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Abstract
The implementation of Kenya’s Competency-Based Education (CBE) has intensified the demand for effective career guidance in both junior and senior schools. Teachers play a central role in supporting learners’ career planning and transitions; however, their preparedness for this responsibility remains unclear. This study examined teachers’ awareness, participation, perceived value, barriers, and motivators related to Career Guidance and Development (CGD) training in Kenya. Using a mixed-methods approach, data were collected from 149 junior and senior school teachers across 35 counties. Descriptive analysis revealed high awareness of CGD training (73%) but low participation, with over half of respondents having received no formal CGD training. Most teachers reported limited knowledge of CGD despite overwhelming agreement on the need for such training. Key barriers included training costs, lack of recognition by the Teachers Service Commission (TSC) and Ministry of Education, workload-related time constraints, and limited institutional support. Major motivators for enrollment were prospects of promotion, improved remuneration, and the opportunity to positively influence learners’ career outcomes. Teachers expressed strong interest in CGD qualifications, particularly short-term micro-credentials delivered through blended or online modalities. The study concludes that while demand for CGD training is substantial, systemic barriers constrain participation. Policy alignment, institutional recognition, flexible training pathways, and financial support mechanisms are essential for sustaining teacher engagement in CGD and strengthening learner transitions under CBE.
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1. Introduction
Career Guidance and Development (CGD) plays a critical role in helping learners understand their interests, abilities, and values as they navigate educational and occupational pathways. Contemporary career guidance extends beyond providing occupational information to encompass developmental processes that foster career adaptability, informed decision-making, and successful transitions across the lifespan (Wong et al., 2021; Hooley et al., 2024). Within school systems, teachers play a pivotal role in this process, serving as primary sources of academic and career support for learners, particularly in contexts where specialized career practitioners are scarce.
Empirical evidence demonstrates that teachers significantly influence students’ career aspirations, subject choices, and post-school transitions. Wong et al. (2021) emphasize that teachers contribute to career development through instructional practices, mentoring relationships, and informal guidance interactions. In Kenya, Sarah et al. (2019) similarly found that structured career guidance services positively affect students’ career choices in public secondary schools, underscoring the importance of embedding CGD within everyday school practice.
Despite this recognized importance, many teachers undertake career guidance responsibilities without formal preparation. Systematic reviews indicate that teachers often lack specialized training in CGD and have limited access to sustained professional development opportunities, constraining their capacity to deliver comprehensive and developmentally appropriate guidance (Hooley et al., 2024). While such challenges are documented across multiple African contexts, their manifestation within Kenya’s CBE reform remains underexplored, underscoring the need for national-level empirical evidence.
In Kenya, the implementation of Competency-Based Education (CBE) has intensified the demand for effective career guidance. Under CBE, learners are required to make subject and pathway choices earlier in their educational trajectories, particularly at junior and senior school levels. This shift places increased responsibility on teachers to support informed decision-making and learner transitions. However, CGD is not systematically embedded in pre-service teacher education, leaving in-service training as the primary avenue for developing career guidance competencies.
Although international and regional studies provide important insights into teacher competencies and structural barriers, national-level evidence on Kenyan teachers’ engagement with CGD training within the CBE context remains limited. In particular, there is a paucity of empirical data examining teachers’ awareness of CGD, participation in training, perceived benefits, barriers to engagement, and motivators for enrollment. Addressing this gap is essential to inform policy and strengthen teacher capacity to support learner transitions.
Against this backdrop, the present study examines Kenyan junior and senior school teachers’ perspectives on Career Guidance and Development training, focusing on awareness, participation, perceived value, barriers, and motivators. By providing national-level evidence, the study seeks to inform policy and practice aimed at institutionalizing CGD as a core component of junior and senior school education and strengthening CBE implementation through enhanced teacher capacity.
2. Literature Review
2.1 Career Guidance and Development in Education Systems
Career guidance and development (CGD) is widely recognized as a critical component of education systems, supporting learners to understand their interests, abilities, and values while navigating educational and occupational pathways. Contemporary career guidance extends beyond one-time occupational information to encompass developmental processes that help learners build career adaptability, decision-making skills, and future orientation. Within school contexts, teachers play a central role in delivering or facilitating these services, particularly in systems where dedicated career practitioners are limited.
Empirical evidence consistently demonstrates that teacher support significantly influences learners’ career aspirations, subject choices, and post-secondary transitions. Wong et al. (2021) highlight that teachers contribute to career development through instructional practices, mentoring relationships, and informal guidance interactions, positioning them as key proximal agents in learners’ career planning. Similarly, Sarah et al. (2019) found that structured career guidance services in Kenyan public secondary schools positively affected learners’ career choices, underscoring the importance of embedding CGD within everyday school practices.
However, the effectiveness of teacher-led career guidance largely depends on teachers’ competencies, confidence, and professional preparation. Hooley et al. (2024) emphasize that career guidance requires specialized knowledge, including understanding labor market trends, developmental psychology, and career guidance methodologies. Without targeted preparation, teachers often rely on personal experience or limited information when advising learners, resulting in fragmented or inconsistent guidance.
2.2 Teachers’ Competencies and Professional Preparation for Career Guidance
[bookmark: _Hlk220444790]Globally, research indicates that many teachers undertake career guidance responsibilities without formal training. Hooley et al. (2024) observe that teachers are frequently expected to provide career support alongside their instructional duties, despite having minimal exposure to CGD during pre-service education. This lack of preparation constrains their ability to deliver comprehensive and developmentally appropriate career guidance.
In response to these gaps, recent studies have emphasized the importance of structured CGD training for teachers. Bersan et al. (2024) demonstrated that targeted training initiatives significantly enhance teachers’ career guidance competencies, enabling them to integrate career learning into subject teaching and student mentoring. Trained teachers are more likely to adopt learner-centered approaches, contextualize academic content within career pathways, and support long-term planning among students.
Professional development in CGD also contributes to broader educational outcomes. Teachers who receive CGD training are better positioned to create learning environments that connect academic content with real-world applications, thereby increasing learner engagement and relevance. Moreover, trained teachers often serve as role models who reinforce positive career attitudes and adaptability, supporting learners to navigate increasingly complex education-to-work transitions.
Despite these documented benefits, access to sustained CGD training remains uneven, particularly in low- and middle-income contexts. Professional learning opportunities are frequently short-term, fragmented, or delivered through ad hoc workshops rather than coherent certification pathways. As a result, teachers’ engagement in CGD professional development tends to be episodic, limiting the depth and durability of the competencies acquired.
2.3 African Context: Structural Constraints and Role Ambiguity
Across Sub-Saharan Africa, multiple studies point to systemic challenges that undermine effective career guidance in schools. Alloph and Msonge (2023), in their study of Tanzanian secondary schools, identified a lack of professional training as a primary barrier to teachers’ provision of career guidance services. Teachers reported limited confidence in supporting learners’ career decisions and cited insufficient institutional support and resources.
Similar patterns have been observed in Uganda, where Otwine et al. (2022) found that schools often struggle to differentiate between guidance, counselling, and career guidance roles. This role ambiguity contributes to inconsistent service delivery and weak implementation of career guidance programs. Teachers tasked with career guidance frequently lack specialized skills, leading to a narrow focus on academic performance rather than on holistic career development.
Beyond training deficits, broader structural and motivational factors also shape teacher participation in professional development. Research in South Africa highlights that developing a culture of collaboration and sustained learning among teachers requires supportive institutional structures, adequate resources, and opportunities for continuous professional engagement (Bantwini, 2019). At the same time, studies on teacher participation in professional development identify a range of motivational orientations, including career advancement, practical skill enhancement, and professional interest, that influence whether and how educators engage in formal learning opportunities (Richter, Kleinknecht, & Gröschner, 2019). These insights align with evidence that teachers are more likely to pursue specialized training when it is linked to promotion, remuneration, or designated roles, and when systemic barriers such as cost and workload are addressed. Together, such structural and motivational perspectives underscore the need for both enabling institutional environments and meaningful incentives to support sustained engagement in career guidance and development training.
Collectively, this body of literature suggests that improving teacher capacity in career guidance and development requires more than individual motivation. It necessitates supportive institutional environments, clear policy frameworks, and sustainable professional development pathways.
2.4 Career Guidance and Competency-Based Education in Kenya
Kenya’s transition to Competency-Based Education represents a paradigm shift toward skills development, learner agency, and pathway-oriented education. Under CBC/CBE, learners are expected to make subject and pathway choices earlier in their educational trajectories, particularly at the junior and senior school levels. This structural change amplifies the importance of effective career guidance to ensure that learners’ decisions are informed, realistic, and aligned with their strengths and aspirations.
Within this framework, teachers assume expanded responsibilities as facilitators of learner-centered education and career exploration. Yet, existing evidence suggests that many teachers enter this new system without adequate preparation for career guidance and development (CGD) roles. While CBC/CBE emphasizes holistic learner development, dedicated CGD modules are not systematically embedded in teacher education, leaving in-service training as the primary avenue for skills acquisition.
Sarah et al. (2019) demonstrated that access to career guidance services improves students’ career choices in Kenyan secondary schools, reinforcing the need to institutionalize CGD within the implementation of the CBC/CBE. Nevertheless, without structured professional development and formal recognition of CGD competencies, teachers’ engagement in career guidance remains largely voluntary and uneven.
2.5 Institutional Recognition, Motivation, and Access to Training
Teacher motivation to pursue specialized training is strongly influenced by institutional incentives and recognition structures. International and regional studies indicate that uptake of professional development increases when qualifications are linked to promotion, remuneration, or designated roles. Conversely, when training is not formally recognized, participation tends to be limited regardless of perceived relevance. Studies on teacher participation in professional development show that motivators include personal interest, career advancement, and practical skill enhancement (Richter, Kleinknecht & Gröschner, 2019), which aligns with Kenyan teachers’ preferences for CGD training linked to promotion and remuneration.
Financial constraints further shape access to CGD training. Özdemir and Kılıç (2025) identify cost as a major deterrent to professional development, particularly in public education systems. Teachers often self-finance training while balancing personal and family responsibilities, making affordability a decisive factor. Consequently, scholarships, subsidies, and flexible payment arrangements emerge as critical enablers of participation.
Delivery modality also plays a significant role. The expansion of online and blended learning following the COVID-19 pandemic has reshaped professional development landscapes, offering greater flexibility for working teachers. Flexible modalities are particularly important in geographically diverse contexts such as Kenya, where access to face-to-face training may be limited for educators in remote regions.
2.6 Synthesis and Research Gap
The reviewed literature underscores the central role of teachers in delivering career guidance, the positive impact of Career Guidance and Development (CGD) training on educational outcomes, and the persistent structural barriers that constrain teacher participation in professional development. International and regional studies consistently highlight gaps in teachers’ CGD competencies, limited access to sustained training, and the influence of institutional recognition and financial constraints on professional learning.
In Sub-Saharan Africa, research documents widespread challenges, including insufficient professional preparation, role ambiguity, and weak institutional support for career guidance. While these studies provide important contextual insights, they are largely localized and do not fully capture the implications of Kenya’s ongoing Competency-Based Education (CBE) reforms, which require learners to make pathway decisions earlier and place expanded career guidance responsibilities on teachers.
Despite the centrality of career guidance to CBE implementation, there remains limited national-level empirical evidence on Kenyan teachers’ engagement with CGD training. In particular, little is known about teachers’ awareness of CGD opportunities, participation patterns, perceived benefits, barriers to engagement, and motivators for enrollment within the evolving competency-based system. This evidence gap constrains the development of responsive professional development frameworks and the making of informed policy decisions.
Addressing this gap is essential for institutionalizing CGD as a core component of junior and senior school education and for strengthening learner transitions under CBE. The present study responds to this need by examining Kenyan teachers’ perspectives on CGD training across multiple counties, generating evidence to inform policy alignment, training design, and systemic capacity building.
3. Theoretical Framework: A Systems and Lifespan Development Perspective
3.1 Theoretical Framing: A Systems and Lifespan Development Perspective on Teacher-Led Career Guidance
This study is situated within a Systems and Lifespan Development perspective of career guidance, which conceptualizes career development as a dynamic process shaped by interactions among individual, social, institutional, and policy-level factors across time. From this perspective, teachers represent a critical proximal influence within learners’ immediate microsystems, while education policies, professional development structures, and institutional recognition mechanisms operate at meso- and macro-system levels (Wong et al., 2021; Joho et al., 2024).
The findings illustrate how systemic constraints directly affect teachers’ capacity to support learners’ career development. Although awareness of career guidance and development (CGD) training was relatively high, limited participation reflects structural barriers, particularly training costs, lack of recognition by the Teachers Service Commission (TSC), workload pressures, and insufficient institutional support. These barriers serve as environmental constraints that impede the development of teachers’ career guidance competence, thereby indirectly shaping learners’ career trajectories. Similar systemic challenges have been documented across Sub-Saharan Africa, where limited professional training and weak institutional support constrain teachers’ effectiveness in career guidance (Alloph & Msonge, 2023; Otwine et al., 2022).
Lifespan development theory further emphasizes that career development is cumulative and begins early, requiring consistent, developmentally appropriate guidance. Under Kenya’s CBE framework, learners are required to make pathway decisions at increasingly younger ages, heightening the importance of well-prepared teachers at junior and senior school levels. However, the present study demonstrates that more than half of teachers lack formal CGD training, resulting in limited professional confidence and competence. This gap risks producing fragmented or episodic career guidance rather than sustained developmental support, a pattern also observed in contexts where teachers assume guidance roles without specialized preparation (Hooley et al., 2024).
Teachers’ strong preference for short-term micro-credentials reflects practical realities of adult learning within demanding professional contexts. From a systems perspective, micro-credentials may serve as accessible entry points into CGD training; however, without clear articulation into advanced qualifications, they risk promoting surface-level skill acquisition. Evidence from teacher training initiatives indicates that sustained, structured professional learning is required to develop meaningful competence in career guidance (Bersan et al., 2024). A tiered pathway model, progressing from basic micro-credentials to intermediate credentials and diploma-level preparation, therefore aligns more closely with lifespan learning principles and supports the progressive development of competence.
Importantly, motivation to enroll in CGD training was strongly associated with institutional recognition, promotion prospects, and remuneration. This underscores the central role of policy alignment in shaping professional behavior. When CGD qualifications are not formally recognized within teacher career structures, they remain peripheral rather than embedded. Conversely, recognition by TSC would reposition CGD as a valued professional specialization, strengthening teachers’ engagement while legitimizing career guidance as a core school function. This finding is consistent with the broader professional development literature, which shows that teachers are more likely to invest in training when it is linked to career progression and institutional incentives (Bantwini, 2019; Özdemir & Kılıç, 2025).
Financial constraints emerged as the most significant barrier to participation, reinforcing evidence that uptake of professional development is heavily mediated by economic factors, particularly in public education systems (Özdemir & Kılıç, 2025). The strong preference for scholarships, subsidies, and installment-based financing highlights the need for collaborative funding models involving training institutions, education authorities, and development partners. Within a systems framework, such partnerships represent leverage points that can transform individual motivation into sustained participation.
Finally, teachers’ preference for blended and online learning reflects adaptive responses to competing professional and personal demands. Flexible delivery modalities are therefore not merely logistical conveniences but essential enablers of equitable access, particularly for educators in remote or underserved regions. The expansion of blended learning has been shown to enhance participation in professional development by accommodating teachers’ workload constraints while widening geographic reach (Bersan et al., 2024).
Taken together, these findings suggest that strengthening career guidance under CBE requires more than expanding training availability. It demands coordinated systemic action across policy, institutional, financial, and pedagogical domains to support teachers’ lifelong professional development in career guidance and development.
4. Methodology
4.1 Research Design
This study adopted a mixed-methods descriptive design, integrating quantitative survey data with qualitative open-ended responses. The mixed-methods approach enabled examination of broad trends in teachers’ awareness, participation, and perceptions of Career Guidance and Development (CGD) training, alongside contextual understanding of teachers’ experiences and motivations. Such designs are particularly suitable for exploratory education research where numerical patterns and participant perspectives are jointly required to inform policy and practice (Creswell & Plano Clark, 2018). Descriptive mixed-methods approaches further support pragmatic inquiry aimed at documenting current conditions and generating actionable insights in applied educational settings (Teddlie & Tashakkori, 2009).
4.2 Study Context, Participants, and Sampling
The study was conducted across 35 counties in Kenya and targeted junior and senior school teachers. Kenya’s estimated teacher population exceeds 300,000. Using commonly applied sample size estimation approaches for large populations, including Cochran’s (1977) formula and Krejcie and Morgan’s (1970) sample size determination table, an ideal minimum sample of approximately 384 respondents is recommended at a 95% confidence level and 5% margin of error.
Due to the exploratory nature of the study, reliance on online data collection, and practical constraints related to access and response rates, a total of 149 teachers participated. Participants comprised 41 junior school teachers (28%) and 108 senior school teachers (72%), representing diverse professional roles and experience levels. Recruitment employed purposive and convenience sampling through professional networks and social media platforms commonly used by teachers, including WhatsApp and Facebook groups. Similar approaches have been shown to facilitate broad geographic reach in education research while supporting exploratory and analytic generalization (Baltar & Brunet, 2012).
While this sampling strategy does not permit statistical generalization to the national teacher population, it supports analytic generalization by capturing perspectives across varied contexts and experience levels. The wide geographic coverage enhances the relevance of findings for policy dialogue and program design.

4.3 Data Collection and Analysis
Data were collected using a structured online questionnaire distributed through professional networks and social media. The instrument included items on demographics, CGD awareness and participation, perceived knowledge, barriers, motivators, and preferred training modalities, supplemented by open-ended questions on perceived benefits and challenges.
Quantitative data were analyzed descriptively using frequencies and percentages. Qualitative responses underwent thematic content analysis, with inductive coding used to identify recurring themes related to CGD relevance, institutional support, cost constraints, and policy recognition. Representative excerpts were used to contextualize quantitative findings.
4.4 Ethical Considerations
Participation was voluntary, informed consent was obtained, and responses were anonymized and reported in aggregate form. Data were used solely for research and professional development purposes.
4.5 Methodological Limitations
Findings are exploratory and indicative rather than nationally representative due to purposive and convenience sampling and reliance on online recruitment, which may underrepresent teachers with limited digital access. Self-reported data may introduce response bias, and the cross-sectional design precludes assessment of change over time. Despite these limitations, the study offers valuable national-level insights into teachers’ perspectives on CGD within the CBC/CBE context.
5. Results
5.1 Participant Characteristics
A total of 149 teachers participated in the study, comprising 41 junior secondary teachers (28%) and 108 senior secondary teachers (72%). Participants occupied diverse professional roles, most commonly class teacher (23%), member of academic committees (20%), and guidance and counselling personnel (18%). Teaching experience varied, with 44% reporting more than 10 years of service, 32% reporting 6–10 years, 16% reporting 3–5 years, and 9% reporting less than three years.
Table 1: Participant Characteristics (N = 149)
	Variable
	Category
	n
	%

	School level
	Junior school 
	41
	28

	
	Senior school
	108
	72

	Teaching experience
	< 3 years
	—
	9

	
	3–5 years
	—
	16

	
	6–10 years
	—
	32

	
	> 10 years
	—
	44


Note. Percentages may not total 100 due to rounding.

5.2 Awareness, Participation, and Understanding of CGD
Approximately 73% of teachers reported being aware of Career Guidance and Development (CGD) training opportunities. Awareness increased with years of teaching experience, with more experienced teachers demonstrating higher familiarity with CGD. Despite this relatively high awareness, participation in CGD training remained limited: 53% of respondents had never undertaken any. Among those who had participated, most reported short-term (3–5 days) or medium-term (1–3 months) programs, while only 9% had engaged in long-term training.
Consistent with these participation patterns, more than half of respondents (54%) reported limited knowledge of CGD, and an additional 5% reported very limited knowledge.
Table 2: Awareness, Participation, and Self-Rated Understanding of CGD
	Variable
	Category
	%

	Awareness of CGD training
	Aware
	73

	
	Not aware
	27

	Participation in CGD
	None
	53

	
	Short-term training
	—

	
	Medium-term training
	24

	
	Long-term training
	9

	Self-rated CGD knowledge
	Very limited
	5

	
	Limited
	54

	
	Moderate or above
	—


Note. Dashes indicate values not explicitly disaggregated in the dataset summary.
5.3 Perceived Need for CGD Training
An overwhelming majority of teachers (88%) agreed or strongly agreed that there is a need for CGD training. Furthermore, all participants indicated that trained teachers are important in supporting learners’ career choices and educational transitions, with 86% rating this role as either extremely important or very important. These findings reflect strong professional recognition of CGD as a core competency under CBC/CBE.
Table 3: Perceived Need and Importance of CGD Training
	Item
	Response
	%

	Need for CGD training
	Strongly agree
	55

	
	Agree
	33

	Importance of trained teachers in learner transitions
	Extremely important
	42

	
	Very important
	44

	
	Moderately/slightly important
	14


5.4 Barriers to Participation in CGD Training
Teachers identified multiple barriers limiting their participation in CGD training. The most frequently reported were training cost (61%), lack of recognition by the Teachers Service Commission (TSC) and Ministry of Education (60%), limited access to training opportunities (38%), workload-related time constraints (37%), and lack of institutional support (37%). These findings indicate that structural and policy-related constraints outweigh individual motivation.
Table 4: Perceived Barriers to CGD Training Participation
	Barrier
	%

	Cost of training
	61

	Lack of TSC/MoE recognition
	60

	Limited access to training
	38

	Workload/time constraints
	37

	Lack of institutional support
	37


5.5 Motivators and Incentives for Enrollment
Teachers reported several factors that would motivate enrollment in CGD training. The most influential factors were the prospect of TSC promotion (54%), improved remuneration (47%), and the opportunity to positively impact learners’ career outcomes (44%). Notably, 90% indicated that TSC's formal recognition of CGD qualifications would influence their decision to enroll.
Cost emerged as a decisive factor, with 70% reporting that it would strongly influence participation. Financial arrangements perceived as most helpful included scholarships or subsidies (57%), affordable monthly installments (54%), and school-based financing (50%).
Table 5: Motivators and Financial Enablers for CGD Training
	Factor
	%

	TSC promotion
	54

	Improved remuneration
	47

	Impact on learners
	44

	TSC recognition influencing enrollment
	90

	Cost strongly influencing enrollment
	70

	Preferred financial support: Scholarships/subsidies
	57

	Preferred financial support: Installments
	54

	Preferred financial support: School-based financing
	50


These patterns suggest that teachers’ engagement in CGD training is shaped by both structural conditions (such as recognition and affordability) and motivational factors related to career advancement and professional growth, reflecting broader evidence that participation in professional development is influenced by institutional support as well as individual career-oriented motivations.
5.6 Preferred Training Pathways and Delivery Modes
Nearly all participants expressed interest in pursuing CGD qualifications, either as diploma programs or micro-credentials. Short-term micro-credentials were preferred over longer diploma pathways. Regarding delivery modes, blended learning was most favored (48%), followed by fully online learning (28%) and face-to-face training during school holidays (24%). These preferences highlight the importance of flexible, accessible professional development models.
Table 6: Preferred CGD Training Pathways and Delivery Modes
	Variable
	Category
	%

	Interest in CGD training
	Interested
	99

	Preferred qualification
	Micro-credential
	Higher

	
	Diploma
	Lower

	Delivery mode
	Blended learning
	48

	
	Fully online
	28

	
	Face-to-face (holidays)
	24


Overall, these preferences highlight the importance of flexible and accessible professional development models for teachers.
6. Discussion
Guided by the Systems and Lifespan Development framework, this discussion interprets the findings in relation to policy-level structures, institutional conditions, and teachers’ developmental learning needs. The study provides national-level evidence on Kenyan teachers’ engagement with Career Guidance and Development (CGD) training under Competency-Based Education (CBE), revealing a substantial gap between professional recognition of CGD’s importance and participation in sustained training. Although awareness of CGD was relatively high, more than half of teachers reported no prior engagement in any CGD program, and the majority indicated limited competence. These findings extend international evidence showing that teachers are increasingly expected to assume career guidance roles without commensurate professional preparation (Hooley et al., 2024).
Consistent with prior research, teachers in this study strongly acknowledged their role in supporting learner transitions and overwhelmingly endorsed the need for CGD training (Wong et al., 2021; Sarah et al., 2019). However, limited access to structured learning opportunities suggests that systemic constraints, rather than lack of motivation, primarily shape participation. Similar dynamics have been documented across Sub-Saharan Africa, where institutional support and professional training pathways remain underdeveloped (Alloph & Msonge, 2023; Otwine et al., 2022).
The prominence of cost and lack of institutional recognition as leading barriers underscores the systemic nature of the challenge. Research in South Africa demonstrates that sustained teacher professional learning depends on supportive institutional environments, collaborative cultures, and access to structured development opportunities (Bantwini, 2019). At the same time, studies of teacher professional development show that participation is strongly influenced by motivational orientations such as career advancement, practical skill enhancement, and professional interest (Richter, Kleinknecht, & Gröschner, 2019). In the present study, prospects of promotion and improved remuneration emerged as among the strongest motivators for CGD enrollment, while affordability and formal recognition by TSC were decisive enablers of participation. Together, these findings indicate that teacher engagement in CGD training is shaped by an interaction between institutional structures and individual motivation, reinforcing the need for policy frameworks that simultaneously address recognition, financing, and career progression.
The finding that 90% of teachers would be influenced to enroll in CGD training if qualifications were formally recognized by TSC is particularly significant. It suggests that institutional recognition could act as a powerful catalyst for scaling CGD capacity nationally. Without such recognition, career guidance risks remaining peripheral and being viewed as an optional specialization rather than a core professional competence. This pattern mirrors experiences in Uganda, where ambiguity around guidance roles has contributed to fragmented service delivery (Otwine et al., 2022), and in Tanzania, where lack of professional training structures has constrained teachers’ effectiveness in career guidance (Alloph & Msonge, 2023).
Teachers’ strong preference for short-term micro-credentials and flexible delivery modalities reflects the realities of adult learning within demanding professional contexts. Blended and online learning were favored over traditional face-to-face formats, consistent with post-pandemic shifts toward flexible professional development models. While micro-credentials offer accessible entry points into career guidance and development training, the current findings raise important concerns regarding the depth of competence. Given that most teachers reported limited baseline knowledge of career guidance, reliance solely on short-term training risks promoting surface-level understanding rather than sustained professional capability. Bersan et al. (2024) demonstrate that comprehensive career guidance training enhances teachers’ ability to integrate career learning into subject instruction and mentoring; however, such outcomes typically require structured, progressive learning rather than isolated workshops. This further supports the need for institutionalized professional learning cultures alongside clear incentive structures, combining the structural conditions emphasized by Bantwini (2019) with the motivational dynamics identified by Richter et al. (2019).
From a Systems and Lifespan Development perspective, these findings highlight how macro-level policy and institutional arrangements shape micro-level practice. Teachers operate within interconnected systems that include school leadership, professional development frameworks, and national education policies. When these systems fail to provide recognition, financing, and protected time, individual motivation alone is insufficient to sustain engagement. Lifespan career theory further emphasizes that effective career development begins early and requires consistent, developmentally appropriate support. Under CBE, learners are required to make pathway decisions at younger ages, intensifying the consequences of inadequate career guidance. Without well-prepared teachers at junior and senior school levels, learners may rely on incomplete information, peer influence, or socioeconomic constraints rather than informed self-exploration.
The Kenyan context adds further urgency to these findings. Sarah et al. (2019) demonstrated that access to career guidance services positively influences students’ career choices in Kenyan secondary schools. However, the present study suggests that such services remain unevenly implemented, largely dependent on individual teacher initiative rather than institutionalized structures. This variability risks exacerbating educational inequities, particularly for learners in under-resourced schools or rural areas where access to external career information is limited.
Taken together, the results point to the need for a coordinated, system-wide approach to career guidance and development capacity building. Integrating career guidance into Continuous Professional Development frameworks, establishing tiered and stackable training pathways, and linking qualifications to TSC recognition and career progression would help reposition career guidance as a professional specialization rather than an add-on responsibility. Financial support mechanisms, including subsidies, scholarships, and installment-based financing, are equally critical to ensuring equitable access, particularly for early-career teachers and those in marginalized regions.
Finally, the findings suggest that strengthening career guidance and development under CBE is not merely a technical training intervention but a strategic investment in learner transitions and workforce readiness. By equipping teachers with sustained career-guidance competencies, education systems can enhance learner agency, reduce confusion during pathway selection, and improve alignment between educational outcomes and labor market demands. Without such systemic reforms, career guidance is likely to remain episodic and fragmented, limiting the transformative potential of CBE in Kenya.
7. Conclusion
This study examined Kenyan junior and senior school teachers’ awareness, participation, perceived value, barriers, and motivators regarding Career Guidance and Development (CGD) training in the context of Competency-Based Education (CBE). The findings reveal a persistent gap between teachers’ strong recognition of CGD’s importance and their limited engagement in sustained professional preparation. While awareness of CGD opportunities is relatively high, more than half of teachers have never participated in formal CGD training, and most report limited competence in career guidance.
The results demonstrate that constraints to CGD participation are primarily systemic rather than individual. Training costs, lack of formal recognition by the Teachers Service Commission (TSC) and Ministry of Education, workload pressures, limited access to training opportunities, and weak institutional support collectively inhibit professional engagement. At the same time, teachers’ responsiveness to incentives such as promotion prospects, remuneration, and professional recognition indicates that participation can be significantly strengthened through aligned policy frameworks.
Viewed through a Systems and Lifespan Development lens, these findings highlight how macro-level policy and institutional arrangements shape micro-level guidance practices in schools. Under CBE, learners are required to make pathway decisions earlier in their educational journeys, amplifying the consequences of inadequate career guidance. Without sustained investment in teacher CGD capacity, career guidance risks remaining fragmented and dependent on individual initiative, potentially widening inequities across schools and regions.
Although teachers expressed strong preference for short-term micro-credentials and flexible learning modalities, such approaches alone are insufficient to build deep professional competence. CGD training must therefore be embedded within tiered, stackable learning pathways that support progressive skill development over time. Institutional recognition, protected time, and affordable financing mechanisms are essential to transform episodic training into sustained professional growth.
Overall, strengthening career guidance and development represents not merely a professional development priority but a strategic lever for improving learner transitions, enhancing educational relevance, and supporting workforce readiness in Kenya. By documenting teachers’ perspectives across multiple counties, this study contributes national-level evidence to inform policy alignment, training design, and systemic capacity building under CBE.
8. Policy Implications
Institutional Recognition and Career Pathways
The Teachers Service Commission should formally recognize CGD qualifications, including micro-credentials and diplomas, as approved professional specializations. Such recognition should be explicitly linked to promotion criteria, appointment to designated career guidance leadership roles (e.g., Head of Department for Career Services), and deployment decisions. Embedding career guidance and development within teacher career structures would legitimize career guidance as a core educational function and provide tangible incentives for professional uptake. Aligning CGD qualifications with promotion, remuneration, and designated leadership roles responds directly to evidence that teachers’ uptake of professional development is strongly influenced by career-oriented and practical motivational factors (Richter, Kleinknecht, & Gröschner, 2019).
Integration of Career Guidance and Development (CGD) into Continuous Professional Development
Career guidance competencies should be integrated into national Continuous Professional Development frameworks. Positioning CGD as a core CPD strand would move it from the margins of teacher development to the mainstream of professional practice, ensuring sustained engagement rather than voluntary participation. Basic CGD certification should be prioritized for teachers supporting junior and senior school transitions.
Tiered and Stackable Training Pathways
Training providers, in collaboration with MoE and TSC, should adopt tiered career guidance learning pathways, beginning with short micro-credentials that articulate into intermediate certifications and diploma-level qualifications or higher. This approach aligns with adult learning principles and enables teachers to progressively build competence while managing workload and financial constraints.
Financial Access and Cost-Sharing Mechanisms
Given that cost is the most significant barrier to participation, collaborative financing models are essential. Partnerships between government, training institutions, development partners, SACCOs, and financial institutions should support scholarships, subsidized fees, and installment-based payment options. Targeted financial support should prioritize early-career teachers and educators in underserved regions.
Protected Time and School-Level Institutional Support
School leadership and education authorities should allocate protected time for career guidance training and practice. Workload adjustments, scheduled training periods, or study leave provisions would reduce time-related barriers and signal institutional commitment to career guidance. Schools should formally integrate career guidance responsibilities into staffing structures and annual operational plans.

Flexible Delivery Modalities
Blended and online career guidance training models should be expanded to enhance accessibility, particularly for teachers in remote or marginalized areas. Flexible delivery is not merely a convenience but a necessary condition for equitable participation in professional development.
Monitoring, Evaluation, and Continuous Improvement
TSC and MoE should establish mechanisms to track trained teachers, assess learner transition outcomes, and collect feedback from schools. Evidence from monitoring should inform continuous refinement of career guidance curricula, delivery modalities, and support mechanisms, ensuring responsiveness to evolving CBE demands.
9. Limitations and Future Research
While this study provides valuable national-level insights into teachers’ perspectives on Career Guidance and Development (CGD) training in Kenya, several limitations should be acknowledged. First, reliance on purposive and convenience sampling through online platforms limits statistical generalizability; although participants were drawn from 35 counties, findings should be interpreted as exploratory and indicative rather than nationally representative.
Second, data were self-reported and collected through an online survey, which may introduce response and coverage bias, particularly for teachers with limited digital access. Future studies could triangulate survey findings with classroom observations or assessments of career guidance and development competence to strengthen validity.
Third, the cross-sectional design captures perceptions at a single point in time and does not permit examination of changes following career guidance training. Longitudinal research is recommended to assess how different professional development pathways influence teacher practice and learner outcomes.
Future research should also examine learner and parent perspectives on career guidance under CBE, explore school leadership roles in enabling the implementation of career guidance, and evaluate specific training models, such as tiered micro-credential pathways and blended delivery formats, using quasi-experimental designs to inform scalable national interventions.
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