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Abstract  
This study presents a systematic review of literature on the intersection between professional 

development and quality assurance in teacher training colleges in Tanzania. The review 

responds to persistent concerns that despite policy reforms and institutional expansion, the 

quality of teacher education remains inconsistent, largely due to deficiencies in professional 

competence, institutional capacity, and systemic coherence. Guided by the theoretical 

perspectives of Total Quality Management (TQM) and Human Capital Theory (HCT), the 

review analyzed empirical and conceptual studies published between January 2020 and 

September 2025. Using the Preferred Reporting Items for Systematic Reviews and Meta-

Analyses (PRISMA) framework, studies were retrieved from Scopus, Web of Science, ERIC, 

and IEEE Xplore, yielding twenty-one articles that met the inclusion criteria. Data were 

appraised using the Critical Appraisal Skills Programme (CASP) checklist and analyzed 

thematically. Three dominant themes emerged: the professional preparation and competence of 

teacher educators, the institutionalization of quality assurance mechanisms, and the role of 

institutional support and continuous learning. In direct response to the research questions, the 

findings indicate that Tanzanian teacher training colleges implement quality assurance through 

formal but largely compliance-oriented mechanisms, which are poorly integrated with 

developmental goals. Furthermore, models of professional development that most effectively 

support quality enhancement are those embedded within institutional culture—such as peer 

learning, mentorship, and action research—rather than sporadic, externally driven workshops. 

The study concludes that fostering a sustainable quality culture requires an integrated approach 

in which professional learning and institutional accountability operate as interdependent 

processes, mutually reinforcing continuous improvement and educational excellence. 

Keywords: Professional development, Quality assurance, Tanzania, Teacher education, 

Total Quality Management. 
________________________________________________________________________________________ 

 

Introduction 

Teacher education remains a central pillar in the architecture of educational quality and 

national development. Across the globe, the evolution of teacher education has been shaped 

by recurring paradigms of reform aimed at professionalizing the teaching force and 

establishing robust systems of accountability. Since the late twentieth century, quality 

assurance has become a defining feature of educational governance, adapted from industrial 
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management models to safeguard efficiency, transparency, and effectiveness in education 

systems (Cheng & Tam, 1997; Sallis, 2014). Within the broader discourse of education reform, 

the pursuit of quality has progressively moved from quantitative expansion toward 

qualitative transformation, emphasizing the competence and continuous professional 

development of teachers as indispensable to educational excellence (Darling-Hammond, 

2017; UNESCO, 2022). In Sub-Saharan Africa, international commitments such as the World 

Declaration on Education for All (1990) and the Dakar Framework for Action (2000) 

redefined educational goals by embedding quality as a prerequisite for universal access. This 

continental focus elevated the role of teacher educators, who not only facilitate the 

preparation of teachers but also influence pedagogical innovation and instructional quality 

(Cochran-Smith et al., 2020). Nevertheless, the professional preparation, career development, 

and scholarly engagement of teacher educators remain unevenly structured, particularly 

within developing contexts marked by limited resources, policy discontinuities, and fragile 

institutional capacity (Livingston, 2023; Murray, 2022). 

The trajectory of teacher education reform in Tanzania illustrates the dynamic interplay 

between expansion, quality, and systemic regulation. From the Education and Training 

Policy of 1995 to the ongoing Education Sector Development Plan (2021–2026), governmental 

initiatives have sought to democratize access while instituting mechanisms for safeguarding 

educational quality (URT, 2021). The liberalization of higher education in the 1990s 

precipitated a rapid proliferation of teacher training colleges (TTCs), increasing their number 

from 34 in 1995 to over 120 by 2013 (MoEVT, 2013). While this expansion enhanced the 

supply of trained teachers, it simultaneously generated new complexities in maintaining 

consistency, coherence, and accountability across institutions. Empirical evidence indicates 

persistent weaknesses in institutional governance, instructional supervision, and faculty 

development structures (Wedgwood, 2019; Chambulila, 2023). The proliferation of TTCs, 

particularly private and semi-autonomous ones, has not been matched with corresponding 

investments in quality assurance mechanisms, professional standards, and capacity-building 

frameworks (Kafyuliilo & Rugambuka, 2021; Stutchbury, Mutemeri, & Mwabumba, 2022). 

Consequently, disparities in instructional quality, limited scholarly productivity, and 

fragmented professional growth pathways continue to undermine the integrity of teacher 

education provision (TCU, 2023; URT, 2024). These systemic constraints underscore the need 

for a sustained, evidence-informed approach to quality assurance that is integrally linked 

with the professional development of teacher educators. 

Conceptually, quality assurance in education represents a multidimensional construct 

encompassing the design, delivery, and evaluation of educational processes to ensure that 

outcomes align with predetermined standards (Harvey & Green, 1993; Sallis, 2014). Within 

the context of teacher education, it entails establishing and maintaining mechanisms through 

which teacher preparation programs produce competent professionals capable of meeting 

national and international benchmarks. Professional development, conversely, is conceived 

as a structured and continuous process of growth through which teacher educators enhance 

their pedagogical, research, and reflective capacities (Kennedy, 2016; Opfer & Pedder, 2011). 

The intersection between these two constructs is inherently symbiotic: quality assurance 

provides the evaluative framework that defines expectations of professional competence, 

while professional development serves as the transformative process through which those 
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standards are attained and sustained. Contemporary scholarship underscores the inadequacy 

of compliance-oriented quality assurance models that prioritize bureaucratic audit functions 

over developmental engagement (Tikly & Barrett, 2021). Instead, a shift toward participatory 

and developmental paradigms is advocated-where quality is conceived not merely as 

external conformity but as a cultivated culture of continuous improvement embedded within 

professional learning communities (Cochran-Smith et al., 2020; Murray, 2022). This 

conceptual reconceptualization is particularly critical in the Tanzanian context, where teacher 

education institutions are navigating the dual pressures of policy reform and resource 

scarcity. 

Empirically, the Tanzanian teacher education landscape is characterized by heterogeneity in 

institutional capacity, pedagogical quality, and adherence to quality assurance standards. 

Both public and private TTCs are formally regulated by the Tanzania Commission for 

Universities (TCU) and the National Council for Technical Education (NACTE), bodies 

mandated to oversee accreditation and institutional quality. However, multiple studies 

conducted between 2020 and 2025 reveal persistent implementation gaps that compromise 

the effectiveness of these frameworks (Stutchbury et al., 2022; Chambulila, 2023). Quality 

assurance units within many colleges exist in form but not in function, constrained by limited 

human and material resources, inconsistent supervision, and inadequate funding (Kafyuliilo 

& Rugambuka, 2021; URT, 2024). Additionally, professional development opportunities for 

teacher educators remain sporadic, donor-dependent, and often misaligned with institutional 

needs (Mnkandla & Kahangwa, 2023; UNESCO, 2024). The rapid digitalization of education 

precipitated by the COVID-19 pandemic further exposed systemic fragilities, particularly in 

the integration of technology-enhanced teaching and assessment. Mnkandla and Kahangwa 

(2023) observed that while some colleges transitioned to blended modes of instruction, many 

educators lacked the requisite digital literacy and pedagogical adaptability to ensure 

instructional quality. Collectively, these findings suggest that Tanzania’s teacher education 

system continues to grapple with a compliance-driven conception of quality assurance, 

where external inspection outweighs developmental support. Bridging this gap necessitates a 

paradigm that views quality not as a static checklist but as an evolving institutional culture 

nourished by sustained professional learning. 

This study is anchored in the complementary theoretical perspectives of Total Quality 

Management (TQM) and Human Capital Theory (HCT), both of which provide an 

integrative lens through which the relationship between professional development and 

quality assurance may be understood. Total Quality Management, originally advanced by 

Deming (1986) and later extended to educational contexts by Cheng & Tam (1997) and Sallis 

(2014), emphasizes continuous improvement through stakeholder participation, systemic 

accountability, and evidence-based practice. Within teacher education, TQM advocates a 

holistic perspective in which all institutional processes-from curriculum design to 

pedagogical practice and assessment-are coherently aligned to promote continuous 

enhancement. It redefines quality assurance from an external evaluative exercise to an 

internalized institutional ethos, positioning teacher educators as both agents and beneficiaries 

of quality enhancement (Tikly & Barrett, 2017; TCU, 2023). 

This study is anchored in the complementary theoretical perspectives of Total Quality 

Management (TQM) and Human Capital Theory (HCT). TQM, extended to education, 
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emphasizes continuous improvement and redefines quality assurance as an internalized 

institutional ethos (Sallis, 2014). HCT conceptualizes professional development as a strategic 

investment in human capital that yields returns in educational productivity (Becker, 1964). 

Synthesized, they provide a dual lens: TQM elucidates the necessary institutional systems for 

quality, while HCT explicates the individual-level competencies and growth that underpin 

them. Despite this theoretical synergy and ongoing policy reforms in Tanzania, a significant 

research gap persists. Empirical evidence indicates that quality assurance mechanisms in 

teacher training colleges remain compliance-oriented and bureaucratically separate from the 

fragmented, ad-hoc professional development opportunities for educators (Kafyuliilo & 

Rugambuka, 2021; Stutchbury et al., 2022). There is insufficient systematic analysis of how 

these two critical domains, institutional accountability and human capacity development, 

intersect and can be mutually reinforced in practice. 

Against this gap, the present study systematically examines this intersection in Tanzanian 

teacher training colleges (2020–2025). It is guided by the objectives to: examine the structures 

and effectiveness of quality assurance systems; assess the nature and impact of professional 

development initiatives; and explore how professional development functions as a tool for 

enhancing quality assurance. The study is directed by two research questions: How do 

Tanzanian teacher training colleges implement and sustain quality assurance mechanisms in 

relation to professional development? What models of professional development most 

effectively support the enhancement of quality in teacher educator practice? The answers are 

expected to illuminate the dynamic interdependence between system-level accountability 

and professional learning, offering evidence-informed implications for strengthening teacher 

education quality in Tanzania and comparable contexts. 

 

Literature review 
Theoretical review 

The contemporary discourse on teacher education increasingly situates professional 

development and quality assurance as twin imperatives for educational transformation. 

Within the theoretical domain, Total Quality Management (TQM) and Human Capital 

Theory (HCT) provide the conceptual scaffolding through which this relationship can be 

systematically interrogated. The intellectual roots of TQM in education lie in Deming’s 

(1986) philosophy of continuous improvement and stakeholder participation. Transposed 

into educational settings, TQM advocates for a systemic, process-oriented approach to 

institutional enhancement, wherein quality is not confined to output measures but is 

embedded in every phase of the teaching-learning process (Cheng & Tam, 1997; Sallis, 

2014). Theoretically, TQM challenges the traditional dichotomy between external 

accountability and internal development by positing that quality assurance must 

function as a self-sustaining culture rather than a regulatory imposition (Tikly & Barrett, 

2017). Within teacher education, this implies that colleges should evolve from 

compliance-based evaluation models toward integrative systems where curriculum 

design, faculty development, and pedagogical innovation operate synergistically under 

shared principles of continuous improvement. The strength of TQM as a theoretical lens 

lies in its ability to conceptualize quality as a collective institutional responsibility rather 

than an isolated administrative mandate. 
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Human Capital Theory (HCT) complements TQM by extending the analysis to the micro-

level of individual development and institutional productivity. Originating from the 

economic theories of Becker (1964) and Schultz (1971), HCT frames education and 

training as investments that yield measurable returns in productivity, efficiency, and 

innovation. When applied to teacher education, HCT underscores the professional 

development of teacher educators as a strategic investment in the intellectual capital that 

sustains institutional quality (Psacharopoulos & Patrinos, 2018). The professional 

competence, reflective capacity, and pedagogical adaptability of teacher educators 

collectively determine the value of the educational enterprise (Livingston, 2023). 

Consequently, professional development ceases to be a peripheral activity and becomes 

the central mechanism through which institutions enhance both performance and 

accountability. Recent scholarship reinforces this nexus, arguing that institutional quality 

is contingent upon the professional growth of those who design and deliver teacher 

education programs (Murray, 2022; Cochran-Smith et al., 2020). In this regard, HCT 

operationalizes TQM’s abstract principles by grounding them in human development 

processes that sustain institutional excellence. Together, the two frameworks provide a 

multidimensional interpretive structure: TQM explicates how institutions organize for 

quality, while HCT explains how individuals contribute to and benefit from these quality 

structures through continuous learning. 

The synthesis of TQM and HCT has become particularly salient in the discourse on 

teacher education reform in developing countries, where quality assurance systems are 

often externally imposed and inadequately linked to faculty capacity building. Scholars 

such as Tikly and Barrett (2021) and UNESCO (2022) argue that effective quality 

assurance must transcend mechanistic evaluation to foster a professional culture that 

values inquiry, reflection, and collaborative learning. In this sense, professional 

development is not merely a human resource strategy but an epistemic process through 

which teacher educators construct and reconstruct knowledge within a framework of 

institutional quality. In Tanzania, this theoretical integration is especially relevant given 

the enduring challenges of policy coherence, institutional resourcing, and workforce 

development. The current Education Sector Development Plan (URT, 2021) 

acknowledges that professional development and quality assurance are mutually 

reinforcing pillars of educational improvement. Yet, as empirical evidence suggests, this 

theoretical synergy has yet to be fully realized within the country’s teacher training 

colleges, where quality remains narrowly construed as compliance with external 

standards rather than as the outcome of an evolving professional learning culture. 

 

Empirical Review 

Empirical studies conducted in Tanzania between 2020 and 2025 reveal both progress 

and persistent gaps in aligning professional development with quality assurance 

mechanisms. Kafyuliilo and Rugambuka (2021) found that while many colleges have 

established quality assurance committees, their operational effectiveness is often 

undermined by limited staff competence, irregular funding, and fragmented institutional 

planning. Similarly, Stutchbury, Mutemeri, and Mwabumba (2022) observed that most 

colleges lack structured professional development frameworks, relying instead on ad hoc 
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workshops and externally sponsored short courses that seldom translate into long-term 

pedagogical improvement. The quality assurance processes that do exist tend to 

emphasize compliance audits and documentation rather than formative feedback or 

reflective practice. This results in a culture of accountability that privileges procedural 

conformity over transformative professional learning (Chambulila, 2023). 

Further empirical evidence underscores the structural and pedagogical dimensions of 

these challenges. Mnkandla and Kahangwa (2023) reported that the COVID-19 pandemic 

accelerated the digitalization of teaching and learning but also magnified inequalities in 

technological readiness among teacher educators. While a few institutions integrated 

online platforms and blended learning models, many struggled with inadequate 

infrastructure and limited digital competence. These findings resonate with broader 

regional research by UNESCO (2024), which noted that quality assurance in Sub-Saharan 

African teacher education systems remains largely reactive, focusing on periodic 

evaluation rather than continuous professional growth. The Tanzanian context, in 

particular, reflects an ongoing struggle to institutionalize professional development as a 

core function of quality assurance systems rather than as a supplementary or remedial 

intervention. This disconnect has profound implications for the sustainability of teacher 

education reform, as it constrains the emergence of a professional culture grounded in 

innovation, collaboration, and reflective inquiry. 

Despite these challenges, emerging models of practice offer promising insights. Studies 

by Chambulila (2023) and the Tanzania Commission for Universities (TCU, 2023) 

highlight efforts to integrate professional development within institutional quality 

frameworks through internal mentoring programs, peer observation, and collaborative 

action research. These initiatives demonstrate that quality assurance can serve as a 

developmental process when embedded within participatory structures that value 

educator agency and professional dialogue. Similarly, Livingston (2023) underscores the 

importance of establishing professional learning communities that bridge the gap 

between policy and practice, enabling teacher educators to co-construct standards of 

excellence rather than merely comply with externally defined indicators. These 

innovations reflect a gradual paradigm shift from hierarchical regulation toward collegial 

professionalism, aligning closely with the principles of Total Quality Management and 

Human Capital Theory. Nonetheless, as URT (2024) cautions, sustaining these practices 

requires systemic investment in institutional autonomy, research capacity, and 

leadership development. 

Collectively, the empirical evidence from 2020 to 2025 paints a nuanced picture of 

Tanzanian teacher education: a sector in transition, grappling with the demands of 

quality assurance while striving to cultivate a culture of continuous professional 

learning. While policy frameworks articulate the interdependence between professional 

development and quality assurance, implementation remains constrained by structural, 

cultural, and resource limitations. The literature thus converges on a central insight: that 

the enhancement of teacher education quality in Tanzania depends not merely on 

refining regulatory systems but on embedding professional development within the 

everyday practices, values, and identities of teacher educators. In this respect, the 

integration of TQM and HCT provides both a theoretical rationale and a practical 
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pathway for transforming quality assurance from an externally driven requirement into 

an internally sustained culture of excellence. 

 

Methodology 
This study adopted a systematic literature review (SLR) design guided by the Preferred 

Reporting Items for Systematic Reviews and Meta-Analyses (PRISMA) framework to 

consolidate evidence on professional development and quality assurance in Tanzanian 

teacher training colleges (Moher et al., 2009; Page et al., 2021). The review focused on 

literature published between January 2020 and September 2025 to capture reforms 

aligned with Tanzania’s Education Sector Development Plan (URT, 2021). Searches 

across Scopus, Web of Science, ERIC, and IEEE Xplore used Boolean combinations of 

keywords such as “teacher professional development,” “quality assurance,” and 

“Tanzania.” Studies were included if published in English, focused on teacher education, 

and explicitly addressed quality assurance, professional development, or their 

intersection. To ensure contextual relevance while incorporating regional insights, 

studies from comparable Sub-Saharan African contexts were considered only if they 

examined systems facing similar structural challenges, specifically, post-colonial systems 

undergoing massification while implementing formal quality assurance amid resource 

constraints. Editorials and non-peer-reviewed works were excluded. 

The selection process followed the PRISMA 2020 flow. Database searches yielded 184 

records. After removing 63 duplicates, 121 records were screened by title and abstract, 

leading to the retrieval of 45 full-text articles for eligibility assessment. Ultimately, 21 

studies met all inclusion criteria. The primary reasons for excluding 24 articles at the full-

text stage were lack of direct relevance to the core themes (n=11), focus on a non-

comparable national context (n=7), inappropriate study design (n=4), and inaccessible full 

text (n=2). 

The methodological rigor and credibility of the 21 retained studies were appraised using 

an adapted Critical Appraisal Skills Programme (CASP) checklist, evaluating clarity of 

objectives, design coherence, data validity, and relevance to the review’s theoretical 

framework of Total Quality Management (TQM) and Human Capital Theory (HCT). No 

studies were excluded based on this appraisal; instead, it informed the analytical 

weighting of the evidence. Data extraction employed a standardized matrix to capture 

bibliographic details, methodological features, and key findings. Thematic synthesis, 

following Braun and Clarke’s (2019) approach, was then used to interpret the data. This 

involved generating deductive codes from TQM and HCT principles (e.g., continuous 

improvement, capacity building) alongside inductive codes from recurring findings, 

ultimately organizing results into convergent analytical themes. 

Throughout the process, ethical standards were maintained to ensure proper attribution. 

To enhance linguistic precision and stylistic consistency, the final manuscript underwent 

academic language refinement using ChatGPT (OpenAI, 2025 edition) as an auxiliary 

tool for clarity, without altering analytical integrity. This detailed, PRISMA-guided 

methodological process ensured transparency, replicability, and theoretical congruence, 

with the synthesized evidence informing the findings presented next. 
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Results 
The findings of this systematic review reveal three interrelated themes that collectively 

illustrate the complex relationship between professional development and quality 

assurance in Tanzanian teacher training colleges. These are: (1) the initial preparation and 

professional competence of teacher educators, (2) the implementation and 

institutionalization of quality assurance mechanisms, and (3) the role of institutional 

support, research culture, and continuous professional learning. Together, these themes 

reflect both systemic challenges and emerging opportunities for strengthening the quality 

of teacher education through coherent, evidence-informed practices. 

 

Initial Preparation and Professional Competence of Teacher Educators 

The first theme concerns the initial preparation and professional competence of teacher 

educators, which emerged as a foundational determinant of institutional quality and a 

decisive factor in the success of quality assurance initiatives. The reviewed studies 

(Kafyuliilo & Rugambuka, 2021; Chambulila, 2023; UNESCO, 2024) consistently reveal 

that while Tanzania has significantly expanded access to teacher education, disparities in 

the professional capacity of teacher educators remain striking. Many institutions 

continue to rely on tutors and lecturers whose academic qualifications do not always 

align with the specialized demands of contemporary teacher education. The findings 

show that the majority of teacher educators were trained under traditional models that 

emphasize content mastery and procedural teaching methods, with limited exposure to 

reflective practice, digital pedagogy, or action research. Consequently, a large segment of 

the teaching workforce lacks the adaptive expertise needed to respond to evolving 

educational contexts and quality assurance requirements. 

This condition underscores a central paradox: while the expansion of teacher education 

has increased the supply of instructors, it has not proportionally enhanced their 

pedagogical or research capacity. The review indicates that the curriculum for preparing 

teacher educators remains fragmented and insufficiently aligned with the standards set 

by the Tanzania Commission for Universities (TCU) and the National Council for 

Technical Education (NACTE). As a result, quality assurance audits often highlight 

deficiencies in instructional methods, curriculum delivery, and assessment strategies 

(URT, 2024). From a theoretical perspective, this theme vividly demonstrates the Human 

Capital Theory proposition that meaningful investment in human competence yields 

measurable institutional returns (Becker, 1964; Schultz, 1971). Where teacher educators 

lack systematic preparation, institutional performance inevitably suffers. 

The implications of this finding are multifold. First, professional competence should be 

viewed not as an individual attribute but as an institutional asset one that must be 

continuously cultivated through structured professional development. Second, policies 

should prioritize the professionalization of teacher educators through graduate-level 

preparation, mentorship, and collaborative learning opportunities. Third, quality 

assurance systems must move beyond procedural inspection to assess the actual 

pedagogical capacity of educators. The evidence suggests that when teacher educators 

engage in targeted professional learning particularly in areas such as reflective practice, 

curriculum design, and educational technology the overall institutional quality improves 
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(Livingston, 2023). Thus, enhancing initial preparation and competence is not only a 

prerequisite for quality assurance but the cornerstone of sustainable educational 

improvement in Tanzania. 

 

Implementation and Institutionalization of Quality Assurance Mechanisms 

The second theme focuses on the implementation and institutionalization of quality 

assurance mechanisms within teacher training colleges. The reviewed literature 

(Stutchbury, Mutemeri & Mwabumba, 2022; TCU, 2023; URT, 2024) reveals that although 

most institutions possess formal structures such as quality assurance committees, self-

assessment teams, and external audit systems, these mechanisms are often poorly 

operationalized. Many of these bodies exist primarily for compliance with regulatory 

requirements rather than as engines of institutional transformation. The processes remain 

hierarchical, documentation-heavy, and event-based, which limits their developmental 

potential. For instance, audits are typically conducted as one-time evaluations rather than 

as part of an ongoing cycle of planning, implementation, reflection, and improvement. 

This bureaucratic orientation not only marginalizes teacher educators from decision-

making but also fosters a culture of compliance rather than commitment. 

From the lens of Total Quality Management (TQM), this situation reveals a partial and 

superficial adoption of quality assurance principles. The essence of TQM lies in 

embedding continuous improvement into institutional culture through participation, 

reflection, and evidence-based decision-making (Deming, 1986; Sallis, 2014). However, 

the findings indicate that Tanzanian teacher training colleges often prioritize external 

control over internal learning. Institutional managers tend to perceive quality assurance 

as an administrative obligation, while academic staff regard it as an intrusive audit 

process. This disjunction constrains organizational learning and diminishes ownership of 

quality processes. Conversely, institutions that have begun to implement participatory 

quality assurance practices such as peer review, collaborative self-assessment, and 

internal benchmarking demonstrate greater adaptability, transparency, and staff 

motivation (Tikly & Barrett, 2021). 

The challenges identified in this theme also highlight issues of policy coherence and 

resource dependency. Most quality assurance systems operate under the dual oversight 

of TCU and NACTE, leading to overlapping mandates and inconsistent standards across 

institutions. Additionally, financial constraints and limited technical expertise hinder 

regular monitoring and follow-up on quality improvement plans (URT, 2024). Yet, within 

these limitations, some colleges have initiated innovative practices that align with the 

developmental spirit of TQM. For example, a few institutions have introduced 

participatory quality circles and internal mentorship models, fostering a sense of 

collective accountability among staff. These localized practices affirm that quality 

assurance can be a dynamic process of institutional self-renewal when educators are 

empowered to define and pursue quality collaboratively. 

Overall, this theme illustrates that institutionalizing quality assurance in Tanzanian 

teacher training colleges requires a paradigmatic shift from externally imposed 

accountability toward internally driven improvement. Quality must be understood as an 

emergent property of institutional culture, not a static outcome of inspection. When 
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teacher educators actively engage in quality processes as reflective professionals, quality 

assurance transcends its procedural form to become a lived ethos of practice. This shift is 

consistent with the principles of TQM, which call for holistic engagement, leadership 

commitment, and shared responsibility across all organizational levels. 

 

Institutional Support, Research Culture, and Continuous Professional Learning 

The third theme emphasizes the indispensable role of institutional support, research 

culture, and continuous professional learning in sustaining quality within teacher 

education. Evidence from the reviewed studies (Mnkandla & Kahangwa, 2023; 

Livingston, 2023; UNESCO, 2024) reveals that quality assurance is most effective when 

embedded within supportive environments that promote professional growth, 

innovation, and scholarly inquiry. However, in Tanzania, many teacher training colleges 

continue to operate under constrained conditions marked by inadequate funding, limited 

research capacity, and insufficient professional development infrastructure. The absence 

of structured research programs and incentives for scholarly engagement has contributed 

to low research productivity among teacher educators. As a result, institutional 

improvement efforts often lack empirical grounding, reducing quality assurance to a 

technical rather than knowledge-driven process. 

The COVID-19 pandemic further exposed the fragility of institutional support systems, 

especially in relation to digital readiness and instructional adaptability. Mnkandla and 

Kahangwa (2023) found that while several colleges attempted to implement blended and 

online learning modalities, most lacked the technological infrastructure, policy guidance, 

and professional competence required for effective delivery. This gap underscores a 

critical dimension of quality assurance the need for systemic investment in technological 

and pedagogical innovation. Despite these challenges, the review identifies promising 

practices, such as the emergence of professional learning communities, internal 

mentorship programs, and peer-led workshops. These initiatives have enhanced collegial 

collaboration and reflective practice, thereby integrating professional development into 

institutional culture. 

From a theoretical standpoint, this theme exemplifies the synergy between Human 

Capital Theory and Total Quality Management. Continuous professional learning 

represents the human capital that drives institutional quality, while supportive structures 

and research engagement represent the systems-level mechanisms that sustain it (Becker, 

1964; Sallis, 2014). When institutions create environments conducive to research, 

dialogue, and mentorship, they enable teacher educators to innovate, evaluate, and refine 

their practices. Conversely, when institutional support is weak or inconsistent, quality 

assurance devolves into a bureaucratic routine with limited developmental impact. The 

reviewed literature suggests that fostering a robust research culture not only strengthens 

accountability but also nurtures intrinsic motivation among teacher educators to pursue 

excellence. 

The implications of this theme are profound. Institutional leaders must recognize that 

sustainable quality is inseparable from the professional well-being and intellectual 

empowerment of their staff. Investments in professional learning, digital competence, 

and research engagement should be integrated into institutional strategic plans rather 
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than treated as discretionary initiatives. Moreover, national quality assurance 

frameworks must incorporate metrics that assess not only compliance but also 

institutional learning capacity, innovation, and research output. By aligning professional 

development with institutional goals, Tanzanian teacher training colleges can cultivate a 

culture of excellence in which quality assurance becomes an organic, self-renewing 

process rather than an externally imposed expectation. 

In synthesis, the three themes collectively reaffirm that professional development and 

quality assurance are mutually constitutive and interdependent. Structural frameworks 

of quality assurance provide accountability and coherence, while professional 

development ensures the competence, motivation, and reflective capacity necessary to 

operationalize those frameworks. The reviewed literature demonstrates that quality in 

Tanzanian teacher education cannot be legislated through policy alone; it must be 

nurtured through the deliberate cultivation of professional learning cultures. Integrating 

the principles of Total Quality Management and Human Capital Theory provides a 

conceptual pathway for achieving this integration, where institutional systems and 

human capacities evolve in tandem to sustain continuous improvement. 

 

Conclusion and Recommendations 
This systematic review has demonstrated that the enhancement of teacher education 

quality in Tanzania is inextricably linked to the professional development (PD) of teacher 

educators and the institutionalization of coherent, participatory quality assurance (QA) 

systems. The evidence synthesized from studies published between 2020 and 2025 

reveals that while Tanzania has made commendable progress in expanding teacher 

education and formalizing QA frameworks, significant challenges persist. These include 

compliance-oriented QA mechanisms that emphasize external audits over internal 

learning, and PD initiatives that are uneven, sporadic, and disconnected from 

institutional priorities. In practice, an integrated model for Tanzania would manifest as 

a cyclical, institutionally-embedded system where QA and PD are mutually reinforcing. 

This model would feature structured PD activities such as collaborative action research, 

peer review, and technology-integration workshops that are directly informed by the 

outcomes of internal QA audits and self-assessment reports. Conversely, the QA 

processes themselves would be designed as developmental exercises, facilitated by 

internal mentors and focused on generating formative feedback for professional growth 

plans, rather than merely producing compliance documentation. Theoretically, these 

findings affirm the interdependence proposed by Total Quality Management (TQM) and 

Human Capital Theory (HCT): sustainable educational quality arises when institutional 

systems and human capacities are developed concurrently. TQM emphasizes systemic 

alignment and evidence-based improvement, while HCT underscores investing in 

educator competence. Together, they highlight that QA cannot be achieved through 

regulation alone but must be internalized as a culture of excellence rooted in reflective, 

empowered professional practice. 

In light of these findings, several key recommendations emerge for policy, practice, and 

research. First, Tanzania’s teacher training colleges must reconceptualize QA as a 

developmental process, embedding mechanisms for peer learning, mentorship, and self-
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assessment into institutional routines. National bodies such as TCU and NACTE should 

harmonize standards and provide capacity-building support to enable institutions to 

operationalize QA frameworks effectively. Second, PD should be institutionalized 

through structured programs that emphasize pedagogical innovation, research 

engagement, and digital literacy, with continuous investment in teacher educator 

competence. Third, policy reforms should promote institutional autonomy, resource 

adequacy, and leadership development to support internal quality cultures. Finally, 

future research should explore the longitudinal impact of integrated QA and PD models 

on teacher educator performance and student learning outcomes. In sum, the future of 

quality education in Tanzania depends on a deliberate synthesis of systemic 

accountability and professional empowerment—an equilibrium where institutions, 

educators, and policymakers collectively enact quality not as an imposed standard but as 

a shared professional ethos sustained through continuous reflection, learning, and 

innovation. 
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