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ABSTRACT

Background: Parental involvement is
central to the implementation of
Competence-Based Education, especially
in practical learning areas such as
agriculture. This study examined the
influence of parents’ education level on
parental
implementation of the competence-based
agriculture curriculum in public primary
schools in Gatanga Sub-County, Kenya.

Methods: The study adopted a descriptive
research design and a quantitative
approach. The target population comprised
Grade Six pupils, their parents or
guardians, and agriculture teachers in
public primary schools in Gatanga Sub-
County. The accessible population was
1,592 respondents, consisting of 786
pupils, 786 parents or guardians, and 20
agriculture teachers. Stratified random
sampling was used to group respondents
into pupils, parents or guardians, and
teachers. Simple random sampling was
then used to select schools and
respondents, while parents or guardians of
the selected pupils were included in the
study. The final sample size was 220
respondents, comprising 105 pupils, 105

involvement n the

INTRODUCTION

parents or guardians, and 10 agriculture
teachers. Data were collected using
structured questionnaires and analyzed
using descriptive statistics and dummy-
variable regression.

Results: The findings showed that parents
with basic education reported the highest
mean involvement score, M = 3.69, SD =
0.86, followed by parents with post-
graduate education, M = 3.60, SD = 1.59.
The regression model was not statistically
significant, F(4, 86) = 1.816, p=.133, and
parents’ education level explained 7.8% of
the variation in parents’ self-reported
involvement, R?=.078.

Conclusion: Parents’ formal education
level did not have a statistically significant
influence on their involvement in the
implementation of the competence-based
agriculture curriculum. Schools should
therefore recognize both formal and
informal parental knowledge when
planning parent engagement activities.

Key words; Parental Education Level,
Parental Involvement, Competence-Based
Education, Agriculture Curriculum, Public
Primary Schools.

Parental involvement remains an important part of learner development because learning
does not take place only within school walls (Epstein, 2018). In the context of competence-
based education, the role of the parent becomes more visible because learners are expected
to demonstrate knowledge, skills, values, and attitudes in real-life situations. Agriculture is
one of the learning areas where this expectation is direct because learners may be asked to
observe crops, prepare simple gardens, identify farm tools, keep records, or apply concepts
learned at school within the home environment. These activities create a direct link between
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the classroom, the household, and the community, making parental involvement important
in the implementation of the competence-based agriculture curriculum (Akala, 2021).

The shift from a strongly examination-oriented education system to Competence-Based
Education in Kenya was meant to support practical learning, skill development, and learner-
centered education. The reform asks schools, teachers, parents, and communities to support
the child as a whole person rather than focusing narrowly on test scores. Akala (2021)
explains that competency-based reforms in Kenya are tied to wider concerns about
educational relevance and learner preparation for social and economic life. Amutabi (2019)
also argues that the competence-based curriculum places attention on skills and values that
are useful beyond school. This shift makes parent-school partnerships more important,
especially in rural and semi-rural settings where local knowledge and daily practice can
support learning (Akala, 2021; Amutabi, 2019).

Agriculture is a suitable subject through which to examine parent involvement because it
combines school knowledge with community practice. Karani et al. (2021) note that
agriculture education in Kenya requires institutional readiness, practical teaching
approaches, and learning resources. Njura et al. (2020) further show that agricultural
teaching approaches are connected to wider concerns such as food security and practical life
skills. In a sub-county such as Gatanga, where agriculture forms a major part of community
life, parents may possess farming knowledge even when they do not have advanced formal
education. This makes parents’ education level an important variable because formal
schooling may shape school communication and confidence, while local agricultural
experience may also support learner participation (Karani et al., 2021; Njura et al., 2020).

The global literature has often linked parental education to learner outcomes and parental
engagement. Ates (2021) found that parental involvement and academic achievement are
positively related, and education level is commonly treated as one of the factors that can
influence how parents support learning. Boonk et al. (2018) reviewed evidence on parental
involvement indicators and concluded that involvement can be reflected through home
support, communication, expectations, supervision, and school participation. These
indicators suggest that parents with more schooling may find it easier to help with
assignments, communicate with teachers, and interpret curriculum demands, although the
relationship may depend on the nature of the subject and the kind of support required (Ates,
2021; Boonk et al., 2018).

In many education systems, school participation has traditionally been measured by visible
activities such as attending meetings, visiting school, volunteering, paying fees, and
communicating with teachers. Goodall and Montgomery (2014) argue that it is useful to
move from a narrow view of parental involvement toward a broader idea of parental
engagement. This broader view recognizes that many parents support education at home in
ways that teachers may not always observe. This distinction is important in agriculture
education because a parent may not attend every school meeting, but may still help a child
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plant vegetables, identify pests, care for animals, select seeds, or learn the meaning of
responsible work (Goodall & Montgomery, 2014).

In Kenya, parental involvement is also supported by policy expectations. The Basic
Education Act, 2013 requires schools to work with parents and communities in addressing
school needs and supporting learners. Under competence-based education, parents are
expected to take a more active role in learner tasks, practical activities, and continuous
support. Amunga et al. (2020) argue that the teacher-parent relationship is a key part of
curriculum success in Kenya. Mwarari et al. (2020) also observe that parental involvement
in the implementation of the competency-based curriculum has both challenges and
opportunities, including unclear expectations, work schedules, and the cost of materials
(Amunga et al., 2020; Mwarari et al., 2020; Republic of Kenya, 2013).

In Gatanga Sub-County, parents’ education level is important because it may influence how
parents understand curriculum instructions, communicate with teachers, assist with
assignments, and guide practical agriculture tasks at home. However, competence-based
agriculture also values practical knowledge, and this may allow parents with different formal
education backgrounds to support learners in meaningful ways. The focus on parents’
education level is therefore justified because it tests whether formal schooling actually
predicts involvement in a practical curriculum area, or whether involvement can occur
across education categories when schools recognize both academic and local forms of
knowledge (Goodall, 2021; Karani et al., 2021; Kim, 2018).

Statement of the Problem

Ideally, parents at all education levels should be able to support learners in the competence-
based agriculture curriculum. The curriculum is practical, home-oriented, and linked to
everyday life. It should therefore provide an opportunity for parents to participate through
direct assistance, local examples, farming experience, encouragement, and provision of
simple materials. Schools should also be able to recognize both academic and non-academic
forms of parental knowledge so that all parents feel capable of contributing to learner
development (Akala, 2021; Amunga et al., 2020).

In practice, however, parental involvement in competence-based learning remains uneven.
Some parents attend meetings and provide resources, while others are less visible in school
activities (Ates, 2021). Some parents understand formal curriculum language and
communicate confidently with teachers, while others may avoid school engagement because
they feel less educated or less able to assist. Hornby and Blackwell (2018) explain that
barriers to parental involvement may include parent-related factors, school-related factors,
family circumstances, and social attitudes. In rural contexts, these barriers may combine
with income pressures, work demands, distance from school, and lack of clarity about what
parents are expected to do (Goodall, 2021; Hornby & Blackwell, 2018).
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The problem is that education level is often treated as a strong predictor of parental
involvement, but this assumption may not hold in practical agriculture learning. A parent
with basic education may still possess strong farming skills, while a parent with university
education may have limited time or limited direct experience with agriculture. Evidence is
therefore needed to determine whether parents’ education level actually influences parental
involvement in agriculture curriculum implementation in Gatanga Sub-County. Without
such evidence, schools may design parent engagement strategies based on assumptions that
exclude parents with lower formal education, even when those parents have valuable
practical knowledge (Goodall & Montgomery, 2014; Kim, 2018).

Research Objective

The objective of the study was to assess the influence of parents’ education level on their
involvement in the implementation of competence-based agriculture curriculum in public
primary schools in Gatanga Sub-County, Kenya.

Research Hypothesis

Hy: There is no statistically significant influence of parents’ level of education on their
involvement in the implementation of competence-based agriculture curriculum in public
primary schools in Gatanga Sub-County, Murang’a County, Kenya.

LITERATURE REVIEW

This section reviews theoretical and empirical literature relating to parental education level
and parental involvement in curriculum implementation. It begins with Epstein’s model of
parental involvement, then discusses the concept of parental involvement in competence-
based agriculture learning, and finally reviews studies on parental education level and
involvement. The review supports the study objective and explains why the relationship
needs to be examined within the Gatanga context.

Theoretical Literature Review

Epstein’s model of parental involvement provides the main theoretical foundation for this
study. Epstein (2018) explains that school, family, and community partnerships are
important for improving learners’ educational experiences. The model identifies several
forms of involvement, including parenting, communicating, volunteering, learning at home,
decision-making, and collaborating with the community. These forms show that parental
involvement is not a single action. It is a set of practices through which parents support
learner growth, interact with schools, participate in school decisions, and help learners
continue learning outside the classroom.

The model is relevant to competence-based agriculture because it values both school-based
and home-based support. In agriculture, learning at home can be as important as formal
school attendance. A parent may help a learner observe germination, water plants, identify
soil types, feed poultry, or complete a practical assignment. Such activities fit the learning-
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at-home dimension of Epstein’s model. Communication is also important because parents
need to understand assignment instructions, assessment expectations, and the kinds of
resources required. Where communication is weak, parents may be willing to help but may
not understand what the school expects.

Epstein’s model also helps explain why formal education level may not be the only
condition for involvement. A parent who has limited formal schooling may still be active in
parenting, learning at home, and community collaboration. In contrast, a parent with higher
education may not be able to attend meetings or support practical work if time and work
demands are high. Therefore, the model encourages a broad understanding of involvement.
It supports the view that schools should create several pathways for parents to participate,
rather than assuming that all involvement must take the form of academic tutoring or formal
school attendance.

A second useful perspective is the ecological view of child development. Bronfenbrenner
(1977) argued that children develop within systems of relationships involving the family,
school, community, and wider society. From this view, parental education level is part of
the family environment, but it interacts with other factors such as household resources,
school expectations, cultural values, community knowledge, and teacher communication.
The ecological perspective therefore supports a context-sensitive interpretation of parental
involvement. In Gatanga, the local agricultural environment may provide a strong learning
resource, meaning that practical community knowledge can partly reduce the advantage
normally associated with higher formal education.

Parental Involvement in Competence-Based Agriculture Curriculum Implementation
Parental involvement refers to the active participation of parents or guardians in supporting
their children’s education. In competence-based learning, involvement includes attending
school meetings, communicating with teachers, helping with practical tasks, monitoring
assignments, providing learning materials, guiding learners at home, and encouraging
positive attitudes toward school. Boonk et al. (2018) note that parental involvement
indicators differ across studies, but many of them relate to home support, expectations,
communication, and supervision. In agriculture education, these indicators must be
interpreted in relation to practical learning because learners may need support with tasks
that are performed outside the classroom.

The competence-based agriculture curriculum expects learners to apply knowledge in real
settings. This requirement makes parents important because they are close to the learner’s
daily environment. A learner can practice agriculture skills at home when there is a garden,
farm, livestock, or even a small container garden. Parents can also provide local examples
that help the child understand soil management, crop care, animal care, weather observation,
and responsible use of farm resources. This kind of support may not require advanced
schooling. It may instead require interest, time, patience, and familiarity with agricultural
practice.
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Parental involvement is also associated with improved learner motivation and better school-
family relationships. Hanif and Alwi (2019) argue that parental involvement can affect
academic performance by improving learners’ confidence, discipline, and learning behavior.
Jeynes (2018) emphasizes that school leaders can encourage parental involvement by
building welcoming structures and guiding parents on how to support learning. These ideas
suggest that involvement is partly shaped by how schools define and invite participation. If
teachers only invite parents who can help with academic language, parents with less formal
education may feel excluded. If teachers also invite parents to share farming knowledge,
more parents may participate.

The Kenyan curriculum context gives parental involvement particular importance. Akala
(2021) presents the CBC reform as a major change in Kenyan education, while Amutabi
(2019) shows that the reform has implications for development and the future of education.
Amunga et al. (2020) argue that the teacher-parent relationship is part of the success
equation for the competency-based curriculum. Mwarari et al. (2020) identify both
perceived challenges and opportunities in parental involvement in CBC implementation.
These studies support the idea that schools need practical strategies for involving parents in
ways that respond to curriculum demands and family realities.

Agriculture curriculum implementation may face challenges linked to resources and teacher
preparedness. Karani et al. (2021) reviewed institutional preparedness for teaching
competence-based agriculture in Kenya and showed that practical learning requires
materials, teacher capacity, and supportive school environments. Ndambuki et al. (2024)
also examined teacher preparedness in competence-based agriculture and highlighted the
need for adequate preparation. Since agriculture requires practical tasks, schools cannot
depend only on teachers and classrooms. The home and community must become part of
the learning environment. Parents therefore need to be seen as partners who provide local
knowledge, supervision, and support.

Parents’ Education Level and Parental Involvement

Parents’ education level refers to the highest level of formal education attained by a parent
or guardian. In this study, the education categories were no formal education, basic
education, college level, university education, and post-graduate level. Education level is
often viewed as an important family factor because it may influence literacy, confidence,
understanding of school systems, ability to assist with homework, and communication with
teachers. Parents with higher education may also have stronger expectations for their
children and may feel more comfortable interacting with school staff.

Ates (2021) found a positive relationship between parental involvement in education and
academic achievement. Although that study was broader than the present one, it supports
the idea that parental involvement is an important pathway through which family
background can influence learner development. Kena et al. (2015) reported that parents with
higher education were more likely to participate in school activities in the United States.
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Roksa and Kinsley (2019) also showed that family support is important for academic success
among low-income students. These studies suggest that formal education can help parents
understand school expectations, support academic tasks, and maintain stronger educational
aspirations for their children.

However, the relationship between parental education and involvement is not always direct.
Goodall (2021) warns against deficit discourses that blame parents rather than examining
how school systems invite or discourage involvement. This point is important because lower
formal education should not automatically be interpreted as low commitment. Parents may
care deeply about their children’s education but may lack confidence in formal school
settings, may feel judged by teachers, or may not understand academic language. They may
also be more active at home than at school. Therefore, education level may influence the
form of involvement rather than the overall level of commitment.

Kim (2018) reviewed qualitative research on parental involvement in developing countries
and showed that parental engagement is shaped by local conditions, poverty, social
expectations, and the relationship between families and schools. In many contexts, parents
contribute through providing resources, moral guidance, monitoring attendance, and
encouraging learners, even when they cannot provide academic tutoring. Kambona (2025)
similarly found that in Sub-Saharan Africa, parents commonly support learning through
home guidance, provision of materials, communication with teachers, and monitoring
school attendance, but their participation may be limited by low income, literacy barriers,
and weak school-parent structures. These findings point to the need for a broad
understanding of parental involvement in African education settings.

The reviewed literature shows that parental involvement is widely valued and that education
level is often considered an important predictor of involvement. However, three gaps
remain. First, much of the literature links parental involvement to general academic
achievement rather than to curriculum implementation in a practical subject such as
agriculture. Second, several studies have been conducted outside Kenya or outside rural
agriculture-based communities. Third, evidence from competence-based agriculture in
public primary schools remains limited. This study therefore addresses a specific empirical
gap by examining the influence of parents’ education level on parental involvement in the
implementation of the competence-based agriculture curriculum in Gatanga Sub-County.

Conceptual Framework

The conceptual framework for this study linked parents’ education level to parental
involvement in the implementation of the competence-based agriculture curriculum.
Parents’ education level was the independent variable and was measured through five
categories: no formal education, basic education, college level, university education, and
post-graduate level. Parental involvement was the dependent variable and was measured
using parents’ self-reported support for agriculture learning. The support areas included
attending meetings where the agriculture curriculum is discussed, participating in
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agriculture-related co-curricular activities, providing teaching and learning resources for
agricultural projects, lending a hand or sharing knowledge when invited by the school, and
helping children carry out agricultural activities at home.

Independent Variable

@elected family factors oh

parental involvement
Level of Education

Basic education
Undergraduate level
Post Graduate level

Dependent Variable

4 N

Parental involvement

e Attending
academic meeting

e Following up the
pupils’ academic
work both at
school and home.

e Provision of
necessary T/L

No formal education

/

Figure 1: Conceptual Framework

RESEARCH METHODS

Y —
resources
¢ Volunteering for
academic
activities
Moderating Variables

Parental Sensitization on their
role
Age of the parents/Guardians

The study was conducted in public primary schools in Gatanga Sub-County, Murang’a

County, Kenya, and focused on parents’ education level and parental involvement in the
implementation of the competence-based agriculture curriculum. The methodological
presentation reports the research design, target population, sampling procedure, data
collection, validity and reliability, data analysis, and ethical considerations.
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Research Design

The study adopted a descriptive research design and a quantitative approach. The design
was suitable because the study sought to describe parents’ education levels, measure their
involvement, and test whether education level significantly influenced involvement.
Descriptive research also allowed the researcher to collect data from several respondent
categories at one point in time and summarize the responses using frequencies, percentages,
means, standard deviations, and regression analysis. The use of a quantitative approach was
appropriate because the main objective required statistical testing of a relationship between
a categorical independent variable and a continuous involvement score.

Location and Target Population

The study was conducted in Gatanga Sub-County of Murang’a County, Kenya. Gatanga is
a suitable setting for the study because agriculture is a major economic activity in the area
and the competence-based agriculture curriculum is closely related to the daily experiences
of many families. The target population comprised Grade Six pupils, their parents or
guardians, and agriculture teachers in public primary schools in the sub-county. Grade Six
pupils were selected because they had already experienced the competence-based
curriculum and could provide information on parental support. Parents or guardians were
selected because they were the main focus of the study. Agriculture teachers were included
because they could report on how parents participated in school-based agriculture activities.
The accessible population consisted of 786 Grade Six pupils, 786 parents or guardians, and
20 agriculture teachers in the selected public primary schools, giving a total accessible
population of 1,592. A stratified sampling approach was used to ensure representation of
key respondent groups. The final sample consisted of 105 pupils, 105 parents or guardians,
and 10 teachers. Out of these, 90 pupil questionnaires, 91 parent questionnaires, and 10
teacher questionnaires were returned, giving a total response of 191 questionnaires and an
overall response rate of 86.8%. The regression analysis for the education objective used the
91 valid parent responses because parents’ self-reported involvement was the dependent
variable.

Research Instruments

Data were collected using structured questionnaires for parents, learners, and agriculture
teachers. The parent questionnaire contained demographic items on gender, age, highest
level of education, marital status, relationship with the pupil, household income, wage type,
and occupation. It also included Likert-scale items measuring parental involvement in the
implementation of the competence-based agriculture curriculum. The involvement items
addressed attendance at agriculture curriculum meetings, participation in co-curricular
activities involving agriculture, provision of resources for agricultural projects, willingness
to share knowledge or help when invited by the school, and assistance with agricultural
activities at home.

The teacher questionnaire captured teachers’ perceptions of parental involvement and
selected family factors. For the education-level objective, teacher perception items included
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whether educated parents were usually in attendance during academic meetings, whether
parents understood school programs, whether parents understood the importance of
agriculture studies, and whether parents could understand most of the work given to their
children based on learner feedback. The learner questionnaire captured learners’ perceptions
of the support they received from parents or guardians in agriculture learning. These
additional responses helped to give context to the main parent-based analysis.

Validity and Reliability

Validity was addressed through review of the research instruments by the supervisors before
data collection. The review examined whether questionnaire items represented the study
constructs and whether the items were clear for the target respondents. The instruments were
also piloted in Kandara Sub-County, a neighboring area within Murang’a County. The pilot
helped identify whether the questions were understandable and whether respondents could
answer them without difficulty. The instruments were found suitable for the main study.
Reliability was assessed using Cronbach’s alpha. The parent questionnaire produced alpha
values above the accepted threshold of 0.70 for all relevant constructs. The alpha value for
the level of education construct was 0.79, while the alpha value for parental involvement in
competence-based agriculture was 0.84. These values indicate acceptable internal
consistency. The teacher questionnaire also produced alpha values above 0.70, including
0.81 for level of education and 0.83 for parental involvement in competence-based
agriculture. The learner questionnaire had an alpha value of 0.77 for parental involvement.
These results confirmed that the instruments were reliable for the main analysis.

Data Collection Procedure and Ethics

The researcher obtained the required institutional approvals before collecting data.
Permission was sought from relevant education offices and school administrators.
Questionnaires were administered to teachers, parents, and learners. Teachers completed
their questionnaires at school, while parent data were collected during Parent’s Day to
improve participation and response rate. Learner questionnaires were administered with
support from school personnel to ensure that learners understood the process and felt
comfortable.

Ethical considerations were observed throughout the study. Respondents were informed
about the purpose of the research, participation was voluntary, and confidentiality was
assured. The questionnaires did not require personal identifiers such as names or national
identification numbers. Data were handled in aggregate form so that individual parents,
learners, teachers, and schools could not be identified in the final report. Consent and assent
procedures were also observed for learner participation.

Data Analysis

The completed questionnaires were checked for completeness and consistency. Valid
responses were coded and entered into SPSS for analysis. Frequencies and percentages were
used to summarize categorical information such as parents’ education levels. Means and

349 |Page



International Academic Journal of Social Sciences and Education | Volume 2, Issue 4, pp.339-360

standard deviations were used to summarize parental involvement scores. The dependent
variable was the parents’ self-reported involvement score, computed from the parent
involvement items. The independent variable was parents’ level of education.

Because parents’ education level was categorical, dummy-variable regression was used.
Parents with no formal education were used as the reference category. The comparison
categories were basic education, college level, university education, and post-graduate level.
The overall regression model was used to determine whether parents’ education level had a
statistically significant influence on parental involvement. The F-statistic and model p-value
were used to test the hypothesis at the .05 significance level. Regression coefficients, t-
values, and p-values were used to interpret the contribution of each education category in
relation to the reference group.

Before hypothesis testing, diagnostic checks were reviewed. Normality of residuals was
assessed using normal probability plots. Homoscedasticity was tested using the Breusch-
Pagan test. The education-level model produced a Breusch-Pagan statistic of x> = 4.002, p
= .055, which was above .05 and therefore supported the assumption of constant error
variance. Multicollinearity was assessed using variance inflation factor values. For the
education-level model, VIF values ranged from 1.451 to 4.205, which were below the
commonly used threshold of 10. These diagnostic results supported the use of regression
analysis for the education-level objective.

RESULTS AND DISCUSSION

This section presents the results for the education-level objective. The section begins with
the response rate, followed by the distribution of parents by education level, descriptive
results for parental involvement, teacher perceptions relating to parents’ education level,
descriptive statistics for parental involvement by education level, regression results, and
discussion of the findings.

Response Rate

The study achieved a strong overall response rate as shown in Table 1. Out of 220
questionnaires distributed to pupils, parents, and teachers, 191 were returned, giving an
overall response rate of 86.8%. Parents returned 91 out of 105 questionnaires, giving a
parent response rate of 86.7%. This response rate was adequate for the education-level
analysis because the regression model used parents’ self-reported involvement as the
dependent variable.

350|Page



International Academic Journal of Social Sciences and Education | Volume 2, Issue 4, pp.339-360

Table 1: Response Rate

Category of Respondents Sample Size Returned Response Rate
Questionnaires (%)
Pupils 105 90 85.7
Parents 105 91 86.7
Teachers 10 10 100.0
Total 220 191 86.8

Source: Researcher (2026)

Parents’ Education Level

As shown in Table 2, 50 parents, representing 54.9%, had basic education. A further 26
parents, representing 28.6%, had college-level education. Parents with no formal education
and university education each formed 6.6% of the sample, while post-graduate parents
formed 3.3%. These results show that most parents had some level of formal schooling, but

only a small proportion had university or post-graduate education.
Table 2: Distribution of Parents by Highest Level of Education

Highest Level of Education Frequency Percentage
No formal education 6 6.6
Basic education 50 54.9
College level 26 28.6
University education 6 6.6
Post-graduate level 3 33
Total 91 100.0

Source: Researcher (2026)

The distribution is important because it shows the educational profile within which parental
involvement in agriculture learning took place. The dominance of basic education suggests
that many parents may not have advanced academic training, yet they may still have strong
practical knowledge of agriculture. In a rural and agricultural community, this background
can support competence-based agriculture learning even where parents may not be highly
educated in formal academic terms.

Parents’ Self-Reported Involvement in Competence-Based Agriculture Curriculum

Parents reported moderate to high involvement in the implementation of the competence-
based agriculture curriculum as shown in Table 3. The highest-rated item was helping
children carry out agricultural activities at home, M = 3.78, SD = 1.26. This finding is
important because it shows that home-based practical support was a major form of
involvement. Parents also reported regular attendance at academic meetings where the
agriculture curriculum was discussed, M = 3.48, SD = 1.28, and willingness to lend a hand
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or share knowledge when invited by the school, M = 3.45, SD = 1.28. The composite mean
was 3.44, SD = 1.04, showing a moderate level of overall involvement.

Table 3: Parents’ Self-Reported Involvement in Competence-Based Agriculture Curriculum

Statement Mean SD
I help my child(ren) in carrying out various agricultural activities at 3.78 1.26
home.

I regularly attend academic meetings in the school where the 3.48 1.28

agricultural curriculum is discussed.

I am happy to lend a hand or share my knowledge when the school 3.45 1.28
invites parents to help out in agricultural activities.

I provide the necessary teaching and learning resources needed for 3.36 1.30

agricultural projects.

I participate in or attend co-curricular activities that involve 3.14 1.30
agriculture.
Composite mean 344 1.04

Source: Researcher (2026)

The pattern in Table 3 supports the idea that parental involvement in agriculture is strongly
home-based. Parents were most involved in helping children with agricultural activities at
home. This may reflect the practical character of agriculture and the availability of farming
experiences in the home environment. The lowest mean was recorded for participation in
co-curricular activities involving agriculture. This suggests that parents may be more
available for home support than for formal school activities, possibly because of work
schedules, distance, or limited invitations from schools.

Teachers’ Perceptions of the Influence of Parents’ Education Level

Teachers provided additional context on how education level appeared to shape parental
involvement as shown in Table 4. Their responses showed that teachers tended to observe
higher attendance among educated parents, M = 3.70, SD = 1.25. Teachers also moderately
agreed that most parents were able to understand school programs, M = 3.20, SD = 1.03.
However, the mean scores were lower for parents’ understanding of the importance of
agriculture studies, M =2.80, SD = 0.92, and parents’ ability to understand most of the work
given to children, M = 2.60, SD = 1.07. The composite mean was 3.08, SD = 0.81,
suggesting a moderate teacher perception that education level influences involvement.
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Table 4: Teachers’ Perception of Parents’ Education Level and Involvement

Statement Mean SD

I have observed that the educated parents are the ones who are 3.70 1.25

usually in attendance during academic meetings.

Most of the parents are able to understand school programme. 3.20 1.03
The parents understand the importance of Agriculture studies. 2.80 0.92
The parents in the school are able to understand most of the work 2.60 1.07

given to their children based on feedback from the learners’ work.

Composite mean 3.08 0.81

Source: Researcher (2026)

The teacher findings show a useful contrast. Teachers appeared to notice educated parents
more often during academic meetings, but this did not necessarily mean that parents with
lower education were not involved at home. The lower score on understanding learner work
also indicates that teachers may need to provide clearer guidance to parents, especially
where tasks involve curriculum language or written instructions. This supports Goodall’s
(2021) warning that schools should avoid treating parents as deficient when the real issue
may be communication and support structures.

Parental Involvement by Education Level

The descriptive statistics for parental involvement by education level did not show a simple
pattern in which involvement increased with higher education. Parents with basic education
reported the highest involvement score, M = 3.69, SD = 0.86. Parents with post-graduate
education followed closely, M = 3.60, SD = 1.59. Parents with college-level education had
a mean of 3.18, SD = 1.07, while parents with no formal education had a mean of 3.00, SD
= 1.49. Parents with university education reported the lowest mean involvement score, M =
2.93, SD = 1.39. The overall mean was 3.44 (SD = 1.04) as shown in Table 5.

Table 5: Descriptive Statistics for Parental Involvement by Level of Education

Education Level N Mean SD
No formal education 6 3.00 1.49
Basic education 50 3.69 0.86
College level 26 3.18 1.07
University education 6 2.93 1.39
Post-graduate level 3 3.60 1.59
Total 91 3.44 1.04

Source: Researcher (2026)

The pattern in Table 5 is important because it challenges the expectation that parents with
higher formal education will always be more involved. The highest mean was recorded
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among parents with basic education, which may reflect the practical character of the
agriculture curriculum. Many parents in this category may be active in farming or may have
direct knowledge of agricultural activities. The low mean among university-educated
parents may be linked to factors not captured by education level alone, such as work
schedules, time limitations, or living arrangements. The relatively high standard deviations
among parents with no formal education and post-graduate education also show that
involvement varied within these categories.

Regression Results

Dummy-variable regression was conducted to test whether parents’ education level
significantly influenced parental involvement as shown in Table 6. Parents with no formal
education served as the reference category. The comparison categories were basic education,
college level, university education, and post-graduate level. The overall regression model
was not statistically significant, F(4, 86) = 1.816, p = .133. The model explained 7.8% of
the variance in parental involvement, R? = .078, with an adjusted R? of .035. Therefore,
parents’ education level did not have a statistically significant influence on parents’ self-
reported involvement in the implementation of the competence-based agriculture

curriculum.

Table 6: Regression Results for Parents’ Level of Education and Parents’ Self-Reported Involvement
Predictor B SE B B t p
Constant 3.000 0419 7.161 <.001

Basic education (vs no formal 0.688  0.443 .329 1.552 124
education)
College level (vs no formal education) 0.177  0.465 .077 0.381 704
University education (vs no formal -0.067 0.592 -016 -0.113 911
education)
Post-graduate level (vs no formal 0.600 0.726 .103 0.827 411
education)

Note. R = .279, R? = .078, adjusted R?> = .035, F(4, 86) = 1.816, p = .133. Source:
Researcher (2026).

The coefficient for basic education was positive, B = 0.688, t = 1.552, p = .124, meaning
that parents with basic education reported higher involvement than parents with no formal
education. However, the difference was not statistically significant. The coefficient for
college-level education was also positive but not significant, B=0.177,t=0.381, p =.704.
Parents with university education had a slightly lower involvement score than parents with
no formal education, B = -0.067, t = -0.113, p = .911, but this difference was also not
significant. Parents with post-graduate education had a positive but non-significant
coefficient, B =0.600, t = 0.827, p = .411. Since all p-values were greater than .05, none of
the education categories significantly predicted parental involvement.
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Based on these results, the null hypothesis was retained. The study concluded that parents’
level of education did not have a statistically significant influence on their involvement in
the implementation of the competence-based agriculture curriculum in public primary
schools in Gatanga Sub-County. Although descriptive differences existed, they were not
strong enough to support the claim that formal education level determined parental
involvement.

Discussion of Findings

The findings show that parents’ education level did not significantly influence parental
involvement in the implementation of the competence-based agriculture curriculum. This
result is important because it challenges a common assumption in education research. Many
studies suggest that highly educated parents are more likely to support school activities
because they understand school systems, communicate better with teachers, and have
stronger academic confidence. Ates (2021), Boonk et al. (2018), Kena et al. (2015), and
Roksa and Kinsley (2019) all provide support for the broader view that parent education and
family support matter for learner outcomes and parental engagement. However, the current
finding shows that this relationship can vary by subject, context, and type of involvement
being measured.

One explanation is that the competence-based agriculture curriculum values practical
knowledge. Parents in Gatanga may possess agricultural skills from daily experience even
when they have limited formal education. A parent with basic education may know how to
prepare land, plant crops, manage seedlings, identify pests, care for livestock, and guide
children through routine agricultural tasks. Such knowledge can be directly useful for
agriculture assignments and home projects. Therefore, lower formal education does not
necessarily prevent meaningful involvement. In this context, the practical nature of
agriculture may reduce the gap between parents with higher and lower levels of formal
schooling.

The descriptive results support this interpretation. Parents with basic education recorded the
highest mean involvement score. This group formed more than half of the parent sample,
meaning that their involvement played a major role in the overall pattern. The high
involvement among parents with basic education suggests that they may feel close to the
subject matter and may be willing to guide learners through home-based agricultural tasks.
This supports the broader view of parental engagement proposed by Goodall and
Montgomery (2014), who argue that parent support should be understood beyond school
attendance or formal academic help.

The teacher perception results add another layer to the discussion. Teachers moderately
agreed that educated parents were often the ones attending academic meetings. This suggests
that visible school-based participation may still be influenced by formal education. Parents
with more education may feel more comfortable attending meetings, asking questions, and
speaking to teachers. However, the regression results show that education level did not
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significantly predict parents’ total self-reported involvement. This difference indicates that
school-based visibility should not be treated as the whole meaning of involvement. Some
parents may be less visible at school but active at home.

The finding also aligns with the logic of Epstein’s model of parental involvement. Epstein
(2018) identifies learning at home as one of the major forms of involvement. In agriculture,
learning at home may be especially powerful because the home environment may provide
real farming experiences. Parents can support learners by giving instructions, demonstrating
tasks, supervising practical work, and encouraging responsibility. These activities may be
performed by parents with different levels of formal education. Therefore, the result does
not weaken the importance of education. It instead shows that parent engagement in
practical subjects should be interpreted broadly.

Another possible explanation relates to time and occupation. Higher education may be
associated with formal employment and time constraints. A university-educated parent may
have the knowledge and confidence to understand curriculum expectations, but may have
limited time to attend meetings or help with practical home projects. In contrast, parents
with basic education may be more directly involved in farming or informal work near the
home, which may make it easier for them to help children with agricultural tasks. Future
research could examine how education level interacts with work patterns, occupation, and
time availability.

The finding has important implications for schools. Teachers should not assume that parents
with lower education are unable to support the agriculture curriculum. Instead, schools
should identify the kinds of knowledge parents already possess and create structured ways
for parents to contribute. For example, parents can be invited to demonstrate local farming
practices, provide examples from their farms, support home projects, or participate in school
garden activities. Such strategies can help schools build inclusive engagement systems that
value practical knowledge as well as formal schooling.

The results also suggest that parent communication should be simple and practical. If parents
are expected to help with agriculture assignments, schools should give clear instructions that
all parents can understand. This may include using local language where appropriate,
providing examples, giving step-by-step guidance, and explaining how parents can help
without doing the work for the learner. Clear communication can reduce anxiety among
parents with lower formal education and can improve the quality of home-based support.
The non-significant regression result should not be interpreted to mean that education level
has no value. Formal education can still help parents read instructions, communicate with
teachers, and understand curriculum goals. However, in this study, its influence was not
strong enough to predict overall involvement statistically. The result therefore points to the
need for a balanced view. Education level may shape some forms of involvement, especially
school meetings and written communication, but it may not determine practical home
support in agriculture.
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The finding is also useful for policy. Competence-based education depends on active family
participation, but policy and school practice should avoid designing involvement in ways
that favor only educated parents. Parent engagement materials should be accessible to
parents with different literacy levels. Schools should recognize home-based activities as
valid evidence of involvement. This can reduce exclusion and make competence-based
agriculture more community-centered. Such an approach is consistent with the wider
purpose of competence-based education, which is to connect learning to real life and to
recognize skills that learners can apply in their surroundings.

Conclusion

The study examined the influence of parents’ education level on parental involvement in the
implementation of the competence-based agriculture curriculum in public primary schools
in Gatanga Sub-County, Kenya. The descriptive findings showed that involvement varied
across education categories, with parents with basic education reporting the highest mean
involvement and parents with university education reporting the lowest mean involvement.
However, the regression results showed that these differences were not statistically
significant. The overall model was not significant, F(4, 86) = 1.816, p = .133, and the null
hypothesis was retained.

The study concludes that parents’ formal education level did not significantly determine
their involvement in competence-based agriculture curriculum implementation. This
conclusion is meaningful because agriculture is a practical subject in which parents can
contribute through local farming knowledge, supervision, encouragement, and home-based
support. Parents without advanced formal education may still support learners effectively
when the curriculum tasks are linked to everyday agricultural practice. Therefore, schools
should not treat formal academic credentials as the main measure of parental capacity to
support agriculture learning.

Recommendations

First, schools should design parent involvement strategies that recognize practical farming
knowledge. Parents with basic or limited formal education should be encouraged to support
home-based agriculture activities and share local examples that enrich learner
understanding.

Second, agriculture teachers should provide clear and simple instructions for take-home
tasks. Instructions should explain what the learner should do, what kind of support the parent
can give, and how the learner’s own work will be assessed. This can help parents at all
education levels participate with confidence.

Third, schools should avoid using meeting attendance as the only indicator of parental
involvement. Home-based supervision, practical guidance, provision of locally available
resources, and learner encouragement should also be recognized as valid forms of
involvement.
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Fourth, school administrators should organize parent sensitization sessions on the
competence-based agriculture curriculum. These sessions should be practical and should
show parents how to support learners without requiring advanced academic knowledge.

Fifth, the Ministry of Education and curriculum support agencies should develop parent-
friendly guidance materials for practical subjects. Such materials should use simple
language and examples that reflect the rural and agricultural contexts in which many learners
live.

Limitations and Suggestions for Further Research

The study was conducted in public primary schools in Gatanga Sub-County and focused on
the competence-based agriculture curriculum. The findings should therefore be generalized
with caution to other subjects, private schools, urban settings, or other counties. The analysis
also relied mainly on parents’ self-reported involvement, which may be affected by social
desirability. Although teacher and learner responses provided context, the regression model
used parent responses only.

Future studies could examine how parents’ education level interacts with occupation,
income, gender, and time availability. Further research may also compare practical subjects
such as agriculture with more text-based subjects to determine whether education level has
different effects across learning areas. Qualitative studies could also explore how parents
with different education levels understand their roles in competence-based education and
how they support children at home.
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