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Abstract
This study focuses on examining the relationship between teacher professional development and innovative teaching in primary schools. The research was grounded in transformational leadership theory. The study was conducted across all 28 public primary schools in Sankuri sub-county, targeting all 95 teachers via a census approach. A cross-sectional correlation design was employed to assess relationships between variables at a single point in time. Structured questionnaires were used for quantitative data collection from teachers. Data analysis involved Pearson correlation and regression models. The analysis revealed a strong, positive, and statistically significant relationship between professional development and innovative teaching strategies (r = 0.701, p = .000). Regression analysis further confirmed that professional development significantly predicts innovative teaching strategies (β = 0.691, p = .000). The model demonstrated strong explanatory power, with professional development alone accounting for 49.17% of the variance in innovative teaching strategies (R² = 0.4917). The study concludes that professional development significantly enhances innovative teaching practices in primary schools. The findings underscore the critical need for schools to enhance their teacher development programs to better support innovative teaching practices. Recommendations include prioritizing comprehensive and well-structured professional development programs, ensuring they are tailored to teachers’ needs, and providing adequate resources and support to maximize innovative teaching outcomes in primary education settings.
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1. Introduction
The quality of primary education is closely tied to teacher competence, which depends on continuous professional development (TPD). As education systems respond to rapid technological changes and societal needs, teacher roles become central in shaping future human capital. Research confirms that teacher innovation, commitment, and professional learning positively impact instructional quality and student achievement (Asiyah et al., 2021). Effective TPD involves structured, sustained learning activities that improve teacher practices and learner outcomes. Key elements include content focus, active learning, collaboration, modeling, coaching, feedback, and duration 
In Kenya, decentralization has increased community participation in school governance and human resource decisions (Mogapi, 2010). Recruitment and deployment of teachers at the school level highlight the need for strategic staff selection to enhance performance. The Teachers Service Commission (TSC) institutionalized TPD through its 2019 policy framework, mandating all teachers to undertake structured, modular development every five years. Despite this, teacher unions have criticized the program over costs, workload, and limited consultation (TSC, 2021; Koech & Too, 2022).
The Competency-Based Curriculum (CBC) rollout revealed gaps in teacher preparedness. Many teachers have attended only minimal training, leaving them ill-equipped for learner-centered methods and formative assessments (Muthui et al., 2022; Mwaura & Njeru, 2021). Centralized training models also limit rural teacher participation. Scholars call for differentiated, needs-based TPD that includes teacher feedback and provides subject-specific, location-sensitive support.
ICT has become a valuable TPD tool, especially during the COVID-19 pandemic. Platforms like the Kenya Education Cloud enabled broader access to learning resources (Gikonyo & Otieno, 2021). However, digital inequities remain, particularly in marginalized counties. Blended learning and mobile networks offer promising solutions (Wambua & Ndungu, 2023).
Empirical evidence links effective TPD to improved teaching practices and student outcomes. Studies show that trained teachers use more learner-centered approaches, though challenges like high workloads and limited follow-up support hinder sustained impact (Mugo & Njiru, 2023; Otieno, 2022). Strengthening TPD requires robust monitoring, digital infrastructure, and inclusion of teacher voices in policy and curriculum design.
2. Background to the Study
Teacher Professional Development (TPD) has become central to educational reform globally. Effective TPD is now understood as a lifelong, reflective process supported by data-informed practices, teacher agency, and contextual relevance. In countries like Australia and Uganda, TPD that integrates peer mentoring, school-based coaching, and performance feedback has improved teacher efficacy and student learning outcomes (Gore et al., 2017; World Bank, 2018). However, sustainability remains a challenge in low-income contexts due to infrastructure gaps and donor dependency.
Globally and in Kenya, TPD takes multiple forms workshops, coaching, PLCs, and online learning and promotes collaboration, innovation, and professional growth (Hargreaves & Fullan, 2012). The integration of digital technologies has broadened access to training and enabled scalable, personalized learning opportunities. South Africa’s National Digital Learning Framework and Kenya’s Digital Literacy Programme (DLP) exemplify efforts to enhance ICT-based teacher development. These initiatives support blended learning, digital storytelling, and multimedia teaching, aligning with the goals of the Competency-Based Curriculum (CBC). However, digital disparities especially in rural areas persist, requiring sustained investment in infrastructure, teacher ICT training, and leadership support within schools. As Kenya deepens CBC implementation, TPD and decentralization remain critical levers for transforming teaching and learning.
3. Statement of the Problem
Learner performance is at the core of educational systems, serving as the primary indicator of educational effectiveness and success. The Kenyan government has implemented various educational policies designed to strengthen the educational framework and improve student achievement across all regions. Among these efforts is teacher professional development, a recognition that learner performance is inherently linked to the quality of teaching strategies employed in classrooms. The Kenyan government has acknowledged that the quality of teaching strategies adopted by teachers significantly influences student outcomes, making teacher development a critical aspect of maintaining innovative and relevant instructional methods. This led to the implementation of teacher development initiatives aimed at equipping teachers with innovative teaching strategies to enhance their capacity to implement modern pedagogical approaches.
However, despite these concerted efforts, student performance in Garissa County continues to significantly lag behind national averages, with mean grades consistently falling below expected standards. For instance, according to the Ministry of Education KCPE performance report in 2021, Garissa County reported declining results over the past five years. This decline occurred despite the initiatives put in place to promote learner performance, including teacher professional development aimed at fostering innovative teaching strategies. Despite this observation, few empirical studies have comprehensively interrogated the relationship between teacher professional development and innovative teaching in primary schools within this specific context. While professional development is explicitly linked to innovative teaching, its implementation has not consistently yielded the desired results in improving academic outcomes. In this context, there is a lack of clarity on how teacher professional development specifically impacts and promotes the attainment of desired academic outcomes in primary schools within Sankuri Sub-County, Garissa County. Thus, this study sought to examine the relationship between teacher professional development and innovative teaching in primary schools in Sankuri Sub-County, Kenya.
4. Research Hypothesis
H0: There is no significant effect of teacher professional development on innovative teaching in primary schools in Sankuri Sub-County, Garissa County, Kenya.
5. Methodology
The study was carried out in Sankuri Sub-County, located approximately 400 kilometers northeast of Nairobi, within Garissa County, Kenya. Sankuri Sub-County is one of the 13 sub-counties of Garissa County, situated at approximately 0°17′3″ South latitude and 39°36′21″ East longitude. It is characterized as a remote area with limited infrastructure and diverse cultural and language groups. 
The study’s target population comprised all 95 primary school teachers from the 28 public primary schools in Sankuri Sub-County. This population was selected because teachers are considered key informants for the variables under investigation, playing a crucial role in professional development, school leadership support, and innovative teaching. The study employed a census sampling procedure, which involves including all or nearly all members of a population (Etikan & Bala, 2017). Thus, all 95 primary school teachers from the 28 primary schools in Sankuri Sub-County participated. The decision to use census sampling was informed by the relatively small population size (N=95), which is less than 100, allowing the researcher to study the entire population with assured accuracy, timeliness, and economy (Taherdoost, 2016).
A structured questionnaire was the primary research instrument used to collect quantitative data regarding the study variables. The questionnaire comprised close-ended questions designed to standardize data collection and enable objective analysis of the relationships between variables, thereby enhancing data reliability and facilitating statistical analysis. A 4-point Likert scale (1 = strongly disagree, 2 = disagree, 3 = agree, and 4 = strongly agree) was adopted to measure respondents’ perceptions and experiences concerning the study variables. The use of a Likert scale allowed for easy quantification of responses, which was essential for statistical analysis to explore relationships and mediation effects among the variables.
6 Validity and Reliability of the Instrument
6.1 Validity of the Instruments
To ensure the validity of the questionnaire items, the study employed both content and construct validity assessments. Content validity was established through consultation with subject matter experts, including educational researchers and experienced teachers, who evaluated whether the items comprehensively covered the dimensions of the study variables. Principal component analysis was used to test construct validity. Table 1 shows the KMO and Bartlett's Test.
Table 1: KMO and Bartlett's Test
	KMO and Bartlett's Test

	Kaiser-Meyer-Olkin Measure of Sampling Adequacy.
	.792

	Bartlett's Test of Sphericity
	Approx. Chi-Square
	406.597

	
	df
	435

	
	Sig.
	.032


The Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy was found to be 0.792, indicating that the sample was sufficient for conducting factor analysis. A KMO value above 0.6 is generally considered good, suggesting that the data would likely produce distinct and reliable factors. Additionally, Bartlett’s Test of Sphericity yielded a chi-square value of 406.597 with 435 degrees of freedom and a significance level of 0.032. Since the p-value was less than 0.05, the test was statistically significant, implying meaningful relationships among the variables and further justifying factor analysis.
6.1.2 Reliability Results
The reliability statistics indicate that the three-item scale used in the study has a Cronbach’s Alpha of .781, which suggests acceptable internal consistency. This means the items are sufficiently correlated and reliably measure the same underlying construct. A value above .7 is generally considered acceptable for social science research, confirming that the scale is dependable for further analysis. Professional development showed an alpha of 0.791 if deleted, implying it contributes less to the scale’s consistency when removed. Innovative teaching strategies would increase Cronbach’s alpha to 0.828 if removed, indicating it weakly aligns with the scale and its removal would improve overall reliability. Generally, the presence of all items in the model upholds internal consistency, as they yield an overall alpha value of 0.781.
7 Data Analysis Methods
The data collected for this study were analyzed using quantitative methods to address the research objectives and hypotheses. The analysis was conducted in three phases: descriptive statistics, inferential statistics, and mediation analysis. Descriptive statistics summarized the demographic characteristics of the respondents, such as gender, employer type, academic qualifications, and years of teaching experience. Measures like frequencies, means, and standard deviations were used to provide an overview of the study variables. Inferential statistical techniques were employed to test the study’s hypotheses, with Pearson correlation coefficient used to determine the strength and direction of relationships among the variables. While the original thesis also included mediation analysis, for the purpose of this report, the focus will be on the direct correlation and regression analysis concerning the relationship between teacher professional development and innovative teaching.
8. Presentation of Data Analysis
This section presents the findings, interpretation, and discussions derived from the study, covering general background information on respondents' demographics and the descriptive and inferential statistics related to the study variables.
8.1 Questionnaire Response Rate
The study targeted all 95 primary school teachers from the 28 public primary schools in Sankuri Sub-County. Of these, 77 out of 95 respondents returned duly completed research instruments, translating to a response rate of 81.05%. This high response rate was achieved due to flexibility in questionnaire administration, employing a “drop and pick later” method that allowed respondents to complete the questionnaires at their convenience. The non-response of 18 respondents (18.95%) was attributed to other commitments or personal reasons. According to Mugenda and Mugenda (2013), a response rate exceeding 70% is considered excellent in social sciences, indicating that this study's response rate was excellent for conducting analysis and drawing valid conclusions.
8.2 Demographic Information of Respondents
The demographic profile of the respondents provided a deeper understanding of the teacher population in Sankuri Sub-County. Gender of Respondents: Out of 77 respondents, 51 (66.2%) were male, while 26 (33.8%) were female, indicating that male teachers constituted the majority of participants in the study. Current Employer: The vast majority of respondents, 64 (83.1%), were employed by the Teachers Service Commission (TSC), while 13 (16.9%) were employed by the Board of Management (BOM). This suggests that most primary school teachers in Sankuri Sub-County are permanently employed by the TSC rather than being on contract with the BOM. Highest Academic Qualification: The findings showed that the majority of respondents, 34 (44.2%), held certificate-level qualifications, followed by 26 (33.8%) with diploma qualifications, 14 (18.2%) with degree qualifications, and 3 (3.9%) with master's qualifications. This implies that most primary school teachers in Sankuri Sub-County possess basic professional qualifications, with certificate holders forming the largest group, though a significant portion has advanced to diploma and degree levels, indicating a reasonable level of professional competence for the study. Years of Experience in Teaching: The vast majority of participants, 28 (36.4%), had 5-10 years of teaching experience, followed by 21 (27.3%) with over 15 years of experience, 20 (26.0%) with 11-15 years of experience, and only 8 (10.4%) with less than 5 years of experience. This suggests that most teachers in Sankuri Sub-County are seasoned professionals, with over 89% having more than 5 years in the profession, indicating a mature and experienced teaching workforce capable of providing informed responses.
8.3 Descriptive Statistics for Study Variables
This section provides descriptive statistics for professional development opportunities and innovative teaching strategies, using frequencies, means, and standard deviations.
8.3.1 Professional Development Opportunities
The findings revealed a concerning pattern of ineffectiveness in most aspects of professional development (PD) support. While the school was deemed effective in supporting continuous learning and development for teachers (Mean = 2.75, SD = 1.015), indicating some institutional commitment to teacher growth, and teachers expressed effective levels of confidence in implementing new teaching strategies after attending PD programs (Mean = 2.40, SD = 1.016), as well as feeling effectively encouraged to attend external PD workshops and seminars (Mean = 2.12, SD = 0.959), the majority of PD areas showed significant ineffectiveness.
Specifically, the school was found to be ineffective in offering sufficient professional development opportunities to improve teaching skills (Mean = 2.03, SD = 0.843). The training programs provided were largely ineffective in being relevant to implementing innovative teaching methods (Mean = 1.87, SD = 0.714), and teachers had ineffective access to workshops focusing on innovative teaching strategies (Mean = 1.78, SD = 0.681). Most concerningly, professional development experiences were ineffective in significantly enhancing classroom practices (Mean = 1.65, SD = 0.623). Additionally, the school was ineffective in providing ongoing support after PD sessions (Mean = 1.73, SD = 0.700), tailoring PD opportunities to meet specific school needs (Mean = 1.79, SD = 0.695), and ensuring that PD directly impacts the quality of teaching (Mean = 1.83, SD = 0.733).
The overall grand mean for professional development opportunities was 1.99, indicating that professional development support was generally somewhat ineffective, approaching the critical threshold. This suggests a critical need for schools to enhance their teacher development programs to better support innovative teaching practices. These findings align with Hose (2022), who emphasized that PD programs must be tailored to teachers' needs, with choice and relevance being major determinants of their classroom application, concurring with the current study's revelation about the irrelevance of some training. The study also aligns with Ekinci and Acar (2019), who found that effective PD should be needs-based and involve active learning and cooperation, supporting the current finding that PD opportunities were ineffective in being tailored to specific school needs.
8.3.2 Innovative Teaching Strategies
The findings indicated mixed levels of effectiveness in implementing innovative teaching strategies. Several areas showed very effective performance: teachers regularly evaluating and refining their teaching methods for effectiveness (Mean = 3.45, SD = 0.501) and incorporating creative and innovative approaches in their lesson plans (Mean = 3.40, SD = 0.494). Students responded very effectively to new teaching methods (Mean = 3.39, SD = 0.588), demonstrating the positive impact of innovative practices. Teachers also showed effective performance in using student feedback to improve and innovate their teaching practices (Mean = 2.95, SD = 0.742) and regularly incorporating innovative teaching strategies in their classrooms (Mean = 2.87, SD = 0.801).
However, several critical areas demonstrated concerning ineffectiveness: teachers were ineffective in adapting their teaching strategies based on the latest educational research (Mean = 2.09, SD = 0.846) and lacked the necessary resources to implement innovative teaching methods effectively (Mean = 2.04, SD = 0.715). The findings also revealed ineffectiveness in using technology to enhance teaching practices (Mean = 2.01, SD = 0.872), overcoming challenges in implementing innovative teaching strategies (Mean = 1.99, SD = 0.819), and collaborating with other teachers to develop and implement new teaching strategies (Mean = 1.97, SD = 0.811).
The grand mean for innovative teaching strategies was 2.62, indicating that their implementation was significantly effective overall. These findings concur with Yawman and Kubi (2018), who found that students taught through innovative methods outperformed peers, aligning with the positive student responses observed in this study. The study also aligns with Ramasimu (2024), who identified key clusters of innovative teaching strategies, including collaboration, technology, and expertise, corresponding with the mixed findings across these areas in the current study. The observed ineffectiveness in technology use and teacher collaboration could have adverse effects, as Tang and Austin (2009) found that innovative teaching and learning technologies enhance collaborative and student-centered learning. Liu et al. (2020) also emphasized that integrating innovative teaching technologies significantly improves teaching effectiveness, suggesting that the observed technological shortcomings could negatively impact overall academic outcomes. The study partially aligns with Akolom, Masibo, and Nyongesa (2021), who found that many teachers predominantly used conventional approaches despite innovative strategies existing, consistent with the mixed effectiveness and gap between intention and actual implementation of research-based practices in the current study.
8.4 Inferential Statistics
8.4.1 Correlation Analysis
The study carried out correlation analysis to establish existence of relationship between professional development and innovative teaching strategies as shown in Table 2.
Table 2: Correlation Results
	
	Innovative Teaching Strategies
	Professional Development

	Innovative Teaching Strategies
	Pearson Correlation
	1
	.701**

	
	Sig. (2-tailed)
	
	.000

	
	N
	76
	76

	Professional Development
	Pearson Correlation
	.701**
	1

	
	Sig. (2-tailed)
	.000
	

	
	N
	76
	76

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



Based on the results, there was a strong and significant relationship between professional development and innovative teaching strategies (r = 0.701, p = .000). This was because the probability value (p-value) was less than the 0.05 threshold (to imply significance) while the correlation coefficient (r) exceeded 0.6 (to imply strength). Thus, there is existence of significant relationship between professional development and innovative teaching in primary schools in Sankuri Sub-County, Garissa County, Kenya.
8.4.2 Regression Analysis
Regression analysis was carried out to estimate a model for estimating innovative teaching strategies in terms professional development. The summary of the model was captured in Table 3. 
Table 3: Model Summary
	Model Summary

	R
	R Square
	Adjusted R Square
	Std. Error of the Estimate

	.701a
	.4917
	.4848
	.50711

	a. Predictors: (Constant), professional development


 
The coefficient of determination (R²) was .4917, indicating that 49.17% of the variance in innovative teaching strategies was explained by professional development. This finding suggests that professional development exerts a moderate influence on the outcome variable. The adjusted R² value of .4848 further confirms that, even after adjusting for model complexity, the explanatory power remains high. Additionally, the standard error of the estimate (0.50711) indicates that the predicted values were close to the observed values, reflecting a reliable and well-fitting model.
Results on Analysis of Variance were shown in Table 4. 
Table 4: Model Fitness
	ANOVAa

	 
	Sum of Squares
	df
	Mean Square
	F
	Sig.

	Regression
	18.407
	1
	18.407
	71.579
	.000b

	Residual
	19.030
	74
	.257
	
	

	Total
	37.437
	75
	 
	 
	 

	a. Dependent Variable: Innovative Teaching Strategies

	b. Predictors: (Constant), professional development



 The results show that the p-value (0.000) was less than the 0.05 threshold indicate that professional development significantly is a predictor of innovative teaching strategies.  This is evidenced by a large F-statistic of 71.579 which was greater than the F-critical of 3.96 (F0.05,1,74​≈3.96). Based on these compelling results, the study rejected the null hypothesis, 
H0: There is no significant effect of teacher professional development on innovative teaching in primary schools in Sankuri Sub-County, Garissa County, Kenya

This implies that teacher professional development has a significant and positive effects on innovative teaching in primary schools in Sankuri Sub-County, Garissa County, Kenya. This finding is central to understanding how to enhance teaching quality and ultimately learner outcomes in the region.

The regression coefficients were shown in in Table 5
Table 5: Regression coefficients
	Coefficientsa

	 
	Unstandardized Coefficients
	Standardized Coefficients
	t
	Sig.

	 
	B
	Std. Error
	Beta
	
	

	(Constant)
	-.098
	.298
	 
	-.328
	.744

	professional development
	.691
	.082
	.701
	8.460
	.000

	a. Dependent Variable: Innovative Teaching Strategies


 
The regression analysis revealed that the constant (intercept) was β₀ = -0.098, indicating that when professional development is zero, the predicted level of innovative teaching strategies is -0.098. The unstandardized coefficient for professional development was β₁ = 0.691, suggesting that for every one-unit increase in professional development, the level of innovative teaching strategies increases by rate of 0.691 units. This relationship was statistically significant, given than the p-value (0.000) was less than 0.05. Moreover, t(74) = 7.059 which was greater than T-critical of 1.666 (t0.05,75 = 1.66), indicating that professional development significantly and positively influences innovative teaching strategies based on
Innovative Teaching Strategies = -0.98+0.691 Professional Development
10. Discussions
The findings of this study reveal a significant and positive effect on teacher professional development (TPD) and innovative teaching strategies (ITS) in primary schools in Sankuri Sub-County. This strong statistical connection underscores the vital role of continuous learning and skill enhancement for educators in fostering dynamic and effective classroom practices. The substantial portion of variance in innovative teaching explained by professional development (R² = 0.4917) reinforces that TPD is a primary driver of pedagogical innovation within this educational context.
However, the study also reveals a paradoxical situation concerning the implementation of TPD. While school leadership actively encourages innovative teaching methods and supports teachers in trying new strategies, and students respond positively to new teaching methods, there are significant deficiencies in the foundational support systems for professional development. The descriptive statistics for professional development indicated an overall ineffectiveness (aggregate mean = 1.99), with critical shortcomings in providing sufficient and relevant training opportunities, access to workshops, ongoing support, and tailored programs. This suggests a disconnect between leadership intentions and institutional capacity. Schools appear to be encouraging innovation without adequately preparing or continuously supporting teachers to implement it successfully. This situation can lead to an unsustainable environment where teachers are compelled towards self-directed learning rather than systematic institutional support.
Furthermore, the observed ineffectiveness in providing necessary resources, integrating technology, and fostering collaboration among teachers significantly hinders the potential for widespread and sustained innovative practices. These limitations persist despite the clear positive impact of professional development on innovative teaching. The study highlights that even in the absence of robust institutional support, teachers demonstrate incredible resilience and manage to apply innovative strategies (aggregate mean = 2.62). Their ability to innovate and improve practices often stems from internal motivation, direct student feedback, and self-reflection, rather than comprehensive institutional scaffolding. While commendable, this reliance on teacher self-reliance points to systemic failures in providing the necessary resources and support, thereby limiting the potential scope and depth of innovation that could be achieved with proper systematic backing.
These findings resonate with existing literature that emphasizes the importance of well-designed TPD. For instance, Hose (2022) and Ekinci and Acar (2019) both highlighted that professional development programs must be needs-based, relevant, and involve active learning and collaboration to be effective, which contrasts with the identified weaknesses in the current PD provision in Sankuri Sub-County. The positive student responses to new teaching methods observed in this study align with findings by Yawman and Kubi (2018), who reported that students taught using innovative methods significantly outperformed their peers. However, the study’s indication of ineffective technology use among teachers (Mean = 2.01) is concerning, given the emphasis on innovative teaching and learning technologies (ITLTs) in other contexts (Tang & Austin, 2009; Liu et al., 2020) and their potential to enhance collaborative and student-centered learning.
The inconsistent outcomes across the three variables (leadership support, professional development, and innovative teaching strategies) underscore that effective educational innovation requires systemic change rather than isolated interventions. The low scores in professional development dimensions, resource deficits, and lack of collaboration opportunities point to underlying institutional failures that waste resources and diminish teacher potential. For sustainable innovation, schools must concurrently enhance leadership practices beyond mere encouragement, restructure professional development systems to be contextual and continuous, and provide sufficient resources and collaboration opportunities. Without such a holistic approach, existing piecemeal initiatives are likely to remain ineffective, failing to achieve the full potential of innovative teaching practices and student learning outcomes.
11. Conclusions and Recommendations
11.1 Conclusion
Based on the findings, it is concluded that teacher professional development plays a significant role in improving innovative teaching strategies in primary schools in Sankuri Sub-County, Garissa County. The close statistical relationship between these two variables indicates that robust and effective professional development programs directly lead to more innovative and effective classroom practices. The study firmly establishes a significant positive relationship, highlighting the interconnected nature of teacher development in driving innovation within educational settings.
12. Recommendations for Policy and Practice
Based on the compelling findings of this study, several recommendations are put forth for education stakeholders, particularly the Ministry of Education and the Teachers Service Commission (TSC), to enhance the relationship between teacher professional development and innovative teaching:
Prioritize comprehensive and well-structured professional development programs: Educational administrators should prioritize continuous and well-structured professional development programs for primary school teachers. These programs must be explicitly designed not only to enhance subject knowledge and general pedagogy but also to equip teachers with new teaching strategies that specifically encourage learner engagement, creativity, and critical thinking. The training should be relevant and tailored to the actual needs of teachers and schools, addressing the current observed ineffectiveness in this area.
Implement long-term, job-embedded learning experiences: Instead of isolated training workshops, educational institutions must implement long-term, job-embedded learning experiences that involve hands-on practice, peer observation, and continuous follow-up support directly in the classroom. Professional development programs should include differentiated pathways based on teachers' experience levels and focus heavily on practical application and ongoing mentorship. This approach will help bridge the gap between theoretical knowledge gained in training and its practical application in diverse classroom settings.
Establish robust evaluation and accountability systems: Schools should implement comprehensive evaluation systems that measure the impact of professional development programs on actual teaching practices and student outcomes. This data should then be used to continuously refine and improve program effectiveness and relevance. Policymakers should also introduce accountability systems that evaluate leadership performance based on concrete support results, as opposed to mere encouragement, demanding quantifiable gains in teacher skill building and innovation implementation success rates.
Address disparities in resource distribution: Particular consideration must be paid to the equitable distribution of resources, both in terms of professional development programs and supporting infrastructure. These should be well-funded and available to all schools, especially those in under-resourced regions such as Sankuri Sub-County, Garissa County, to ensure equitable opportunities for teachers to engage in and implement innovative teaching.
13. Recommendations for Further Studies
Based on the scope and findings of this study, the following areas are recommended for further research to deepen understanding of educational innovation in similar contexts:
Comparative research is recommended to assess the effectiveness of job-embedded professional learning models versus traditional workshop-based approaches in improving student performance.
Future studies ought to examine how educators create and adopt innovative practices even in the absence of institutional support, with an emphasis on strategies that facilitate effective self-directed innovation.
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