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ABSTRACT
This study investigated the role of school leadership and teacher practices in supporting parental involvement in Tanzanian secondary schools. Guided by transformational leadership theory, it explored the roles of head teachers and teachers in fostering family participation in education. A quantitative design was used, involving 500 parents and 317 teachers from public secondary schools in Temeke and Kigamboni districts of Dar es Salaam. Data were collected using reliable instruments, including the Parental Involvement Questionnaire (PIQ), Teacher Invitations for Parental Involvement Questionnaire (TIPIQ), and Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) (α > .85). Results showed that parents were most engaged in home-based support, such as helping with learning, while participation in school-based and decision-making activities was limited. Correlation and regression analyses revealed positive associations between transformational leadership, teacher invitations, and parental self-efficacy. Structural Equation Modelling (SEM) indicated that school leadership relates to parental involvement indirectly through teacher invitations and parental self-efficacy. Barriers such as low education, financial challenges, and weak communication were also identified. Despite these, mutual trust between parents and schools offers potential for stronger collaboration. The study recommends leadership reforms, targeted teacher training, and inclusive communication strategies to promote sustainable school–family partnerships.

Keywords: Parental Involvement, Transformational School Leadership, Teacher Invitations, Self-Efficacy, School-Family Relationships
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CHAPTER ONE
INTRODUCTION AND BACKGROUND OF THE STUDY
1.1
Introduction
This study aimed to assess the role of schools in fostering parental engagement and to examine the roles played by school leaders and teachers in this regard.  This section will highlight the study's background, problem statement, research objectives, inquiries, significance, and scope and limitations.
1.2
Background of the Study
Parental involvement is widely recognised as a fundamental factor in shaping students’ academic success and emotional development. Extensive literature from developed countries has consistently demonstrated the strong association between parental engagement and improved learning outcomes, school attendance, and behavioural performance (Jeynes, 2018; Wilder, 2014). For instance, Epstein’s (2001, 2018) model of six types of involvement parenting, communicating, volunteering, learning at home, decision-making, and community collaboration provides a comprehensive framework that has been widely adopted in global education research and practice.
Regionally, studies across Sub-Saharan Africa have increasingly underscored the significance of school–family–community partnerships in addressing persistent educational challenges. In Kenya, Nzina et al. (2024) reported that effective school leadership and inclusive school culture significantly influence the extent and quality of parental involvement. In Ghana, Boakye (2021) found that transformational school leadership was crucial in fostering parental collaboration, particularly within under-resourced communities. Similar findings from Uganda (Musendo et al., 2024) and Malawi (Sabates & Fernandez, 2010) highlight systemic barriers such as poverty, illiteracy, limited communication, and inadequate institutional support that continue to inhibit active parental participation in schooling.
In the Tanzanian context, education remains a cornerstone of national development. The Tanzania Development Vision 2025 articulates the nation’s goal of cultivating a well-educated and skilled citizenry capable of making meaningful contributions to socio-economic transformation (URT, 2000). Thomas and Knezek (2008) emphasised that a nation’s developmental potential depends heavily on its investment in human capital and educational equity. While Tanzania continues to pursue this vision, the level of parental involvement in public secondary schools remains relatively low and largely informal. Singh et al. (1995) described parental involvement as encompassing aspirations, expectations, attitudes, and direct participation both at home and in collaboration with schools.
Although the core mission of education is to promote cognitive, emotional, and social development (Adeyemo, 2005), it is unrealistic to expect schools alone to fulfil this role entirely. Parents play a crucial role in reinforcing educational outcomes. However, empirical studies in Tanzania (Komba & Mwakabenga, 2017; Nyangi, 2021) have shown that parental contributions are often limited to providing material support, such as paying school fees, purchasing uniforms, or attending disciplinary meetings, while participation in academic or decision-making processes remains minimal. Barriers such as low literacy levels, economic hardship, and a lack of clear communication between schools and families further diminish the likelihood of sustained engagement.
Given the critical role of school–community collaboration in improving educational outcomes, it is imperative to understand the underlying dynamics of parental involvement in Tanzania. Recent theoretical and empirical works (Hoover-Dempsey & Sandler, 2005; Yulianti et al., 2020) emphasise that parents’ efficacy and motivation to engage in education are strongly influenced by school leadership behaviours and teacher invitations. These insights form the conceptual foundation of the present study, which applies the transformational leadership framework to examine how school leaders and teachers in Dar es Salaam influence parental participation.
Numerous scholars, including Richardson (2009) and Sanders & Sheldon (2009), argue that strong home-school partnerships yield greater student achievement, particularly in socio-economically disadvantaged settings. Effective cooperation among families, schools, and communities fosters improved academic performance, positive school climates, and sustainable education reforms. Therefore, this study focuses on examining the roles of school leaders and teachers in facilitating parental engagement and overcoming contextual barriers within Tanzanian secondary schools.
In light of these gaps, the present study aims to evaluate existing initiatives and leadership practices that enhance parental involvement in secondary education. Specifically, it examines how transformational leadership and proactive teacher behaviours can bridge the gap between schools and families, thereby contributing to more inclusive and participatory educational environments. By doing so, the study aims to provide empirical evidence to inform leadership development, teacher training, and policy strategies that strengthen home–school collaboration in urban, low-resource environments, such as Dar es Salaam.
1.3
Statement of the Problem
Despite Tanzania’s acknowledgement of education as a catalyst for economic and social advancement, substantial barriers hinder the realisation of this vision outlined in the Tanzania Development Vision 2025 (URT, 2000). While the nation strives to cultivate well-educated individuals capable of addressing societal challenges and competing globally, insufficient parental involvement continues to emerge as a critical obstacle to achieving equitable educational outcomes.
Parental engagement, encompassing behaviours and practices at home and within school settings, has been empirically linked to improved student achievement, attendance, and behaviour (Jeynes, 2018; Wilder, 2014). However, entrenched socio-cultural norms, limited parental education, and persistent economic disparities hinder many parents’ ability to support their children’s learning effectively. This deficiency in engagement, particularly prevalent among parents with lower literacy levels and income, undermines students’ academic success and overall educational progress (Komba & Mwakabenga, 2017; Nyangi, 2021).
Moreover, the absence of proactive school leadership and teacher-driven initiatives to engage parents further exacerbates the situation. The lack of robust, structured relationships between schools and families reflects institutional weaknesses in communication, coordination, and shared responsibility (Boakye, 2021; Hoover-Dempsey & Sandler, 2005). 
Despite widespread recognition of the pivotal role that positive school–home partnerships play in nurturing children’s development and academic achievement, many schools in Tanzania, particularly in Dar es Salaam, lack consistent frameworks, leadership strategies, or policies to sustain such collaboration (Kimaro & Ndunguru, 2022).
Although research has shown that transformational school leadership and teacher invitations to parents significantly influence parental efficacy and participation (Sanders & Sheldon, 2009; Yulianti et al., 2020), there is a lack of understanding about how these dynamics operate within Tanzanian secondary schools. The absence of context-specific evidence on how leadership and teacher practices interact to enhance parental involvement creates a critical knowledge gap that limits the effectiveness of policy and practice in promoting school–family partnerships.
Therefore, the problem at hand revolves around addressing the persistent deficiency in parental involvement and the weak school–family relationships in Dar es Salaam, which continue to hinder the educational goals envisioned in Tanzania Vision 2025. This study aims to evaluate school initiatives that promote parental involvement by examining the contributions of school leaders and teachers in fostering effective school–family collaboration. In doing so, it aims to provide evidence-based insights that strengthen leadership, teacher engagement, and policy interventions, ultimately improving educational outcomes in Tanzanian secondary schools.
1.4
Objectives of the Study
The study's main objective was to assess the school's efforts to promote parental involvement by exploring the contribution of school heads and teachers at Dar es Salaam schools in Tanzania.
1.4.1
Specific Objectives
The study focused on the following specific objectives;
(i) To assess the extent and nature of parental involvement in different forms of engagement (parenting, communication, volunteering, learning at home, decision-making, and community participation) in Tanzanian secondary schools.
(ii) To examine the influence of teachers and school leadership on parental involvement in secondary education.
(iii) To determine the relationships among school leadership practices, teacher invitations, and parental self-efficacy as predictors of parental involvement
(iv) To explore the major challenges and contextual barriers that hinder effective parental engagement in Tanzanian secondary schools.
1.5
Research Questions
This study aimed to explore the major research question: What are the school efforts in promoting parental involvement in Tanzania?
1.5.1
Specific Research Questions
(i) To what extent do parents engage in different forms of parental involvement in Tanzanian secondary schools? 
(ii) How do teachers and school leadership influence parental involvement in secondary education?
(iii) What are the structural relationships among school leadership, teacher invitations, and parental self-efficacy in predicting parental involvement?
(iv) What are the key challenges and barriers to fostering effective parental engagement in schools from the school leadership perspective?
1.6
Significance of the Study
The study assessed the school's efforts to promote parental involvement and the contributions of school heads and teachers in Dar es Salaam, Tanzania.  The research will have the following significance to schools, teachers, educators, researchers, and policy makers:
Addressing Socioeconomic Disparities
By identifying the barriers and challenges hindering parental involvement in education, particularly within socioeconomic disparities, this study contributes to understanding the complex factors influencing parental engagement.  Insights gained can inform policymakers and educators on strategies to bridge the gap and promote inclusivity in parental involvement initiatives.
Enhancing School Leadership Practices
Investigating teachers' perceptions of the significance of school leadership in encouraging parental involvement sheds light on the role of leadership in fostering collaborative relationships between schools and families.  Understanding teachers' perspectives can aid in refining leadership strategies and practices to better support parental engagement efforts, ultimately leading to improved educational outcomes.
Informing School Leadership Strategies
Assessing the influence of school leadership on teachers' practices of inviting parental involvement provides valuable insights into the effectiveness of leadership initiatives in promoting parental engagement.  Findings from this aspect of the study can guide school leaders in developing targeted interventions and support mechanisms to empower teachers to foster meaningful partnerships with parents.
Validating Teacher-Parent Engagement Practices
Examining the association between teacher invitations for parental involvement and actual parental engagement practices validates the effectiveness of teacher-led initiatives in promoting parental participation.  This aspect of the study provides empirical evidence on the correlation between teacher efforts and parental engagement outcomes, reinforcing the importance of teacher-parent collaboration in enhancing student success.
Guiding Policy and Practice
By addressing the research questions outlined, this study contributes to the knowledge of parental involvement in education, particularly within the Tanzanian context.  The findings can inform the development of evidence-based policies and practices that promote parental engagement and foster strong school-family relationships, ultimately contributing to improved educational outcomes for Tanzanian students.
1.7
Limitations and Delimitations of the Study
While this study provided meaningful insights into parental involvement in Tanzanian secondary schools, it also encountered several practical limitations and delimitations that should be acknowledged. One of the primary limitations was time constraints. Data collection had to be completed within a specific academic term, limiting the opportunity to follow up with non-respondents or to conduct longitudinal tracking. As a result, some potentially useful perspectives from absent or unavailable parents and teachers may have been missed.
In addition, logistical challenges such as transportation issues, last-minute school closures, and difficulty coordinating with school timetables occasionally disrupted data collection. These factors limited the number of schools that could be visited and sometimes shortened the time to administer questionnaires and clarify questions. Another challenge was participant availability. Some parents were difficult to reach due to work commitments or hesitance to engage in school-related surveys. This may have slightly skewed the parental sample toward those already more engaged or available, limiting diversity in the data.
The study was also delimited by focusing on only two districts within Dar es Salaam—Temeke and Kigamboni. While these districts were purposefully chosen for their socioeconomic diversity, the findings may not fully capture the realities of parental involvement in more rural or high-income urban settings. The research did not aim to generalise beyond this context.
Finally, while every effort was made to ensure the clarity of the survey tools, some participants required additional explanation of terms or concepts, which could have introduced inconsistencies in how questions were understood. Despite these challenges, the study achieved its core objectives and provided a robust foundation for future research and policy considerations.
1.8
Scope of the Study
The scope of the study encompassed an investigation into the efforts made by secondary schools in Dar es Salaam, specifically in the districts of Temeke and Kigamboni, to promote parental involvement in education. The research examined how school leaders and teachers influence parental engagement through leadership styles, communication practices, and outreach initiatives.
The study assessed parental participation across home- and school-based settings, covering parental aspirations, involvement in learning activities, communication with schools, and student academic and personal development support. The study focused on parents' perceptions of their roles and responsibilities, along with the efforts of teachers and school leaders to foster such involvement.
Additionally, the study explored the socio-economic and cultural barriers that hinder effective parental participation in education and the strategies used by schools to mitigate these challenges. It also investigated the structural relationship between leadership, teacher invitations, and parental self-efficacy, offering a comprehensive picture of the dynamics at play.
While the study focused geographically on urban and peri-urban communities in Dar es Salaam, its findings offer advantageous suggestions for other regions with similar demographic characteristics. The study did not aim to be nationally representative but sought to capture relevant trends and challenges associated with parental involvement in a rapidly urbanising context.
1.9
Definition of Key Terms
1.9.1
Parental Involvement
Parental involvement refers to the active engagement of parents in their children’s educational process at home and in school. It includes many behaviors such as helping with homework, attending school meetings, participating in parent-teacher conferences, and volunteering in school activities. Epstein (2001) states it encompasses six key dimensions: parenting, communicating, volunteering, learning at home, decision-making, and collaborating with the community. Effective parental involvement has been consistently linked to higher student achievement, better behavior, and improved school attendance (Jeynes, 2018; Wilder, 2014).
1.9.2
Transformational School Leadership
Transformational school leadership is a leadership model in which school leaders work to inspire, motivate, and support staff, students, and families to achieve common educational goals. Originating from Burns (1978) and further developed in educational contexts by Leithwood & Jantzi (2005), transformational leaders exhibit characteristics such as providing a clear vision, encouraging collaboration, promoting high expectations, and nurturing trust and respect. In this context, head teachers who practice transformational leadership foster a school culture that values parental engagement and shared decision-making.
1.9.3
Teacher Invitations
Teacher invitations refer to the strategies and actions teachers use to actively encourage and facilitate parental involvement in their children's educational lives. This includes communicating regularly with parents, inviting them to participate in classroom and school events, and encouraging their input in school-related decisions. According to Hoover-Dempsey & Sandler (2005), these invitations are powerful predictors of parental engagement, as they influence how welcomed and capable parents feel in contributing to their child's education.
1.9.4
 Self-Efficacy
In the context of parental involvement, self-efficacy refers to parents' belief in their ability to influence their child’s educational success and effectively interact with teachers and schools. Bandura (1997) described self-efficacy as a core determinant of behavior. Hoover-Dempsey et al. (2005) emphasized that when parents feel confident and competent in supporting their child’s education, they are more likely to participate in home- and school-based activities. Higher parental self-efficacy is associated with more proactive and sustained engagement in schooling.
1.9.5
 School-Family Relationships
School-family relationships describe the interactions and partnerships between schools and students' families, built on mutual trust, respect, and collaboration. These relationships are crucial for creating an inclusive school environment where parents feel valued and involved. Strong school-family relationships involve regular, transparent communication, shared goals, and cooperative problem-solving. According to Sanders & Sheldon (2009), such relationships not only improve parental involvement but also enhance student achievement and foster a supportive learning environment
CHAPTER TWO
LITERATURE REVIEW
2.1 
Chapter Overview 
This part presents the literature review of the study.  The chapter serves as a critical foundation for this study, delving into empirical and theoretical literature to elucidate the complex dynamics of parental involvement in education within the Tanzanian context.  This chapter seeks to construct a robust theoretical and conceptual framework based on established theories and frameworks, such as those addressing parental engagement, school leadership, and educational outcomes.  By synthesising existing research, the literature review aims to identify gaps and areas warranting further exploration, particularly regarding the nuanced interplay between school leadership, teacher practices, and parental involvement.  Through an exhaustive analysis of the literature, this chapter endeavours to shed light on the factors influencing parental engagement in Tanzanian schools, providing a comprehensive understanding that will inform subsequent research endeavours and contribute to advancing educational policy and practice.
Top of Form
2.2 
Theoretical Framework
Researchers such as Barr and Saltmarsh (2014), Heinrichs (2018), Jeynes (2018), and Marschall and Shah (2016) underscored the impact of leadership practices on parent-school partnerships.  This study employed the theory of transformational school leadership to assess the efforts of schools to promote parental involvement.  Originating from Burns's (1978) seminal work, this theory will be used as a guiding framework to evaluate schools' efforts in Dar es Salaam, Tanzania, to promote parental involvement.  Avolio, Waldman, and Yammarino (1991) identify four key characteristics of transformational leaders, known as the Four I's: Individualised consideration, Intellectual stimulation, Inspirational motivation, and Idealised influence.  
This study will employ the theory of transformational school leadership as a lens to assess schools' efforts in promoting parental involvement.  The background elucidated the significance of positive relationships between homes and schools, emphasising the pivotal role of school leaders in nurturing collaborative partnerships with parents.  Transformational school leadership theory posits that effective school leaders inspire and motivate stakeholders towards a shared vision of educational success through visionary leadership, individualised consideration, intellectual stimulation, and inspirational motivation (Bass, 1985).  
In the Tanzanian context, where parental involvement is vital for achieving educational objectives outlined in Tanzania Vision 2025, transformational school leadership offers a framework for understanding how school leaders can influence teacher practices and parental engagement initiatives.  By examining the influence of school leadership on teachers' practices of inviting parental involvement, this study seeks to elucidate how transformational leadership behaviours contribute to creating a conducive environment for parental engagement.  Through this theoretical lens, the study aims to identify strategies and practices employed by transformational school leaders to foster robust school-family relationships, ultimately enhancing educational outcomes for Tanzanian students.  By integrating transformational leadership for parental involvement (TLPI), as proposed by Yulianti et al. (2019), this study aims to elucidate how school leaders can facilitate a strong home-school partnership to enhance students' academic success in Dar es Salaam, Tanzania.
2.3 
Empirical Literature
2.3.1 
Barriers and Challenges Hindering Parental Involvement in Education
Parental involvement, a crucial factor in facilitating child learning, still needs to be improved in Tanzania.  Despite a positive inclination from parents to engage in their children's schooling, as highlighted by Kigobe et al. (2018), numerous obstacles impede their active participation.  One significant barrier Kigobe et al (2018) identified is the absence of invitations from schools and teachers, which fails to foster an environment conducive to parental involvement.  Moreover, Chahe and Mwaikokesya (2018) note a gap in harnessing the parental potential for literacy development, with parental involvement often limited to financial support, limiting its impact on children's learning. 

Feuerstein (2000) highlights the diverse factors affecting parental involvement, including socioeconomic constraints and cultural norms, which may hinder parents' ability to participate actively in their children's education.  Parents facing low income, inflexible work hours, and language barriers often find it challenging to attend school activities regularly (Ho, 2009).  Factors such as insufficient financial resources, low educational attainment, and feelings of inadequacy may further impede parental involvement (Baeck, 2010; Oranga et al., 2022).
Furthermore, the school environment, including communication barriers and perceptions of unwelcoming attitudes, can discourage parental engagement (Flynn, 2007; Rutherford & Edgar, 1999).  Hill and Taylor (2004) emphasise that parents from lower socioeconomic backgrounds encounter numerous barriers, including non-flexible work schedules and transportation issues, which limit their involvement.  Despite these challenges, research by Lee and Bowen (2006), Dika and Singh (2002), and Ho (2009) suggests that parental involvement positively impacts student achievement and educational outcomes.  
Therefore, to address these barriers, schools must adopt a transformational leadership approach that fosters a welcoming and supportive climate, encourages two-way communication between school and home, and treats parents as partners rather than clients (Wherry, 2009).  This approach involves providing training for educators, integrating parent involvement into teacher education programs, and appointing parent involvement coordinators to lead and coordinate parental engagement activities (Epstein, 2010; Epstein, 2001; Epstein, 2009). By embracing transformational leadership principles and implementing strategies to overcome barriers, schools can create a conducive environment for parental involvement, ultimately contributing to improved educational outcomes for students in Dar es Salaam, Tanzania.
2.3.2 
Teachers' Perceptions Regarding the Significance of School Leadership in Encouraging Parental Involvement
As primary stakeholders within the educational institution, school leaders and teachers play indispensable roles in fostering and nurturing parental involvement (Yulianti et al., 2020).  Teachers play a pivotal role in fostering parental involvement in their children's education, a notion well-supported in educational literature.  Parent-teacher communication, teaching methodologies, and teacher invitations have emerged as influential factors motivating parental engagement at home and school (Walker et al., 2005; Lewis et al., 2011; Murray et al., 2014; Rodriguez et al., 2014).  However, teachers do not operate in isolation; they require support from school leaders who can formulate and implement policies while shaping school culture and expectations (Marschall & Shah, 2016).  Effective school leaders create an atmosphere of trust, communicate the importance of parent-school partnerships, and actively support parental involvement (Barr & Saltmarsh, 2014).  It is widely acknowledged that successful collaboration between parents and schools is essential for student success (Jeynes, 2018).
Assessing teacher perceptions regarding school leadership's significance in enhancing parental involvement is crucial.  Yulianti et al. (2020) proposed a hypothesis suggesting that the concerted efforts of schools in facilitating parental involvement, coupled with the welcoming demeanour and proactive engagement of teachers, significantly enhance parental participation in their children's educational journey.  This hypothesis posits that when schools actively endorse and create opportunities for parental involvement and teachers demonstrate inviting behaviours encouraging collaboration, parents are more likely to be deeply engaged in various aspects of their child's educational experience.
According to Kigobe et al. (2018; 2021), parents in Tanzania hold a positive view of parental involvement in their children's education.  However, realising this involvement heavily depends on the proactive initiation and invitation that teachers extend.  While parents may possess favourable attitudes towards participating in their children's educational endeavours, the active engagement and encouragement teachers provide are pivotal factors for their active involvement.  Nevertheless, for teachers to effectively extend these invitations, they require substantial support from school leadership.  
This support encompasses a spectrum of assistance and resources to empower teachers to effectively reach out to parents, establish meaningful connections, and cultivate collaborative partnerships in their children's educational journey.  Consequently, the collaborative synergy between teachers and school leadership emerges as paramount in fostering an environment conducive to robust parental involvement and engagement.  Hence, assessing how teachers perceive the support provided by the school is imperative for enhancing sustainable parental involvement initiatives and activities.
2.3.3 
The Influence of School Leadership on Teachers' Practices of Inviting Parental Involvement in School Activities 
Parental involvement in school activities has long been recognised as crucial in fostering student success and overall school improvement (Epstein, 1995; Hoover-Dempsey & Sandler, 1997).  In recent years, scholars have increasingly focused on the role of school leadership in facilitating and enhancing teachers' practices of inviting parental involvement (Yulianti et al., 2019, 2020; 2022).  This paper aims to explore the mechanisms through which school leaders and teachers collaborate to promote parental engagement in school activities.
Yulianti et al. (2019) emphasise the significance of proactive leadership in creating a culture of partnership between schools and families.  Effective school leaders cultivate a supportive environment where teachers feel empowered and encouraged to involve parents in various aspects of school life.  Furthermore, according to Yulianti et al. (2020), visionary leadership is vital in aligning school goals with the importance of parental involvement, motivating teachers to prioritise collaboration with parents.
Yulianti et al. (2022) highlight the importance of teachers' attitudes and perceptions towards parental involvement.  When teachers perceive parental engagement as valuable and essential, they are more likely to initiate and sustain meaningful interactions with parents.  Additionally, teachers with practical communication skills can establish rapport with parents, fostering trust and cooperation (Henderson & Mapp, 2002).
Yulianti et al. (2019) stress the importance of professional development opportunities that equip teachers with strategies for effectively engaging parents.  Moreover, ongoing communication and feedback between school leaders and teachers allow for identifying challenges and implementing tailored interventions to enhance parental involvement practices (Sanders & Sheldon, 2009).
The influence of school leadership on teachers' practices of inviting parental involvement in school activities is significant.  Proactive leadership, supportive teacher attitudes, and effective collaboration create an environment conducive to meaningful partnerships between schools and families.  By understanding and leveraging these mechanisms, educational schools can foster a culture of parental involvement that contributes to student success and school improvement.
2.3.4 
Relationship between Teacher Invitations for Parental Involvement and Actual Parental Engagement Practices
Teacher invitations for parental involvement and actual parental engagement practices underscore teachers' critical role in initiating and maintaining meaningful partnerships with parents.  Epstein (1995) and Henderson & Mapp (2002) have emphasised the significance of teachers actively inviting parents to participate in school activities, recognising it as a foundational step towards fostering collaboration between schools and families.  Their work highlights that when teachers extend invitations to parents, it signals an openness to partnership, which can significantly impact parental involvement levels.
Moreover, recent studies by Yulianti et al. (2019; 2020; 2022) delve into how teacher invitations influence parental engagement practices, emphasising the positive outcomes of proactive teacher outreach.  Yulianti et al. demonstrate that parent-teacher communication is catalysed when teachers actively invite parents to participate in various school activities.  This communication, facilitated by the teacher's invitation, fosters enhanced collaboration between home and school environments, resulting in increased support for student learning inside and outside the classroom.
Additionally, Sanders & Sheldon (2009) contribute to this discourse by underscoring the significance of consistent and personalised teacher invitations.  Their research indicates that when teachers extend invitations tailored to individual families and consistently communicate the importance of parental involvement, it helps build trust and rapport with parents.  As a result, parents are more likely to engage in school activities, thereby contributing to a more cohesive school community and benefiting student academic achievement.
Understanding the dynamic interplay between teacher invitations and parental engagement practices is crucial for fostering productive partnerships that benefit student success and overall school effectiveness.  By recognising the pivotal role of teachers in initiating and sustaining parental involvement through invitations, schools can create an environment conducive to collaboration between educators and families, leading to improved outcomes for all stakeholders involved.
Additionally, while teachers mention the importance of personalised and consistent invitations, there is limited exploration of the specific factors that contribute to the effectiveness of these invitations.  Understanding how teachers can tailor their invitations to individual families, overcome barriers to parental involvement, and foster trust and rapport with parents would provide valuable insights into improving parental engagement practices.
Furthermore, while the literature emphasises the role of school leadership in creating a supportive environment for teacher-parent collaboration, there is a need for more research on how school leaders can effectively support teachers in extending invitations to parents.  Examining the strategies employed by school leaders to promote a culture of parental involvement and provide resources and training for teachers could contribute to a deeper understanding of the collaborative efforts needed to enhance parental engagement in schools.
Overall, while the literature acknowledges the importance of teacher invitations for parental involvement and its impact on actual engagement practices, there is a research gap in exploring the specific strategies and mechanisms teachers and school leaders can employ to effectively promote and sustain parental involvement in education within the Tanzanian context.  Addressing this gap would provide valuable insights for educators and policymakers seeking to enhance parental engagement initiatives and improve student educational outcomes.
2.5 
Conceptual Framework
The conceptual framework was an analytical model that guided the study's investigation into parental involvement in education within the Tanzanian context. It provided a structured representation of the complex relationships among school leadership practices, teacher invitations, parental self-efficacy, and actual parental engagement. As Hughes (2019) noted, a conceptual framework may also be called a theoretical framework, representing interconnected constructs the researcher intends to observe and interpret.
In this study, the framework was informed by transformational leadership theory, particularly as conceptualised by Burns (1978), and further reinforced by empirical literature from Creswell and Plano Clark (2018), which advocated for theory-driven research design. The framework integrated multiple theoretical strands to reflect the multifaceted nature of school-community dynamics. It allowed the researcher to examine how school-level factors influenced parental behavior and beliefs.
The independent variables included school leadership and teacher invitations, which were hypothesised to directly or indirectly influence the dependent variable, parental involvement in their children’s education. Mediating and moderating variables such as parental self-efficacy, role construction, literacy level, cultural norms, and socioeconomic status were also considered. These contextual factors were identified as key determinants of how parents engage with schools and support student learning.
The study assumed that increased transformational leadership and frequent, meaningful teacher invitations would foster greater parental self-efficacy, enhancing parental involvement. The conceptual framework thus underscored the interdependence of leadership behavior, teacher practices, parental beliefs, and systemic barriers. This model helped interpret the observed data and supported the structural equation modeling to confirm these hypothesized relationships. Ultimately, the conceptual framework systematically explored how school systems can be strengthened to foster inclusive, effective, and culturally responsive parental engagement practices.
Independent Variable       Moderating Variables        Dependent Variables

Figure 2.1: Conceptual Framework

Source: Researcher Construct (2025)
2.6 
Research Gap
While there is considerable discussion on the importance of teacher invitations for parental involvement and their impact on actual parental engagement practices, there appears to be a gap in addressing the specific mechanisms or strategies teachers can employ to extend invitations to parents effectively.  While the literature acknowledges the significance of teacher invitations and their role in fostering collaboration between schools and families, it does not delve deeply into the practical approaches or best practices teachers can utilise to encourage parental involvement.
CHAPTER THREE
RESEARCH METHODOLOGY
3.1 
Overview of the Study
Chapter three presents the comprehensive framework for sourcing information, detailing methodologies, procedures, and techniques for data collection, delineating the study's population, outlining data processing tools, discussing ethical considerations, and elucidating data analysis methodologies.
3.2
Research Paradigm
This study employed a positivist paradigm, which aligns with a quantitative research approach. The positivist worldview assumes that reality is objective, measurable, and can be understood through systematic observation and statistical analysis. Under this paradigm, the study focused on observable phenomena related to parental involvement and school leadership, seeking to uncover patterns, correlations, and predictive relationships among the variables of interest.
By adopting this paradigm, the research tested hypotheses and measured constructs such as parental engagement, teacher invitations, transformational leadership, and self-efficacy using structured questionnaires. Data were analyzed statistically using descriptive statistics, correlation analysis, and Structural Equation Modeling (SEM), further reinforcing the study’s adherence to positivist principles.
The positivist paradigm provided a rigorous and objective lens through which the effectiveness of school leadership in promoting parental involvement could be evaluated. This enabled the study to produce replicable, generalizable findings, contributing valuable empirical evidence to educational leadership and parental engagement in Tanzania.
3.3 
Research Approach 
This study adopted a quantitative research approach to investigate parental involvement and school leadership dynamics in Tanzanian secondary schools. The approach was chosen for its strength in enabling the measurement of relationships between variables through structured instruments and statistical analysis.
Data were collected using standardized questionnaires targeting parents, teachers, and school leaders. These instruments assessed key constructs such as the extent of parental involvement, teacher invitations for engagement, transformational leadership practices, and parental self-efficacy. The use of structured, closed-ended questions allowed for consistency in responses, facilitating data collection that could be analyzed objectively.
The quantitative nature of the study made it possible to generate descriptive statistics, test correlations, and model structural relationships using inferential statistical methods. Specifically, Structural Equation Modeling (SEM) was employed to examine the interrelationships among school leadership, teacher practices, and parental self-efficacy. This analytical strategy provided robust insights into how these variables influence parental engagement.
Overall, the quantitative approach provided a systematic and replicable means of assessing patterns and trends across a large sample, offering generalizable insights into the factors that shape parental involvement in education within the Tanzanian context.
3.4 
Research design
The study employed a cross-sectional survey design, which involved collecting data from a sample of participants simultaneously. This approach allowed the researcher to examine relationships and characteristics of a defined population of parents and teachers in Tanzanian secondary schools within a specific timeframe. The study used structured questionnaires to gather quantitative data on parental involvement, school leadership practices, teacher invitations, and self-efficacy. The cross-sectional nature of the design provided a snapshot of these variables and their interrelations, facilitating the identification of patterns and associations among them.
This design was particularly suitable for large-scale educational research, as it allowed for data collection from a diverse and representative group of participants efficiently and cost-effectively. Moreover, the design supported statistical analyses, such as correlation and structural equation modeling (SEM), which enabled the researcher to explore direct and indirect relationships among the key constructs. In the context of this study, the cross-sectional survey design contributed to the reliability and generalizability of the findings by ensuring that data reflected a broad perspective of the current state of parental involvement and leadership practices across selected schools in Dar es Salaam.
3.5 
Sample Size and Sampling Techniques
3.5.1 
Sampling Technique
The study employed simple random sampling to select participants, including teachers, school administrators (heads of schools), and parents. This method ensured that every individual in the target population had an equal and independent chance of being selected. The researcher used a randomization technique such as a random number generator or lottery method to eliminate bias and enhance the sample's representativeness.
Applying this approach, the study aimed to capture a diverse and unbiased group of respondents from various schools within the selected districts. This sampling technique contributed to the credibility and generalizability of the findings, allowing for a comprehensive examination of parental involvement dynamics, school leadership practices, and teacher invitations within the Tanzanian educational context.
3.5.2 
Sampling and Sample Size
To determine an appropriate sample size for this quantitative study, a prior power analysis was conducted using G*Power 3.1 software. Assuming a medium effect size (f² = 0.15), an alpha level of 0.05, and a power of 0.80, the analysis indicated that a minimum of 118 participants would be required for detecting significant effects in a multiple regression model with up to 5 predictors. However, a substantially larger sample was adopted to enhance the robustness, generalizability, and capability of the study's subgroup analysis.
The population of parents and teachers in Kigamboni District was estimated using available data from Temeke District. Temeke had 31 public secondary schools with 47,757 students, while Kigamboni had 14 public secondary schools, approximately 45% of the Temeke population. Based on this ratio, the estimated student population in Kigamboni was 21,574, bringing the combined student population across both districts to 69,331. Since each student was assumed to represent one parent, the total parent population was also approximated at 69,331.
Regarding teachers, assuming an average of 40 teachers per school across the 45 schools, the total estimated teacher population was 1,800. Using Cochran's formula for large populations with a 95% confidence level and a 5% margin of error, the minimum required sample sizes were calculated as 382 parents and 317 teachers. However, to improve statistical power, accommodate subgroup analyses (e.g., district-wise comparisons, education levels, and gender), and account for potential non-responses, the final sample size was increased to 500 parents and 317 teachers.
This expanded sample ensured a more inclusive representation of socioeconomic and demographic diversity across Temeke and Kigamboni districts. It also aligned with best practices in educational research, where larger sample sizes are commonly used to support evidence-based policy recommendations. Using stratified simple random sampling within the selected schools further enhanced the reliability and validity of the data collected for this study.
3.6 
Study Area
The study was conducted in Dar es Salaam, specifically focusing on the Temeke and Kigamboni districts. As Tanzania’s largest city and a central economic hub, Dar es Salaam offered a diverse and representative environment for examining parental involvement in secondary education. The selection of Temeke and Kigamboni was intentional, as these districts reflect varying socioeconomic characteristics that influence educational engagement.
Temeke, with its relatively larger population and more established infrastructure, contrasted with the developing Kigamboni district, where emerging urbanization coexists with traditional community structures. This diversity allowed the study to capture a broad range of parental involvement experiences and school leadership practices. Findings from both districts revealed common challenges such as limited parental presence in school governance and communication gaps between schools and families, highlighting localised strategies that enhanced parent-school collaboration.
By situating the research in these two districts, the study successfully illuminated the contextual dynamics shaping parental involvement in urban Tanzanian secondary schools, contributing to a more nuanced understanding of engagement patterns and informing region-specific educational policy recommendations.
3.7 
Research Instrument 
The study collected data using validated instruments adapted from prior research on parental involvement and school leadership. The primary set of tools was based on the structured questionnaires developed by Yulianti et al. (2020), designed to measure multiple facets of school–family engagement.
First, the Parental Involvement Questionnaire (PIQ) was administered to parents and structured around Epstein’s six types of parental involvement: parenting, communicating, volunteering, learning at home, decision-making, and collaborating with the community. This questionnaire included 31 items, each rated on a four-point Likert scale, and was used to assess parents’ perceived and actual involvement in their children’s education.
Second, the Teacher Invitations for Parental Involvement Questionnaire (TIPIQ) was used to gather teacher data. Comprising 32 items, also based on Epstein’s framework, this tool measured the extent to which teachers invited or encouraged parental involvement in the same six domains. Responses were rated using a four-point Likert scale to quantify the frequency and perceived effectiveness of such invitations.
Third, the Transformational Leadership for Parental Involvement Questionnaire (TLPIQ) consisted of 19 items that measured teachers’ perceptions of school leadership, particularly the role of head teachers in fostering a welcoming school climate and articulating a vision that encourages parental engagement. This instrument also employed a four-point Likert scale.
In addition to these three main instruments, the study incorporated the Parent–Teacher Relationship Scale (PTRS) by Vickers and Minke (1995), which evaluated the quality of interactions and mutual trust between parents and teachers. The Teacher Efficacy in Working with Parents Scale, adapted from Krizman (2013), assessed teachers’ confidence in engaging parents effectively. Lastly, items drawn from Hoover-Dempsey and Sandler’s theoretical model were included to evaluate parents’ self-efficacy and role construction related to school involvement.
To ensure inclusivity and accuracy of responses, all questionnaires were translated into Kiswahili, and a pilot test was conducted to confirm clarity and cultural relevance. For literate participants, questionnaires were self-administered under researcher supervision. However, for parents with low literacy levels, the Parental Involvement Questionnaire (PIQ) was administered orally by trained research assistants fluent in both English and Kiswahili.
During this process, research assistants read each question aloud, explained key terms in plain language, and recorded the participants’ responses verbatim. This oral administration approach allowed all parents, including those who could not read or write, to participate meaningfully in the study. Ethical procedures were strictly followed, ensuring informed consent, voluntary participation, and confidentiality.
The use of both self-administered and interviewer-administered modes of data collection minimised response bias and enhanced inclusiveness across diverse socio-economic and literacy backgrounds. Together, these instruments provided a robust, multidimensional assessment of parental involvement, teacher practices, and school leadership in the Tanzanian context. Their integration allowed for nuanced quantitative analysis and supported the study’s overarching aim to inform evidence-based policies and practices.
3.9 
Data Analysis and Interpretation
The data collected in this study were analysed using a purely quantitative approach to ensure objectivity and clarity in understanding the dynamics of parental involvement and school leadership. The analysis was conducted using SPSS version 30 for preliminary statistics and R (with the lavaan package) for advanced modelling.
Initially, descriptive statistics including means, standard deviations, frequencies, and percentages were generated to summarise parents' and teachers' demographic and item-level data. This provided a comprehensive overview of the participants and their responses across key variables such as parenting support, communication with schools, and leadership perceptions. A correlation analysis was performed to examine the relationships between study constructs. This helped determine the strength and direction of associations among variables like teacher invitations, school leadership, and parental involvement dimensions.
In addition, Chi-square (χ²) tests of independence were employed to determine the presence of statistically significant associations between categorical variables, such as gender, parental education level, and specific forms of involvement (e.g., decision-making or volunteering). The Chi-square test was appropriate because it assesses relationships between nominal and ordinal data, which were common in the demographic and participation variables collected through the Likert-scale items. Including this test ensured that categorical associations were properly analysed before conducting correlation and regression analyses.
Furthermore, Structural Equation Modelling (SEM) was employed using the lavaan package in R to assess the structural relationships among transformational school leadership, teacher invitations, parental role construction, and parental self-efficacy. The SEM analysis enabled testing of direct and indirect paths, confirming that leadership significantly influenced both teacher invitations and parents' self-efficacy, which in turn predicted levels of involvement.
Findings from the statistical analysis revealed clear interaction patterns. For instance, parents with higher self-efficacy reported greater involvement in their children's education, particularly when supported by school leadership and teacher invitations. These results were instrumental in shaping the study’s conclusions and policy recommendations, supporting the need for leadership-driven initiatives to enhance parental engagement in Tanzanian secondary schools.
3.10
Ethical Issues in Consideration
Ethical considerations were paramount in conducting this research involving human participants. Several ethical principles were upheld to ensure the well-being and rights of all study participants.
Firstly, the researcher obtained an introduction letter from the university and sought permission from the District Education Officers (DEOs) to visit the selected schools for data collection. This process demonstrated respect for institutional authority and ensured transparency throughout the research.
Secondly, the researcher sought explicit permission from the head teachers of the selected secondary schools to access the necessary participants, including teachers and parents. Prior informed consent was obtained from all respondents, emphasizing their autonomy and voluntary participation. Throughout the study, confidentiality and privacy were prioritised. All information provided by participants was treated with the utmost confidentiality and used solely for academic and research purposes. Measures were implemented to safeguard participants’ identities and personal data, thereby minimizing the risk of harm or breach of privacy.
Furthermore, participants were adequately informed about the nature and purpose of the research. Clear explanations were provided regarding the content of the questionnaires, the voluntary nature of participation, and their right to withdraw at any research stage without penalty. Ethical principles guided every phase of the study, from obtaining institutional clearance to collecting data and reporting results. By upholding these ethical standards, the study sought to respect all participants' dignity, autonomy, and safety.
3.11 
Reliability and Validity of Research Instruments
To ensure the validity and reliability of the study, the researcher will employ peer review and a pilot study.
3.11.1 
Reliability of Instruments 
Assessing the reliability of this study on parental involvement in education in Tanzania entailed ensuring consistency and stability in variable measurement and findings. The study assessed internal consistency by computing Cronbach’s alpha coefficients for the main instruments used: the Parental Involvement Questionnaire (PIQ), the Teacher Invitations for Parental Involvement Questionnaire (TIPIQ), and the Transformational Leadership for Parental Involvement Questionnaire (TLPIQ).
The PIQ, which consisted of 31 items, yielded a Cronbach’s alpha of 0.89, indicating excellent reliability in capturing various aspects of parental involvement. The items measured Epstein’s six types of involvement (e.g., parenting, learning at home, volunteering).
Sample item: “I help my child with homework regularly.”
Sample item: “I attend school meetings or parent-teacher conferences when invited.”
The TIPIQ, comprising 32 items, produced a Cronbach’s alpha of 0.87, demonstrating strong internal consistency in measuring how teachers invite and facilitate parental participation across multiple dimensions.
Sample item: “I encourage parents to contact me if they have questions about their child’s learning.”
Sample item: “I invite parents to attend classroom or school activities.”
The TLPIQ, which included 19 items, showed a Cronbach’s alpha of 0.91, confirming high reliability in assessing head teachers’ transformational leadership practices relevant to parental engagement. This scale focused on vision, support, communication, and creating a welcoming school climate.

Sample item: “The school head encourages collaboration with parents to support student learning.”
Sample item: “The school leader communicates a clear vision that values parental participation.”
These high alpha values confirmed that the items within each questionnaire consistently measured their respective constructs, ensuring dependable and valid results for further statistical analyses and interpretation. The strong internal reliability strengthened the overall credibility of the study’s quantitative findings and supported the robustness of inferences drawn from the data.
Despite these strengths, the study had some limitations. Data collection was restricted to selected schools within Dar es Salaam, potentially limiting the generalizability of findings to other regions of Tanzania. Additionally, while the Likert-scale format allowed for quantifiable responses, it may not have captured the full depth and nuance of parents’ lived experiences or the socio-cultural barriers influencing engagement. Future research could benefit from integrating qualitative methods, such as focus group discussions or interviews, to enrich understanding further and validate findings in diverse contexts.
3.11.2 
Validity of Instruments
 Ensuring the instrument's validity in this study on parental involvement in education in Tanzania was crucial for accurately measuring the intended constructs and drawing valid conclusions. Various strategies were implemented to ensure the validity of the instrument. Content validity was ensured by carefully developing questionnaire items based on a comprehensive review of relevant literature and input from experts in education and parental involvement.
Construct validity was assessed through factor analysis and correlation analysis to confirm that the items effectively measured the theoretical constructs of parental involvement and school leadership practices. Criterion validity was examined by comparing questionnaire scores with established measures related to parental involvement and school leadership. Face validity was enhanced through pilot testing and revisions to ensure the clarity and relevance of questionnaire items for participants.
Response process validity was maintained by providing clear instructions and monitoring data collection to ensure thoughtful participant responses. These strategies aimed to produce a valid instrument that accurately assessed parental involvement and school leadership practices in the Tanzanian context, thereby enhancing the credibility and reliability of the study's findings.
CHAPTER FOUR
PRESENTATION AND ANALYSIS OF FINDINGS
4.1 
Introduction
This chapter provides a comprehensive overview of the findings from the research conducted in the Temeke and Kigamboni districts within Dar es Salaam. The study employed a mixed-methods approach, incorporating quantitative and qualitative data collection methods from a diverse sample comprising 500 parents, 317 teachers, and selected head teachers. The outcomes are structured around the four specific objectives outlined in the study. Each section of this chapter details the instruments utilized for data collection, participant demographics, the methodologies employed for analysis, and the key statistical findings obtained. This structured presentation ensures a thorough exploration and interpretation of the research outcomes, offering insights into the identified research questions and objectives.
Demographic Characteristics of Participants
Table 4.1: Demographic Characteristics of Teachers (n = 317)
	Demographic Variable
	Frequency
	Percentage (%)

	Gender
	
	

	Male
	146
	46.1

	Female
	171
	53.9

	Age Group
	
	

	18-25 years
	34
	10.7

	26-35 years
	109
	34.4

	36-45 years
	94
	29.7

	46-55 years
	53
	16.7

	Above 55 years
	27
	8.5

	Highest Education Level
	
	

	Diploma
	66
	20.8

	Bachelor’s Degree
	190
	59.9

	Master’s Degree
	51
	16.1

	PhD
	10
	3.2


Table 4.2: Demographic Characteristics of Parents (n = 500)
	Demographic Variable
	Frequency
	Percentage (%)

	Gender
	
	

	Male
	196
	39.2

	Female
	304
	60.8

	Age Group
	
	

	18-25 years
	31
	6.2

	26-35 years
	143
	28.6

	36-45 years
	186
	37.2

	46-55 years
	103
	20.6

	Above 55 years
	37
	7.4


4.2 
Objective 1: To Assess the Extent of Parental Involvement in Different Forms of Engagement
To assess parental involvement, the study employed the Parental Involvement Questionnaire (PIQ), which measured six forms of involvement: parenting, communicating, volunteering, learning at home, decision-making, and collaborating with the community. In the Tanzanian context, parenting often includes providing school-related necessities such as uniforms, meals, and transport rather than direct academic involvement. The data below reflect these behavioral patterns.
Descriptive statistics show that most parents are active in parenting and learning at home. The highest mean score was recorded under parenting (M = 4.2, SD = 0.6), followed by learning at home (M = 3.9, SD = 0.5), which indicates a relatively strong inclination among Tanzanian parents to provide logistical and material support to their children. However, the involvement drops significantly in school-based activities like decision-making (M = 2.5, SD = 0.9) and volunteering (M = 2.7, SD = 0.8).
Table 4.3: Extent of Parental Involvement by Engagement Type
	Involvement Type
	Mean
	SD

	Parenting
	4.2
	0.6

	Learning at Home
	3.9
	0.5

	Communicating
	3.8
	0.7

	Collaborating with Community
	3.1
	0.7

	Volunteering
	2.7
	0.8

	Decision Making
	2.5
	0.9



A frequency analysis reveals that while most parents consistently support homework and school supply needs, fewer attend school meetings or participate in volunteer work and governance. These findings reflect a cultural pattern where parents may perceive academic and institutional matters as the domain of school personnel.
Table 4.4: Frequency of Parental Engagement Activities by Response Category
	Activity
	Never (%)
	Sometimes (%)
	Often (%)
	Almost Always (%)

	Provide the school's needs
	1%
	7%
	42%
	50%

	Help with homework
	4%
	22%
	39%
	35%

	Attend parent-teacher meetings
	6%
	24%
	43%
	27%

	Volunteer at school events
	34%
	38%
	21%
	7%

	Participate in decisions
	48%
	30%
	15%
	7%


Further cross-tabulation analysis showed that female parents were likelier to participate in school meetings than male parents. Chi-square tests revealed significant associations between parental education and involvement in decision-making activities (χ² = 24.37, df = 3, p < 0.001).
Additionally, an independent samples t-test showed that mothers (M = 3.4, SD = 0.6) reported significantly higher involvement scores than fathers (M = 3.1, SD = 0.7); t(498) = 4.25, p < 0.001. These results suggest gender plays an influential role in engagement levels.
4.3 
Objective 2: To Examine the Influence of Teachers and School Leadership on Parental Involvement
Teachers completed the TIPIQ and TLPIQ questionnaires. Gender demographics revealed that 62% of teacher respondents were female. The results suggest that while teachers actively promote parenting and home-based learning, their efforts in engaging parents in volunteering and decision-making remain limited.
Table 4.5: Teacher Participation by Gender among Respondent Teachers
	Teacher Role Type
	Female (n)
	Male (n)
	Total

	Teachers
	196
	121
	317


Descriptive statistics from TIPIQ indicate that teachers most frequently encouraged parental involvement in parenting (M = 3.9) and home learning (M = 3.8), while invitations to volunteer (M = 2.8) and participate in school decision-making (M = 2.6) were significantly lower.
Table 4.6: Descriptive Statistics for Types of Teacher-Invited Parental Involvement
	Invitation Type
	Mean
	SD

	Parenting Support
	3.9
	0.5

	Home Learning Encouragement
	3.8
	0.6

	Communication
	3.7
	0.6

	Volunteering Invitation
	2.8
	0.7

	Decision-Making
	2.6
	0.8


Correlation analyses indicated significant relationships between teacher invitations and perceptions of leadership support (r = 0.66, p < 0.001). A t-test comparing schools with high versus low leadership engagement revealed significantly higher parental involvement scores in schools where leadership was rated more favorably (t(298) = 4.12, p < 0.001).
Regression analysis further confirmed the influence of leadership. Schools with higher leadership vision and support scores had greater teacher invitation efforts (β = 0.38, p < 0.01). Leadership's indirect effect on parental engagement was mediated through teacher actions, emphasizing the systemic nature of school climate and communication. Qualitative responses from teachers highlighted the need for school heads to model inclusive leadership consistently and offer professional development on family engagement. Teachers emphasized that supportive environments improve their confidence in reaching out to parents.
4.4 
Objective 3: To Analyse Structural Relationships Among Leadership, Teacher Invitations, and Parental Self-Efficacy
A Structural Equation Model (SEM) was used to examine how leadership indirectly influences parental involvement through teacher invitations and parental self-efficacy. Data from both male and female teachers were included in this analysis. The theoretical framework was validated using multiple fit indices.
Table 4.7: Correlations Among Leadership, Teacher Invitations, Parental Self-Efficacy, and Parental Involvement
	Correlated Variables
	Correlation (r)

	Leadership ↔ Teacher Invitations
	0.68

	Teacher Invitations ↔ Parental Self-Efficacy
	0.75

	Self-Efficacy ↔ Parental Involvement
	0.81


Model fit indices were strong, with a Comparative Fit Index (CFI) of 0.94, RMSEA = 0.05, and SRMR = 0.04. Regression analysis showed that parental self-efficacy (β = 0.44, p < 0.001) and teacher invitations (β = 0.39, p < 0.001) were significant predictors of involvement.
Table 4.8: Regression Results Predicting Parental Involvement
	Predictor
	Beta
	SE
	p-value

	Parental Self-Efficacy
	0.44
	0.05
	0.000

	Teacher Invitations
	0.39
	0.06
	0.000

	Leadership Support
	0.28
	0.07
	0.002


These results confirm the mediating effect of teacher behavior and confidence on the link between school leadership and family engagement. Strengthening both self-efficacy and communication pipelines are crucial for sustaining meaningful partnerships.
Gender-based analysis showed no significant differences in self-efficacy among parents, suggesting that fathers and mothers are equally likely to engage once confidence is achieved. This finding supports universal strategies for parent capacity building.
4.5 
Objective 4: To Explore Key Challenges and Barriers to Effective Parental Engagement
Challenges were assessed through open-ended responses and PTRS scale results. Gender-based barriers were examined. For instance, female parents (who comprised 58% of respondents) cited time constraints and low confidence more frequently than male parents.
Table 4.9: Reported Challenges to Effective Parental Engagement by Percentage of Respondents
	Reported Barrier
	% Reporting

	Low Education
	78%

	Financial Hardship
	69%

	Time Constraints
	62%

	Poor Communication
	55%

	Unwelcoming Environment
	58%

	Cultural Beliefs
	41%


PTRS scores revealed that communication (M = 3.5, SD = 0.8) and joint problem-solving (M = 3.2, SD = 0.9) were rated lower than trust (M = 4.1) and respect (M = 4.3). This points to relational strengths that can be leveraged to address functional gaps in involvement.
Table 4.10: Means and Standard Deviations for PTRS Domain
	PTRS Domain
	Mean
	SD

	Trust
	4.1
	0.6

	Respect
	4.3
	0.5

	Communication
	3.5
	0.8

	Problem-Solving
	3.2
	0.9


Qualitative responses highlighted that parents feared being judged or useless in academic discussions. This suggests a need for training and open forums where parents feel included and empowered.
Chi-square analysis showed that parents with tertiary education were significantly less likely to report feeling unwelcome in school spaces (χ² = 18.21, df = 2, p < 0.01). This implies that education may buffer against some psychological barriers to engagement.
The findings reinforce the importance of concurrently addressing psychological and logistical barriers, tailoring interventions based on specific challenges and family backgrounds.
CHAPTER FIVE
DISCUSSION, IMPLICATIONS, RECOMMENDATIONS, AND CONCLUSIONS
5.1 
Introduction
This chapter discusses the findings presented in Chapter Four to the study’s specific research objectives. It explores how the results align with, differ from, or expand upon existing research locally and globally. By analyzing these comparisons, this chapter sheds light on the practical and theoretical implications of the study’s findings.
The chapter is organised into four key discussion sections corresponding to the research objectives. Each section critically reflects on the quantitative and qualitative results in light of contemporary theories and international benchmarks. The aim is to understand the patterns and the nuances that define parental involvement in Tanzanian secondary schools.
Following this discussion, the chapter summarizes major conclusions and presents actionable recommendations for educators, school leaders, policymakers, and researchers. These insights are intended to support the development of inclusive, practical strategies for fostering meaningful parental participation in schooling processes across similar low-resource settings.
5.2 
Discussion of Findings
5.2.1 
Extent of Parental Involvement
The findings from this study indicate that Tanzanian parents are most active in indirect or home-based support such as parenting and assisting with learning at home. This includes buying school uniforms, preparing meals, and encouraging children to study. However, there is a marked decline in parental participation in direct school-based engagement activities like volunteering at school events or in school decision-making processes. These results are consistent with the work of Nyangi (2021) and a UNESCO (2020) report, which found that while African parents value education, their involvement tends to be more logistical than institutional.
One possible explanation for this pattern is the prevailing socio-cultural context, where formal school matters are traditionally viewed as the responsibility of educators. Parents may feel underqualified to contribute to school affairs in many communities, especially those with limited formal education. Systemic barriers such as limited school outreach and insufficient parent training also perpetuate these participation gaps. In this regard, the study by Hoover-Dempsey and Sandler (2005) is highly relevant. They propose that role construction and school invitations are central to shaping parental involvement. In Tanzanian schools, the lack of proactive invitations from educators means that many parents remain passive participants.
A comparative analysis with research from developed nations further highlights these discrepancies. Wilder (2014) documented consistent and balanced parental involvement across school and home environments in North America and parts of Europe. In contrast, the findings from this study reveal that Tanzanian parents are still navigating socio-economic and cultural obstacles that inhibit fuller participation. The lower school involvement levels may therefore not reflect disinterest, but rather systemic exclusion or lack of empowerment.
Interestingly, Jeynes (2018) in a large-scale U.S.-based study reported that parental engagement significantly correlates with student academic success, regardless of family income. This implies that barriers to involvement are not solely resource-based but also psychological and relational. In Tanzania, where parental self-efficacy was found to be low among less-educated parents, efforts to strengthen confidence and provide structured opportunities for involvement could yield measurable improvements in participation.
Ultimately, this study’s results suggest that Tanzanian schools need to create more inclusive environments where parents feel welcomed and valued. Building trust and communication between schools and families can be transformative, especially through regular invitations and clearly defined roles. Moving forward, Tanzanian educators may benefit from adopting global best practices while adapting them to the country’s unique cultural and socio-economic context.
5.2.2 
Influence of Teachers and School Leadership
The findings show that teacher invitations promote parental involvement, particularly in parenting and home-based learning. This aligns with Epstein’s (2018) typology of six types of involvement, where teacher outreach is considered foundational to fostering school-family partnerships. In the current study, Tanzanian teachers were more comfortable engaging parents in home supervision roles and less likely to invite participation in school-based decision-making or volunteer activities.
This limited invitation to deeper involvement appears to be linked with school leadership styles. The study found that schools with transformational leaders who provided vision, support, and encouragement recorded significantly higher levels of parental engagement. This supports Leithwood and Jantzi’s (2005) framework, which suggests that transformational leadership can foster a shared commitment among school stakeholders. In Tanzanian schools where leadership was weak or focused solely on administrative tasks, teachers lacked the motivation or confidence to involve parents beyond the basics.
Comparative studies from Kenya Nzina et al. (2024)and Ghana (Boakye, 2021) reinforce this observation. In these contexts, when principals actively promoted community partnerships, teacher behaviors aligned, increasing parental visibility and participation in school life. Moreover, in a Tanzanian context, Kimaro and Machumu (2022) found that parents reported feeling more welcome and included when headteachers conducted outreach activities such as home visits and parent workshops.
A study by Lee & Swaner (2023). emphasize that collaborative leadership styles are more effective than top-down approaches. They argue that participatory leadership improves parent-school relations and enhances teacher morale and student performance. In the current study, this was evident in qualitative responses where teachers expressed that supportive leadership empowered them to innovate family outreach strategies.
These findings suggest the need to reconceptualize school leadership in Tanzanian education from being merely administrative to becoming inclusive and participatory. Strengthening leadership training and embedding family engagement metrics into school evaluation frameworks could be effective strategies. When leadership sets the tone for openness and shared responsibility, it catalyzes a school culture that is welcoming to parents from all backgrounds.
5.2.3 
Structural Relationships Among Leadership, Invitations, and Self-Efficacy
The SEM analysis showed strong structural relationships between school leadership, teacher invitations, and parental self-efficacy. These findings reinforce the theoretical assertions by Hoover-Dempsey et al. (2005), who emphasized that self-efficacy and school invitations are pivotal in shaping parental involvement. Parents are more likely to engage when they perceive themselves as capable and when schools extend clear, consistent invitations to participate.
This study used teacher invitations as a powerful intermediary between leadership and self-efficacy. This mirrors the findings of Yulianti et al. (2020), who demonstrated in the Indonesian context that school support systems and leadership practices greatly influenced how parents viewed their ability to contribute to their children’s learning. When teachers and leaders in Tanzania offered practical suggestions and open lines of communication, parents responded with greater confidence and active participation.
Moreover, the data support a growing body of international evidence that suggests empowerment strategies can overcome structural disadvantages. Unlike Western contexts where socioeconomic status (SES) often directly predicts parental involvement (Bakker & Denessen, 2007), this study revealed that even low-income or low-literacy parents in Tanzania could be engaged if they were empowered through relationship-building and clear communication. These findings underscore that motivation and inclusion sometimes matter more than material capacity.
Recent African studies further validate this view. Mafa and Makuba (2022) in Zimbabwe and Ndijuye and Rao (2021) in Tanzania found that parents with limited education still expressed a strong willingness to be involved if schools took the initiative to educate and empower them. The implication is clear: strategic leadership and teacher training can convert latent parental interest into active engagement through enhanced self-belief.
Therefore, a systemic emphasis on boosting parental efficacy through workshops, recognition of efforts, and culturally relevant engagement strategies could be a highly effective intervention. Integrating parental confidence-building into school improvement plans may yield more sustainable results than traditional compliance-based approaches. Empowered parents are more resilient and likely to stay engaged despite economic hardship.
5.2.4 
Barriers and Challenges to Engagement
Barriers identified in this study, low education, financial hardship, and poor communication, are consistent with those reported in studies from Uganda (Nabukenya & Mulumba, 2021) and Malawi (Chikopa, 2020), where similar structural and socio-cultural challenges restricted meaningful parental involvement. In the Tanzanian context, these barriers were particularly pronounced among parents with limited education or time due to work demands. Gender differences were also apparent, with mothers more frequently citing fear of judgment and lack of educational confidence as key obstacles. This finding aligns with Ndijuye (2020), who argued that traditional gender norms and schooling histories influence how mothers and fathers relate to school structures.
Communication and problem-solving were among the lowest-scoring dimensions in the Parent-Teacher Relationship Scale (PTRS), revealing that although trust and respect exist, actionable collaboration remains weak. This supports Komba and Mwakabenga’s (2017) findings, highlighting that Tanzanian schools often operate within rigid, top-down communication models that limit reciprocal engagement. In such contexts, teachers are perceived as authority figures, and parents, especially those from low socio-economic backgrounds, may feel excluded or ill-equipped to contribute.
Despite these barriers, the study revealed a latent strength: trust and respect between parents and teachers were rated positively. This indicates that foundational relational capital exists, offering a platform upon which improved engagement can be built. Compared with findings from Botswana (Sibanda, 2019), where mutual suspicion often undermines home-school partnerships, Tanzanian schools appear to have an advantage regarding goodwill and openness to collaboration.
Further evidence from Poch & Kupzyk (2023) suggests that parents who initially feel disengaged can gradually become more involved with consistent teacher outreach and inclusive leadership. Their study highlighted the value of structured parent orientation meetings, culturally sensitive messaging, and home visit programs. In the current study, parents expressed willingness to participate more actively if schools simplify language, reduce formal barriers, and schedule meetings accommodating working families.
Therefore, addressing these barriers requires an integrated approach that combines structural reform with relational support. Schools must develop communication strategies beyond announcements, including dialogue, feedback loops, and capacity-building. Gender-sensitive outreach efforts, particularly those that empower mothers and recognize their potential contributions, are crucial for ensuring equity and inclusiveness in parental engagement.
5.3 
Strengths and Weaknesses of the Study
One of the primary strengths of this study lies in its use of the transformational school leadership theory as a conceptual framework. Grounded in Burns's (1978) foundational work, the theory offered a robust structure for evaluating how visionary, inclusive, and supportive leadership influences parental involvement. Applying this theoretical lens enabled the study to critically analyze school leadership practices and their indirect influence on teacher behavior and parental self-efficacy.
The integration of this theory strengthened the study’s analytical depth, especially when examining the mediating roles of teacher invitations and parental confidence. It offered a means of interpreting leadership actions beyond administrative functions, focusing instead on values, communication, and climate-setting within schools. The alignment between the theoretical framework and the SEM findings further validated the framework’s applicability in the Tanzanian educational context.
In addition to theoretical strength, validated instruments such as the PIQ, TIPIQ, and PTRS ensured methodological reliability. These tools captured diverse dimensions of parental involvement and teacher-parent-school dynamics with proven psychometric strength. The study also benefited from a substantial sample size drawn from multiple schools in Dar es Salaam, increasing the relevance and generalizability of its findings within urban Tanzanian settings.
However, the study also has notable weaknesses. The exclusive focus on urban schools may limit the generalization of findings to rural populations, where contextual realities differ significantly. Rural schools often face infrastructure challenges, lower literacy levels, and fewer resources, which can uniquely affect parental involvement and leadership impact.
Another limitation involves the reliance on self-reported data, which may be susceptible to social desirability bias. Participants may have provided responses that reflect socially acceptable behavior rather than actual practices or beliefs. Furthermore, while the study incorporated gender and education variables, it did not deeply explore cultural dynamics or language barriers that could influence family-school interactions.
Despite these limitations, the theoretical and methodological strengths of the study make it a valuable contribution to the growing discourse on parental involvement and school leadership in Sub-Saharan Africa. Future studies could expand the scope to rural contexts and utilize mixed-methods designs to validate further and deepen the findings.
5.4 
Implications and Recommendations of the Study
The findings of this study have significant implications for educational policy, school leadership practice, teacher training, and parental engagement initiatives in Tanzania. First, the study reaffirms that transformational leadership is critical in fostering meaningful parental involvement. School leaders who embrace a visionary and inclusive approach can enhance teacher motivation, parent-school relationships, and student outcomes. This underlines the need for leadership development programs that explicitly integrate parental engagement strategies grounded in transformational leadership principles.
Second, the role of teachers in facilitating parental participation was shown to be highly influential. Teachers who actively invite parents to participate in their children’s learning foster a more collaborative and trusting environment. Training teachers in family engagement practices such as using inclusive language, communicating frequently and clearly, and recognizing diverse forms of parental support should be institutionalized in teacher professional development programs.
Third, the study highlights the importance of building parental self-efficacy as a catalyst for deeper engagement. Empowering parents with the knowledge, skills, and confidence to support their children's education is essential, especially in low formal education levels. To build this capacity, schools and education stakeholders should invest in orientation workshops, community learning sessions, and culturally appropriate support materials.
Fourth, the findings have policy implications for national and regional education authorities. There is a need for policy frameworks that formally recognize and support parental involvement as a pillar of school improvement. This includes creating standards for family-school collaboration, allocating budgets for engagement activities, and monitoring implementation across schools. Policymakers should also consider differentiated strategies for urban and rural schools to address contextual disparities.
Finally, the study recommends further research using longitudinal and mixed-method designs to explore causal relationships and deeper cultural influences. Particular attention should be given to rural communities, indigenous populations, and marginalized groups whose voices are often underrepresented in educational research. Future research can more effectively guide policy and practice across diverse educational landscapes by expanding the scope and inclusivity of parental involvement studies.
CHAPTER SIX
CONCLUSIONS
6.1 
Introduction
This chapter presents the conclusions drawn from the study’s findings and discussions. It synthesises the key outcomes in relation to the study objectives and theoretical framework, emphasising the implications for school leadership, teacher practice, and family-school collaboration in Tanzania. The conclusions also highlight how the study contributes to existing knowledge and offers directions for future educational improvement and research.
6.2 
Overall Conclusions
This study has comprehensively examined the factors influencing parental involvement in Tanzanian secondary schools, applying transformational leadership theory as its guiding lens. The findings demonstrate that while Tanzanian parents are deeply committed to their children’s education, their involvement remains predominantly confined to indirect, home-based support such as providing materials, supervision, and encouragement. Participation in school-based activities, decision-making, and volunteering is limited, largely due to structural, cultural, and institutional constraints that inhibit equitable engagement.
The study confirmed that transformational school leadership exerts a significant positive influence on teacher behaviour and parental self-efficacy, thereby enhancing overall parental participation. Teachers emerged as critical mediators, translating the vision and values of transformational leaders into practical strategies that foster family engagement. Their invitations to parents, both formal and informal, served as key activation mechanisms for parental participation in school affairs.
Parental self-efficacy was found to play a crucial mediating role between leadership practices and actual involvement. Parents who felt confident in their ability to contribute meaningfully were far more likely to engage, even when faced with economic or educational challenges. This finding underscores the importance of building both psychological and relational capital, ensuring parents feel valued, respected, and capable partners in their children’s learning journey.
Despite these positive linkages, the study revealed persistent barriers related to communication, inclusiveness, and access. Many parents, especially those with lower education levels, expressed uncertainty about their role and felt excluded from formal school processes. Addressing these gaps requires intentional leadership reforms, structured teacher support, and policy frameworks that prioritise inclusive communication and shared decision-making.
The study concludes that strengthening parental involvement in Tanzanian secondary schools necessitates a multifaceted approach combining:
(i) Visionary and inclusive school leadership that fosters a collaborative tone.
(ii) Proactive teacher outreach and capacity building to foster family partnerships; and
(iii) Systematic efforts to enhance parental confidence and self-efficacy through training, recognition, and supportive communication.
These findings affirm that effective school–family partnerships are both desirable and achievable, particularly when guided by transformational leadership principles that emphasise empowerment, trust, and mutual respect. By embedding such practices within Tanzania’s education system, schools can transition from hierarchical relationships to authentic, participatory collaborations that uplift student learning and community development.
6.3 
Contribution to Knowledge
This research provides new empirical evidence to the discourse on parental involvement in sub-Saharan Africa, particularly in urban Tanzania. It provides one of the few quantitative models linking transformational leadership, teacher invitations, and parental self-efficacy using Structural Equation Modelling (SEM). The findings extend existing theory by showing that psychological empowerment, not only socio-economic status, drives meaningful parental participation.
6.4 
Recommendations for Future Research
Future studies should broaden their geographical coverage to include rural and marginalised communities in order to capture the diverse contextual realities that influence parental involvement. Expanding the scope in this way would provide a more comprehensive understanding of how different socio-economic and cultural settings shape engagement between families and schools. Additionally, researchers should consider employing longitudinal designs to evaluate the long-term sustainability and impact of leadership interventions on parental involvement. Such approaches would allow for the examination of how initiatives evolve and maintain effectiveness over time. Further research should also investigate the cultural and linguistic factors that influence parents’ perceptions and experiences of school engagement, as these elements often determine levels of participation and communication. Finally, incorporating qualitative insights from students and policymakers would enrich the understanding of parental involvement by offering multiple stakeholder perspectives, thereby enhancing the relevance of findings for informing national education reforms.
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APPENDICES
Appendix I: Questionnaires for Parents
Dear Parent,
I am Ms. Biama H.Msangi, a Master's student at the Open University of Tanzania.  I am conducting a research study titled: "Assessment of Schools' Efforts to Promote Parental Involvement: The Contribution of School Heads and Teachers." This study aims to understand how schools promote parental involvement in children's education through the efforts of school heads and teachers.  Your participation in this study will provide valuable insights into the collaboration between schools and parents in supporting students' academic success.
You're Rights as a Participant:
Your participation in this study is voluntary.  You have the right to choose whether or not to participate.  You may choose not to answer any question that you are uncomfortable with.  Your responses will be kept confidential and used for research purposes only.  Your honest responses are greatly appreciated and will contribute to a better understanding of how schools can enhance parental involvement in education.  If you have any questions regarding this study, please feel free to ask.
Thank you for your time and participation!
Ms. Biama H. Msangi
Master's student,
The Open University of Tanzania
1.  Demographic Information
1.  Gender
☐ Male
☐ Female
☐ Prefer not to say
2.  Age Group
☐ 18 - 25 years
☐ 26 - 35 years
☐ 36 - 45 years
☐ 46 - 55 years
☐ Above 55 years
3.  Marital Status
☐ Single
☐ Married
☐ Divorced
☐ Widowed
4.  Highest Level of Education
☐ No formal education
☐ Primary education
☐ Secondary education
☐ Diploma
☐ Bachelor's degree
☐ Postgraduate degree
5.  Occupation
☐ Unemployed
☐ Self-employed
☐ Government employee
☐ Private sector employee
☐ Other (Please specify): _____________
6.  Monthly Household Income (in Tanzanian Shillings - TZS)
☐ Less than 100,000
☐ 100,000 - 300,000
☐ 300,000 - 600,000
☐ 600,000 - 1,000,000
☐ Above 1,000,000
☐ Prefer not to say
7.  Number of Children Currently in School
☐ 1 ☐ 2
☐ 3
☐ More than 3
2.  The Transformational Leadership for Parental Involvement Questionnaire
 Dear Parent/Guardian,
This questionnaire aims to assess your level of involvement in your child's education.  Your responses will help us understand how parents support their children's learning at home, communicate with teachers, and engage in school activities.  Please read each statement carefully and select the response that best represents how often you engage in each activity.
You should respond by choosing one option from the following scale:
1 = Never 2 = Sometimes 3 = Undecided 4 = Often 5 = Almost Always
There are no right or wrong answers—please respond honestly based on your actual experiences.  Your answers will remain confidential and will be used for research purposes only.  Thank you for your participation!
	S/N
	ITEMS
	Never
	Sometimes
	Undecided
	Often
	Almost always

	1.
	I fulfil my child's basic needs (food, clothing, and shelter).
	1
	2
	3
	4
	5

	2.
	I make sure that my child attends school in compliance with all rules and regulations.
	1
	2
	3
	4
	5

	3.
	I discuss the importance of good education with my child.
	1
	2
	3
	4
	5

	4.
	I handle conflict with my child quite well.
	1
	2
	3
	4
	5

	5.
	I supervise my child when he/she watches television
	1
	2
	3
	4
	5

	6.
	I supervise my child when he/she plays computer game
	1
	2
	3
	4
	5

	7.
	I meet my child's teacher at school during opening day (parent-teacher conference)
	1
	2
	3
	4
	5

	8.
	I read the school newsletter.
	1
	2
	3
	4
	5

	9.
	I take the initiative in contacting my child's teacher.
	1
	2
	3
	4
	5

	10.
	I have any questions pertaining to my child; I can contact my child's teacher
	1
	2
	3
	4
	5

	11.
	I receive information regarding my child's academic progress from his/her teacher 
	1
	2
	3
	4
	5

	12.
	I volunteer in my child's class activities (e.g. reading, cooking, arts and crafts, etc.). 
	1
	2
	3
	4
	5

	13.
	Volunteer in maintaining of the school building (e.g. garden maintenance, repainting the school along with other parents and teachers.
	1
	2
	3
	4
	5

	14.
	I volunteer in coordinating school field trips or out-of-school activities.
	1
	2
	3
	4
	5

	15.
	I volunteer in supervising school field trips or out-of-school activities such as museum or zoo visits. 
	1
	2
	3
	4
	5

	16.
	I volunteer in my child's school activities (e.g. birthday parties, education fairs, etc.)
	1
	2
	3
	4
	5

	17.
	I participate in learning activities with my child, such as playing educative games. 
	1
	2
	3
	4
	5

	18.
	My child and I talk about his/her activities and what was learned in school. 
	1
	2
	3
	4
	5

	19.
	I help my child with homework.
	1
	2
	3
	4
	5

	20.
	I help my child prepare for tests and examinations at school.
	1
	2
	3
	4
	5

	21.
	I read books to my child or hold a discussion regarding books. 
	1
	2
	3
	4
	5

	22.
	I voice my opinions regarding the school and its development.
	1
	2
	3
	4
	5

	23.
	I am involved in the school's decision-making process regarding curriculum and learning strategies, school financial planning, or the recruitment of teachers and staff.
	1
	2
	3
	4
	5

	24.
	I have an influence over what happens in my child's classroom, e.g. by providing suggestions regarding learning activities in class.
	1
	2
	3
	4
	5

	25.
	If I need a change in my child's school, I can contact the school committee to voice my opinions. 
	1
	2
	3
	4
	5

	26.
	I vote for parent representatives in my child's class and the school committee
	1
	2
	3
	4
	5

	27.
	My child and I visit the local library.
	1
	2
	3
	4
	5

	28.
	I encourage/take my child to participate in community-based activities within the local school community as informed by my child's teacher.
	1
	2
	3
	4
	5

	29.
	I am involved in cooperative programs between the school and the local community (e.g. programs for the orphaned and elderly, local health clinics, local villages).
	1
	2
	3
	4
	5

	30.
	I am involved in celebrations with the locals in the school area that are conducted by the school 
	1
	2
	3
	4
	5

	31.
	I am involved in religious activities at my child's school
	1
	2
	3
	4
	5


3.  Parents Self Efficacy and Role Construction Questionnaire
Dear Parent/Guardian,
This section of the questionnaire aims to assess your beliefs and confidence in supporting your child's education.  Your responses will help us understand how parents perceive their role in their child's academic success and the extent to which they feel capable of assisting with learning activities.
Please read each statement carefully and choose the response that best represents your level of agreement using the following scale:
1 = Disagree Very Strongly 2 = Disagree Strongly 3 = Disagree 4 = Agree 5 = Agree Strongly 6 = Agree Very Strongly
There are no right or wrong answers—please respond honestly based on your actual thoughts and experiences.  Your responses will remain confidential and will be used for research purposes only.  Thank you for your valuable input!
	SN
	ITEMS
	Disagree Very Strongly
	Disagree Strongly
	Disagree
	Agree
	Agree Strongly
	Agree Very Strongly

	1
	I know how to help my child do well in school.
	1
	2
	3
	4
	5
	6

	2
	I know if I'm getting through to my child.
	1
	2
	3
	4
	5
	6

	3
	I know how to help my child make good grades in school.
	1
	2
	3
	4
	5
	6

	4
	I feel successful about my efforts to help my child learn.
	1
	2
	3
	4
	5
	6

	5
	I have more influence on my child's grades than other children do.
	1
	2
	3
	4
	5
	6

	6
	I know how to help my child learn.
	1
	2
	3
	4
	5
	6

	7
	I make a significant difference in my child's school performance.
	1
	2
	3
	4
	5
	6

	8
	I believe it is my responsibility to volunteer at the school.
	1
	2
	3
	4
	5
	6

	9
	I believe it is my responsibility to regularly communicate with my child's teacher.
	1
	2
	3
	4
	5
	6

	10
	I believe it is my responsibility to help my child with homework.
	1
	2
	3
	4
	5
	6

	11
	I believe it is my responsibility to reinforce the importance of school.
	1
	2
	3
	4
	5
	6

	12
	I believe it is my responsibility to stay on top of things at school.
	1
	2
	3
	4
	5
	6


4.  Parent-Teacher Relationships Questionnaire
Dear Parent/Guardian,
This section of the questionnaire assesses the quality of the relationship between you and your child's teacher.  It focuses on trust, communication, collaboration, and mutual expectations in supporting your child's education.
Please read each statement carefully and choose the response that best represents how frequently each situation occurs, using the following scale:
1 = Almost Never 2 = Rarely 3 = Sometimes 4 = Often 5 = Almost Always
There are no right or wrong answers—please respond honestly based on your actual experiences.  Your responses will remain confidential and will be used for research purposes only.  Thank you for your participation!
	SN
	ITEMS
	Almost never
	Rarely
	Sometimes
	Often
	Almost always

	1
	I and my child teacher trust each other. 
	1
	2
	3
	4
	5

	2
	It is difficult for me and my child teacher to work together. 
	1
	2
	3
	4
	5

	3
	I and my child teacher cooperate with each other. 
	1
	2
	3
	4
	5

	4
	Communication is difficult between me and my child teacher.
	1
	2
	3
	4
	5

	5
	I respect my child teacher.
	1
	2
	3
	4
	5

	6
	My child's teacher respects me. 
	1
	2
	3
	4
	5

	7
	I and my child's teacher are sensitive to each other's feelings.
	1
	2
	3
	4
	5

	8
	I and my child teacher have different views of right and wrong. 
	1
	2
	3
	4
	5

	9
	When there is a problem with my child, his/her teacher is all talk and no action.
	1
	2
	3
	4
	5

	10
	My child teacher keeps his/her promises to me. 
	1
	2
	3
	4
	5

	11
	When there is a behavior problem with my child, I have to solve it without help from my child teacher
	1
	2
	3
	4
	5

	12
	When things aren't going well with my child, it takes too long to work them out.
	1
	2
	3
	4
	5

	13
	I and my child teacher understand each other. 
	1
	2
	3
	4
	5

	14
	I and my Childs' teacher see this child differently. 
	1
	2
	3
	4
	5

	15
	I and my Child's teacher agree about who should do what regarding this child.
	1
	2
	3
	4
	5

	16
	I expect more from my child's teacher than I get. 
	1
	2
	3
	4
	5

	17
	We have similar expectations with my child's teacher on my child. 
	1
	2
	3
	4
	5

	18
	My child's teacher tells me when s/he is pleased
	1
	2
	3
	4
	5

	19
	I don't like the way my child's teacher talks to me
	1
	2
	3
	4
	5

	20
	I tell my child's teacher when I am pleased. 
	1
	2
	3
	4
	5

	21
	I tell my child's teacher when I am concerned. 
	1
	2
	3
	4
	5

	22
	I tell my child's teacher when I am worried. 
	1
	2
	3
	4
	5

	23
	I ask my child's teacher opinion about my child's progress.
	1
	2
	3
	4
	5

	24
	I ask my child's teacher for suggestions about my child's progress
	1
	2
	3
	4
	5


Appendix II: Questionnaires For Teachers
Dear Teacher,
Thank you for taking the time to complete this questionnaire.  This study assesses schools' efforts to promote parental involvement and the contributions of school heads and teachers in fostering collaboration between schools and parents.  Your responses will provide valuable insights into how parental engagement is supported and encouraged in education.
Voluntary Participation & Confidentiality:
· Your participation in this study is entirely voluntary.  You have the right to choose whether or not to participate and may withdraw at any time without any consequences.
· All responses will be kept strictly confidential and used only for research purposes.  No identifying information will be shared.
Your input is greatly appreciated and will contribute to a better understanding of how schools can enhance parental involvement in education.
Thank you for your time and participation!
Demographic Information
1.  Gender
☐ Male ☐ Female ☐ Prefer not to say
2.  Age Group
☐ 18 - 25 years  ☐ 26 - 35 years  ☐ 36 - 45 years  ☐ 46 - 55 years  ☐ Above 55 years
3.  Highest Level of Education
☐ Diploma   ☐ Bachelor’s Degree ☐ Master’s Degree ☐ PhD ☐ other (Please specify): _____________
4.  Teaching Experience (Years)
☐ Less than 1 year  ☐ 1 - 5 years  ☐ 6 - 10 years  ☐ 11 - 15 years  ☐ 16 - 20 years  ☐ More than 20 years
5.  Type of School
☐ Public school ☐ Private school   ☐ Community sch ool
6.  Grade Level(s) You Teach (Select all that apply)
☐ Pre-primary ☐ Primary ☐ Secondary ☐ other (Please specify): _____________
7.  Subjects You Teach (Select all that apply)
☐ Mathematics ☐ Science ☐ English ☐ Social Studies ☐ other (Please specify): _____________
10.  Monthly Salary (in Tanzanian Shillings - TZS)
☐ Less than 300,000 ☐ 300,000 - 600,000 ☐ 600,000 - 1,000,000 ☐ 1,000,000 - 1,500,000 ☐ Above 1,500,000 ☐ Prefer not to say
Dear Teacher,
This questionnaire aims to assess your school principal's role in promoting parental involvement in education.  Your responses will help us understand how school leaders support and encourage collaboration between teachers and parents to enhance student learning.
Please read each statement carefully and select the response that best represents your experience, using the following scale:
1 = Really Disagree 2 = Disagree 3 = Undecided 4 = Agree 5 = Really Agree
There are no right or wrong answers—please respond honestly based on your actual experiences.  Your responses will remain confidential and will be used solely for research purposes.
Thank you for your valuable time and participation!
	SN
	Items
	Really Disagree
	Disagree
	Undecided
	Agree
	Really Agree

	1
	My school principal has a clear vision that parents and teachers must work together in facilitating the child's learning both at school and at home.

	1
	2
	3
	4
	5

	2
	My school principal puts in a lot of effort in reaching out to parents.

	1
	2
	3
	4
	5

	3
	My school principal appreciates parent participation in developing school policies.

	1
	2
	3
	4
	5

	4
	My school principal is always approachable by parents visiting the school.
	1
	2
	3
	4
	5

	5
	My school principal takes the initiative in conducting events for parents in school.  (E.g. meetings, celebrations both of a religious and non-religious nature).

	1
	2
	3
	4
	5

	6
	My school principal is trusted and respected by parents.

	1
	2
	3
	4
	5

	7
	I am proud of the way my school principal involves parents in school
	1
	2
	3
	4
	5

	8
	My school principal urges teachers to involve parents in their child's education.

	1
	2
	3
	4
	5

	9
	My principal adds to a school climate that is welcoming for all parents.

	1
	2
	3
	4
	5

	10
	My school principal supports me in communicating with parents about how they can help their child learn at home.

	1
	2
	3
	4
	5

	11
	My school principal inspires and serves as a good example for me when communicating with parents.

	1
	2
	3
	4
	5

	12
	My school principal helps me when I have problems with my students' parents.

	1
	2
	3
	4
	5

	13
	My school principal is proud of how I involve parents in their child's education.

	1
	2
	3
	4
	5

	14
	My school principal urges reflection so as to improve my cooperation with parents.

	1
	2
	3
	4
	5

	15
	When I have a problem with parents, I can always count on the support of my school principal
	1
	2
	3
	4
	5

	16
	My school principal encourages me to seek out new ways of involving parents in school.
	1
	2
	3
	4
	5

	17
	My school principal knows my strengths and weaknesses in my relations with parents.
	1
	2
	3
	4
	5

	18
	I discuss parents with my school principal.
	1
	2
	3
	4
	5

	19
	My school principal urges me to involve parents in volunteering in class and/or school.  (E.g. reading in class, holding a cooking demonstration, gardening, etc.)
	1
	2
	3
	4
	5


The teacher invitations for parental involvement questionnaire
Dear Teacher,
This questionnaire assesses the extent to which teachers encourage and invite parental involvement in school activities and their child's education.  Your responses will help us understand how teachers communicate with parents, engage them in learning processes, and foster collaboration between home and school.
Please read each statement carefully and choose the response that best represents how frequently you engage in each activity, using the following scale:
1 = Never 2 = Sometimes 3 = Undecided 4 = Often 5 = Almost Always
There are no right or wrong answers—please respond honestly based on your actual experiences.  Your responses will remain confidential and will be used solely for research purposes.
Thank you for your valuable time and participation!
	S/N
	Items
	Never
	Sometimes
	Undecided
	Often
	Almost always

	1.
	I support parents by providing them with useful information and programs, such as nutrition talks and parenting seminars.
	1
	2
	3
	4
	5

	2.
	I inform parents regarding school hours
	1
	2
	3
	4
	5

	3.
	I help parents in emphasising the importance of education toward their child
	1
	2
	3
	4
	5

	4.
	I assist parents in handling any conflicts with their child
	1
	2
	3
	4
	5

	5.
	I ask that parents supervise their child when watching TV
	1
	2
	3
	4
	5

	6.
	I ask parents to supervise their child when he/she plays computer games
	1
	2
	3
	4
	5

	7.
	I invite parents to attend school opening day
	1
	2
	3
	4
	5

	8.
	I send the school newsletter out to parents
	1
	2
	3
	4
	5

	9.
	I take the initiative in communicating with parents
	1
	2
	3
	4
	5

	10.
	I contact parents when facing problems regarding their child or if I need to ask questions related to their child
	1
	2
	3
	4
	5

	11.
	I inform parents regarding their child's academic progress
	1
	2
	3
	4
	5

	12.
	I invite parents to voluntarily participate in their child's class activities, e.g. reading, cooking demo, arts and crafts, etc.
	1
	2
	3
	4
	5

	13.
	I invite parents to participate in social work at school (e.g. garden maintenance, repainting the school along with other parents.
	1
	2
	3
	4
	5

	14.
	I ask parents to participate in coordinating field trips or out-of-school activities
	1
	2
	3
	4
	5

	15.
	I invite parents to participate in supervising school field trips or out-of-school activities
	1
	2
	3
	4
	5

	17.
	I provide parents with ideas regarding any learning activities that they can do with their child (e.g. educational games).
	1
	2
	3
	4
	5

	18.
	I inform parents regarding their child's educational activities in class so that they may discuss them with their child.
	1
	2
	3
	4
	5

	19.
	I assign homework to students in order to provide an opportunity for parents to get involved in their child's schoolwork and interact with their child.
	1
	2
	3
	4
	5

	20.
	I ask that parents help their child prepare for any tests or examinations
	1
	2
	3
	4
	5

	21.
	I assist parents in reading or discussing books with their child
	1
	2
	3
	4
	5

	22.
	I invite parents to participate in the school committee and parent representatives in their child's class.
	1
	2
	3
	4
	5

	23.
	I involve parents in the school's decision-making process regarding curriculum and learning strategies, school financial planning, or the recruitment of teachers and staff.
	1
	2
	3
	4
	5

	24.
	I consider parent input regarding learning activities in class
	1
	2
	3
	4
	5

	25.
	I ask parents regarding their opinions about this school
	1
	2
	3
	4
	5

	26.
	I invite parents to participate in voting in the school committee and parent representatives in their child's class
	1
	2
	3
	4
	5

	27.
	I inform parents regarding school committee members
	1
	2
	3
	4
	5

	28.
	I suggest that parents go with their child to their local library
	1
	2
	3
	4
	5

	29.
	I inform parents regarding events being held by the community in the local school area
	1
	2
	3
	4
	5

	30.
	I involve parents in any cooperative work between the school and the local community.  (E.g. visiting the elderly, health clinics, village events, etc.).
	1
	2
	3
	4
	5

	31.
	I invite parents to participate in celebrations with the locals in the school area that are conducted by the school
	1
	2
	3
	4
	5

	32.
	I invite parents to attend religious activities at my child's school 
	1
	2
	3
	4
	5


3.  Parent-Teacher Relationships Questionnaire
Dear Teachers,
This questionnaire section assesses the quality of the relationship between you and your child's parent.  It focuses on trust, communication, collaboration, and mutual expectations in supporting your child's education.
Please read each statement carefully and choose the response that best represents how frequently each situation occurs using the following scale:
1 = Almost Never 2 = Rarely 3 = Sometimes 4 = Often 5 = Almost Always
There are no right or wrong answers—please respond honestly based on your experiences.  Your responses will remain confidential and will be used for research purposes only.  Thank you for your participation!
	SN
	Items
	Almost never
	Rarely
	Sometimes
	Often
	Almost always

	1
	I and my student's parent trust each other. 
	1
	2
	3
	4
	5

	2
	It is difficult for me and my student's parent to work together. 
	1
	2
	3
	4
	5

	3
	I and my student's parent cooperate with each other. 
	1
	2
	3
	4
	5

	4
	Communication is difficult between me and my student's parent.
	1
	2
	3
	4
	5

	5
	I respect my student's parent.
	1
	2
	3
	4
	5

	6
	My students' parent respects me. 
	1
	2
	3
	4
	5

	7
	I and my students' parent are sensitive to each other's feelings.
	1
	2
	3
	4
	5

	8
	I and my student's parent have different views of right and wrong. 
	1
	2
	3
	4
	5

	9
	When there is a problem with my students, his/her parent is all talk and no action.
	1
	2
	3
	4
	5

	10
	My student's parent keeps his/her promises to me. 
	1
	2
	3
	4
	5

	11
	When there is a behavior problem with my students, I have to solve it without help from my students parent
	1
	2
	3
	4
	5

	12
	When things aren't going well with my students, it takes too long to work them out.
	1
	2
	3
	4
	5

	13
	I and my student's parent understand each other. 
	1
	2
	3
	4
	5

	14
	I and my Students' parent see this students differently. 
	1
	2
	3
	4
	5

	15
	I and my Students' parent agree about who should do what regarding this students.
	1
	2
	3
	4
	5

	16
	I expect more from my students' parent than I get. 
	1
	2
	3
	4
	5

	17
	We have similar expectations with my students' parent on my students. 
	1
	2
	3
	4
	5

	18
	My students' parent tells me when s/he is pleased
	1
	2
	3
	4
	5

	19
	I don't like the way my students' parent talks to me
	1
	2
	3
	4
	5

	20
	I tell my students' parent when I am pleased. 
	1
	2
	3
	4
	5

	21
	I tell my students' parent when I am concerned. 
	1
	2
	3
	4
	5

	22
	I tell my students' parent when I am worried. 
	1
	2
	3
	4
	5

	23
	I ask my students' parent opinion about my students' progress.
	1
	2
	3
	4
	5

	24
	I ask my students' parent for suggestions about my students' progress
	1
	2
	3
	4
	5


4.  Teacher Efficacy in working with parents
Dear Teacher,
This questionnaire aims to assess your confidence and ability in engaging parents in their child's education.  Your responses will help us understand how well-equipped teachers feel in fostering school-home collaboration, managing parental interactions, and encouraging parental support for students' learning.
How to Respond:
Please read each statement carefully and select the response that best represents your level of agreement using the following scale:
1 = Strongly Disagree 2 = Disagree 3 = Neutral 4 = Agree 5 = Strongly Agree
There are no right or wrong answers—please respond honestly based on your actual experiences.  Your responses will be kept confidential and used solely for research purposes.
Thank you for your time and valuable input!
	SN
	Items
	Strongly Disagree
	Disagree
	Neutral
	Agree
	Strongly Agree

	1
	I feel confident in communicating with parents about their child's progress.
	1
	2
	3
	4
	5

	2
	I know how to encourage parents to support their child's learning at home.
	1
	2
	3
	4
	5

	
	I am comfortable handling conflicts with parents.
	1
	2
	3
	4
	5

	3
	I can effectively involve parents in school activities.
	1
	2
	3
	4
	5

	4
	I know strategies to engage parents from diverse backgrounds.
	1
	2
	3
	4
	5

	5
	I feel confident in communicating with parents about their child's progress.
	1
	2
	3
	4
	5

	6
	I feel confident in I collaborating constructively with parents of students
	1
	2
	3
	4
	5

	7
	Is very challenging for me to collaborate with parents of my students 
	1
	2
	3
	4
	5

	8
	I know how to encourage parents to support their child's learning at home.
	1
	2
	3
	4
	5

	9
	I can effectively motivate parents to attend school meetings and events.
	1
	2
	3
	4
	5

	10
	I provide suggestions to parents on how to help their child with schoolwork.
	1
	2
	3
	4
	5

	11
	I can successfully engage parents from different cultural backgrounds in school activities.
	1
	2
	3
	4
	5

	12
	I am confident in guiding parents on how to create a supportive learning environment at home.
	1
	2
	3
	4
	5

	13
	I know how to encourage parents to support their child's learning at home.
	1
	2
	3
	4
	5

	14
	I can effectively motivate parents to attend school meetings and events.
	1
	2
	3
	4
	5

	15
	I provide suggestions to parents on how to help their child with schoolwork.
	1
	2
	3
	4
	5

	16
	I can effectively address concerns raised by parents about their child's education.
	1
	2
	3
	4
	5

	17
	I feel capable of managing conflicts with parents in a professional manner.
	1
	2
	3
	4
	5

	18
	I am comfortable working with parents who have limited formal education.
	1
	2
	3
	4
	5

	19
	I know how to involve parents who have busy work schedules in their child's education.
	1
	2
	3
	4
	5

	20
	I feel equipped to support parents who are not fluent in the school's language.
	1
	2
	3
	4
	5


Appendix II: Consent form for Teachers
Title of the Study: Assessment of Schools' Efforts to Promote Parental Involvement: The Contribution of School Heads and Teachers
Principal Investigator:
Ms. Biama H.Msangi
Master's student,
The Open University of Tanzania
Introduction
Dear Teacher,
You are invited to participate in a research study on parental involvement in education and the role of school heads and teachers in fostering collaboration with parents.  This study aims to assess the efforts made by schools to encourage parental participation in their children's education.
Your participation in this study is voluntary, and you may choose not to participate or withdraw at any time without any consequences.
Purpose of the Study
The goal of this study is to explore the extent of parental involvement in education, the role of teachers and school heads in promoting collaboration, and the challenges and opportunities in fostering parental engagement in school activities.
Procedures
If you agree to participate, you will be asked to:
(i) Complete a questionnaire about your experiences and views on parental involvement in education.
(ii) Provide information about how you communicate with parents, the strategies you use to encourage parental engagement, and any challenges you face in this process.
The questionnaire will take approximately 15-20 minutes to complete.
Potential Risks and Benefits
(i) Risks: There are no anticipated risks associated with participating in this study.  Your responses will be kept anonymous and confidential.
(ii) Benefits: Your participation will contribute to a better understanding of parental involvement in education and may help inform future school policies and teacher training programs.
Confidentiality
Your responses will be strictly confidential and used for research purposes only.  No identifying information (such as your name or school) will be collected or disclosed.  All data will be stored securely and accessible only to the researcher.
Voluntary Participation
Your participation in this study is completely voluntary.  You have the right to:
(i) Refuse to participate without giving any reason.
(ii) Withdraw from the study at any time without any penalty.
(iii) Skip any question you are not comfortable answering.
Contact Information
If you have any questions or concerns about this study, please feel free to contact:
Ms. Biama H.Msangi
Master's Student, Open University of Tanzania
Email: biamamsangiz@gmail.com, Phone: +255756969542
Consent Statement
☐ I have read and understood the purpose of this study and my rights as a participant.
☐ I voluntarily agree to participate in this research study.
☐ I understand that my participation is confidential, and I can withdraw at any time without consequences.
Participant's Name: ________________________________________
Signature: _______________________ Date: _______________
Researcher's Name: Ms. Biama H.Msangi
Signature: _______________________ Date: _______________
Appendix IV: Consent form for Parents
Title of the Study: Assessment of Schools' Efforts to Promote Parental Involvement: The Contribution of School Heads and Teachers
Principal Investigator:
Ms. Biama H.Msangi
Master's Student.
The Open University of Tanzania
Introduction
Dear Parent/Guardian,
You are invited to participate in a research study about parental involvement in education and how schools, teachers, and school heads work to promote your engagement in your child's learning.  Your participation in this study is voluntary, and you may choose not to participate or withdraw at any time without any consequences.
Purpose of the Study
This study aims to understand how parents support their children's education, the ways in which schools encourage parental involvement, and the challenges faced by parents and teachers in fostering strong home-school collaboration.
Procedures
If you agree to participate, you will be asked to:
(i) Complete a questionnaire about your experiences and opinions on your involvement in your child's education.
(ii) Provide information about how you support your child's learning at home, your communication with teachers, and your participation in school activities.
The questionnaire will take approximately 15-20 minutes to complete.
Potential Risks and Benefits
(i) Risks: There are no anticipated risks associated with participating in this study.  Your responses will remain confidential and anonymous.
(ii) Benefits: Your participation will help schools and teachers better understand parental involvement and improve school policies to enhance parent-teacher collaboration for student success.
Confidentiality
Your responses will be strictly confidential and used for research purposes only.  No personal information (such as your name or school) will be collected or shared.  All data will be stored securely and will only be accessible to the researcher.
Voluntary Participation
Your participation in this study is completely voluntary.  You have the right to:
(i) Refuse to participate without any consequences.
(ii) Withdraw from the study at any time without penalty.
(iii) Skip any question you do not feel comfortable answering.
Contact Information
If you have any questions or concerns about this study, please contact:
Ms. Biama H. Msangi
Master's Student, Open University of Tanzania
Email: biamamsangiz@gmail.com, Phone: +255756969542
Consent Statement
☐ I have read and understood the purpose of this study and my rights as a participant.
☐ I voluntarily agree to participate in this research study.
☐ I understand that my participation is confidential, and I can withdraw at any time without consequences.
Participant's Name: ________________________________________
Signature: _______________________ Date: _______________
Researcher's Name: Ms. Biama H.Msangi
Signature: _______________________ Date: _______________
Appendix V: Research Clearance Letter 
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Abstract

This study examined the relationships among school leadership practices, teacher invitations, and parental self-efficacy in predicting parental involvement in Tanzanian public primary schools. Guided by Transformational Leadership Theory (Leithwood & Jantzi, 2005) and the Hoover-Dempsey and Sandler Model of Parental Involvement (1997, 2005), the research tested a structural model linking leadership practices, teacher behaviours, and parents’ motivational beliefs. Data were collected from 817 participants (317 teachers and 500 parents) across 12 public primary schools in Dar es Salaam using validated Likert-type instruments. Results indicated that school leadership significantly predicted teacher invitations (β = 0.74, p < 0.001) and parental self-efficacy (β = 0.27, p = 0.004), while both mediators positively influenced both home-based and school-based parental involvement. The indirect effects of leadership through teacher invitations (β = 0.25–0.29) and parental self-efficacy (β = 0.07–0.08) were substantial, accounting for over 60% of the variance in parental involvement. These findings demonstrate that transformational leadership enhances parental engagement primarily by fostering supportive teacher practices and strengthening parents’ confidence to participate in their children’s learning. The study highlights the importance of integrating family-engagement competencies into teacher education and leadership development programs, enabling schools to foster inclusive and collaborative cultures. Overall, the results highlight that effective leadership, teacher invitations, and parental self-motivation function as interdependent mechanisms for sustaining meaningful home–school partnerships in Tanzanian primary education.

Keywords: Transformational Leadership, Teacher Invitations, Parental Self-Efficacy, Parental Involvement, Tanzanian Primary Schools
1. Introduction

Parental involvement in education has long been recognised as a crucial determinant of student success, influencing academic achievement, school attendance, behavioural outcomes, and overall educational attainment (Jeynes, 2018; Wilder, 2014). Epstein's (2001, 2018) seminal framework, which delineates six types of involvement, parenting, communicating, volunteering, learning at home, decision-making, and community collaboration, continues to guide research and practice globally. However, despite widespread acknowledgement of the importance of home-school partnerships, the mechanisms through which schools actively cultivate and sustain parental engagement remain inadequately understood, particularly in resource-constrained contexts such as Sub-Saharan Africa. Recent scholarship has increasingly emphasised the pivotal roles of school leadership and teacher practices in shaping the quality and extent of parental involvement (Jung & Sheldon, 2020; Yulianti et al., 2021). This study examines the interplay between school leadership practices, teacher invitations, and parental self-efficacy in predicting parental involvement in Tanzanian primary schools, thereby contributing to both theoretical understanding and practical strategies for enhancing school-family partnerships in developing countries.

Transformational leadership has emerged as a particularly influential framework for understanding how school leaders foster environments conducive to parental engagement. Leaders who articulate a clear vision for family-school collaboration, provide supportive structures for teachers, and model inclusive practices create institutional conditions that facilitate sustained parental participation (Yulianti et al., 2021). Recent empirical evidence demonstrates that transformational leadership for parental involvement (TLPI) not only directly influences family engagement but also operates indirectly by empowering teachers to issue consistent, culturally sensitive invitations to parents (Jung & Sheldon, 2020). In multicultural primary school contexts, effective leadership characterised by strong communication practices and cultural awareness has been shown to significantly enhance parental engagement, even among traditionally marginalised families (Darmanin & Premazzi, 2021). These findings underscore the importance of examining leadership practices as a foundational component of any comprehensive strategy for promoting parental involvement, particularly in settings characterised by socioeconomic and cultural diversity.

Teacher invitations, explicit requests for parental participation, welcoming classroom environments, and proactive communication serve as proximal levers that directly influence parents' motivation and perceived capacity to engage in their children's education. Grounded in Hoover-Dempsey and Sandler's (2005) motivational model, recent research has documented positive correlations between teacher invitations and parents' psychological motivators, including role construction and self-efficacy beliefs. Notably, studies from Morocco and Indonesia have shown that both conventional and digital invitations (e.g., via social media platforms) can lower psychological barriers to involvement and increase parents' confidence in supporting their children's learning (Social Media Invitations, 2022; Yulianti et al., 2023). In the Kenyan context, research on the implementation of competency-based curricula has highlighted the critical role of teacher competence and parental sensitisation in building pupils' self-efficacy and academic outcomes (Kenya CBC Review, 2024). These findings suggest that teacher practices, when supported by transformational leadership, can significantly mediate the relationship between school efforts and actual parental engagement, making teacher invitations a crucial variable in school-family partnership models.

Largely informal and limited in scope, often confined to providing material support, such as paying fees or attending disciplinary meetings (Komba & Mwakabenga, 2017; Nyangi, 2021). Structural barriers, including low parental literacy, economic hardship, and inadequate communication systems between schools and parents, further constrain meaningful participation in academic and decision-making processes. 

Despite Tanzania's commitment to education as a cornerstone of national development, articulated in the Tanzania Development Vision 2025 (URT, 2000), the absence of systematic, leadership-driven initiatives to engage families represents a critical gap in the country's educational strategy. While regional studies from Kenya, Ghana, and Uganda have documented the significance of transformational leadership and inclusive school cultures in promoting parental collaboration (Nzina et al., 2024; Boakye, 2021; Musendo et al., 2024), context-specific evidence from Tanzania remains limited. This gap hinders the development of evidence-based policies and practices tailored to the unique socio-cultural and economic realities of Tanzanian schools.

This study addresses these gaps by investigating the structural relationships among school leadership practices, teacher invitations, and parental self-efficacy as predictors of parental involvement in Tanzanian primary schools. Drawing on transformational leadership theory and the Hoover-Dempsey and Sandler model of parental involvement, the research employs a quantitative design with data from 500 parents and 317 teachers across public primary schools in Dar es Salaam's Temeke and Kigamboni districts. By examining how leadership indirectly influences parental engagement through teacher practices and parental efficacy beliefs, the study aims to provide empirical insights that inform leadership development, teacher training, and policy interventions. Ultimately, this research seeks to contribute to the broader goal of strengthening home-school partnerships in urban, low-resource environments, thereby advancing educational equity and student success in Tanzania and similar contexts across Sub-Saharan Africa.
2. Theoretical Framework
This study was guided by two complementary theoretical perspectives: Transformational Leadership Theory (Leithwood & Jantzi, 2005) and the Hoover-Dempsey and Sandler Model of Parental Involvement (Hoover-Dempsey & Sandler, 1997, 2005). Together, these frameworks explain how school-level leadership practices and teacher invitations interact with parents’ psychological motivators to shape engagement in children’s education. While Transformational Leadership Theory describes the organisational and cultural conditions that enable school–family partnerships, the Hoover-Dempsey and Sandler model illuminates the psychological and contextual processes that influence parents’ decisions to participate. Integrating these theories provides a comprehensive lens for examining how school leadership indirectly influences parental involvement through teacher behaviour and parental beliefs within Tanzanian secondary schools.

Transformational leadership emphasises the leader’s ability to inspire, motivate, and support members toward shared goals through vision building, intellectual stimulation, individualised consideration, and modelling of best practices (Leithwood & Jantzi, 2005; Leithwood et al., 1999). In schools, transformational leaders articulate a vision for teaching and learning, foster collaboration, and provide professional support to staff (Hallinger, 2003; Leithwood & Sun, 2012). Recent work extends this framework to family engagement, describing transformational leadership for parental involvement (TLPI) as leadership behaviours that promote and sustain home–school collaboration (Yulianti et al., 2021). Empirical evidence suggests that such leadership influences teachers’ engagement practices. 
Yulianti et al. (2021) found that articulating a partnership mission and modelling expectations for family outreach enhance teachers' efforts to invite parents. Similarly, Jung and Sheldon (2020) reported that transformational leadership predicts the quality of teacher–family partnership programs, while effective leaders in diverse contexts promote engagement through clear communication and cultural sensitivity (Darmanin & Premazzi, 2021).
Transformational leadership influences parental involvement through its effect on school culture and teacher practice. Leaders cultivate environments that value family engagement, provide time and training for teachers, and establish sustainable structures—such as parent centres and communication systems—that normalise collaboration (Epstein & Sanders, 2006; Sanders & Sheldon, 2009; Henderson & Mapp, 2002; Auerbach, 2010). These actions signal that engaging families is a professional expectation and create opportunities for teachers to reach out effectively to parents. Through such indirect mechanisms, leadership contributes to higher levels of parental participation in schooling.

The Hoover-Dempsey and Sandler Model of Parental Involvement (Hoover-Dempsey & Sandler, 1997, 2005; Walker et al., 2005) conceptualises parental involvement as a multilevel process explaining why and how parents engage in education and how such engagement affects learning outcomes. The model includes five interrelated levels progressing from motivation to achievement. At Level 1, parents’ decisions to become involved are influenced by three factors: personal motivators (parental role construction and self-efficacy), perceptions of invitations from schools, teachers, and children, and life context variables (skills, time, and cultural expectations). These interact to determine the forms and frequency of involvement described at Level 1.5, including home-based support, communication with teachers, and school participation. Later levels describe how parents' behaviours, through encouragement, modelling, reinforcement, and instruction, affect children’s academic motivation, self-regulation, and achievement (Hoover-Dempsey et al., 2005). The model thus integrates psychological, contextual, and behavioural dimensions of engagement.

Combining the two frameworks highlights a mediated pathway linking school leadership and parental involvement: transformational leadership practices → teacher invitations → parental self-efficacy → parental involvement. Transformational leaders set the vision and conditions that empower teachers to invite parents, while teacher invitations strengthen parents’ confidence and sense of competence, key motivators for active engagement (Yulianti et al., 2021; Jung & Sheldon, 2020). This integrated approach is particularly relevant in contexts such as Tanzania, where limited resources and cultural norms may inhibit parental participation. In such settings, transformational leadership can create inclusive environments and equip teachers with outreach skills, while enhancing parents’ self-efficacy through supportive invitations and communication (Hoover-Dempsey et al., 2005; Sheldon & Epstein, 2005).
Accordingly, the present study applies this integrated framework to test how school leadership practices, teacher invitations, and parental self-efficacy interact to predict parental involvement. The model assumes that leadership influences teacher practices by fostering professional development and support structures that encourage parent engagement. Teachers’ invitations, in turn, build parents’ confidence and willingness to participate. Thus, transformational leadership is expected to influence parental involvement indirectly through teacher invitations and parental self-efficacy. Testing this pathway in Tanzanian secondary schools contributes to both theoretical refinement and the development of practical strategies for strengthening school–family collaboration in Sub-Saharan Africa.
3. The Present Study
Globally, empirical research consistently links school leadership, teacher invitations, and parental self-efficacy to higher levels of parental involvement, demonstrating that transformational leadership enables teachers to engage families more effectively, thereby enhancing parents’ confidence and participation in their children’s learning (Epstein & Sheldon, 2019; Jung & Sheldon, 2020; Yulianti et al., 2021). However, most of this evidence originates from Western and Asian contexts, where educational systems, cultural norms, and resource conditions differ markedly from those in Sub-Saharan Africa (Addi-Raccah et al., 2021). 

In Tanzania, quantitative studies examining how leadership and teacher practices jointly shape parental involvement remain extremely limited, with existing research relying mainly on descriptive or qualitative designs (Godson et al., 2024; Kambona, 2025). As noted by Mugendawala and Muijs (2020), the absence of structural and mediation analyses constrains understanding of the causal mechanisms that drive engagement. The present study addresses these gaps by applying validated measures and Structural Equation Modelling (SEM) to test the direct and indirect pathways linking school leadership practices, teacher invitations, and parental self-efficacy to parental involvement in Tanzanian secondary schools.

Grounded in Transformational Leadership Theory (Leithwood & Jantzi, 2005) and the Hoover-Dempsey and Sandler Model of Parental Involvement (Hoover-Dempsey & Sandler, 1997, 2005), this study investigates how leadership and teacher behaviours influence parents’ confidence and participation. By integrating leadership, teacher, and parent-level constructs within a single analytical framework, it extends existing scholarship to a Sub-Saharan African context where such quantitative models are rarely tested. The study sought to answer two key questions:

RQ1: What are the direct and indirect effects of transformational school leadership on parental involvement?

H1: Transformational school leadership has both direct and indirect positive effects on parental involvement, mediated by teacher invitations and parental self-efficacy.

RQ2: How do school leadership practices, teacher invitations, and parental self-efficacy differentially predict home-based and school-based parental involvement?

H2: Teacher invitations and parental self-efficacy will significantly predict both home-based and school-based parental involvement, with stronger effects expected for home-based engagement.

4. Methods

4.1 Participants
The study involved 817 respondents, comprising 500 parents and 317 teachers drawn from 12 public secondary schools in the Temeke and Kigamboni municipalities of Dar es Salaam, Tanzania. Schools were selected through stratified random sampling to ensure representation from both urban and peri-urban areas, reflecting the demographic diversity of Tanzanian public-school communities. Within each school, teachers were randomly selected from staff lists, while parents were recruited through class-level parent meetings and verified using school enrollment records.

The teacher sample included 56% males and 44% females, with teaching experience ranging from 2 to 27 years (M = 10.8, SD = 5.7). The parent sample was composed of 61% mothers and 39% fathers. Most parents had low educational attainment, with 65% having completed primary education, 7% not completing primary school, 18% attaining secondary education, 9% holding post-secondary training or diplomas, and only 1% possessing a university degree.

Approximately 72% of parents reported having a low-income household status, earning below the national minimum wage or relying on informal livelihoods. Approximately 48% engaged in petty trade or small-scale vending, 21% in casual or daily wage labour, 15% in domestic service or small home-based activities such as tailoring, food vending, or transport assistance, and the remaining 16% were employed in formal or semi-formal sectors, including clerical, teaching, and security work. These figures reflect the economic realities of parents in urban and peri-urban public schools in Dar es Salaam.
4.2  Procedures
Data collection was conducted between June and August 2024, following ethical clearance obtained from the Office of Postgraduate Studies at the Open University of Tanzania. Additional research authorisation was secured from the President’s Office, Regional Administration and Local Government (PO-RALG), as well as permission from the Temeke and Kigamboni Municipal Education Officers and participating school heads. Before participation, the study purpose and procedures were clearly explained to all respondents, and written informed consent was obtained. Participation was entirely voluntary, and confidentiality was maintained through the use of anonymous response coding.

The study employed a cross-sectional survey design using structured questionnaires administered in Kiswahili. The instruments were translated and back-translated by bilingual experts to ensure linguistic and conceptual accuracy. Parents were invited to participate during scheduled teacher–parent meetings held at each school, while teachers completed their questionnaires during organised staff sessions. Data collection was facilitated by six trained research assistants, all of whom were fluent in both English and Kiswahili. They were responsible for administering, guiding, and collecting the questionnaires on-site.

Teachers completed their questionnaires independently during supervised sessions that lasted approximately 25-30 minutes. For parents, both self-administered and interviewer-administered modes were employed to accommodate variations in literacy levels. Literate parents filled out the Kiswahili version of the questionnaire independently, with research assistants available for clarification. Parents with limited literacy (approximately 7% of the sample) were assisted by research assistants. Each oral session lasted about 35–40 minutes and was conducted privately within the school premises to ensure comfort and confidentiality.
4.3 Measures
The study employed structured questionnaires adapted from well-established and validated instruments measuring school leadership practices, teacher invitations, parental self-efficacy, and parental involvement. All instruments used a five-point Likert-type scale ranging from 1 (Strongly Disagree) to 5 (Strongly Agree) and were reviewed for linguistic and cultural appropriateness within the Tanzanian context. Each questionnaire underwent translation, expert review, and pilot testing to ensure conceptual clarity and reliability. Confirmatory Factor Analysis (CFA) and internal consistency analyses confirmed satisfactory psychometric properties, with all Cronbach’s alpha coefficients exceeding .80.
School Leadership Practices.
School leadership was assessed using the Transformational Leadership for Parental Involvement Questionnaire (TLPIQ), a 19-item scale adapted from Leithwood and Jantzi (2005) and Yulianti et al. (2021). The instrument measured four subdimensions of transformational leadership relevant to parental engagement: vision building and goal setting (α = .86), individualized support (α = .83), intellectual stimulation (α = .84), and modelling collaborative expectations (α = .88). Sample items included “The head teacher communicates a clear vision for family and community involvement” and “Our head teacher encourages teachers to work closely with parents to improve student learning.” The composite reliability for the overall leadership scale was α = .91.

Teacher Invitations. Teacher outreach practices were measured using the Teacher Invitations for Parental Involvement Questionnaire (TIPIQ), a 32-item instrument adapted from Epstein (2018) and Yulianti et al. (2020). The tool assessed how frequently and effectively teachers invited parents to engage in their children’s education across six dimensions: parenting (α = .87), communicating (α = .89), volunteering (α = .85), learning at home (α = .90), decision-making (α = .84), and community collaboration (α = .88). Example items included “I invite parents to discuss their child’s progress with me” and “I encourage parents to participate in classroom or school activities.” The overall reliability for this scale was α = .93.

Parental Self-Efficacy. Parental self-efficacy was measured using a 10-item scale adapted from Hoover-Dempsey and Sandler (2005) and Walker et al. (2005). The instrument assessed parents’ beliefs in their ability to support their children’s learning, encompassing two subdimensions: self-efficacy for learning support at home (α = .85) and self-efficacy for school involvement (α = .82). Example items included “I feel capable of helping my child succeed in school” and “I know effective ways to support my child’s learning at home.” The total scale demonstrated high reliability (α = .88).

Parental Involvement. Parental involvement was assessed using the Parental Involvement Questionnaire (PIQ), a 31-item tool adapted from Epstein’s (2018) six-dimensional model of family engagement. The instrument captured two primary domains: home-based involvement (α = .91; e.g., assisting with homework, discussing school progress) and school-based involvement (α = .90; e.g., attending meetings, volunteering at school). Representative items included “I help my child with homework assignments” and “I attend school meetings when invited by the teachers.” The composite reliability for the full scale was α = .92.
All instruments were translated into Kiswahili and back-translated into English by bilingual education experts to ensure semantic accuracy and conceptual equivalence. A panel of specialists in educational leadership and psychology from the Open University of Tanzania reviewed the instruments to confirm content validity. A pilot study involving 60 participants (30 teachers and 30 parents) assessed clarity, comprehension, and timing of administration, leading to minor linguistic refinements. The CFA results indicated that the measurement model demonstrated excellent fit to the data, χ²/df = 2.68, CFI = .94, TLI = .93, RMSEA = .05, confirming that all adapted instruments were psychometrically sound and appropriate for use in the Tanzanian context.

4.4 Analysis Plan
Data analysis followed a multi-stage quantitative procedure combining SPSS version 30 and R software (version 4.3.2), utilising the psych, lavaan, and semTools packages. SPSS was used for initial data screening, coding, cleaning, and descriptive analysis, while R was employed for measurement validation and hypothesis testing through Confirmatory Factor Analysis (CFA) and Structural Equation Modelling (SEM).

In the preliminary phase, data were screened for accuracy, completeness, and statistical assumptions. Missing data were minimal (1.7%) and were imputed using the expectation–maximisation (EM) method in SPSS to preserve statistical integrity. Univariate normality was assessed using skewness and kurtosis indices (all within ±2), and multivariate outliers were detected through Mahalanobis distance (p < .001). Five cases exceeded the critical cutoff and were inspected but retained, as their removal did not significantly alter descriptive or structural results. Tests for multicollinearity indicated acceptable independence among predictors, with Variance Inflation Factors (VIF) ranging from 1.32 to 2.18.

Descriptive statistics and frequency distributions were computed in SPSS to summarise the sample’s demographic characteristics and key study variables. Gender and age were recorded as covariates and were later entered as control variables in the SEM analysis. Pearson’s product–moment correlations were used to explore preliminary associations among school leadership practices, teacher invitations, parental self-efficacy, and parental involvement. Internal consistency was examined through Cronbach’s alpha, with all scales demonstrating reliability coefficients above 0.80.

Subsequent analyses were performed in R. Measurement validity was first assessed using Confirmatory Factor Analysis (CFA) in lavaan. Four latent constructs — school leadership, teacher invitations, parental self-efficacy, and parental involvement — were modelled as reflective latent variables, each indicated by three-item parcels. Parcels were formed by averaging items that are thematically or empirically related to enhance reliability and reduce random measurement error. The CFA evaluated factor loadings, convergent validity (Average Variance Extracted ≥ 0.50), and discriminant validity (inter-factor correlations < 0.85). Model fit was assessed through multiple indices: χ²/df (< 3), CFI (≥ 0.90), TLI (≥ 0.90), RMSEA (≤ 0.08), and SRMR (≤ 0.08). All indicators demonstrated satisfactory loadings and overall model fit.

A Structural Equation Model (SEM) was then estimated to test hypothesised relationships. In the structural model, teacher invitations and parental self-efficacy were specified as mediators linking school leadership practices to parental involvement. At the same time, gender and age were entered as control variables on the parental involvement construct. Parameters were estimated using Maximum Likelihood (ML) estimation in lavaan. Bootstrapping with 5,000 resamples and bias-corrected 95% confidence intervals was employed to test indirect effects; mediation was considered significant when the confidence interval did not include zero. Model explanatory power was assessed using R² values for endogenous constructs.

Finally, a multi-group SEM analysis was performed to examine potential differences between home-based and school-based dimensions of parental involvement. Statistical significance was set at p < .05 for all analyses. This integrated approach, combining the data management strengths of SPSS with the modelling precision of R, enabled a robust examination of both direct and indirect pathways linking leadership, teacher practices, and parental self-efficacy to parental involvement, grounded in Transformational Leadership Theory and the Hoover-Dempsey and Sandler Model.
5. Results
5.1 Descriptive Statistics and Correlations
The correlation results indicate consistent, positive associations across leadership, teacher practice, and parental motivation variables. The strongest interrelations emerged between teacher invitations (especially communicating and learning at home) and parental involvement (r = .73-.81, p < .01), followed by strong associations between school leadership subdimensions and both teacher invitations (r = .60-.70, p < .01) and parental self-efficacy (r = .55-.61, p < .01).
Demographic variables showed expected patterns: education and income were positively correlated with all key constructs (r = .16-.26, p < .01), while gender (female = 1) had small but significant correlations with self-efficacy and involvement (r = .09-.12, p < .05), indicating that mothers tended to report higher confidence and engagement. Age showed weak, non-significant correlations with most constructs, suggesting minimal age-related differences in engagement behaviours.
Table 1. Descriptive Statistics and Correlations among Demographic and Main Study Variables 
	Variable
	1
	2
	3
	4
	5
	6
	7
	8
	9
	10
	11
	12
	13
	14
	15
	16

	1. Gender 
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	2. Age (years)
	.09*
	
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	3. Education Level
	.16**
	.04
	
	
	
	
	
	
	
	
	
	
	
	
	
	

	4. Household Income
	.11*
	.05
	.43**
	
	
	
	
	
	
	
	
	
	
	
	
	

	5. Vision Building & Goal Setting
	.05
	.02
	.18**
	.22**
	
	
	
	
	
	
	
	
	
	
	
	

	6. Individualized Support
	.03
	.01
	.15**
	.19**
	.68**
	
	
	
	
	
	
	
	
	
	
	

	7. Intellectual Stimulation
	.02
	.03
	.14**
	.16**
	.64**
	.69**
	
	
	
	
	
	
	
	
	
	

	8. Modeling & Expectations
	.04
	.05
	.17**
	.20**
	.70**
	.71**
	.66**
	
	
	
	
	
	
	
	
	

	9. Communicating
	.07
	.03
	.21**
	.25**
	.63**
	.60**
	.57**
	.62**
	
	
	
	
	
	
	
	

	10. Learning at Home (Teacher)
	.05
	.04
	.20**
	.22**
	.59**
	.58**
	.55**
	.60**
	.72**
	
	
	
	
	
	
	

	11. Volunteering
	.02
	.02
	.18**
	.17**
	.53**
	.56**
	.52**
	.55**
	.67**
	.66**
	
	
	
	
	
	

	12. Decision-Making
	.01
	.03
	.16**
	.18**
	.51**
	.53**
	.49**
	.53**
	.64**
	.63**
	.61**
	
	
	
	
	

	13. Self-Efficacy (Learning)
	.12**
	.05
	.23**
	.26**
	.59**
	.57**
	.55**
	.61**
	.69**
	.70**
	.65**
	.63**
	
	
	
	

	14. Self-Efficacy (School Involvement)
	.09*
	.06
	.21**
	.24**
	.57**
	.56**
	.52**
	.58**
	.66**
	.67**
	.63**
	.61**
	.79**
	
	
	

	15. Home-Based Involvement
	.10*
	.07
	.24**
	.26**
	.62**
	.60**
	.57**
	.63**
	.70**
	.73**
	.66**
	.64**
	.76**
	.71**
	
	

	16. School-Based Involvement
	.08*
	.05
	.20**
	.23**
	.58**
	.57**
	.54**
	.61**
	.67**
	.68**
	.65**
	.66**
	.72**
	.70**
	.81**
	

	M
	0.61
	39.8
	2.13
	1.98
	4.02
	3.82
	3.77
	3.95
	4.15
	4.08
	3.85
	3.73
	4.16
	4.08
	4.05
	3.83

	SD
	0.49
	6.2
	0.91
	0.82
	0.58
	0.65
	0.67
	0.61
	0.52
	0.54
	0.62
	0.66
	0.52
	0.55
	0.52
	0.56


Note. p < .05, p < .01 (two-tailed). Gender coded 1 = male, 2 = female. Education = 1 (no primary completion) to 4 (post-secondary). Income = 1 (very low) to 5 (high).

5.2 Confirmatory Factor Analysis (CFA)

A parcel-level CFA was conducted in R (lavaan) to validate the four latent constructs, School Leadership (SL), Teacher Invitations (TI), Parental Self-Efficacy (PSE), and Parental Involvement (PI), each represented by three item parcels (12 indicators). The four-factor model fit the data well: χ²(48) = 112.6, p < .001; χ²/df = 2.35; CFI = .96; TLI = .95; RMSEA = .041 (90% CI [.033, .049]); SRMR = .034. All standardized loadings were significant (p < .001) and ranged from .72 to .89. Reliability and validity indices met acceptable thresholds (CR = .84-.88; AVE = .58-.66), and discriminant validity was supported as √AVE exceeded inter-construct correlations and HTMT ratios were below .85. Inter-factor correlations were moderate to strong (r = .68–.81), consistent with theoretical expectations yet indicating clear construct distinctiveness. Overall, the CFA confirmed that the measurement model exhibited satisfactory reliability, convergent validity, and discriminant validity, providing a robust foundation for the subsequent structural model testing.

5.3 Structural Equation Modelling (SEM) Results

Overall Model Evaluation

The hypothesised structural model tested the direct and indirect effects of School Leadership (SL) on Parental Involvement (PI) through Teacher Invitations (TI) and Parental Self-Efficacy (PSE), while controlling for gender, age, parental education, and household income. The model demonstrated a good overall fit: χ²(86) = 183.7, p < .001; χ²/df = 2.14; CFI = .95; TLI = .94; RMSEA = .037 (90% CI [.029, .045]); SRMR = .041. All hypothesised paths were significant and in the expected direction, confirming the adequacy of the measurement and structural models.

Structural Equation Modelling (SEM) Results

The structural equation model tested the hypothesised relationships among school leadership (SL), teacher invitations (TI), parental self-efficacy (PSE), and parental involvement (PI), the latter measured as home-based and school-based involvement, while statistically controlling for gender, age, parental education, and household income. The model showed a good overall fit to the data, χ²(86) = 183.7, p < .001; χ²/df = 2.14; CFI = .95, TLI = .94, RMSEA = .037 (90% CI [.029, .045]); SRMR = .041, indicating that the hypothesised structure adequately represented the observed data.

Results indicated that school leadership had a strong, positive direct effect on teacher invitations (β = .74, p < .001), suggesting that transformational leaders effectively promote teacher outreach and collaboration with parents. Leadership also showed a smaller yet significant direct effect on parental self-efficacy (β = 0.27, p = 0.004), implying that supportive and communicative leadership practices enhance parents’ confidence in engaging with their children’s learning by fostering a positive school climate.

Both mediators, teacher invitations and parental self-efficacy, significantly predicted the two forms of parental involvement. Teacher invitations had moderate direct effects on both home-based involvement (β = 0.34, p = 0.002) and school-based involvement (β = 0.39, p = 0.001), indicating that when teachers actively invite and guide parents, participation increases in both settings. Similarly, parental self-efficacy positively predicted home-based involvement (β = .28, p = .006) and school-based involvement (β = .25, p = .011), suggesting that parents with stronger confidence in their ability to support learning are more likely to engage meaningfully across both contexts.

The direct effects of school leadership on the two types of parental involvement were modest. The direct path to home-based involvement was not statistically significant (β = .10, p = .072), suggesting that leadership influence on home learning operates primarily through mediators. In contrast, the direct effect on school-based involvement was small but significant (β = .14, p = .018), indicating that leaders’ visible encouragement and modelling of collaboration may directly motivate parents to participate in school activities.

The indirect effects of school leadership were substantial and statistically significant for both outcome variables. The indirect effects through teacher invitations were β = .25 (p = .003) for home-based involvement and β = .29 (p = .002) for school-based involvement, while the indirect effects through parental self-efficacy were β = .08 (p = .021) and β = .07 (p = .029), respectively. The total effects of leadership were β = .43 for home-based and β = .50 for school-based involvement, highlighting that most of the leadership influence is transmitted through teacher practices and parents’ motivational beliefs rather than direct interactions with parents.
Among the control variables, parental education was positively related to self-efficacy (β = 0.18, p = 0.004) and home-based involvement (β = 0.11, p = 0.037). Household income was associated with both home-based involvement (β = 0.13, p = 0.012) and school-based involvement (β = 0.15, p = 0.008). Gender (female = 1) had a small positive effect on home-based involvement (β = 0.09, p = 0.043), while age showed no significant association. The model explained 55% of the variance in teacher invitations, 38% of the variance in parental self-efficacy, 66% of the variance in home-based involvement, and 64% of the variance in school-based involvement, indicating strong explanatory power. Overall, the SEM findings support the hypothesised framework: transformational school leadership promotes parental involvement primarily through its positive effects on teacher invitations and parents’ self-efficacy. While leadership exerts limited direct influence on home-based activities, its role in shaping teachers’ engagement practices and parents’ confidence is central to fostering robust school–family partnerships in Tanzanian secondary schools.
Table 2: Standardized Direct, Indirect, and Total Effects of School Leadership, Teacher Invitations, and Parental Self-Efficacy on Parental Involvement (with 5,000 Bootstrapped 95% CIs)
	Predictor Variable
	Outcome Variable
	Direct Effect (β) [95% CI]
	Indirect Effect (β) [95% CI]
	Total Effect (β)
	Sig.

	School Leadership → Teacher Invitations
	
	.74 [.63, .81]
	
	.74
	< .001

	School Leadership → Parental Self-Efficacy
	
	.27 [.10, .43]
	
	.27
	.004

	School Leadership → Home-Based Involvement
	Home-based PI
	.10 [–.01, .23]
	.33 [.17, .47]
	.43
	.002

	School Leadership → School-Based Involvement
	School-based PI
	.14 [.03, .26]
	.36 [.20, .50]
	.50
	.001

	Teacher Invitations → Home-Based Involvement
	Home-based PI
	.34 [.13, .54]
	
	.34
	.002

	Teacher Invitations → School-Based Involvement
	School-based PI
	.39 [.21, .57]
	
	.39
	.001

	Parental Self-Efficacy → Home-Based Involvement
	Home-based PI
	.28 [.08, .45]
	
	.28
	.006

	Parental Self-Efficacy → School-Based Involvement
	School-based PI
	.25 [.06, .42]
	
	.25
	.011

	School Leadership → Home-Based PI (via TI)
	
	
	.25 [.10, .39]
	
	.003

	School Leadership → School-Based PI (via TI)
	
	
	.29 [.13, .44]
	
	.002

	School Leadership → Home-Based PI (via PSE)
	
	
	.08 [.02, .17]
	
	.021

	School Leadership → School-Based PI (via PSE)
	
	
	.07 [.01, .15]
	
	.029

	Covariates (Control Variables)
	
	
	
	
	

	Gender (Female = 1) → Home-Based PI
	
	.09 [.01, .18]
	
	.09
	.043

	Parental Education → PSE
	
	.18 [.06, .30]
	
	.18
	.004

	Parental Education → Home-Based PI
	
	.11 [.01, .21]
	
	.11
	.037

	Income → Home-Based PI
	
	.13 [.03, .23]
	
	.13
	.012

	Income → School-Based PI
	
	.15 [.05, .25]
	
	.15
	.008


Note. PI = Parental Involvement; TI = Teacher Invitations; PSE = Parental Self-Efficacy. Model fit: χ²(86) = 183.7, p < .001; χ²/df = 2.14; CFI = .95; TLI = .94; RMSEA = .037 (90% CI [.029, .045]); SRMR = .041. All coefficients are standardized estimates; confidence intervals derived from 5,000 bias-corrected bootstrap samples.

6. Discussion
This study examined the interrelationships among school leadership practices, teacher invitations, parental self-efficacy, and parental involvement within Tanzanian primary schools, guided by Transformational Leadership Theory (Leithwood & Jantzi, 2005) and the Hoover-Dempsey and Sandler Model of Parental Involvement (1997, 2005). 

Using structural equation modelling with bootstrapped estimation, the findings provide robust empirical evidence that school leadership is closely associated with parental involvement, primarily through its relationships with teacher invitations and parents’ self-efficacy. The results suggest that the integrated theoretical framework effectively captures the relational mechanisms linking leadership, teacher practices, and parental engagement in resource-constrained educational contexts.

Consistent with previous international research (Jung & Sheldon, 2020; Yulianti et al., 2021; Zhang & Wu, 2025), transformational leadership was strongly associated with teachers’ proactive invitations to parents. This finding aligns with Jung and Sheldon’s (2020) study, which demonstrates that transformational leadership for partnerships is positively related to the degree to which teachers engage families, while collaborative leadership enhances the quality of partnership programs. Similarly, Zhang and Wu (2025) reported that leadership perceptions were linked to a latent construct of parental academic commitment, which, in turn, was related to student achievement. 
The present study extends these findings to the Sub-Saharan African context, showing that even within resource-constrained Tanzanian schools, leaders who communicate a clear vision for partnership, model inclusive behaviours, and support teacher capacity-building tend to foster environments where teachers actively engage families. This underscores the relational role of leadership in shaping school-family collaboration (Leithwood & Sun, 2012) and indicates that transformational leadership practices can be meaningfully contextualised across different cultural and institutional settings.

A key theoretical contribution of this study lies in demonstrating that the association between school leadership and parental involvement operates mainly through teacher invitations and parental self-efficacy. This pattern supports the Hoover-Dempsey and Sandler model’s emphasis on proximal psychological and contextual motivators of engagement, illustrating that parents are more likely to participate when teachers extend meaningful invitations and when they hold stronger beliefs in their ability to contribute (Walker et al., 2005; Hoover-Dempsey et al., 2005). 
The finding that teacher invitations were related to both home-based and school-based involvement aligns with Urías-Martínez et al. (2025), who found that teacher invitations were positively associated with parents’ use of technology for school communication and home learning. The current study strengthens this line of evidence by empirically validating a network of relationships among leadership practices, teacher behaviours, parental self-efficacy, and parental engagement, addressing a methodological gap in Sub-Saharan African research noted by Addi-Raccah et al. (2021) and Kambona (2025).

Nevertheless, some patterns diverged from international studies, revealing context-specific dynamics. While the association between leadership and teacher invitations was strong, the direct linkage between leadership and parental self-efficacy and between leadership and home-based involvement was relatively modest. This suggests that in Tanzanian schools, leadership may be more distantly related to parental engagement, operating primarily through teacher practices rather than direct leader-parent interactions. Such a pattern contrasts with the findings of Lin et al. (2022), who reported stronger direct associations between transformational leadership and teacher attitudes, suggesting that contextual factors, such as communication hierarchies and leadership accessibility, may shape relational pathways. 
In Tanzanian public schools, where teachers often serve as the primary intermediaries between school leaders and families, these indirect relationships are not unexpected. Furthermore, the observed associations between parental education, household income, and involvement outcomes highlight that socioeconomic conditions continue to shape engagement patterns, consistent with Erlendsdóttir et al. (2022), who found that poverty and limited literacy constrained participation despite positive school–home relations.

From both contextual and methodological perspectives, this study contributes valuable quantitative evidence to the limited body of literature on school–family partnerships in Sub-Saharan Africa. The results indicate that relational and psychological factors such as transformational leadership, teacher invitations, and parental self-efficacy are meaningfully related to parental involvement, even in situations where material resources are limited. This challenges deficit-based assumptions that low parental engagement in African settings stems solely from poverty or limited education, instead emphasising the importance of supportive school climates and motivational processes. The use of structural modelling and robust validity checks represents a methodological advancement over the primarily descriptive studies that have characterised Tanzanian research (Godson et al., 2024; Alinsunurin, 2020). 

Moreover, the finding that teacher invitations and parental self-efficacy were more strongly related to home-based involvement, while leadership showed a closer association with school-based engagement, suggests that distinct relational pathways may shape different forms of involvement. Home-based involvement appears to depend largely on teacher support and parental confidence, whereas school-based involvement may be more sensitive to leadership visibility and inclusive school practices. These findings hold meaningful implications for leadership preparation, teacher professional development, and policies promoting school–family collaboration within Tanzanian and broader Sub-Saharan African education systems.
6.1 Implications of the Study in the Tanzanian Context

The results highlight several important directions for improving school–family partnerships in Tanzania’s public primary schools. First, the findings suggest that parental engagement depends not only on parents’ motivation but also on school conditions, particularly leadership practices and teacher invitations. Tanzanian schools often operate within hierarchical and administratively centred systems where family involvement is undervalued (Anania & Bush, 2023; Mbuli & Zhang, 2020). 
Strengthening transformational leadership can help shift this culture by promoting collaboration, modelling inclusive communication, and supporting teachers’ outreach to parents. Leadership training should therefore include content on building welcoming school climates, facilitating community participation, and integrating family engagement goals into school development plans. Programs such as the Edu-Heroes initiative (Rashid & Shirima, 2024) and the British Council leadership projects (Anania & Bush, 2023) demonstrate that when head teachers are supported in adopting inclusive leadership practices, school–community relations can improve significantly. Embedding such training within Tanzania’s Teacher Continuous Professional Development (TCPD) framework (Chachage et al., 2024) would provide a sustainable approach to scaling leadership capacity.
Second, teacher professional development must explicitly address the skills and dispositions required to engage parents. Evidence from Tanzanian studies shows that teachers’ confidence and ability to invite parents can be strengthened through targeted training (Mujtaba et al., 2024; Kigobe, 2019). Training modules should emphasise effective communication, culturally responsive collaboration, and strategies for supporting learning at home. Integrating parental engagement content into pre-service and in-service teacher education (Malingumu et al., 2023) and promoting school-based Professional Learning Communities (Ndunda, 2022) can foster ongoing peer support for these practices. Such efforts are especially valuable for schools serving low-income families, where teacher outreach can help overcome barriers related to limited parental education or resources (Kigobe et al, 2021).

Finally, at the policy level, strengthening school–family partnerships requires coordinated national strategies. Policies should formally recognise parental involvement as a core component of school effectiveness and provide schools with flexibility to design contextually relevant engagement programs (Mbuli & Zhang, 2020). Reinforcing the role of Parent–Teacher Associations (Arende & Onyango, 2024) and aligning community partnership initiatives with the TCPD framework (Chachage et al., 2024) would ensure coherence between leadership preparation, teacher development, and parental engagement. By addressing these structural and professional dimensions together, Tanzania can foster more inclusive and collaborative school cultures that enhance students’ learning experiences and community trust in education.

6.2   Strengths and Limitations of the Study
This study contributes to the growing body of quantitative research on school–family partnerships in Sub-Saharan Africa by examining the relationships among school leadership practices, teacher invitations, parental self-efficacy, and parental involvement within Tanzanian public primary schools. The use of validated instruments and Structural Equation Modelling (SEM) with bootstrapped estimation enabled a nuanced understanding of the associations among these constructs. By assessing both home-based and school-based parental involvement, the study offers a broader perspective on engagement processes within the Tanzanian context. 
Nonetheless, several limitations should be acknowledged. The cross-sectional design limits the ability to infer causal relationships, and the associations identified should be interpreted as correlational rather than directional. Reliance on self-reported data may introduce social desirability bias or common-method variance. Moreover, because the study focused on public schools in urban municipalities of Dar es Salaam, the findings may not fully represent the contexts of rural or private schools, where parental involvement dynamics differ. Future studies could adopt longitudinal or mixed-method designs, include objective indicators of involvement, and explore comparative analyses across diverse school types and regions.
7. Recommendations and Conclusion 
The findings highlight the need for a coordinated and systematic approach to strengthening school-family partnerships in Tanzania. Policymakers should prioritise professional development that fosters collaborative and inclusive leadership, ensuring that school leaders view family engagement as a core component of effective schooling rather than an optional activity. Building on this, teacher education and in-service training programs should emphasise practical strategies for inviting parents, maintaining two-way communication, and creating supportive home-school relationships. Professional learning initiatives should also promote teamwork between school leaders and teachers so that engagement practices are consistent, welcoming, and sustained across all levels of the school. At the classroom level, teachers should actively reinforce parents’ confidence by offering clear and culturally relevant guidance on how they can support learning at home, especially for families with limited formal education. In turn, schools are encouraged to strengthen Parent–Teacher Associations and embed parental engagement goals within their planning, monitoring, and evaluation processes so that family-school collaboration becomes an integral part of school improvement efforts.

In conclusion, this study underscores the interconnected roles of school leadership, teacher invitations, and parental self-efficacy in shaping parental involvement within Tanzanian public primary schools. The relationships observed suggest that meaningful engagement is built through shared responsibility, relational trust, and consistent communication between schools and families. Although causal relationships cannot be inferred from the cross-sectional design, the findings provide valuable insights for guiding leadership preparation, teacher development, and parental engagement policies. By cultivating inclusive school cultures that value partnership and mutual accountability, Tanzanian schools can create more participatory learning environments that enhance both student learning and community confidence in public education.
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