targets	to	be	accomplished	within	a	specified	time.	The	set	targets	then	become	
the	basis	for	the	appraisal	between	the	appraiser	and	the	appraisee.	The	Sessional	Paper	No.	14,	2012,	
recognised	the	importance	of	performance	appraisal	in	managing	teaching	quality	standards.	The	TSC	
Act	 2012	 gives	 the	 TSC	 the	 responsibility	 of	 ensuring	 teachers	 conform	 to	 the	 prescribed	 teaching	
standards	by	the	Commission	under	this	Act	and	to	observe	the	behaviour	and	teachers'	performance	
in	the	teaching	delivery.	

Demand	for	accountability	in	the	education	system	is	increasing	and	can	only	be	achieved	when	
the	teachers	feel	accountable	for	the	school's	and	its	students'	performance.	Performance	evaluation	is,	
therefore,	 a	 continuous	practice	 of	 identifying,	 assessing,	 and	 improving	 a	 teacher’s	 performance	 in	
connection	 with	 an	 organisation's	 strategic	 goals	 (Hurskaya	 et	 al.,	 2024).	 The	 process	 focuses	 on	
assessing	 performance	 for	 career	 progression	 and	 increasing	 performance,	 such	 as	 career	 growth,	
professional	 knowledge,	 and	 feedback.	 The	 objective	 is	 to	 enhance	 accountability	 and	 instructional	
improvement,	ensuring	quality	teaching	and	improved	academic	performance	(Basnal,	2022).	Excellent	
classroom-observation-based	 assessment	 and	 Performance	 procedures	 can	 perfect	 average	 teacher	
performance	during	the	evaluation	period	and	subsequent	years.		

Hurskaya	 et	 al.	 (2024),	 in	 their	 research	 on	 the	 relationship	 between	 TPAD	 Scores	 and	 the	
achievement	of	students’	education	organisation	in	Zanjan,	found	that	teachers’	TPAD	scores	are	similar	
to	 the	 achieved	 scores	 of	 students.	 However,	 evaluation	 ratings	 were	 undesirably	 connected	 with	
student	 achievement.	 This	 shows	 no	 association	 between	 overseer	 performance	 scores	 and	
achievement	 of	 the	 teachers'	 students	 (Hurskaya	 et	 al.,	 2024).	 Kenya	 has	 invested	 in	 educational	
reforms	 to	 improve	 classroom	 curriculum	 content	 delivery	 and	 increase	 teachers’	 accountability.	
However,	it	must	be	noted	here	that	achieving	consistent	improvements	across	the	country	remains	a	
significant	challenge	for	the	government	in	finding	a	lasting	solution.	The	challenges	experienced	in	the	
education	sector	in	Kenya	and	most	other	developing	countries	are	brought	about	by	cultural	barriers,	
political	instability	and	economic	constraints,	which	are	mostly	known	to	be	a	significant	hindrance	to	
delivering	quality	education	in	the	country's	urban	and	rural	regions.		

In	countries	 such	as	Ethiopia,	 for	 instance,	 the	political	unrest	and	difficulties	 in	 the	economic	
sector	have,	in	the	past	and	even	currently,	brought	about	interruptions	in	school	calendars,	affecting	
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both	 student	 learning	 outcomes	 and	 teacher	 performance.	 Despite	 many	 challenges	 witnessed	 in	
developing	 countries	 regarding	 teacher	 evaluation	 and	 provision	 of	 quality	 education,	 there	 are	
indications	that	they	are	making	some	good	progress,	since	countries	like	Rwanda,	through	increased	
investment	 in	 teacher	 training	 and	 infrastructure	 development,	 are	 making	 strides	 in	 improving	
education.	The	efforts	made	by	Rwanda	and	other	African	countries	are	crucial	in	ensuring	sustainable	
development	and	enhancing	educational	quality	in	the	region.		

The	quality	of	education	in	developed	countries	such	as	the	UK,	America	and	Japan,	to	name	but	a	
few,	is	frequently	analysed	using	student	outcomes,	curriculum	delivery	and	teacher	evaluations.	In	the	
USA,	 for	 example,	 between	 2019	 and	 2022,	 a	 decrease	 in	 eighth-grade	 Mathematics	 and	 reading	
proficiency	was	noted,	marking	the	 lowest	rates	 in	at	 least	 fifteen	years.	Through	this	decline	 in	 the	
country,	increased	spending	per	student	to	an	all-time	high	in	public	schools	has	been	witnessed,	and	
adjustments	have	been	made	to	counter	 inflation	that	hit	many	countries	during	COVID-19	between	
2020	and	2021,	as	 reported	by	USA	Facts3.	Despite	 financial	 constraints	 in	 the	UK,	 a	 relatively	high	
quality	of	education	has	been	maintained	in	the	educational	system.	At	the	same	time,	a	slight	decline	in	
scientific	 publication	output	has	been	witnessed	 in	 Japan,	 thus	 suggesting	potential	 areas	 that	need	
educational	 policy	 adjustments.	 As	 pointed	 out	 by	 NSF4 ,	 there	 has	 been	 consistent	 expenditure	 on	
student	learning,	teacher	training,	and	curriculum	development	in	the	UK	and	many	other	developed	
countries	where	a	robust	infrastructure	for	education	has	been	seen.	Despite	this,	there	is	a	need	for	a	
timely	and	continuous	assessment	and	adaptation	to	meet	the	changing	educational	demands.		

As	 evidenced	 by	 improved	 student	 outcomes,	 	 curriculum	 delivery	 and	 teacher	 evaluations,	
education	 quality	 can	 be	 significantly	 enhanced	 through	 participation	 in	 advanced	 teacher	 training	
programs	 that	 aim	 to	 equip	 teachers	with	modern	 and	 innovative	pedagogical	 skills	 and	up-to-date	
content.	 This,	 in	 the	 long	 run,	 translates	 to	 effective	 teaching	 practices.	 According	 to	 Doe	 (2021a),	
teacher	training	programs	that	include	differentiated	instruction	strategies	and	classroom	management	
tend	 to	 lead	 to	 serious	 learner-based	 engagements	 and	 more	 personalised	 teacher	 and	 learner	
experiences.	More	often	than	not,	these	programs	incorporate	modern	teaching	methodologies	and	the	
latest	 technology,	 which	 enable	 teachers	 to	 prepare	 and	 deliver	 a	 more	 dynamic	 and	 relevant	
curriculum.		

Problem	Statement	

Excellent	learning	provides	learners	at	the	basic	level	with	a	sound	foundation	in	education.	Each	
country	works	tirelessly	to	ensure	all	learners	in	schools	receive	quality	basic	education,	which	is	the	
basis	of	its	economic	stability.	As	observed	by	Doe	(2021b),	policymakers	in	the	education	sector	need	
up-to-date,	 reliable	 and	 complete	 data	 on	 teacher	 performance	 and	 evaluation	 to	 make	 the	 right	
decisions	regarding	the	provision	of	quality	education	in	schools.	In	Kenya,	getting	this	type	of	data	has	
been	challenging	for	some	time	now	because	of	many	delays	experienced	when	collecting	up-to-date,	
reliable	and	complete	data	from	schools.	Although	education	officials	make	ongoing	efforts	to	ensure	
educational	outcomes	are	enhanced	in	the	country,	there	are	disparities	in	what	has	been	achieved	in	
education	 across	 the	 many	 different	 socioeconomic	 and	 geographical	 landscapes.	 This	 has	 caused	
significant	challenges	to	providing	quality	education	in	the	country.		

Researchers	and	educationists	in	developed	countries	have	recognised	the	Pedagogical	Content	
Knowledge	Model	 as	 the	 best	 model	 for	 evaluating	 teachers’	 performance	 and	 the	 effectiveness	 of	
teacher	training	programs.	They	say	the	model	is	critical	in	providing	quality	education	in	schools.	They	
point	out	that	there	has	always	been	a	gap	in	understanding	the	model's	specific	impacts,	the	training	

 
3	https://usafacts.org/	
4	https://www.nsf.gov/ 
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initiatives	 used	 to	 train	 teachers,	 and	 the	 learners’	 educational	 outcomes	 realised	 within	 diverse	
contexts.	As	observed	by	Gast	(2022),	while	teacher	training	programs	are	meant	to	equip	teachers	with	
the	 much-needed	 knowledge	 and	 skills,	 what	 has	 not	 been	 consistently	 evident	 is	 how	 these	
competencies	are	translated	to	improve	classroom	practices	and	desired	students’	learning	outcomes.	
For	Kenya	to	ensure	quality	education	in	schools,	the	content	of	teachers’	training	programs	must	be	
aligned	with	actual	classroom	needs.	Besides	that,	there	is	a	need	for	the	Ministry	of	Education	to	ensure	
an	all-inclusive	teacher	evaluation	model	is	applied	when	carrying	out	teacher	performance	appraisals,	
ensure	the	adequacy	of	support	structures	for	post-training	and	ensure	the	sustainability	of	training	
impacts	across	diverse	landscapes	in	the	country.			

This	paper	aims	to	examine	the	model	used	by	Ministry	of	Education	officials	and	the	Teachers’	
employer,	 the	 Teachers	 Service	 Commission,	 to	 evaluate	 teachers’	 performance	 and	 also	 to	 assess	
whether	the	pedagogical	training	programs	used	to	train	teachers	are	capable	of	equipping	them	with	
the	 required	 teaching	skills	which	will	make	 learners	acquire	21st-century	problem-solving	skills.	 In	
recent	years,	Kenya	has	not	been	doing	well,	especially	 in	developing	 innovative	policies	 that	would	
ensure	practical	teacher	performance	evaluation	and	the	evaluation	of	students’	learning	outcomes.	In	
secondary	schools,	for	example,	adopting	new	teaching	methods	that	embrace	educational	technologies	
that	enhance	students'	learning	experiences	has	not	been	realised.	The	same	case	is	also	seen	in	primary	
schools	across	all	regions	in	the	country.	Although	education	officials	have	always	used	the	Pedagogical	
Content	Knowledge	Model	 to	 appraise	 teachers,	 the	 government	 has	 had	 challenges	 concerning	 the	
quality	of	education	provided	in	schools,	as	Basnal	(2022)	noted.		

According	 to	Muammar	and	Alkathiri	 (2021),	46%	of	 the	Form	 four	 leavers	who	don’t	get	 the	
required	grades	 to	 transit	 to	universities	are	said	 to	be	at	home	and	are	not	engaged	 in	meaningful	
income-generating	activities.	Worline	and	Dutton	(2021)	observed	that	education	is	supposed	to	help	
school	leavers	identify	areas	they	are	good	at	while	at	school	and	become	job	creators	thereafter.	They	
maintain	that	45%	of	those	who	leave	secondary	school	education	join	various	sectors	of	our	economy	
as	casual	workers	and	end	up	frustrated	in	life.	

As	a	researcher,	I	want	to	state	that	scientific	evidence	based	on	research	on	the	impact	of	teacher	
performance	training	programs	is	lacking.	Therefore,	this	study	aims	to	examine	the	model	officials	of	
the	Ministry	of	Education	and	the	Teachers	Service	Commission	are	using	to	assess	Pedagogical	training	
courses	and	teachers’	performance	and	will	discuss	in	detail	the	impact	of	pedagogical	training	skills	on	
teachers’	 practices,	 experiences	 and	 conceptions.	 It	 is	 therefore	 hoped	 that	well-structured	 teacher	
training,	which	 tries	 to	 include	 ongoing	 professional	 teacher	 development	 (Li	 et	 al.,	 2021),	 support	
networks	 and	access	 to	modern	 teaching	 resources,	 can	 lead	 to	 improved	 teaching	practices,	which	
finally	 will	 translate	 to	 enhanced	 learner	 performance,	 a	more	 inclusive	 learning	 environment	 and	
achievement	of	a	higher	level	teacher-student	engagement.	

Theoretical	Framework	

Pedagogical	Content	Knowledge	(PCK)		

Kenya	 has	 a	 total	 of	 33042	 Primary	 and	 Secondary	 Schools	with	 a	 teaching	 force	 of	 331,232	
teachers	spread	across	urban	and	rural	regions	of	the	country.	This	number	includes	those	teachers	who	
are	employed	on	permanent	and	pensionable	terms,	serving	as	interns,	and	therefore	are	employed	on	
contract	 terms.	 Since	 Kenya	 became	 independent	 in	 1963,	 the	 Ministry	 of	 Education,	 through	 the	
Teachers	Service	Commission,	has	used	the	Pedagogical	Content	Knowledge	Model(PCK)	to	evaluate	its	
primary	and	secondary	school	 teachers.	This	Model,	 founded	by	Shulman	 in	1986,	offers	 instructors	
unique	knowledge	that	 focuses	on	how	they	relate	their	teaching	methodology	to	the	subject	matter	
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they	prepare	to	teach.	Therefore,	it	is	essential	to	note	that	the	teachers’	knowledge	of	pedagogy	and	the	
subject	matter’s	integration	comprises	pedagogical	content	knowledge	(Basnal,	2022).		

Yeh	et	al.	(2022)	revised	the	original	model	of	Shulman	to	align	it	with	a	constructivist	perspective,	
upon	which	the	teaching	of	content	in	class	and	the	learning	of	students	are	based.	Then	they	came	up	
with	the	Pedagogical	Content	Knowledge	(PCK)	model,	which	 laid	a	 lot	of	emphasis	on	the	teacher’s	
understanding	 of	 learners’	 ages,	 developmental	 levels,	 abilities,	 learning	 strategies,	 attitudes,	
motivations	and	also	their	entry-level	knowledge	of	concepts	they	have	acquired	before	being	taught	by	
a	 teacher,	as	opposed	to	Shulman’s	original	model	which	emphasised	subject	matter	mastery	by	the	
teacher	and	 the	methodologies	 they	use	 to	deliver	 content	 in	 class.	The	revised	model	 that	 the	 four	
scholars	came	up	with	laid	a	 lot	of	emphasis	on	the	teacher’s	understanding	of	the	learner’s	cultural	
background,	 social	 set-up,	 the	 physical	 environment	 surrounding	 the	 learner	 and	 their	 political	
environment.	

The	 Pedagogical	 Content	 Knowledge	 (PCK)	 Model	 proposes	 that	 teachers	 must	 fully	 design	
classroom	content	skillfully	so	that	it	is	not	only	pedagogically	robust	but	also	adaptive	to	the	variations	
in	learners’	abilities	and	backgrounds.	The	theory	is	critical	as	it	provides	valuable	insights	into	how	
teacher	 training	 programs	 can	 equip	 teachers	 with	 relevant	 pedagogical	 skills	 that	 enable	 them	 to	
effectively	translate	their	subject	matter	 into	teachable	content	that	enhances	educational	outcomes.	
Figure	1	shows	the	main	elements	of	the	model	that	need	to	be	followed	when	evaluating	teachers.	

Figure	1	

Pedagogical	Content	Knowledge	Diagram	

	

Source:	Author’s	development.	

From	the	elements	in	Figure	1	above,	the	teacher	is	expected	to	assist	the	learner	in	understanding	
the	content	within	the	syllabus	or	the	curriculum	and	fully	support	their	development.	This	teacher’s	
ability	to	understand	how	to	deliver	content	effectively	in	class	makes	them	an	expert.	
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Alignment	 of	 PCK	 Model	 to	 Marzano	 Focused	 Teacher	 Evaluation	 (MFTE)	 and	 Transformative	
Models	

The	Marzano	Focused	Teacher	Evaluation	Model,	which	comprises	four	areas	of	expertise	and	was	
designed	to	guide	a	teacher’s	planning	and	instructional	strategies’	implementation,	was	advanced	by	
Robert	J.	Marzano	in	2010.	The	model	emphasises	a	step-by-step	learner	observation,	which	tends	to	
improve	 inter-rater	 reliability.	 Besides,	 it	 also	 emphasises	 that	 teachers	 need	 to	 be	 aware	 of	 their	
learners’	classroom	learning	conditions	and	understand	their	professional	responsibilities	as	teachers.	
Further,	the	model	emphasises	that	the	teacher	needs	to	use	suitable	teaching	methodology	strategies	
and	 monitor	 learning	 through	 students’	 evidence	 very	 closely,	 as	 this	 evidence	 is	 usually	 used	 to	
measure	 the	 effects	 of	 the	 teacher’s	 use	 of	 instructional	 strategies.	 The	 Marzano	 Focused	 Teacher	
Evaluation	Model	requires	that,	when	an	evaluator	is	carrying	out	a	competency-based	evaluation,	they	
must	score	all	23	model	elements	using	a	standard	five-point	scale,	as	shown	in	Figure	2	below.	

Figure	2	

Marzano	Focused	Teacher	Evaluation	Model	

 

 

 

 

 

 

 

 

 

 

 

  

Source:	Author’s	development.	

As	 shown	 in	 Figure	 2,	 apart	 from	 its	 ability	 to	 establish	whether	 teaching	 in	 the	 classroom	 is	
effective,	 the	 Focused	 Teacher	 Evaluation	Model	mainly	 drives	 the	 teacher’s	 improvement	 towards	
standards-based	teaching	and	its	success.	The	model	allows	the	teacher	to	be	flexible	as	they	present	
content	in	class	and	adapt	to	meeting	current	regulations.		Besides,	the	model	is	designed	to	enable	the	
integration	of	the	four	significant	areas	of	expertise	into	classroom	standards	to	establish	the	following:	
(i)	a	relentless	focus	on	learner’s	learning	outcomes	with	leading	indicators	being	emphasised;	(ii)	an	
instructor’s	 teaching	 framework	which	 steadily	 progresses	 classroom	 instruction	 from	elemental	 to	
complex	tasks;	(iii)	whether	the	teacher	is	empowered	with	the	necessary	teaching	resources	and	tools	
that	ensure	his	growth	and	development	in	their	teaching	profession;	and,		(iv)	ensuring	that	in	every	
classroom,	there	is	a	rigorous	standards-based	system.	

Standard-Based Planning                          
-Plan for Standard Lessons                                         
-Align Resources to standards                            
-Use data and Communicate High 
Expectations to seal achievement gap,                        

 

Conditions for Learning                            
- Track progress using formative assessment                                               
- Provide Feedback & Celebrate progress                                                      
-Use engagement Strategies                                
- Organize learners to interact with content,              
- Establish and Adhere to Rules & Procedures, 
-Use engagement Strategies,                                
-Establish good relationship in a learner-
centered Classroom, 

 

Standard-Based Instruction               
-Identify critical content from the 
standards                                                 
- Preview content to be taught                            
-Align Resources to standards                
-Close achievement gap using data        
- Use questions for content elaboration, 
-Help learners to Practice strategies, 
skills and Processes,                                
- Help learners to examine Similarities             
& Differences,                                              
- Help learners to examine their 
reasoning                                                      
- Help learners revise knowledge             
-Help learners to engage in Cognitive,  
Complex Tasks 

 

                                                        Professional Responsibilities                                                                                                                
- Follow School & Ministry Procedures & Regulations;  - Maintain Expertise in Pedagogy & Content;                 
-Promote Teacher Collaboration & Leadership.             
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As	the	model	concentrates	on	measurable	teacher	actions	and	their	capabilities	into	23	important	
behaviours	to	measure	the	teacher’s	effectiveness	within	their	four	domains,	Westwood	(2018)	notes	
that	 the	model	 emphasises	 a	 kind	 of	 evaluation	 that	 focuses	 on	 the	 available	 elements	 which	 give	
support	to	the	teacher	to	develop	their	expertise.	It	is	therefore	believed	that	this	focused	number	of	
elements	 makes	 it	 easy	 for	 the	 teachers	 to	 shift	 to	 standards-based	 pedagogy	 progressively	 and	
decreases	potential	scoring	errors	by	observers	(Sinem	&	Ahmet,	2022).	The	model	is	objective-oriented	
and	evidence-based,	and	above	all,	it	evaluates	the	teacher’s	performance	against	specific	criteria.	More	
so,	it	aligns	content	taught	in	class	to	standards	set	and	learner	outcomes	based	on	evidence.	Unlike	the	
Pedagogical	Content	Knowledge	Model,	 the	Focused	Teacher	Evaluation	Model	emphasises	students’	
learning	evidence,	which	is	the	teacher’s	key	indicator	of	their	effectiveness	in	delivering	content	in	class,	
as	observed	by	Westwood	(2018).	Here,	the	teacher	has	to	have	samples	of	evidence	of	desired	effects	
seen	 in	 the	 learners	 and	 also	 must	 look	 at	 whether	 they	 followed	 known	 protocols	 of	 curriculum	
implementation	while	 in	 class.	 As	 observed	by	Muammar	 and	Alkathiri	 (2021)	 in	 their	 research	 on	
cognitive	psychology,		students	learn	better	when	teachers	make	efforts	to	engage	them	intellectually	in	
the	content	delivered.	To	ensure	this,	teachers	have	to	plan	their	lessons	adequately,	considering	there	
are	patterns	in	the	cognitive,	social,	and	emotional	developmental	stages	of	individual	learners	that	are	
typical	of	different	age	groups.		

As	observed	by	Vaughn	et	al.	(2021),	students	learn	in	their	own	ways;	hence,	there	might	be	gaps	
or	misconceptions	in	individual	learning	processes,	which	teachers	must	consider	and	thus	ensure	they	
come	up	with	appropriate	learning	activities	that	will	engage	all	learners	intellectually.	When	planning	
lessons,	 teachers	 need	 to	 know	 that	 their	 learners	 have	 a	 life	 to	 be	 lived	 beyond	 school	 life,	which	
includes	musical	and	athletics	pursuits	in	their	neighbourhoods,	cultural	and	family	traditions,	hence	
the	need	to	identify	teaching	learning	resources	which	will	enable	all	learners’	understanding	especially	
those	whose	first	 language	 is	not	English	as	well	as	those	with	special	needs	or	those	 in	one	way	or	
another	are	handicapped	mentally	or	physically	(Ngubane,	2024).	For	the	Ministry	of	Education	and	the	
Teachers’	Service	Commission	to	ensure	they	enhance	quality	teaching	in	all	primary	and	secondary	
schools,	there	is	a	need	to	ensure	teachers	are	evaluated	using	three	models:	the	Pedagogical	Content	
Knowledge	Model,	the	Marzano	Focused	Teacher	Evaluation	Model	and	the	Transformative	Model.	

Materials	and	Methods	

The	researcher	in	this	study	adopted	a	desk	design,	which	is	also	referred	to	as	secondary	data.	In	
research,	 this	 is	 a	 collection	 of	 data	 from	 already	 existing	 resources.	 The	 researcher	 preferred	 this	
method,	which	he	then	used	to	access	reports	and	published	studies	whose	data	he	accessed	through	
online	journals	and	libraries.	

Results	and	Discussion	

Transformative	Learning	Theory		

This	 theory,	which	Mezirow	advanced	 in	 the	20th	century,	 is	defined	as	 “an	orientation	which	
holds	 that	 the	 way	 learners	 interpret	 and	 reinterpret	 their	 sense	 experience	 is	 central	 to	 making	
meaning	and	learning.	Trans-formative	theory	enables	learners	to	evaluate	their	past	experiences	and	
understanding	as	they	are	taught	new	information.	In	their	learning	process,	they	shift	through	critical	
reflection	on	the	way	they	perceive	the	world	as	they	continue	getting	new	knowledge.	As	Wimberly	
(2023)	puts	it,	the	theory	goes	beyond	the	learners’	acquisition	of	new	knowledge.	It	emphasises	how	
they	understand	and	find	meaning	in	their	lives	through	the	new	experiences	they	acquire	as	they	learn.	
Their	 learning	 involves	 a	 fundamental	 change	 in	 their	 perceptions	 as	 they	 question	 their	 past	
experiences	and	everything	they	used	to	know	or	thought	about.	The	new	live	perceptions	enable	them	
to	create	room	for	new	insights	and	information	as	they	examine	past	knowledge	from	new	perspectives	
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acquired	through	learning	new	knowledge	(Hinojosa,	2022).	Experts	and	learners	agree	that	this	way	
of	learning	enables	learners	to	exercise	their	freedom	of	understanding	and	thought,	as	it	focuses	mainly	
on	communicative	and	instrumental	 learning.	Communicative	 learning	examines	how	people	usually	
communicate	their	feelings,	desires	and	needs.	In	contrast,	instrumental	learning	delves	into	how	task-
oriented	problems	are	solved	and	how	cause-and-effect	relationships	are	evaluated.	All	these	elements	
are	 essential	 as	 trans-formative	 learning	 students	 need	 to	 pay	 attention	 to	 their	 different	 types	 of	
understanding	and	new	emotional	and	logical	perspectives,	as	Radovan	and	Radovan	(2024)	observed.		

According	to	Mezirow,	another	essential	element	of	trans-informational	learning	and	the	Trans-
formative	Learning	Model	is	meaning	structures	or	meaning	schemes,	which	focus	on	our	assumptions	
that	are	known	to	set	the	stage	for	the	expectations	we	form	in	our	minds.	A	meaning	structure	in	the	
learning	 process	 is	 the	 beliefs,	 concepts,	 feelings	 and	 judgments	 we	 make	 as	 we	 encounter	 new	
information,	which	shape	how	we	interpret	information.	As	noted	by	Mallillin	(2022),	Mezirow	suggests	
that	learning	only	happens	when	adults	encounter	new	experiences	that	challenge	their	past	or	existing	
viewpoints,	a	scenario	that	leads	to	a	significant	change	in	how	the	learners	perceive	things	and	also	a	
change	in	their	behaviour.		

In	 this	model,	 there	 are	 typical	phases	 followed	by	 adult	 education	 learners,	which	help	 them	
transform	their	prior	notions	as	the	teacher	takes	them	through	new	information	and	insight.	Here,	the	
learner	is	taken	through:	(i)	a	disorienting	dilemma	where	the	learner	gets	to	know	that	what	they	have	
been	knowing	 is	 not	 accurate,	 and	 this	 becomes	 the	beginning	of	 the	desire	 for	 trans-informational	
learning;	(ii)		the	process	of	understanding	their	past	experiences	and	then	self-examine	whether	the	
beliefs,	 experiences	 and	 their	 past	 understanding	 of	 things	 still	 holds.	 This	 makes	 the	 learner	
understand	 that	 their	 perspectives	 may	 not	 be	 the	 only	 perspectives	 that	 exist;	 (iii)	 a	 thorough	
assessment	of	past	assumptions,	which	need	a	critical	review	that	would	lead	to	their	acceptance	that	
some	of	the	past	assumptions	might	be	wrong;	hence	are	open	to	new	information	and	thoughts;	(iv)	
planning	on	the	next	course	of	action	as	the	learner	is	now	enabled	to	choose	the	learning	they	will	need	
for	them	to	understand	a	situation	or	a	problem.	In	this	way,	the	learner	will	acquire	new	strategies	for	
learning.		

Besides,	 the	 learner	 starts	 to	 talk	 to	 new	 people,	 a	 process	 that	 makes	 them	 acquire	 new	
perspectives;	(v)	the	process	of	acquiring	new	skills	or	knowledge,	which	they	need	to	plan	adequately	
as	they	learn	new	things	and	develop	new	perspectives,	which	finally	fully	enhances	learning,	among	
others.	The	learners	need	to	understand	that	their	success	in	education	entirely	depends	on	exploration,	
trying	new	roles,	and	understanding	that	experiencing	new	things	brings	about	new	understanding	and,	
hence,	new	knowledge.	Besides,	the	model	emphasises	the	need	for	the	learner	to	build	self-efficacy	in	
new	roles	as	they	make	relationships	as	learners	and	make	informed	decisions.	Farrell	and	Ives	(2015)	
observe	that,	as	educators	and	learners	follow	the	trans-formative	learning	phases	explained	here,	we	
must	build	confidence	in	what	we	believe	in	and	continually	practice	this	trans-formative	circle	as	we	
progressively	learn.	

Therefore,	 teachers	 as	 educators	 must	 assist	 learners	 in	 learning	 effectively	 using	 different	
learning	strategies.	The	trans-formative	Learning	Model	can	be	very	important	for	older	students	as	it	
helps	 them	 grasp	 new	 concepts	 and	 ideas.	 Teachers	 can	 apply	 transformative	 learning	 in	 their	
classrooms	by	assisting	their	learners	in	identifying	the	assumptions	and	past	perspectives	they	already	
have,	allowing	their	learners	to	learn	about	new	perspectives,	and	ensuring	that	they	create	conducive	
environments	in	their	classrooms	for	critical	discussions.	At	the	same	time,	teachers	help	learners	form	
small	group	discussions	and	activities	that	help	learners	develop	critical	thinking	and	understanding.	
Classroom	 work	 helps	 learners	 embrace	 other	 people’s	 thoughts,	 assumptions,	 perspectives	 and	
experiences.	 Therefore,	 the	 Transformative	 Learning	Theory	 is	 essential	 in	 analysing	 how	 teachers’	
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training	programs	transform	teachers’	instructional	plans	and	attitudes.	More	so,	the	theory	helps	them	
change	 their	 negative	 attitudes	 towards	 teaching	 as	 a	 profession,	 making	 a	 long-lasting	 impact	 on	
educational	quality,	as	noted	by	Rahmawati	(2023).	

Empirical	Review	

Education	scholars	argue	that	average	teacher	performance	is	measured	during	evaluation.	This	
can	be	perfected	in	subsequent	years	by	having	excellent	classroom	observation-based	assessments	and	
strictly	following	performance	procedures.	These	views	are	supported	by	Landsman	and	Lewis	(2023),	
who,	 in	 their	 study,	 sought	 to	 establish	 the	 relationship	 between	 teacher	 evaluation	 scores	 and	
achievement	of	student	education	organisations	in	Zanjan	and	found	that	teachers’	scores	are	similar	to	
the	achieved	scores	of	students.	However,	evaluation	ratings	were	undesirably	connected	with	student	
achievement.	This	shows	no	association	between	overseer	performance	scores	and	the	achievement	of	
the	 teachers'	 students.	 In	 a	 study	 by	Matterson	 (2022),	 the	 researcher	 argues	 that	 the	 pedagogical	
competencies	 of	 classroom	 instructors	 adversely	 affect	 students’	 perceptions	 by	 focusing	 on	 the	
delivery	 of	 content	 and	 facilitation,	 assessment	 and	 communication,	 which	 are	 key	 dimensions	 of	
classroom	pedagogy.	These	views	are	supported	by	Muammar	and	Alkathiri	(2021),	who	observe	that	
content	design	and	delivery	in	a	classroom	environment	must	be	based	on	the	main	concerns	that	make	
teachers	attend	 the	 training	programs.	As	emphasised	by	Kumari	 (2023),	 it	 is	 essential	 to	note	 that	
communication	and	personal	 relationships	are	 fundamental	qualities	and	skills	 for	one	 to	become	a	
mentor	in	teacher	pedagogical	programs.	

In	most	 European	 higher	 education	 institutions,	 teacher	 evaluation	 programs	 aim	 to	 promote	
pedagogical	training,	which	enhances	the	quality	of	classroom	instruction	and	the	learning	of	students.	
Besides	that,	it	addresses	challenges	experienced	in	student-centred	learning	and	staff	development.	As	
Hunter	 et	 al.	 (2021)	observed,	 the	European	Association	 for	Quality	Assurance	 in	Higher	Education	
(ENQA)	institutions	set	quality	assurance	guidelines	and	standards	that	emphasise	supporting	teaching	
staff’s	 professional	 development.	 This	 is	 realised	 through	 teachers’	 training	on	new	pedagogies	 and	
teaching	 methodology.	 These	 scholars	 emphasise	 the	 need	 to	 prioritise	 staff	 development,	 as	 this	
ensures	that	teachers	can	design	and	deliver	high-quality	teaching	and	learning	experiences	that	meet	
the	learners'	needs	and	interests.	

Rather	than	pedagogical	training	aiming	at	acquiring	techniques,	Kelly	et	al.	(2022)	note	that	it	
should	prioritise	the	provision	of	spaces	that	enable	joint	reflection	of	teachers	on	pedagogical	practices,	
the	curriculum	and	decisions.	These	two	scholars	point	out	that	tutoring	and	mentoring	programs	are	
fundamental	in	changes	expected	in	teaching	practices	and	on	issues	related	to	supporting	pedagogic	
innovation,	 as	 confirmed	 by	 Katsantonis	 and	 McLellan	 (2023).	 These	 help	 teachers	 acquire	 the	
competency	required	in	their	teaching	profession	and	make	them	effective	as	they	develop	new	skills	
and	gain	new	insights	into	teaching	and	learning.	As	noted	by	Sánchez-Tarazaga	et	al.	(2022),	mentors	
are	expected	to	guide	new	teachers	on	how	to	give	and	receive	 feedback	 from	their	 learners	on	key	
learning	 aspects	 and	 encourage	 them	 to	 continue	 bettering	 their	 pedagogical	 skills	 in	 classroom	
teaching.	

A	study	on	the	features	of	effective	Pedagogical	teacher	training	programs	done	by	Forsman	(2024)	
and	which	was	based	on	models	 that	 focus	on	successful	professional	development	 identified	seven	
fundamental	 design	 elements	 which	 are	 as	 follows:	 (i)	 these	 models	 incorporate	 active	 learning	
strategies;	 (ii)	 they	are	based	on	content	 to	be	delivered	 in	class;	 (iii)	 the	approaches	use	models	of	
known	effective	practice;	(iv)	they	constructively	engage	teachers	as	instructors	in	collaboration	with	
their	learners;	(v)	they	include	adequate	time	for	feedback	and	reflection	by	both	teachers	and	learners;	
(vi)	 they	provide	 coaching	 and	expert	 support	 to	 students	 for	better	 learning;	 and,	 (vii)	 they	 are	of	
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sustained	 duration.	 The	 researchers	 in	 this	 study	 point	 out	 the	 types	 of	 teachers’	 professional	
development	which	 lead	to	a	powerful	student	needs-based	 learning	 instructional	 improvement	and	
conclude	that	such	programs	should	be	linked	to	identified	teacher	needs	and	ensure	that	the	teachers	
who	will	undergo	such	programs	have	a	say	in	determining	the	type	of	programs	they	require	so	that	
they	can	give	their	best	support	to	learners.	Besides,	for	quality	education	to	be	realised,	the	teachers	
who	undergo	such	programs	must	be	continually	evaluated	(Ishii	&	Ogawa,	2024).	

A	 quantitative	 analysis	 study	 conducted	 by	 Howell	 (2021)	 sought	 to	 evaluate	 the	 impact	 of	
teachers’	professional	development	and	students’	performance,	which	involved	200	teachers.	The	study	
showed	a	significant	increase	in	teachers’	proficiency	in	digital	tools	and	improved	student	outcomes	
on	 technology-related	 assignments.	 The	 study's	 methodology	 involved	 comparing	 teacher	 self-
assessment	 and	 pre-	 and	 post-training	 test	 scores	 (Hakro	 &	 Mathew,	 2020).	 The	 researcher	
recommended	that	there	is	a	need	to	have	continuous	updates	on	teacher	training	content.	Besides	that,	
he	further	suggested	the	incorporation	of	the	latest	technological	advancements	and	periodic	refresher	
sessions,	which	aim	at	helping	 teachers	 stay	 current.	Howell	 (2021)	points	out	 the	 significance	of	 a	
continuous	 teacher	development	program,	which	gives	 teachers	 the	competency	required	 to	deliver	
content	in	class	and	keeps	them	updated	with	the	rapid	pace	of	technological	change.	

While	employing	a	controlled	pretest	and	post-test	design,	Karacsony	et	al.	(2022)	did	a	study	on	
the	effects	of	multicultural	education	training	involving	elementary	teachers	and	their	learners’	cultural	
competencies	where	he	measured	 shifts	 in	 learners’	 attitudes	 towards	diversity	 after	 their	 teachers	
underwent	a	pedagogical	training	and	found	out	that	there	was	a	significant	improvement	on	empathy	
and	cultural	awareness	among	students.	This	outcome	resulted	from	their	teachers’	use	of	the	enriched	
multicultural	content	in	their	classrooms	to	teach	them.	Therefore,	these	two	scholars	suggested	that	
such	training	must	be	mandatory	in	all	schools	if	all	teachers	are	expected	to	promote	inclusivity	among	
learners	in	diverse	classrooms.	They	emphasise	that	teachers	must	be	thoroughly	prepared	for	content	
to	be	delivered	in	class	and	ensure	their	teaching	environments	encourage	learners’	inclusivity.	

A	study	done	by	Farrell	and	Ives	(2015)	on	the	impact	of	reflective	practice	training	on	teachers’	
management	 strategies	 while	 delivering	 content	 in	 classrooms,	 which	 was	 conducted	 through	
observations	and	qualitative	interviews,	confirmed	that	more	teachers	were	able	to	develop	effective	
strategies	 for	 managing	 disruptions	 in	 class.	 This	 scenario	 fostered	 a	 positive	 classroom	 learning	
environment.	 This	 teacher’s	 training	 focused	 on	 reflective	 sessions	 where	 teachers	 analysed	 their	
assessments	 of	 classroom	 interactions	 and	 managed	 to	 receive	 peer	 feedback	 (Mve,	 2021).	 The	
researcher	of	this	study	recommends	integrating	reflective	practices	into	regular	teachers’	professional	
development	programs	to	ensure	a	continuous	improvement	in	teachers’	 teaching	effectiveness.	The	
teacher,	therefore,	creates	self-awareness	and	can	acquire	the	adaptive	teaching	methodology	required	
in	interactive	classroom	learning	environments.	This	is	supported	by	a	study	by	Kim	et	al.	(2023)	on	
peer	 coaching	 as	 an	 instructional	 strategy	 among	 elementary-level	 teachers.	 The	 study	 findings	
indicated	significant	improvements	in	collaborative	learning	environments	and	individualised	student	
support	 from	 peer	 coaching.	 Therefore,	 they	 recommend	 formalising	 peer	 coaching	 frameworks	 in	
schools	 to	 enhance	 collaborative	 teacher	 professional	 development,	 which	 improves	 educational	
outcomes	in	the	long	run.	The	study	findings	emphasise	the	value	of	peer-to-peer	learning	and	support	
among	 teachers	 as	 one	 of	 the	most	 potent	 tools	 in	 effective	 classroom	 instruction	 and	 professional	
teacher	development.	
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Key	Findings	

The	researcher	analysed	the	study's	results	into	three	primary	research	gap	categories:	contextual	
gap,	 conceptual	 gap,	 and	Methodological	 gap.	 In	 these	 three	 research	gap	categories,	 the	 researcher	
indicated	the	existing	research	gaps	that	the	study	findings	help	fill.		

Contextual	Research	Gaps.	From	the	findings	of	studies	done	by	scholars	in	the	field	of	education	
and	more	specifically	on	Teacher	Pedagogical	Training	and	their	performance	evaluation,	the	majority	
of	researchers	have	recommended	that	more	research	be	done	to	establish	the	suitability	of	 teacher	
training	programs’	content	for	the	learners’	needs	and	their	learning	environments.	One	example	of	such	
studies	is	one	that	was	done	by	Baricaua	Gutierez	(2021),	which	pointed	out	that	there	is	a	need	for	
policymakers	and	teacher	curriculum	designers	in	the	education	sector	to	explore	the	scalability	of	their	
training	programs	across	the	many	existing	educational	settings	prevalent	in	any	given	country.	Besides,	
in	their	study,	Gheyssens	et	al.	(2022)	have	pointed	out	that	the	existence	of	rural	settings	shows	that	
there	is	a	gap	in	understanding	the	extent	to	which	teacher	training	programs	need	to	be	modified	for	
them	to	be	effectively	delivered	in	schools	found	in	urban	and	rural	regions	or	environments.	They	say	
this	 is	extremely	 important	because	of	 the	significant	variations	 in	teachers’	backgrounds,	resources	
used	and	students’	needs.	

Conceptual	Research	Gaps.	Whereas,	as	education	scholars,	we	understand	that	most,	if	not	all,	
teacher	training	programs	improve	a	teacher’s	teaching	methodologies,	Eden	et	al.	(2024)	suggest	that	
the	long-lasting	sustainability	of	the	improvements	realised	so	far	without	continuous	support	remains	
quite	unclear	and	this,	therefore,	points	out	to	a	clear	gap	in	our	understanding	on	how	long	effects	of	
such	 teacher	 training	 programs	 last	 and	 the	 prevailing	 factors	 which	 contribute	 towards	 the	
sustainability	of	the	impact	realised	over	some	time.	Based	on	this	understanding,	Dinu	and	Chian	(2023)	
highlight	 a	 serious	 need	 for	 continuous	 teacher	 training	 programs’	 updates	 to	 include	 the	 latest	
advancements	so	far	realised	in	technology.	Therefore,	this	suggests	an	existing	conceptual	research	gap	
on	 how	 continuously	 evolving	 digital	 technology	 advancements	 can	 be	 integrated	 into	 teacher	
professional	development	programs	most	effectively	and	in	a	timely	manner.	Abacioglu	et	al.	(2023)	
confirm	the	existence	of	a	conceptual	research	gap	when	they	argue	in	their	study	that	the	effectiveness	
of	 constructivist-based	 teacher	 training	 programs	 can	 only	 be	 achieved	 if	 we	 can	 find	 ways	 of	
incorporating	 structured	peer	mentoring	 into	professional	 teacher	development	 to	 enhance	 student	
learning	outcomes	further.		

Geographical	 Research	 Gaps.	 According	 to	 studies	 conducted	 by	 Strat	 et	 al.	 (2024)	 and	
Karacsony	et	al.	(2022)	respectively,	these	researchers,	without	indicating	if	the	results	of	their	studies	
could	 be	 generalised	 globally,	 focused	 on	 specific	 educational	 practices,	which	 research	 opens	 up	 a	
geographical	research	gap,	especially	on	how	training	methodologies	work	across	cultural	setups	and	
diverse	educational	systems	around	the	globe.	Therefore,	this	indicates	that	researchers	must	conduct	
further	 studies	 involving	 different	 national	 educational	 policies	 and	 cultural	 norms	 to	 seal	 this	
geographical	research	gap.	

Conclusion	and	Recommendations		

Conclusions	

To	equip	teachers	with	the	much-needed	teaching	skills,	methodologies,	and	necessary	knowledge,	
there	is	a	need	to	enhance	teacher	training	initiatives,	as	this	improves	teaching	effectiveness	and	the	
learners’	 learning	outcomes.	This,	therefore,	makes	the	influence	and	use	of	the	Pedagogical	Content	
Knowledge	Model	alongside	other	models,	such	as	the	Marzano	Focused	Teacher	Evaluation	Model	and	
Transformative	Learning	Model,	on	all	teachers’	training	programs	and	provision	of	quality	Education	
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in	our	country,	Kenya,	very	important.	It	is	important	to	note	here	that	teacher	training	programs	play	
a	very	critical	role	when	we	are	addressing	our	unique	educational	challenges	as	Kenyans,	which	include	
diverse	student	needs,	varying	levels	of	academic	preparedness	among	teachers	who	teach	at	primary	
and	secondary	school	levels	and	without	forgetting	the	existing	resource	disparities	(Tatham-Fashanu,	
2021).	 Research	 indicates	 that	 well-structured	 teacher	 training,	 which	 tries	 to	 include	 ongoing	
professional	teacher	development,	support	networks	and	access	to	modern	teaching	resources,	can	lead	
to	 improved	 teaching	 practices,	 which	 finally	 translates	 to	 enhanced	 learner	 performance,	 a	 more	
inclusive	learning	environment	and	higher	teacher-student	engagement.	

Furthermore,	teacher	training	programs	typically	help	foster	positive	school	cultures	and	teachers’	
professional	ethics,	which	are	essential	attributes	needed	for	sustained	educational	quality.	It	can	be	
noted	 that	 ongoing	 teacher	 development	 and	 the	 current	 refinement	 of	 existing	 teacher	 training	
programs	 in	 Kenya	 are	 significant	 when,	 as	 Kenyans,	 we	 are	 advancing	 the	 quality	 of	 education.	
Therefore,	we	need	to	ensure	that	teachers	access	teacher	training	programs	quickly	(Madigan	&	Kim,	
2021)	 and	 that	 they	 are	 highly	 relevant	 and	 adaptive	 to	 educational	 landscapes	 that	 keep	 evolving	
occasionally.	This	is,	therefore,	important	to	maximise	their	impact	on	the	teachers	themselves	and,	by	
extension,	 their	 student	 learners.	 Thus,	 this	 approach	 benefits	 the	 teachers	 more	 and	 helps	 shape	
educational	experiences	so	students	do	not	forget	their	national	prospects.		

Recommendations	

Theory.	In	theory,	the	application	of	the	Pedagogical	Content	Knowledge	Model,	Marzano	Focused	
Teacher	Evaluation	Model	and	Transformative	Learning	Model	in	teacher	training	programs	enhances	
teacher-student	engagement	by	aligning	educational	content	with	 the	 learners’	 social	context,	hence	
integrating	culturally	relevant	pedagogy	in	the	classroom	environment	(Gudeta,	2022).	Besides	that,	it	
enriches	 the	 teachers’	 understanding	 of	 how	 best	 technology	 can	 be	 used	 to	 support	 teaching	 and	
simultaneously	deepen	the	teacher's	content	in	class	(Sorkos	&	Hajisoteriou,	2021).	Based	on	reflective	
practice	theory,	the	models	further	encourage	a	mindset	among	teachers	on	continuous	improvement	
while	 focusing	 on	 self-assessment	 and	 adaptation	 to	 new	 learning	 changes	 in	 varying	 learning	
environments	(Dönmez	&	Ahmet,	2022).	By	employing	theories	of	the	Pedagogical	Content	Knowledge	
Model,	Marzano's	Focused	Teacher	Evaluation	Model,	and	the	Transformative	Learning	Model,	ensure	
that	all	training	programs	effectively	prepare	teachers	in	a	way	that	meets	the	needs	and	interests	of	
diverse	student	populations,	especially	those	with	special	educational	needs.		

Practice.	 In	 practice,	 the	 Pedagogical	 Content	 Knowledge	 Model,	 Marzano	 Focused	 Teacher	
Evaluation	Model	and	Transformative	Learning	Model	help	in	facilitating	the	development	of	teaching	
materials	which	primarily	reflect	on	local	realities	and	this,	in	the	long	run,	helps	in	improving	student	
learners’	comprehension	and	retention	abilities	(Daza	et	al.,	2021).	Besides,	they	equip	teachers	with	
the	necessary	technological	skills	to	effectively	incorporate	technology	in	their	classroom	teaching	(Al-
Hameed,	2022).	When	applied	appropriately,	the	models	establish	sustainable	relationships	between	
instructors	and	their	 learners,	which,	 in	the	 long	run,	allow	for	continuous	knowledge	exchange	and	
sharing	 of	 the	 available	 teaching	 and	 learning	 resources,	 thus	 enriching	 teacher	 training	 curricula	
(Ofsted,	2021).	Besides	that,	the	models	also	provide	teachers	with	the	much-needed	practical	skills	in	
differentiated	instruction	and	special	education	strategies.	Therefore,	they	promote	equity	and	access	
in	classroom	environments	(Ali	&	Shafeeq,	2021).	

Policy.	The	Pedagogical	Content	Knowledge	Model,	Marzano-focused	Teacher	Evaluation	Model,	
and	Transformative	Learning	Model	Promote	educational	policies	requiring	teacher	training	programs	
to	 include	 critical	 local	 content	 components	 while	 ensuring	 that	 the	 kind	 of	 education	 offered	 is	
contextually	relevant	(Taylor	et	al.,	2022).	The	models	drive	the	creation	of	national	standards	for	using	
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modern	technology	in	education.	This	ensures	consistent	and	comprehensive	digital	integration	across	
the	school	system	and	teacher	training	programs	(Dawadi	et	al.,	2021).	

Suggestions	for	Further	Research	

The	 researcher	 in	 this	 study	 investigated	 the	 suitability	 of	 using	 the	 Pedagogical	 Content	
Knowledge	 Model	 to	 evaluate	 teacher	 training	 programs	 and	 teachers’	 performance	 in	 general	 by	
education	officials	and	found	out	that	better	results	could	in	future	be	realised	if	this	model	could	be	
used	alongside	other	models	such	as	Marzano	Focused	Teacher	Evaluation	Model	and	Trans-formative	
learning	model.	The	study	recommends	that	further	research	be	done	involving	other	models,	such	as		
Social	Constructivism	Models,	The	Value	Added	Model	(VAM)	and	The	Framework	Model,	among	others,	
to	establish	whether	future	teacher	training	programs	can	bring	about	the	successful	development	of	
teachers,	produce	better	student	learning	outcomes	and	enhance	quality	education	in	the	country.	The	
researcher	further	suggests	that	similar	research	be	done,	which	now	would	look	at	the	influence	of	
teacher	evaluation	frameworks	on	staff	attraction	and	retention	in	both	public	and	private	primary	and	
secondary	 schools,	 focus	 on	 their	 overall	 achievements	 in	 the	 contemporary	 competitive	 learning	
environments	and	assess	their	contribution	towards	learners’	development	and	that	of	the	economies	
of	underdeveloped	countries.	
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