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1. Background to the Problem 

Though they are important educational stakeholders with a crucial role to play in implementing educational 
policies and influencing school running in general (Heystek, 2003), for them to adequately play their role, depends on their 
awareness and knowledge of what they are required to do, among others (Heystek, 2011, Tesha, 2012, Kiilu and 
Mugambi,2019). When parents are informed in school matters and are given relevant opportunities, they do play their 
roles in improving education in schools (Ngalawa, Simmt & Glanfiel, 2015).  However, the extent of parental involvement 
in the management of schools in Tanzania, like in many other countries, has been a persistent challenge over the years.  
One of the factors of the low-level parental involvement in schools’ issues in Tanzania is their lack of knowledge of the 
existing education policies and directives (Magava, 2015, Kalolo, 2016).  Magava’s (2015) study showed that universal 
primary education did not achieve its objectives due to lack of support from the grassroots, as parents did not participate 
in the formulation and implementation of the policy and so were unaware of what was taking place in schools. Tarimo 
(1996) had earlier pointed out that the policy of education for self-reliance failed for similar reasons. This had, for a long 
time, raised many serious concerns among the stakeholders on the need to enhance parental participation in schools for 
improvement in education (Bernard, 2004; Focus, 2010; Magava, 2015, Kalolo, 2016). One of the needs was making 
parents fully aware of educational plans. 

Nevertheless, the government of Tanzania was aware of this fact and had made several attempts to allay the said 
challenge. One of the interventions was the establishment of secondary school governing boards (SGBs) through the 
Education Act Number 25 of 1978 for the purpose of involving parents and communities in the governance of secondary 
schools in the country (URT, 1978; 1995).  Since then, SGBs have been mandated to oversee effective governance of 
secondary schools in Tanzania that includes effective parental involvement (URT, 1978, 1995, 2002, 2015 a; 2016 b). The 
parents take part in school management through School Management Teams - SMTs (URT, 2004; 2015) and parents’ 
meetings - PMs (URT, 2015 a; 2016 a). 
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SGBs were established for the purpose of managing the schools in terms of planning for development, budget 
control, provision of relevant education and for involving communities and parents in schools, whom the former education 
system had excluded.  In her intent to include all the stakeholders in managing education, the government of Tanzania 
strengthened SGBs through the Education Policy of 1995 to address parents’ concerns and enhance community and 
parental participation in running secondary schools (URT, 1995, Cap 4.3.4 –5).   Despite those efforts, the issue persisted 
as parents were not fully involved in managing schools.  

Furthermore, decentralization by devolution in 2004 in the Secondary Education Development Programme 
(SEDP) called for the establishment of ward (community secondary) schools (URT, 2004). SEDP directed communities to 
construct school buildings up to lintel level and the government to complete them and employ teachers for the schools. 
Besides this laudable partnership that resulted in significant expansion of ward (community secondary) schools (URT, 
2004), the schools performed poorly in education as both parties seemed not to adequately play their roles (Komba & 
Makwinya, 2014). It was unknown why this scenario emerged.    

The Team Review of Primary Education Development Programme (PEDP) I and SEDP I reported that the top-
down directives in the education programmes in Tanzania undermined the competences and empowerment of school 
committees in the management and use of funds allocated to schools (Munishi, 2014; URT, 2014, 2016 a). This was a 
logistically challenging bureaucracy of centralism that hindered effective implementation of the programme. School 
committees that were supposed to be constituted by parents were reduced   to toothless entities instead of becoming 
enabling supportive systems. 

Parents and other members of communities did not know what they were to do next after they built the schools. 
They did not know what was going on in the schools (Focus, 2010; Maendaenda, 2010). This created the impression that 
parents and communities remained stranded as regards their schools’ management. This must have contributed to the 
reported poor academic performance. Whether the guidelines of the 2014 education and training policy were then known 
to the parents remained unclear. 

Therefore, the government commitment to improve parental involvement through the 1995 Education and 
Training Policy and subsequently decentralization by devolution in 2004 had not decisively addressed the challenge of 
parental participation. Whether the 2014 education policy made a significant improvement in the knowledge of the 
guidelines among parents was equally not known. 

At a practical level, some ward school heads involved parents in decision making while others did not. Whereas 
some studies reported high parental involvement in the governance of the schools (Salema, 2009; Fanuel, 2015; Ngalawa, 
Glanfield, & Simmt, 2015), others  indicated low or  lack of their involvement (Matekere, 2003; Bernard, 2004; Kalolo, 
2016) and others revealed mixed findings such as Makenya (2013) who reported that parents participated in School 
Governing Boards (SGBs) and linked others to schools. However, a quarter (25.4%) of the participants of the study 
indicated   that parents were reluctant to be involved in school activities as they were not aware of its importance in 
school management.  Whether parents in Rukwa region were now clearly informed on the provision of circular number 3 
of 2016 was not known. 

 As an intervention strategy, the government of Tanzania released the Education and Training Policy in 2014 as 
one of the aims put in place to address the said challenges. The 2014 Education and Training Policy, through Circular 
Number 3 of 2016, and procedure for voluntary contributions in schools (URT, 2016 a), amplified parental involvement in 
schools in the country. For the first time in the history of education in Tanzania, the government widened the roles of 
parents in decision-making and coming up with resolutions in all public schools for ensuring accountability therein.  

The Fees Free Education Policy of 2014 intended to involve parents more in schools. It commissioned parents to 
play more active roles such as holding the school management to account in case they contravened the education policy, 
ensuring legitimation of decisions in school administration, partaking in major resolutions in all public schools and 
become the initiators of voluntary contributions to solve educational challenges in the schools.  The circular was also 
meant to empower parents to reprimand and report the malpractices in the implementation of fees free basic education 
policy of 2014 which focused on education leadership, supervision and management that are relevant and accountable 
(URT, 2014). The section reads, ‘Parents/guardians shall have the following responsibilities: to reprimand and to report to 
relevant authority regarding the behaviours that are contrary to fees free basic education’ (URT, 2016, No. 3.10, section 5).   

These were new responsibilities entrusted to parents by the new policy approaches.  However, whether the 
parents were aware of the guidelines and were willing to assume their roles was not known. Thus, stakeholders were 
involved in the debate on the implementation of the 2014 education policy. Some held the view that parents were then 
more aware of what was required of them and were actively involved while others believed that they were no longer 
involved in their schools’ affairs following the fees free education policy (Siyame, 2016; Hakielimu, 2017). It was unclear 
whether the parents were well-informed on what the policy required them to do.  This view is echoed by Mualuko and 
Limukii (2012) who reported on parents’ lack of clear understanding of fees free education policy and that it hindered 
their participation in the policy implementation in Kenya. 

To further clarify the 2014 Education Policy, the government of Tanzania, through the Ministry of Education, 
Science and Technology, released circular number 6 on 10th December 2015 with guidelines on the implementation of the 
education policy, including parents’ involvement aspect. However, the circular created some confusion and 
misunderstanding as it was not specific on the areas which parents were to participate in decision-making and excluded 
other members of communities (Siyame, 2016; Ismail, 2017; Hakielimu, 2017).   

The government issued yet another circular number 3 (circular 3) on 25 May, 2016 clarifying the 
community’s/parents’ participation in decisions and resolutions made in schools. It even included community members as 
they were not covered in the former circular. To this effect, circular number 3 was more elaborate, clear and could be 
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understood.   The government made additional efforts to clarify the circular for its smooth implementation (Chawe, 2017). 
Nonetheless, whether those clarifications were clear to parents in Katavi Region or attracted more parental involvement 
was unknown. 

The literature that has been reviewed in this study indicate that Rukwa Region faced a number of educational 
challenges that were associated with parents and the local community. They included the members local community not 
valuing education, lack of formal education among most parents, lack of awareness of education and lack of cooperation 
between parents and educators, among others (Ndasi, 2003; Mhegera, 2011; Nyandwi, 2014; Mshani, 2015; Siyame, 2016; 
Yassin, 2017). 

Such challenges positioned Rukwa region among the regions in Tanzania whose education standards was poor. 
Some parents colluded with their children to drop from schools and secure jobs in different economic sectors (Mhegera, 
2011; Siyame, 2016 b).  There were cases where parents and community members even assaulted teachers and rejected 
offers for discussions with relevant education authorities (Yassin, 2017). Some other parents threatened teachers when 
they made follow-up of their truant children (Mshani, 2015). These issues raised crucial questions on parents’ knowledge 
and understanding of the education policy guidelines and their participation in the implementation process in the schools 
in Rukwa Region. 

This study, therefore, was propelled by the prevailing issues in the region; hence, it sought to examine parents’ 
knowledge of the 2014 education policy guidelines and its role on their involvement in the implementation of the policy in 
ward schools in Rukwa region. Its aim was to determine whether the new circular that seemed more elaborate (Hakielimu, 
2017) made any improvement in parents’ knowledge, understanding and involvement in ward schools as gauged by past 
experience.   

 
1.1. Statement of the Problem 

While parents’ knowledge of and participation in implementing education policies have been seen to make 
significant contribution to effectiveness in running of schools (Ngalawa, Simmt and Glanfield, 2015; Kiilu and 
Mugambi,2019), their involvement in schools has been a persistent challenge in Tanzania (Tarimo, 1996; Komba and 
Makenya, 2014; Magava, 2015, Kalolo 2016). Even when the government released the 2015 education policy guidelines for 
more parental involvement in schools, parents seemed not to play their role as required. This raised concerns and debate 
among stakeholders regarding parental involvement in schools, some holding that it had improved while others 
maintained that it became worsened as the guidelines were not clear (Hakielimu, 2017).  

Additionally, parents in Rukwa region demonstrated lack of interest in the running of the schools even after the 
launching the 2016 education guidelines that were more elaborate (URT, 2016 a; Hakielimu, 2017). These jeopardized 
policy implementation and school management effectiveness in the region. Hence, there were increasing concerns of 
stakeholders, who still questioned the aspect of parental involvement in schools in the region (Siyame, 2016, Yasini, 2017).   
Nevertheless, whether the parents knew the 2016 education policy guidelines clearly and could play their roles as 
stipulated in the procedures was not known while no study on the same was found. This study, therefore, examined 
parents’ knowledge of education policy guidelines and their role in the implementation of the 2014 fees free basic 
education policy in Rukwa Region, Tanzania. 
 
1.2. Research Questions 

This study was guided by the following questions: 
 Do the parents in Rukwa Region really know the 2014 Education Policy Guidelines on their involvement in 

schools? 
 How do parents’ knowledge of the 2014 Education Policy Guidelines influence their participation in its 

implementation in ward secondary schools in Rukwa Region? 
 
1.3. Research Hypotheses 

The study tested the following hypotheses: 
 There is no significant difference in the school heads’ mean scores on the parents’ knowledge of the policy 

guidelines in Rukwa Region when comparing rural with urban schools’. 
 Work experience and education level have no significant effect on the school heads’ mean scores of parents’ 

knowledge of the policy guidelines in Rukwa region. 
 
1.4. Theoretical Framework 

The study is grounded on the rational model of implementation of policies. Khan and Khandaker (2016) 
developed the rational model for enhancing policy implementation through five components: (i) clarity of policy goals, 
targets and objectives, (ii) accurate and consistent planning, (iii) clear and detailed task assignments, (iv)accurate 
standardization, and (v) proper monitoring.  

These components apply to the policy implementation that presupposes the knowledge of it by the stakeholders.  
This model was applicable to our study as it examined parents’ knowledge of the policy and its role on implementation as a 
dependent variable. The aspect of policy clarity, task assignment, standardization and proper monitoring as stated in the 
circular number 3 of 2016 were directly applicable to the model. Hence, the model was appropriate to be used in this 
study. All the five components are directly related to our study for they relate the parents’ knowledge of the policy 
guidelines to their participation in its implementation. The study covers all the aspects and it is part of monitoring the 
effectiveness of the implementation of the policy. 
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1.5. Significance of the Study 
The study serves as a timely assessment of the implementation of the education policy that informs on the level 

of its effectiveness. It informs the stakeholders on the status of parents’ role in the implementation of the education policy 
guidelines. It can help the policy implementers and monitors to make relevant decisions for arresting existing 
implementation hurdles; thereby enhancing its efficiency.  

 
2. Review of Related Literature 

This section has two parts, namely a review of one theory and that of empirical studies. First the theory, ‘The 
Optimal Model of Policymaking and Analysis,’ is reviewed and then followed by the review of the empirical studies. 

2.1. Review of the Theory 
In this study, the Optimal Model of Policymaking and Analysis serves as the theoretical guide of this study. It was 

developed by Dror (1968) as the optimal policy making model for the policy of public policy-making. It has three phases of 
meta-policymaking, policy making and post-policy making including the feedback.  

The meta-policymaking phase is for evaluating related values, situational analysis based on data, stating 
problems, identification and analysis of resources, designing policy making system, assigning problems and allocating 
resources to the relevant policy-making units. It is a pre-policy environmental and resources analysis. Phases two 
comprises the actual policy-making processes. They include agreements on strategies, values and basis for policy making, 
actual sub-allocation of resources, selection of alternatives and prioritization of values and specification of goals plus cost 
benefit analysis.   Phase three is a policy implementation. This stage comprises communicating the policy to stakeholders, 
mobilization of implementers and actual implementation of the policy i.e. translating the policy goals into policy activities. 

After the third phase is the assessment and evaluation of the policy - ascertaining and appraising the 
performance of the policy and sharing feedback to policy makers, implementers and other stakeholders for a decision on 
improving the policy performance.  Dror (1968) insists that the assessment of a policy begins with policy implementation 
and continues until the policy implementation is completed. 

The model is applicable to policy making and implementation to a large extent. Making environmental scan prior 
to policy making ensures appropriate formulation of relevant policies. More importantly is its direct applicability to this 
study that examined parents’ knowledge of education policy guidelines and its effects on implementation process. The 
aspects of communicating the policy appropriately, motivating implementers, executing the policy and assessing and 
evaluating its performance is key to meaningful application of the policy. These aspects were relevant to this study.      

Though the model assumes that it can universally apply in all circumstances; hence, constituting a weakness. 
Nonetheless, as it is mostly relevant to policy making and implementation, it was appropriate to this study that examines 
parents’ knowledge of the education policy as stakeholders and how it influenced their participation in its implementation 
process.    
 
2.2. Review of Empirical Studies 

Parents’ knowledge of educational policies is key for their successful implementation. When the policies are 
clear to parents, they are easily implemented and the contrary is true since implementation becomes a challenge. Different 
study designs have come up with varied findings on parental involvement in the implementation of schools’ plans. The 
factors responsible for this variation are policy-related and parental-related (Okeke, 2014; Sumarsono, Imron Wiyono and 
Arifin, 2016; Albez and Ada, 2017). These subsequently lead to variations in the extent to which parents involve 
themselves in implementation of the plans in schools.   

Parents’ level of awareness of the education policies has been seen to accordingly influence their 
implementation process. The higher the knowledge level, the higher their participation in the implementation of education 
policies (LiCalsi, Ozek and Figlio, 2016; Al-Onizat, 2019; Al-Onizat, 2019). Thus, there is a correlation between parents’ 
knowledge level of education policies and their level of participation in the implementation of the plans in schools. This 
has been reported in different studies. 

In their regression – discontinuity designed exploratory study, LiCalsi, Ozek and Figlio (2016) reported that 
parents’ awareness of the rules of the Florida Retention Policy that was intended to be a universal policy, were able to 
request an exemption for their children from that policy.  Hence, parents reacted differently on policy implementation 
owing to different knowledge levels of the policy rules. As a result, the policy was unevenly implemented. However, it 
remains unknown whether there were specific policy guidelines for parents’ roles that could be used to determine their 
knowledge. 

Similarly, through a semi - experimental study, Al-Onizat (2019) examined the effectiveness of an educational 
programme in improving the level of knowledge of parents.  The results of the study showed that the level of parents' 
knowledge of natural growth indicators for their children   was low. Hence, the program was less effective in the 
implementation its guidelines. Further, the study discovered differences in the parents’ knowledge level about 
developmental delay indicators.   

Parents’ full knowledge of educational programmes has been seen to be significant in playing their roles in 
schools and in school effectiveness. As parents get fully informed of what they are required to do in schools, their 
involvement therein gets scaled up and subsequently school improvement is augmented.  This enhances quality education 
delivery due to the synergy of the school staff and parents’ support (Ngalawa, Simmt and Glanfield (2015; Kiilu and 
Mugambi, 2019).  Different study designs have come up with similar findings in this fact. 
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In their descriptive survey research design, Kiilu and Mugambi (2019) investigated into status of school feeding 
programme policy initiatives that aimed at improving school enrolment and attendance and reducing dropout rates and 
low academic achievement in primary schools in Machakos County, Kenya. This descriptive survey showed that most 
schools implemented the programme successfully as parents played a vital role. This was a result of being fully informed 
on the programme and on what they were required to do.  However, the study focused on the status of the programme, not 
directly on parents’ knowledge. This aspect was a minor facet. As such it could not answer our questions. Hence, though 
the study informed on the performance of the education programme on parents’ knowledge, it did not deal with an 
educational policy directly. Though a programme is also a plan, it was more of a capacity-building endeavour than the 
central plan or policy. Therefore, a little is known on parents’ knowledge level of the policy but provided on their 
understanding of a training programme. Additionally, the factors responsible for the differences in parents’ knowledge 
level of the programme remains covered. 

A qualitative case study by Ngalawa, Simmt and Glanfield (2015) indicated that parents were aware of school 
policies and supported Kitamburo Primary School in Kilolo District - Iringa, Tanzania. They were involved in decision-
making on issues such as retaining and motivating teachers and general cooperation with the school administration. The 
results indicated the school’s improvement and high level of academic achievement at the primary school.  As the policy 
guidelines were expected to bring positive changes, empirical verification was yet to be witnessed. However, the study did 
not examine any educational policy and or guidelines. It was based on school strategies in a particular school. It was more 
of a school leadership than universal education policy.  It was a case study on a single primary school that may not 
necessarily apply to secondary schools and specifically to ward schools in an environment such as that of Rukwa Region. It 
remained uncertain as to whether parents in community secondary schools in Rukwa Region were fully aware of the 
policy guidelines or were involved in the same manner as per the education policy provisions.   

While parents’ knowledge of education policies amplify parental involvement in schools, the contrary applies as 
their lack of knowledge on the same hampers policy implementation. Parents become passive or resist the policies or stage 
their movement to change them (Okeke, 2014; Iimene, 2015; Scribner and Fernández, 2017; İlikandKonuk, 2019). This 
becomes the first hurdle to overcome so as to ensure effective parental involvement in schools. 

A qualitative study by İlik and Konuk (2019) that evaluated parents’ participation in Individualized Education 
Programs (IEP) by opinions of participants in Turkey that involved special education teachers and parents of children with 
special needs revealed that most parents did not know anything about IEP. It was also found that the parents were not 
involved in the IEP process nor invited by the school. As a result, the programme was not effectively implemented as it 
lacked support from the parents. Besides informing on parents’ participation in the programme, the way it was 
communicated to parents is unknown. 

Due to lack of parents’ knowledge of school plans and programmes, they become hampered from being actively 
involved in the running of schools.  A qualitative study that was conducted by Kabir and Akter (2014) to explore parental 
involvement in secondary schools in Bangladesh by focusing on how parents were involved in their children’s education 
and the efforts made by schools to involve them, among others, revealed that most parents remained unaware of what was 
required of them in schools. This posed a challenge to the implementation of educational plans and policies.  However, this 
study was limited to common practice of involving parents, not on any specific policy. Though there were commission 
ruling, they did not feature in the practice of parental involvement.  Additionally, it was based on communication between 
parents and schools but not parents with other government authorities such as being responsive to circular letters or 
directives that guided parents’ responsibilities in schools. 

Parents’ ignorance of educational policies, besides inappropriate school administration landscape, is one of the 
factors behind inadequate parental involvement in schools. A case study by Okeke (2014) revealed that school 
administrative structures blocked parents in London – UK, from being involved in the management of schools. As a result, 
they were unaware of how to get involved despite their readiness to get participate though there were neither elaborate 
involvement strategies nor national policy on parental involvement. Whether parents could be adequately involved if 
there were elaborate strategies cannot also be assumed. Yet, one is not sure whether the fees free basic education in the 
context of Tanzania made a difference on parental involvement. But then, Okeke’s study being only a quantitative one, 
detailed views and explanations are missing. For instance, the reasons for not having an elaborated parental involvement 
plan are not given.  This study began from the ground to the theory. It did not assess parents’ knowledge of education 
policy and its implementation; hence, it suits only theoretical development. 

Lack of knowledge of the education policy and perceiving the policy to be unrealistic have been seen to be 
inhibitive of active parental participation in the implementation of education policies. In his qualitative study on 
perceptions of teachers and parents regarding the implementation of the education sector policy for the prevention and 
management of learner pregnancy in Oshigambo inspection circuit in Namibia, Iimene (2015) found that some parents had 
no knowledge of the policy while others perceived it to be unrealistic.  Hence, they were reluctant to partake in its 
implementation. In this regard, parents’ knowledge applied to both their lack of understanding and rejection of the policy. 
Whether the same could apply in the implementation of a fees free education policy in Rukwa region was yet to be 
established.  

What was reported in other countries regarding the clarity of educational policies seemed to take place in 
Tanzania in some aspects. In a case study, Zahara (2014) investigated into the factors that hindered effective parental 
involvement in public primary schools in Kinondoni Municipality, Tanzania. The findings revealed, among others, that the 
government was not open in its policy on parental involvement in primary schools. Furthermore, the government’s 
directives confused both head teachers and parents because they were not clear on parental involvement in schools.  
Nonetheless, the study did not specify the area of the policy that was not clear to parents and the school management. It 
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did not investigate a particular government directive on parental involvement. Whether the 2014 education policy 
guidelines allayed such challenges was, however, unknown. 

Besides parents’ knowledge as a determinant of their involvement in schools, the education policies and other 
frameworks count on the same. In some cases, the policies are either not realistic or unfriendly to parents. As such they 
become inhibitive of parental understanding and involvement in schools (Komba & Makwinya, 2014; Kalolo, 2016; 
Fernández and Scribner, 2018; Welton and Freelon, 2018).  

At other times, educational objectives articulated via the policies might not bear fruits if they are not well 
planned and implemented. Bertrand and Rodela (2018) analysed the social justice educational leadership field, 
underlining the leadership of youth, parents and community in educational leadership publications. The analysis indicated 
that many models of parental involvement were insensitive to marginalization (cultural racism). There was under 
consideration of structural racism and other forms of systemic inequity in education.  The analysis further indicated that 
the power dynamics and relationships among educators, parents and the community had not fundamentally changed. 
Thus, even though this approach involved a critical consideration of racism and other forms of inequity, possibilities for 
transformative agency were constrained. The findings from Bertrand and Rodela’s study showed that the strategies did 
not address the issue of marginalization to parents. Hence, the question on whether parents in Rukwa region knew the 
2014 education policy guidelines and whether it scaled up their involvement in schools was yet to be explored.   

The balance of power in educational policies has been seen to be vital in parents’ roles in school leadership. 
However, this has been a challenge to many school administrators. Rodela and Bertrand (2018) reported that parents 
were not given relevant stake in school plans. The educational policies excluded and marginalized parents and other 
stakeholders. They recommended that parents and other stakeholders be given wider stake in equity reforms for school 
improvement plans within the school administration context. They insisted that there should be a balance of power among 
stakeholders that include parents.  

Though the authors underscore the importance of parents in school improvement policies, they remain 
indifferent on the provision of the policy on the role of parents. Over and above, the study does not report directly on 
whether parents knew the plans of school improvement in the context of equity reforms in schools and whether they were 
enlightened on their exclusion. 

In some extreme cases, parents resist education policies when they find them not relevant to education in 
schools. As such their implementation becomes a challenge (Fernández and López, 2017; Scribner and Fernández, 2017; 
Welton and Freelon, 2018). 

Through a critical qualitative study, Scribner and Fernández (2017) explored the organizational politics in cases 
where immigrant Latina parents were supported to organize their movements within a school space for examining the 
consequences of these positions on their constituency within the school. It was revealed that Latina parents had concerns 
with immigration reforms and so did not cooperate with the policy. The immigration policy included getting fingerprinted 
as a condition of involvement in schools.   Parents’ involvement was affected by anti-immigrant policies and sentiments.  
The policy was, therefore, inhibitive of parental involvement as its marginalized immigrant parents. In this regard, the 
parents knew the policy but were against it. Hence, parents’ knowledge of the education policy had negative consequences 
on the implementation of the plan. However, whether the fees free basic education policy in Tanzania made changes in 
Rukwa region could not be taken for granted as no study had been conducted on this matter. 

In their case study, Fernández and López (2017) reported that the Latina parents resisted the anti-immigration 
policies and hindered their implementation. The study further indicated an imbalance of power dynamics in school 
involvement that was inhibitive of parental involvement as the Latina parents were being marginalized by the said 
policies. This resulted in a movement that advocated for reforms of schools by Latina parents. In such a case, the policy 
was inhibitive of parental involvement despite the policy provisions being clear to them. Nevertheless, whether the 2014 
education policy guidelines in Tanzania were understood or positively perceived by parents in terms of providing more 
space for parental involvement in schools in Rukwa region or it scaled up their involvement was yet to be established. 

Similar findings in education policy analysis by Welton and Freelon (2018) were uncovered. The researchers 
examined cases of school closure policy in the South Side of Chicago, which was a predominately working-class African 
American community. The policy provided that the schools that were underperforming in terms of declining student 
enrolments, repeated poor academic performance, budget limitations and competition from other school choices such as 
private schools, charters, magnet programs and selective public schools should be closed. The study employed a mixed 
methods design using interviews, observations, and document analysis. Findings from the study revealed parents’ strong 
resistance to the policy; hence, its implementation was a difficult process. Though the study had informed on parents’ 
reactions against the school closure policy, it remains silent on whether parents were given specific roles to policy in the 
policy. It also remains unknown on whether parents had clear policy guidelines that directed them on the same. Even their 
knowledge and understanding of the policy is not clearly elaborated in the study. 

Lack of clear education policies affects both teachers and parents in education processes. A study by Andrews 
(2018) revealed that absence of clear written policy on homework tasks to students made it difficult for teachers and 
parents to know exactly how to go about home assignments in class. The teachers assigned learners assignments though 
there was no any specific policy provision that governed it. Worse, illiterate parents could not assist their children to do 
them at home. While the study informs us on the importance of putting in place a clear policy on assisting children with 
homework-based assignments by parents, it remained silent on their involvement in the policy at schools. 

At times parents need to be free to initiate some practices in education so as to play their role based on what 
they think and believe is important. Fernández and Scribner (2018) analyzed how a Latina parent group and parent 
leaders activated and nurtured community cultural wealth and uncovered that the parent-initiated and parent-led groups 
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created and fostered a space where community cultural wealth was acknowledged and valued within the institution.  As 
Latina parents learned more about the new systems (policies) that they had to traverse on a daily basis, they coped with 
the policies or structures. As a result, some challenges between schools and parents were addressed through Latina 
Parents Organization (LPO) leaders’ negotiations of the inherent tension that emerged between LPO and school officials 
when a new parent organization was established at the school.  Parents, through their active work in LPO, emerged and 
positioned themselves as educational leaders within the school and community. All these were made possible as parents 
were knowledgeable and understood the policies of education and played their roles adequately.  

However, it was revealed also that Latina parents resisted the plans to merge their organization with Parents 
Teachers Association (PTA) as they felt it would cover their identity and their interests. In this regard, the Latina parents 
knew the policies but did not accept all the guidelines. Whether parents in Rukwa Region knew and believed that the 2014 
educational policy guidelines satisfactorily provided space for their involvement in schools was not known. It was 
unknown also whether the guidelines enhanced parents’ cooperation with the school administration in the region. 

Training of parents on education policies or programmes do contribute significantly to parents’ knowledge and 
their participation in the implementation of education plans in schools (Sunardi, Maryadi, &Sugini, 2014; Araque, 
Wietstock, Cova, and Zepeda, 2017; Bertrand, Freelon& Rogers, 2018). 

In a quasi-experimental research with a pre-test post-test design, Sunardi, Maryadi, &Sugini (2014) conducted 
an investigation on the effectiveness of a two-day inclusion workshop on teachers’ attitudes, understanding and 
competence in inclusive education in the Wonogiri District, in 25 sub-districts in Indonesia. Participants included 50 
parents and 50 teachers from 25 primary schools. Findings indicated that parents’ positive attitude towards the policy of 
inclusive education was improved after the workshop. This carries the impression that the training made parents more 
aware of the inclusive education policy and their attitudes became more positive towards the policy. Nonetheless, there 
was no evidence that the fees free basic education policy was well communicated to all parents and was clearly known and 
understood for them to actively participate to implement it in the schools in Rukwa Region. 

Similar findings were reported in an experimental pilot study by Araque, Wietstock, Cova, and Zepeda (2017) 
when they examined the ‘Impact of Latino Parent Engagement on Student Academic Achievement’. The study examined 
the impact of the Ten Education Commandments for Parents program. The aspects focused on (1) new immigrant Latino 
parents’ knowledge of the U.S.A public education system, (2) parent engagement, and (3) their children’s academic 
achievement.  Parents in the experimental group (n = 68) participated in the Ten Education Commandments for Parents 
workshop sessions and completed pre- and post - tests to assess differences in their perceptions and knowledge of parent 
engagement before and after attending the program. 

Results from the study showed positive variance of parent behaviour and knowledge as a result of the training 
sessions. Hence, it was a beneficial program. The great majority of parents said that they were no longer as intimidated 
with the education system and that they then had a better understanding about their roles when helping their children. 
Generally, the parents explained that improving their knowledge on how the schools were structured and operated, how 
to calculate a GPA, and how to access college opportunities empowered and reenergized them to be more active in helping 
their children at home. By improving parents’ skills and knowledge about the education system, their sense of efficacy and 
commitment to continue learning was enhanced and this led to the parents seeking additional opportunities to increase 
their knowledge and engagement of the educational system.  

The study findings were crucial in providing insight into the training of parents on educational policy and how it 
impacted on their knowledge and involvement in schools. Whether the same applied in the implementation of the 2014 
educational policy guidelines in Rukwa Region was yet to be established. It was further unclear whether the Rukwa 
parents knew and understood the 2014 educational policy guidelines when compared to the Latino ones.   

The effectiveness of training parents on educational policies and on the paradigm of the education system was 
reported also by Bertrand, Freelon & Rogers (2018), whose study revealed that parents could shape state and local 
education policies after they were exposed to policy guidelines through workshops in schools. In this regard, parents 
become fellow leaders in education as they become active participants in educational decision making in line with the 
provisions of educational policies. However, what was being experienced on the preparation of parents for the 
implementation of the 2014 education policy in Rukwa Region was unknown.  

In Tanzania, the legal framework had been a challenge to parents’ knowledge and involvement in schools 
(Komba & Makwinya, 2014; Kalolo, 2016).   In most cases, parents are not adequately involved in schools due to being 
non-members of the major decision-making bodies. Sometimes they remained uninformed of what was required of them 
or what was going on in the schools (URT, 1995, 2001; 2014). Whether the 2016 circular guidelines were made clear and 
friendly to parents in Rukwa Region to make them active supporters of schools was unclear. 

The reviewed studies indicate that parents’ involvement was generally on a low extent in the respective 
countries (Zahara, 2014; Okeke, 2012; Olayiwola and Alabi. 2015). Only a few studies such as that by Sumarsono et al. 
(2016) in Indonesia and Ngalawa et al. (2015) in Kitamburo – Iringa, Tanzania, reported a larger extent of parental 
involvement in schools.  None of the studies addressed parents’ knowledge of the 2016 policy guidelines and their 
involvement in the policy’s implementation. Evidence was lacking on whether the education policy guidelines introduced 
had made a difference on parental involvement in schools in Tanzania. 
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3. Research Methodology 

3.1. Research Approaches 
This study employed both qualitative and quantitative approaches. While quantitative approach focuses on 

counts and measurements (numbers/quantities), qualitative approach focuses on meanings, concepts, definitions, 
characteristics, symbols, and descriptions realities (Creswell 2014, Johnson and Christensen, 2017). The application of the 
two approaches was propelled by the early stated assumption that the combination of the two worldviews provide a 
better understanding of the research problem and its solution. The two could decisively answer the research questions 
and address the hypotheses formulated in this study. 
 
3.2. Research Design 

This study employed concurrent parallel mixed research design. This design involves collecting both, qualitative 
and quantitative data at the same time in a single visit to the research site, while giving equal weight to both types of data. 
Both types of data were collected concurrently and qualitative data were compared to quantitative data for meaningful 
interpretation.  Creswell (2014) has asserted that mixed methods procedures can be employed at data collection stage 
where qualitative and quantitative data are simultaneously collected.  

The design was preferred for enhancing validity and reliability of the study through triangulation. The two types 
of methods strengthen each other and minimise their weaknesses (Punch, 2009; Ary et al. 2010).  Therefore, qualitative 
data were used to compare and to extend the details of the quantitative data for decisive answering of the research 
problem. The researcher collected both types of data concurrently but analysed them separately. The results were 
compared for confirmation or reliability of both types of data. It is also less time consuming, hence it was more 
appropriate to the study. 

 
3.3. Target Population 

According to Rukwa Regional Education Officer’s (REO’s) response on 8th March 2017, Rukwa region had a total 
population of 1, 192, 373 (578, 431 males and 613, 942 females).   There were 70 ward secondary schools and 1,447 
teachers distributed in four administrative districts. Table1 presents the schools and teachers’ distribution in Rukwa 
Region.  

 
Districts Schools Teachers Population - Region 

male – 578, 431 
female 613, 942 

 
1, 192, 373 

Kalambo 15 258 
Nkasi 23 300 

Sumbwanga - Municipality 17 603 
Sumbawanga -Rural 15 286 

Total 70 1,447 
Table 1: Distribution of Community Secondary Schools and Teachers – district wise 

 
The target population in this study included heads of ward secondary schools (HoSSs), chairpersons of school 

governing boards (CSGBs) in community secondary schools and parents who had children in the schools and were 
responsible for their education in Rukwa Region. All ward schools in the region were targeted in this study.     

 The heads of schools and governing board chairpersons were responsible for implementing the education in 
schools (URT, 1978; URT, 1995; URT, 2015 b; URT, 2016a); hence, were considered important in the population of the 
study.  Parents were the centre of the study in the light of the new education policy guidelines. They had been given new 
responsibilities by the government to cooperate with the managing teams of schools and monitor the implementation of 
the 2014 Education Policy (URT, 2015 b; URT, 2016a). Table 2 presents a summary of the different categories of the target 
population.  
 

Target Population Number 
Chairpersons of School Governing Boards 70 

Heads of Ward Schools 70 
Parents having children in Ward Schools 17, 710 

Total Target Population 17, 850 
Table 2: Categories of Target Population (N = 17,850) 

 
3.4. Sample size and Sampling Procedures 

This section deals with determination and justification of the size of the study sample and the sampling 
techniques of different categories of participants. 

3.4.1. Sample Size 
The sample representativeness is essential and more important than its size in a study (Babbie, 2008; Cohen; 

Manion and Morrison, 2011). The sample size depends on the nature of the population and the needed data (Kahn and 
Best, 2006). It can be 10% of the population as the minimum for a descriptive study, or 20% for small populations (Gay, 
1987; Gay; Mills; and Airasian, 2012).  Mugenda and Mugenda (1999) proposed it using as large sample size as possible, 
even up to 50%. A sample size of 30 participants or cases has been recommended by scholars for studies that involve 
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statistical analysis (Bailey, 1994; Kahn and Best, 2006). However, Kahn and Best (2006) view samples of 30 or more cases 
as large samples and less than 30 as small ones.   

The researcher opted to select 40 heads out of 70 HoSSs in the region.  One CSGB in each of the 40 schools was 
included in the study. These formed 57.14% of the total population of the HoSSs and CSGBs.  As for the parents, the 
strategies of sampling did not favour any sample estimates.  The researcher decided to use the 200 parents as a reasonable 
number that could be used to justifiably make conclusions of the findings on this category. Thus, the sample for this study 
comprised280participants. It, therefore, included 40 heads of ward schools, 40 chairpersons of school governing boards 
(CSGBs) and 200 parents.  

3.4.2. Sampling Procedures 
 Normally mixed method designs, as earlier described, use samples with different sizes and scopes (Teddlie and 

Tashakkori, 2009 in Cohen; Manion and Morrison, 2011). The study assumed that there were different ontological realities 
in the population with different understanding of the research problem. It was, epistemologically and phenomenologically 
assumed also that some participants had common experience and knowledge of the research problem hence they could 
provide information that could be generalized to the population.  The researcher employed purposive sampling to select 
Rukwa region for the earlier stated reasons and so the four districts were automatically included in the study.    

Stratified random sampling was applied to select school heads based on their location - rural and urban and then 
coastal and highland areas that constituted units of analysis (Creswell & Clark, 2011; Teddlie& Yu, 2007). Simple random 
sampling was applied in each category of school heads.    

Convenience (opportunity/accidental) and snowball sampling techniques were employed to select parents.  The 
techniques were used as parents were scattered in varied sites. Thus, the researcher included in the sample the parents 
who were available and had children enrolled in ward schools in Rukwa Region.  Heads of schools and students were also 
requested to assist in identification for selection of the parents until a total of 200 parents were included in the sample. 
Snowball sampling was applied also to supplement the convenience technique.  Snowball sampling is also supported by 
other scholars (Kombo and Tromp, 2006; Mugenda and Mugenda, 1999). Only those parents who were able to read and 
write in either Kiswahili or English were included in the sample.  

The 40 chairpersons of school governing boards from the 40 schools were automatically included in the sample. 
Table 3 summarizes the target population, sampling frame plus procedures and sample size of the study. 
 

Target Population Sampling Frame Sampling 
Procedure 

Sample Size 

School Heads 70 a.[rural: i. coastal = 15; 
ii. uplands = 38] b.[urban = 

17] 

Stratified random 40 

Ward Schools 70 Automatic (40) 
Board Chairpersons 70 Automatic 40 

Parents 10,120 Snowball and 
Convenience 

200 

Total 17,710  280 
Table 3: Sampling Matrix 

 
3.5. Pilot Testing of the Instruments 

Besides the experts’ validation, the instruments were pilot-tested to determine their performance ability and 
applicability (Creswell, 2009; Gall, Gall & Borg, 2007). Pilot-testing was conducted in four schools that were not included in 
the sample of the main study. Pilot testing of the questionnaires was made to 4 HoSSs, 4 CSGBs and 30 parents to enable 
the researcher to check for language clarity, relevance of the research questions, comprehensibility and spacing for 
responses.  Pilot-testing of the interview guide was done to 4 HoSSs.  Relevant corrections were made to improve the 
instruments.   

 
3.6. Validity and Reliability of Research Instruments/Results 

 To ensure relevant results and drawing meaningful conclusions of the study, reliability (consistent 
interpretation) of the findings produced by the instruments (Field, 2009) and validity of the instruments were ascertained. 
Reliability of each type of study results was established based on the relevant procedures and both types of data were 
compared to enhance deeper understanding in this mixed method design. Reliability of quantitative findings was 
established using Cronbach alpha test on the results from scales (Creswell, 2014). Cronbach alpha test, which is 
appropriate for computing data on scales (Field, 2013), was used through statistical package for social sciences (SPSS) 
version 22. The test of reliability of the findings from parents’ responses, in the scale, indicated .90 and those from the 
heads of schools showed .98.   The results imply that the findings were highly reliable. 

To ensure validity and reliability of qualitative data (Ary, et al. 2010), four kinds of techniques were employed. 
They included confirmability, credibility, dependability and transferability (Teddlie & Yu, 2007; Kerlinger & Lee, 2000; 
Krathwohl, 2009). These were meant to ensure that what was recorded or reported was what was actually taking place in 
the field. 
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Objectivity (confirmability) of qualitative data were determined by triangulation, member checking and use of 
participants. No bias was entertained but honesty was observed in quotations (Krathwohl, 2009).  The researcher treated 
all participants equally to avoid any influence or motivation. Member-checking was done with district secondary education 
officers and heads of schools who were interviewed (Gall, Gall and Borg, 2007; Creswell, 2014; Salema, 2014). 

The consistency of the collected data (credibility) were established by prolonged interviews, member-checking, 
chain of evidence from different sources (source triangulation); hence, ensuring their credibility (Krathwohl, 2009; Gall; 
Gall and Borg, 2007).  The study compared quantitative data with qualitative data to ensure their credibility.  The data 
were in agreement to a large extent. 

Reliability (dependability) of qualitative data were determined by member-checking, triangulation and 
prolonged interviews (Morse, Barrett, Mayan, Olson, and Spiers, 2002; Krathwohl, 2009). The researcher consistently 
checked the coherence of data throughout the research process (Charles & Mertler, 2002). All the stages and components 
of the study (research questions, data collection procedures, analysis and interpretation of data that) were aligned to the 
data and were regularly checked to ensure that the results were trustworthy. These procedures-controlled reliability of 
the study results (Gall et al.2007; Salema, 2014).   

 Transferability (applicability of the findings to other contexts) (Teddlie & Yu, 2007) was determined through 
aligning or matching the study results to reviewed theories and studies in other contexts and situations as evaluated in 
Chapter Two.  The researcher matched the findings to existing body of knowledge (related literature) to establish 
applicability to other findings.  By collecting rich data through open - ended questionnaire items and in-depth interviews, 
the study findings could be established to apply to other contexts or similar cases or situations as they could be captured 
via detailed data collection (Krathwohl, 2009).     

To ensure that the instruments for collecting both qualitative and quantitative data facilitated making of 
meaningful interpretations (inferences) of the data from the instruments administered (Ary et al. 2010; Creswell, 2014), 
three levels of validating the instruments were employed. They included researcher’s initial validation, experts’ validation 
and pilot testing the instruments. One Kiswahili expert was involved in translating English into Kiswahili for the 
questionnaire for parents. Pilot testing of the instruments was done to test their validity in the real world.   

 
3.7. Data Collection Procedures 

The researcher obtained a letter of introduction from the Rukwa Regional Administrative Secretary (RAS), who 
referred the researcher to the Regional Education Officer (REO) and then he was introduced to the District Secondary 
Education Officers (DSEOs). From there the researcher got permission to visit the sampled schools and participants, made 
appointments and met the selected participants for data collection. The researcher administered the research instruments 
by himself.   A cell phone was used for voice recording and a note book for note taking when interviewing the participants.  

 
3.8. Data Analysis Procedures 

The data were analysed through examining, deducing and interpreting the information (Kombo and Tromp, 
2006).   It   included computing descriptive and inferential statistics for quantitative data using the SPSS and summarising, 
identifying and categorising themes and explaining, paraphrasing and quotations of qualitative data (Kombo and Tromp, 
2006; Gall et al., 2007). 

Quantitative data such as scores of participants’ preliminary information and items such as yes/no scales were 
analyzed by descriptive statistics using SPSS version 22. In describing the intensity or occurrences, descriptive statistics, 
namely frequencies and percentages were used.  Qualitative data such as opinions, views, perceptions, suggestions and 
explanations were analysed thematically by creating categories of themes, summarizations, synthesising and determining 
trends of the responses (Mugenda and Mugenda, 1999; Kombo and Tromp, 2006; Gall et al., 2007).  Where recording was 
applied, data processing and transcriptions of recorded responses and transforming body language and actions into field 
notes was involved in data analysis. The data were then summarised into themes and presented by paraphrasing, direct 
quotations, explanations and thereafter interpreted by ascribing meaning to them (Lukwata et al. 2014).    

 
3.9. Research Ethical Consideration 

In the whole process of the study, the researcher adhered to research ethical provisions.  All   the sources used in 
this study have been acknowledged in form of – in-text citations and included in the references list. All the formal 
procedures were adhered to as described in data collection procedures.  Participants were requested to make free consent 
to participate in the study. Note-taking was used to collect data when participants opted for it instead of interview. 
Participants’ privacy and suggestions were observed and respected accordingly. The information collected from 
participants were kept confidential. Only the information collected from participants were included in the study and were 
objectively analysed and reported.   

 
4. Findings and Discussions 

The section covers the areas of return rates of the instruments, demographic characteristics of participants, 
parents’ knowledge of the education policy guidelines and its effects on the implementation of the policy in Rukwa Region. 

 
4.1. Return Rate of Instruments 

A total of 252 participants participated in the study. The interview guide was administered to heads of ward 
school (HSSs). Questionnaires were administered to heads of secondary schools, chairpersons of ward school governing 
boards (CSGBs) and to parents. The summary of return rates of the instruments is indicated in Table 4. 
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Participants Instruments administered Returned Completed Incomplete 
HSSs 40 Questionnaires 

Interview guide 
32 (80%) 

21 (65.63%) 
31 (96.87%) 
21 (65.63%) 

1 (3.13%) 
0 (0. 0%) 

CSGBs 40 Questionnaires 20 (50%) 16 (80%) 4 (20%) 
Parents 200 Questionnaires 200 (100%) 167 (83.5%) 33 (16.5%) 

Table 4: Return Rate of the Instruments 
 

Data in Table 4 show that 32 (80%) heads of ward schools responded to and returned the questionnaires. Out of 
these school heads, 21 (65.6%) were also interviewed besides responding to the questionnaires.   Other participants, who 
returned the questionnaires, included 20 (50%) chairpersons of ward school governing boards and 200 (100%) parents. 
This forms ninety percent (90%) of the participants who retuned the instruments.  28 (10%) individuals from the selected 
sample did not return the questionnaires. 

There were some questionnaires that were not completely filled in by participants. They included 1 (3.13%) 
from a head of ward school, 33 (16.5%) from parents and 4 (20%) from the chairpersons of school governing boards.  

 
4.2. Demographic Characteristics of Participants 

This second section of the first part of the chapter presents demographic information of participants of the 
study. Table 5 summarises the demographic information of the participants. 

 
Participants Demographic Features 

HSSs Sex, work experience, education level, and geographical area of work 
CSGBs Office experience, education level and geographical area of duty 

Parents Relationship with students and level of education 
Table 5: Demographic Characteristics of Participants 

 
The demographic information of chairpersons of ward school governing boards focused on three features 

namely office experience, education level and geographical area of duty. School heads’ demographic information was 
based on four aspects that included sex, education level, work experience and school geographical location. Parents’ 
demographical information focused on two features which were their relationship with students and level of education. 

 
4.2.1. Demographic Information of CSGBs 

The demographic characteristics of the chairpersons of schools’ governing boards focused on the same variables 
of geographical area, experience in offices and education level.  Their demographic characteristics are summarised in 
Table 6. 

 
Variable Levels Frequency Percentage 

Geographical Area Rural upland 9 45 
 Rural coastal 5 25 
 Municipality 6 30 

Office Experience 1 to 4 years 16 80 
 5 years or above 4 20 

Education Level Primary 5 25 
 Secondary 11 55 
 Diploma 1 5 
 Degree 2 10 
 Other 1 5 

Table 6: Demographic Characteristics of Ward School Boards Chairpersons (N= 20) 
 

Data in Table 6 revealed that 9 (45%) of the participants were in rural upland, 6 (30%) in municipality and 5 
(25%) in the rural coastal schools. More than three quarters (80%) had office experience of between 1 and 4 years and 
less than quarter (20%) had experience from 5 years and above. As regards their education level, 5 (25%) had primary 
level of education, 11 (55%) secondary level, 2 (10%) were graduates and 1 (5%) had a diploma education level. 

CSGBs education features might have resulted from lack of education opportunities in the region or due to the 
local community not valuing education as a quarter percent had primary school level while more than a half had secondary 
school level. This could influence the level of parental awareness of education and involvement in schools as these are 
their representatives in the management of the institutions. 

4.2.2. Demographic Characteristics of Heads of Ward Secondary Schools 
  The demo-graphic information of the school heads comprised the features of sex, education level, school location 
(working area) and work experience. Their demographic information from questionnaires is presented in Table 4.4.  
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Variable Frequency Percentage 
Sex Male 27 84.4 

female 5 15.6 
Education level  

 Diploma 8 25.0 
Bachelor 21 65.6 
Masters 3 9.4 

Work experience   
 1 - 4 years 18 56.25 

5 years and 
above 

14 43.75 

School location   
 Municipality 9 28.1 

Rural Coastal 8 25.0 
Rural upland 15 46.9 

Total 32 100.0 
Table 7: Demographic Characteristics of Ward School Heads (N = 32) 

 
Based on the sex of the heads of schools as Table 4.4 shows, 27 (84.4%) were males and 5 (15.6%) were females. 

8 (25%) heads of schools held a diploma in education, while 21 (65.6%) were bachelor degree holders and 3 (9.4%) had a 
master degree in education. More than half (56.25%) of the participants had working experience ranging from one to four 
years and less than half (43.75%) had five years and above. The majority of the participants (46.9%) headed schools in 
rural uplands. More than quarter (28.1%) of the school heads were in Sumbawanga Municipal Council and a quarter 
(25%) worked in coastal zones in rural areas. 

Three quarters of the school heads were graduates with sufficient work experience; so, they could provide 
reliable information. The female heads of schools were less than a quarter (15.6%) of the total number of school heads. 
This could have resulted from gender-related challenges in the history of education in the region and the country in 
general since women had been denied access to education in many societies in Africa (Coombs, 1985; Vavrus, 2003). Only 
recently, women have been given the right to education and so probably a few of them had qualities to head schools. 

 
4.2.3. Demographic Information of Parents 

The demographic characteristics of parents were delimited to their relationship with the students (either real 
parent or guardian) and education level. Their demographic characteristics are presented in Table 8. 

 
Variable (Feature) Frequency Percentage 

Relationship with the student   
 Actual Parent 160 79.6 

Guardian 39 19.4 
Total 200 100.0 

Highest level of Education   
 Primary level 88 43.8 

Secondary Level 93 46.3 
Diploma 10 5.0 
Bachelor 3 1.5 
Master 1 .5 

Certificate 1 .5 
Tertiary (Vocational) 1 .5 

Missing System 3 1.5 
Total 200 100 

Table 8: Demographic Characteristics of Parents (n = 200) 
 

Findings in Table 8 disclose that, out of the 200 participants, 169 (79.6%) were the biological parents while 39 
(19.4%) were guardian parents. 88 (43.8%) parents had primary education level, 93 (46.3%), secondary education level, 
10 (5.0%) had a diploma in education, 3 (1.5%) were bachelor holders, 1 (.5%) had a master degree and 1 (.5%) had 
certificate and the same proportion had certificate plus vocational training respectively. 

As more than two thirds were actual parents, they were expected to be closely responsible for their children’s 
education. Hence, the information which they provided were more reliable. The same applies to their education level on 
which it was indicated that 108 participants (54%) had an education level ranging from secondary school to master 
degree levels. As such, they were expected to be knowledgeable and so their responses reliable. 
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4.3. Parents’ Knowledge of the Policy Guidelines 
The first item investigated was the parents’ knowledge of the education policy guidelines.  Ensuring that parents 

know the guidelines was considered part of the implementation of the policy – at communication level. The underlying 
assumption to this item was that their knowledge of the guidelines could determine their involvement in their 
implementation in the schools. The information was obtained from the questionnaire responses from the chairpersons of 
school governing boards (CSGBs) and parents and from the questionnaires and interviews with heads secondary of 
schools (HSSs). The findings from the yes / no responses from CSGBs and parents are summarised in Table 4.6. 

 
CSGBs’ 

Responses 
Frequency Percentage Parents’ 

Responses 
Frequency Percentage 

 Yes 13 65.0 Yes 109 59.56 
No 7 35.0 No 74 40.44 

Total 20 100.0 Total 183 100.0 
Table 9: Parents’ Knowledge of the Policy Guidelines (N = 203) 

 
The findings in Table 9 show that 13 (65%) CSGBs and 109 (59.56%) parents who participated in the study, 

indicated that the parents knew the education policy guidelines and 7 (35%) CSGBs and 74 (40.44%) parents indicated 
that they did not know them. It means that more than a half of the participants believed that parents knew the policy 
guidelines while more than a third were convinced that parents did not know the guidelines.  

The parents’ scores   concurred, to a large extent, with those of the chairpersons of the school governing boards. 
Similar results were also reflected in the responses from the heads of schools.  

The responses of heads of schools on the questionnaire indicated that, out of the 29 participants who responded 
to the item, more than half (58.62%) participants indicated parents knew the guidelines and more than a third (41.38) 
participants indicated parents did not know the guidelines.  Through structured items (no, not sure and yes) in the 
interview with the heads of schools, the participants gave the following responses with regards to parents’ knowledge of 
the policy guidelines as presented in Table 10.  
 

Category of Response Frequency Percent 
 No 7 33.33 

Not sure 4 19.05 
Yes 10 47.62 

Total 21 100.00 
Table 10: School Heads’ Responses on Parents’ Knowledge of the Guidelines (N = 21) 

 
The findings in Table 10 show that more than a third (47.62%) of the participants indicated that the parents 

knew the policy guidelines. One third (33.33%) of the participants indicated they did not know them while less than a 
quarter (19.05) showed that parents were not sure whether they knew the policy guidelines. 

The findings echo the responses of parents and those of the chairpersons of school governing boards. This 
implies that majority of the participants believed that parents knew the education policy guidelines. It creates the 
impression that communication of the education policy to parents at the implementation stage was, to a large extent, 
successful.  

In the open-ended question, the CSGBs provided details on their yes or no responses. Those who indicated that 
parents knew the 2014 education policy guidelines, explained that they were informed during the meetings with school 
management committees or in the meetings with parents or directives through students. On this aspect, one participant 
responded, ‘Parents get communication and explanations of the education guidelines in different modes and official 
meetings with them’. This shows that most parents knew the guidelines of the 2014 fees free education policy. 

However, some CSGBs responded that parents were not aware of the provisions of the education policy 
guidelines.   For instance, participant wrote, ‘Most parents do not know the policy guidelines as they were not well 
prepared earlier on the fees free education policy’.  

The parents elaborated that the guidelines were not known to them. One parent wrote, ‘I have not understood 
the guidelines of circular number 3 of the 2016’. 

These findings create the impression that majority of parents knew the policy guidelines but they were not all 
implementing them.   

The findings differ from Hakielimu (2016) report which indicated that parents were unaware in general. The 
difference could emanate from the long-time implementation as Hakielimu carried a study immediately after the 
implementation of the policy.  
 
4.4. Influence of Parents’ Knowledge of the Guidelines on Policy Implementation 

The extent of policy implementation depends on its communication and clarity to stakeholders.   
This study explored further the influence of parents’ knowledge of the policy guidelines on their participation at its 
implementation process. The data were obtained from responses from questionnaires for parents and the CSGBs and the 
unstructured items on the interview with the heads of schools. 
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4.4.1. Responses from Parents 
Parents were asked to explain in detail how their knowledge of the education policy guidelines influenced their 

participation in its implementation. Most parents explained that they took part in the implementation of the 2014 
Education Policy after they were informed about its guidelines through circular number 3 of 2016. They identified the 
areas in which they implemented the guidelines including providing voluntary contributions for the purchase food for 
their children at schools, provision of education needs and attending and implementing the resolutions regarding the 2014 
fees free education policy. 

Some parents saw the policy as being favourable to the low-income families and so were motivated to actively 
take part in its implementation. They added that the guidelines favoured the parents in general as they had reduced costs 
of their children’s education. Parents indicated that they had understood also that it was their responsibility to play part in 
the implementation of the guidelines and that they had to comply with the government regulations. Some parents 
explained that they saw the need to support the government’s efforts in the provision of education to their children.   

On the merits of the police, one parent responded, ‘The fees free education has enabled parents with low income 
to send their children to schools with very little costs’. Another parent wrote, ‘I participate in implementing the policy 
guidelines because it is my responsibility as a parent. I have children learning in our ward schools’. Equally, another parent 
explained, ‘I am involved in the implementation of these policy guidelines because, normally, teachers assist us even when 
we fail to manage our children as we take them to teachers who manage them and enable them to proceed with their 
school. Thus, we are encouraged to motivate the teachers’.  

However, some other parents were reluctant to participate in efforts to implement the policy of which they were 
not fully informed. They claimed that some of the challenges they encountered included being not fully aware of what the 
guidelines provided for, doubted the consequences of the implementation, and inconsistence of the directives of the 
guidelines. Some parents saw the guidelines having deficiencies that could affect the quality of education and as 
unrealistic.  

 One of the parents who were unaware of the policy issues responded, ‘I have never seen the section of the policy 
that directs on what parents should do’. The other parent responded, ‘I have never seen the said circular number 3 of 2016 
that guides parents on how to take part in the implementation of the education policy’. Another parent wrote, ‘I do not 
know in detail on what parents are supposed to do regarding the 2014 fees free education policy’.  These views hindered 
parents from actively participating in the implementation of the education policy in Rukwa Region. 

Furthermore, some parents saw the policy as having serious weaknesses. In this regard, one parent explained, 
‘The guidelines have serious shortages. What is spoken about fees free education does not reflect the real costs of 
education in schools’. Another parent wrote, ‘The fees free education is inhibiting and deteriorating education in schools 
resulting in production of incompetent products in our society. It is not good to apply its directives’. Some other parents 
believed that the policy guidelines had a few challenges for them.   One of them wrote, ‘The responsibilities of parents are 
hard to implement’. This accounted for the average level of its implementation. 

 
4.4.2. Responses from the Chairpersons of School Governing Boards (CPSGBs) 

 Some of the chairpersons of the school governing boards stated that the parents were implementing the named 
guidelines by providing their children with the required education needs. Others responded that the parents were 
ignorant on policy guidelines. They added that their illiteracy and lack of awareness on matters of education stemmed 
from the fact that they were not properly prepared for taking part in the policy’s implementation. One chairperson 
claimed, ‘Most parents do not know the policy guidelines; therefore, the parents need some education on this matter’. 
Another chairperson wrote, ‘Many parents do not know the guidelines for they were not prepared earlier on this exercise’.  
Yet another participant reported that parents had not understood the importance of follow up of their children’s 
education. 
 
4.4.3. Responses from Heads of Schools 

Findings from the open-ended items in the interview with the heads of schools showed that most parents knew 
the policy guidelines and were actively taking part in the implementation process. One head of school said, ‘Our students’ 
parents do participate in implementing the resolutions without problems of their own’.    

Contrary to this remark, some other heads of schools said that some parents were reluctant to take part in the 
implementation of the policy even when they were aware of what was required of them. Among the heads who had this 
view, is the one who said, ‘Parents do agree with the guidelines but when it comes to the policy’s implementation they 
decline to be involved’.   

The findings of the study also showed that most parents knew the policy guidelines and actively participated in 
executing them; hence, echoing the findings of other studies such as Ngalawa, Glanfiel and Simmt, (2015) and Kiilu and 
Mugambi, 2019). Excluding other factors, parents can always make a significant contribution in policy implementation if 
they are fully informed of what it entails.  Additionally, parents were comfortable that they were give room in the policy 
implementation and were motivated to implement it. The findings are contrary to studies such as Rodela and Bertrand 
(2018) who pointed out that parents felt not represented in the policies. Besides that, some aspects of the guidelines were 
unclear as some parents noted that, at least, they were representative to the parents in the country. Presumably they could 
be effectively implemented if all other factors were aligned to the policy and parents’ knowledge. 

 
However, much as majority parents knew the policy guidelines, the implementation did not match with their 

knowledge level. Thus, some other factors must have accounted for the mismatch. This can be attributed to inapplicable 
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guidelines and their lack of clarity as some parents noted. This finding has some research backing as different reports 
indicate (LiCalsi, Ozek and Figlio, 2016; Al-Onizat, 2019). This has been seen to be a serious hurdle against parents’ 
involvement in policy implementation in schools. As a result, general performance in education will decline (Lawuo, 
Machumu and Kimaro, 2015).  Parents further remain passive participants and the objectives for their role is not achieved 
(Mbugua and Rarieya, 2014; Iimene, 2015).  Therefore, it follows that full knowledge of the policy guidelines must be 
acquired by all parents for them to be able to participate in the implementation process accordingly.  

Some parents seemed to resist the implementation of the education policy guidelines on the belief that they 
were risking the performance of education or the guidelines were hard to implement. This is also echoed by studies such 
as Fernández and López (2017), Scribner and Fernández (2017), Welton and Freelon, 2018). The findings indicate that 
there were some issues that stemmed from the policy that were inhibitive of parental involvement regardless parents’ 
knowledge of the guidelines in Rukwa Region. 

The revelation that some parents needed more knowledge on the policy is important for them to know and 
understand it for its effective implementation. This is supported by different studies such as Sunardi, Maryadi & Sugini 
(2014); Araque, Wietstock, Cova, and Zepeda (2017); Bertrand, Freelon & Rogers (2018). Training that is geared towards 
raising the parents’ awareness on policy issues and their roles can allay the challenges and improve education in the 
region through the implementation of the policy guidelines via significant parental involvement. Thus, the findings of this 
study were in line with some studies though with some variations. The reasons for this could be sociological and cultural, 
among others. 

 
4.4.4. Testing of Hypothesis 

For the purpose of generalizing the findings to the population of the sampled participants (heads of schools), the 
researcher tested two hypotheses, namely independent t-test and one-way analysis of variance (ANOVA). In both tests, .05 
significance level was used as a decision rule; that is, when p value is equal to or less than .05, the test result is significant 
and if p value is greater than .05 it is not significant. 
 
4.4.4.1. Testing Hypothesis 1 

The study conducted a t - test that compared the mean scores of the participants from rural and urban schools to 
determine if school location had influence on their responses. An independent sample – t-test model was used. The 
hypothesis was, ‘There is no significant difference in the school heads’ mean scores on the parents’ knowledge of the policy 
guidelines in Rukwa Region when comparing rural with urban schools’. The assumptions of t-test model are: that the 
subjects in two groups are randomly and independently selected; the variances of the dependent variables of the two 
samples are equal (homogeneous); the distribution of dependent variable is approximately normal; the scores in the two 
samples are either interval or ratio.  The t-test results are presented in Table  11. 
 

Group Statistics 
 School Location N Mean Std. Deviation Std. Error Mean 

Heads' Scores Urban 7 2.4286 .78680 .29738 
Rural 14 2.0000 .96077 .25678 
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Table 11: Results of Independent Samples – T-test 
 
The test results in Table 11 revealed a difference in the mean scores of the heads of urban schools (M = 2.43, SD 

= .79) when compared with those of the heads of schools in rural areas (M = 2.00, SD = .96).  However, the mean difference 
in the scores between the two groups of participants was not statistically significant, t (19) = 1.02, p = .32. The observed 
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difference in the descriptive statistics was due to random error or by chance.  In this regard, the researcher failed to reject 
the null hypothesis and concluded that there was no statistical significant difference in the school heads’ mean scores of 
the parents’ knowledge of the policy guidelines in Rukwa Region. This implies that the participants had similar views on 
parents’ knowledge of the education policy guidelines regardless of their work place. It means the parents had more or 
less the same level of understanding of the guidelines. 
 
4.4.4.2. Testing of Hypothesis 2 

The researcher conducted a test of a two-way analysis of variance (ANOVA) to determine whether work 
experience and education level had significant effect on the scores of the school heads on parents’ knowledge of the 
education policy guidelines. The hypothesis stated, ‘Work experience and education level have no significant effect on the 
school heads’ mean scores of parents’ knowledge of the policy guidelines in Rukwa Region’. 

The assumptions of ANOVA are that: i. there is proximate normal distribution of dependent variable, 
homogeneity/similarity/equality of variances of dependent variable groups, the samples have been randomly selected 
from the population and that the dependent variable is either interval or ratio. The data were generated by assigning 
scores to the responses as follows: No = 1; Not sure = 2 and Yes = 3. The test results are summarised in Table 12. 

 
1. Work Experience 

Dependent Variable:   Heads' Scores 
Work Experience Mean Std. 

Error 
95% Confidence Interval 

Lower 
Bound 

Upper Bound 

1 to 4 Years 2.607 .245 2.089 3.125 
5 Years and 

above 
1.333 .413 .462 2.204 

2. Education Level 
Dependent Variable:   Heads' Scores 

Education 
Level 

Mean Std. 
Error 

95% Confidence Interval 
Lower 
Bound 

Upper Bound 

Graduate 2.190 .197 1.774 2.607 
Diploma 1.750 .438 .826 2.674 

Tests of Between-Subjects Effects 
Dependent Variable:   Heads' Scores 

Source Type III Sum of 
Squares 

df Mean 
Square 

F Sig. 

Corrected Model 6.143a 3 2.048 3.338 .044 
Intercept 41.297 1 41.297 67.320 .000 

Experience 4.315 1 4.315 7.035 .017 
Education Level .516 1 .516 .841 .372 

Experience * Education Level .136 1 .136 .222 .644 
Error 10.429 17 .613   
Total 113.000 21    

Corrected Total 16.571 20    
Table 12: Two Way ANOVA Test Results 

 
The test results in Table 12 showed that the participants with work experience from 1 to 4 years   had different 

mean scores (M = 2.61) from those with work experience from 5 years and above (M = 1.33). The results indicated that the 
mean scores (M = 2.19) of the graduate participants were different from those (M= 1.75) of participants with diploma level 
of education.  

The test revealed further that work experience had statistical significant effect on the school heads’ mean scores 
of parents’ knowledge of the policy guidelines F (1, 17) = 7. 04; p = .02. Contrary to work experience, education level had 
no significant main effect on the named scores F (1, 17) = .84; p = .37.  The observed differences in descriptive 
distributions were, therefore, out of random chance. Findings indicated that work experience and education level of 
participants had no significant combined main effect on the participants’ mean scores of parents’ knowledge of the 
guidelines F (1, 17) = 22, p = .64.  

School heads’ work experience did influence their responses on parents’ knowledge of the education policy 
guidelines probably due to their regular communication and contact with the parents. They had chances of getting 
informed about parents’ knowledge in the course of managing the school community. Those with long experience in 
working with parents had different information from those with short experience. The results can be taken to be reliable 
and objective as the participants had different levels of experience and information regarding parents’ knowledge of the 
education policy guidelines.  
 
5. Conclusions and Recommendations  
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5.1. Conclusions  

Based on the study findings, the researcher drew the following conclusions: 
Generally, parents in Rukwa Region were aware of what the 2014 education policy guidelines provided for (through the 
circular number 3 of 2016) regarding their involvement in schools. Only a few parents did not know the policy guidelines. 
Hence, the communication of the policy to parents was, to a large extent, successful. 

However, besides the fact that most parents knew the policy guidelines, their involvement in its implementation 
in the schools did not match with the knowledge level and it did not commensurate to the expected levels. Though parents’ 
knowledge had influence on their participation in the implementation of the education policy and their involvement in 
general, the policy guidelines were inhibitive to some parents’ involvement in schools. 

School location and education level of the heads of schools had no significant effect on their scores on the 
parents’ knowledge of the policy guidelines. However, their work experience had significant effects on their scores of the 
parents’ knowledge of the policy guidelines. 
 
5.2. Recommendations 

From the findings of the study, the researcher made the following recommendations: 
 
5.2.1. Recommendations for Actions 

The study recommends that more efforts be made to clarify the policy guidelines to parents, especially on how to 
motivate parents to play their roles in the implementation of the education policy for its objectives to be attained. 
 
5.2.2. Recommendations for Further Studies 

Further studies can be carried out on: 1. Appropriate strategies for motivating parents to be involved in 
implementing education policy in ward schools in Rukwa Region, Tanzania, 2. Factors for the mismatch of parents’ 
knowledge of education policy guidelines and their participation level in the implementation of fees free basic education 
policy in Rukwa Region.  
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