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Abstract

For an increasing number of African girls and women
upgrading the level of education has become aesjydor life
improvement. This paper analyses the role thatljaphays in
enabling women’s education and contributes to wgidading
on the interconnectivity of education, work and ifgmin
women’s lives in collective societies. The analyfsisuses on
how young Tanzanian women perceive the role of [faamd
education in their ‘youth task’, of becoming adultThe
analysis is based on interviews with seven youngzdaian
women enrolled in non-formal secondary educatioth aime
professional women enrolled in higher educatione Tésults
show that the women were determined to pursue highels
of education and committed to continuous self-improent.
The women identified family both as a motivator fafther
education and as a constraint for their individaahs and
ambitions. Respecting and maintaining good famgéations
were given priority over individual aims and deois.
Consequently, the reasons for women to educatestlees
were drawn from the overall benefits to the futof¢he family
and society at large. Findings suggest a major oflehe
family in determining the success in improving eation and
professional advancement of girls and women in daiaz
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Introduction

Work and family greatly influence the constructiasf women’s
educational paths. Sweet and Moen (2007) studiediritegration of
educational careers with work and family in theeivof American women
and argued for further research on role qualitied eole expectations
across institutions beyond work and family. In t&obal South,
upgrading the level of education has become a eglyatfor life
improvement for an increasing number of women dfedint ages
Therefore, more attention needs to be paid to miceeasing role that
education plays in the realities of women in depilg countries. As
suggested by Heymann, Earle and Hanchate (2004)ghiis from
different parts of the world are essential to ustierd the scale and
impact of specific work and family challenges, whia turn can inform
policy development both at national and global leve

In the case of Tanzanian women, pursuing uppernskeecyg and
higher education often overlaps with working, besama parent and
establishing a family. The most recent labour fostgvey shows an
economic activity rateof 82.4% among Tanzanian women aged 15 o 24
(United Republic of Tanzania [URT], 2006). Accorglino UNICEF
(2011), 63% of Tanzanian girls are married or ifroarby the age of 20.
In fact, pregnancy has been cited as the reaso20d% of all female
dropouts from secondary schools in Tanzania (URJ102 While
enrolment figures have improv€d over one-third of secondary school
students are over aged, struggling to build theéurcational paths and a
better life for themselves and their families. Eogse students, pursuing
higher education is seldom a linear process;atrnscky path with several
detours along the way. Work and family form an gné part of the lives
of female students pursuing higher education, eslecmaster’s
programmes.

The centrality of family in young African peoplédisture plans and
their realisation has been highlighted in studies young people in
Tanzania (Okkolin, 2012Posti-Ahokas, 2012; Helgesson, 2006). Studies
of young adults in Africa (see Arnot, Jeffery & @hsHayford, 2012;
Helgesson, 2006; Tranberg Hansen, 2005) critichee individualised
view of the ‘youth task’ (referring to transition to adulthood), that
consider individual autonomy as the major goal @ transition (from
education to employment and from childhood fanmdlyhe’s own family).
Studies by Thomson, Henderson and Holland (2008 l&nown the
strong impact of social relationships on individugbals and their
realisation. They (ibid.) further criticise the tbec of individualism that
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does not adequately consider the relationships liat people into
responsibilities and obligations.

This paper discusses the linkages between individod social
settings, particularly the contexts of family ardueation. In this study,
family is analysed as a representation of the d¢iséeonulturally formed
social relationships that have an impact on indigldaims and their
realisation. The analysis focuses on how young d@ian women
perceive the role of family and education in thyuth task. In contrast to
the individually focused definitions or transiti@nd marker events of
attaining adulthood (see e.g. Hartmann & Swart)62(5almela-Aro,
2001), youth task is perceived as a social phenomem process
characterised by social norms, relationships agdtnegion.

To see how education, work and family are interemted in
women’s realities, we interviewed 16 young womemfrthe city of Dar
es Salaam pursuing secondary and higher educatnenfirst group (N =
7) comprised young women, aged between 23 arl{ #8ing to make
the critical transition from lower secondary to epgecondary education.
These women had already faced a prolonged transiith serious
obstacles along their educational paths and hadusaobligations related
to work and family. The second group consisted omen (N = 9), aged
from 26 to 40, enrolled in higher education to @ty their professional
qualifications. Unlike the women in the first grouipese women had
constructed more linear and conventional educadtijoaids within formal
education despite school-, family- and work-relatgthallenges.The
analysis of the first group focuses on the curretd of the family in the
lives of over-aged secondary school students aadrdle of family in
their future orientation. In the case of the secgnoup, the analytical
interest is directed firstly towards the role o thildhood family in their
educational paths, and secondly to the influencénheifr current family
and other conjugal relationships on choices andsiaeemaking in their
private lives, work and educatio®ur emphasis is on finding the social,
rather than individual, in women’s consideratiorigheir lives now and
in the future.

This paper begins by reviewing relevant studiesarial formation
of future orientation, African families, and thetdte perspectives of
youth. This is followed by a description of the enwal interview process
employed in the study. The results are presenteddscussed in the
fourth section. Conclusions are drawn on the imealges between
education, work and family, and particularly viegiifamily as both an
enabling and a constraining factor in women’s etlanan Tanzania.



Family and education in the ‘youth task’

The major impact of social and cultural factors @&oipon the formation of
individual future orientation is well recogniseddanerified (see e.g.
Pollard & Filer, 2007; Thomson et al., 2003; Malmhel998). For
instance, Pollard and Filer (2007) emphasise therdannectivity of
identity, learning and social setting. Wider paoBii and cultural
discourses are mediated and interpreted throughdtmamic social
relationships with family, peers and the commutiigt shape individual
experience and meaning making. Thomson et al. (2083 studied the
relationships between individual resources andwiter social context
and their impact on young women’s transitions tcstmmmpulsory
education in the UK. They criticise the dominangédtetical and policy
agenda that centres on individualisation and tetmdsunderplay the
importance of relationships (see also Brannen &séii] 2005, for
discussion). Thomson et al. (2003) further argus tinderstanding the
identities and practices in which individuals engagequires
acknowledgment of the importance of relationshipsvall as the forms
of reciprocity and obligation that are embeddedinithem.

Cultural knowledge — the collective ways throughakihpeople in a
given socio-cultural context give meaning to tHeies — is an essential
part of the future orientation of an individual (Mdberg, 1998). Cultural
knowledge relevant to this study includes ideaspgropriate actions and
cultural representations of ‘an educated womanrtti@darly within the
family. On the basis of her anthropological anayei the ‘myth of
African family’, O’Laughlin (1995) argues for loaky beyond the
dichotomy of autonomy/dependence in the study afcAh women and
families. Instead, she suggests that the analyfizals should be on the
bonds of interdependence, conflict and differencating (conjugal)
families (O’Laughlin, 1995). Previous analyses otial landscapes of
Tanzanian secondary school girls (Posti-Ahokas2P@brtray extended
families as wide networks of supporting relatiopshiwhich should be
respected, appreciated and well utilised by a womapursuit of her
goals. Latvala’s (2006) study based in Kenya oncathd women’s
obligations, loyalties and conflicts related to fgmand kin depicts
African families as circles of help and reciprogcityhich sometimes
compromise privacy and individual achievements.vietes studies on
family ties, social organisation and gender rotesural Tanzania (Caplan,
1995; Vuorela, 1995) highlight the complexitiesaasated with loyalty to
family and the multiple considerations that womeakenwhen planning
their lives.



The local definitions of the youth task, of becoghan adult and the
realities of completion of the task have been stidinder different social
settings in Africa. For the Tanzanian and Mozanmigauth, being able
to support oneself and the family, moving away frilra parents’ house
into one’s own house, getting married and havingddn were the
essential components of the youth task (Helges®006). However, the
realities of young adults in African cities areesftfar removed from these
normative ideas of family life and attaining adolbid (Helgesson, 2006;
Tranberg Hansen, 2005). Tranberg Hansen (2005)eskutie youth in
Lusaka, the capital city of Zambia. Their unconi@ml household
arrangements — domestic groups of youth, siblingyirsg together,
grandparents acting as caretakers — are suggestindividual visions of
adulthood, which are in stark contrast to the noineadeas that centre
on marriage and family. Tranberg Hansen (2005) ewgthat the
contradiction between livelihoods and desires nr&yent young people
from entering into adulthood. Helgesson (2006) idies a clear
mismatch between the demands on the youth and phesgibilities for
achievement. While some aspects of life are ‘adipects, others are not.
Her results illustrate the dependency between famiémbers and the
difficulties of being dependent. In other words,mfy is seen
simultaneously as a source of security and thidatgesson 2006). An
ethnographic study of the youth living on the dseand in poor
settlements in Dar es Salaam, Tanzania, by Moy@d3Rdiscusses the
importance of family and other social networks aganarginalised
youth. Despite being geographically distanced fribrair families, the
economically challenged youth still consider famigupport more
important than that received from other sourcesing in a city enables
some of them to support their families back homehmm rural areas. A
sense of locality and belonging is created amomends, lovers and
fellow exiles from home (Moyer 2003).

Acquiring post-primary education has emerged aseasential
strategy towards completing the youth task forremaasing proportion of
African women. Helgesson's (2006) research in Mdzgoe and
Tanzania shows a clear link between educationahracbment and the
social capital available to young people. In thatest of poverty, good
social relations can help people to continue edorcatSupport from
extended family and their networks becomes vialflee educational
paths of the hundred young people studied by Hetge$2006) were
often unlinear, with interruptions caused by chaggconomic situations
and social relations. Despite these challenges @ow employment
situations, education was still seen as a strategycompete for
employment. Studies by Arnot et al. (Arnot et &l12a, Arnot, Chege and

5



Wawire, 2012) in Ghana and Kenya and by Stamba@@0)among the
rural communities of Tanzania analyse the prevajenter structures and
the impact of increasing educational levels ofsgioin the traditional
family systems and cultural practices. Educatet$ gire simultaneously
impacted by the traditional structures and the m#luences introduced
by secondary education (Stambach, 2000). While li@snisupport
women’s education, they are also confounded byctienges posed by
education within their communities. Hence, educaticeates new spaces
and opportunities for individual and family choidggnot et al. 2012a).
The highly educated women in Kenya confirmed thedrtance of
education as a provider of further opportunitiesd aeconomic
independence (Latvala 2006). It also enabled therbet conscious of
women’s weak positions in the society (Latvala 2086 also Okkolin
2012).

Methodology

Seven young women (Group A), enrolled in a non-Erreecondary
school that catered to over-aged students, wemsvietved in March
2010. Nine older, highly educated women (Group Bgraev also
interviewed on different occasions during 2006—-200Be age, living
arrangements, and current school- and work-relasetivities of
interviewees are listed in the Table 1.



Table 1. Age, living arrangements and current &y of the
interviewees

Group A: Women enrolled in non-formal secondaryosth

Name Age Lives with Current status
1 Suzy 28  Aunt Repeating Form 4 (lower secondary)
2 Elisabeth 23  Older sister Looking for a job and a chancettena
. evening classes to repeat Form 4
3 Nuria 28  Husband Repeating Form 4
4 Happy 24  Cousin Undecided about future course th@c
. and re-taking the Form 4 examination
5 Angelina 23  Parents Works full time (secretariarky; self-
. studying for Form 4 examination
6 Kemi 23  Sister Attends Form 5 preparatory clasgpéup
. secondary), works at sister’s street food
stall
7 Eve 25  Grandmother Attends Form 5 preparatory class

Group B: Women enrolled in higher education
Name Age Lives with Current educational status

1 Amana 36 Divorced; childrenFinalising master’s degree in Education;
live with the father  teacher

2 Amisa 26  Cohabits with Finalising master’s degree in
. boyfriend Developmental Studies

3 Genefa 40  Married with children Finalising mastelegree in Education;
. teacher

4 Hanifa 33  Married with children Finalising mastedlisgree in Education;
. teacher

5 Naomi 32  Married with children Finalising mastedisgree in Education;
. teacher

6 Rabia 30 Boyfriend BA in Mass Communication; ungigr
. lecturer

7 Rehema 28  Lives with parents B.Sc in Home Econonaicd Human

. Nutrition; teacher

8 Tumaini 33 Boyfriend; owns aFinalising master’s degree in Public

. house, lives alone Health; Programme Manager (HIV/Aids)

9 Wema 32  Married Finalising master's degree in Socia
Sciences; lawyer



Thematic interviews and the voice-centred relational method of data
analysis

According to Kvale and Brinkmann (2009), intervieae particularly
well suited for (1) studying people’s understandofgthe meanings in
their lived world, (2) describing people’s expedea and self-
understanding and (3) clarifying and elaboratingpbe’s perspective on
their lived world. In this study, interviews werlosen as the mode of
investigation on the basis of the findings of avpresly conducted survey
and written empathy-based stories ([Name removedafonymity]).
Through the interviews, we aimed to gain a betteteustanding of young
women’s actual experiences and their reflectionghenfamily in relation
to the meaning of education and their future exqiemts.

Interviews with Group A were conducted in Kiswahthe first or
second language of the interviewees, with the tasgie of a colleague
who acted as an interpreter. The recorded intes/i@ere transcribed and
translated by a professional Tanzanian transldtbe use of a native
language is important, particularly in surveys mgéng to bring out the
voices of girls who are seldom heard in their siese(Benson, 2005).
Furthermore, as Bujra (2006) suggests, Englishkgpsan developing
countries are likely to represent the affluent isest of the society. In
other words, the selection of only English-speakpagticipants for this
study may have introduced a bias; the perspectegrls from poorer
and rural backgrounds may have been neglected.h®nother hand,
interviews with the participants of Group B who readbstantial exposure
to English were conducted in English.

Voice-centred relational (VCR) method of data asaly(Byrne,
Canavan & Millar, 2009; Mauthner & Doucet, 1998;,03D was used to
evaluate the interview data from different perspestand to construct a
structured analysis of the data. Essentially, this reflexive method
concerned with voice and researcher-researchedioredhips, which
emphasises interdependence and relationality (Bgtnal., 2009). The
VCR method allows researchers to adopt differesitipms during data
analysis. Our adaptation of the method was infortmgthe one used by
Mauthner and Doucet (2003; 1998) and included $earate readings of
the interview transcripts, each with different aiamgl focus.

The first reading was done to identify the ovemtbry of each
interview and to reflect the researcher’s inteliatt and emotional
response to it. The second reading focused on #neator’s sense of
agency and social location. Listening to peoplescpptions of their
social relationships and their consequences waguhgose of the third
reading. The picture of the Tanzanian family becanoge vivid and the
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focus of the analysis started to evolve more cjedukring this stage. The
fourth and last reading focusing on cultural cotgeand social structures
captured issues that needed to be clarified tonternational audience.
The analysis centred on the family context: what the features within
Tanzanian families that have an impact on the wdn#nnking and
education-related experience? How do they see thair position within
the family? The following section highlights thenfdy-related issues
identified through the VCR analysis.

The relationships between the interviewees and thaiilies were
analysed via VCR readings, particularly those fouyson social
relationships and their consequences as well asuttaral context and
social structures. Themes representing the nattirmdividual-family
relationships were developed. Below, three thenrespaesented and
illustrated by individual experiences. The womentipgating in the
study are quoted; their names have been changatstoe anonymity.

Enabling and constraining family

Current situation of the interviewees

Determined to succeed in pursuing education, tkersgoung women in
Group A, well over-aged for lower secondary edwgtihad repeated
classes and had gathered funds for further stdcdhes various sources.
Some of them had moved to the city to gain betteess to opportunities.
Of the seven, only two had managed to pass thécatriForm 4

examinations and were enrolled in a preparatorgsclior Form 6

examinations. The other five were yet to come tangewith their low

examination results, which did not guarantee théam dpportunity to

proceed directly. One was pursuing self-study, tweye repeating their
preparatory class and two others were yet to déterrtheir course of
action, source of future funds or time for re-taktheir examination. One
had already taken up full time employment to furt Bvening classes
and another woman was looking for a casual daytgoénsure a similar
arrangement. By comparison, in Group B, women’sditeons from one
level to another in their educational paths hachbweere linear, however
not without interruptions or problems. Six of themen were qualified
teachers. Two held a bachelor’s degree from a usitye At the time of

the interviews seven were pursuing master’s degjteses.



Family contexts of the women

At the time of interviews, five of the seven womenGroup A were
staying with members of their extended family —-aant, elder siblings or
grandparents. Four of them listed their biologjuatents (either father or
mother or both) as their primary care takers. Ooman was staying with
her biological parents, but was looking to stayepenhdently. One of the
women was married and expecting her first childe Women had grown
up in families with 1 to 6 children. All the parenof the interviewed
women had completed at least seven years of prisdugation. The ones
with primary education worked as farmers or engagesinall businesses.
The father of one of the women held a universitgrde while two
mothers had received vocational training. Two athead finished lower
secondary education. The more educated parentswegkeng in offices
or in a bank; one was employed as a nursery schaaitor. All the seven
interviewees received moral support from their ptweto further
education beyond the lower secondary level. Barong, all the women
were struggling to finance their education, evesutih two belonged to
families with relatively high socio-economic status

Despite financial constraints and problems, mosttha highly
educated women in Group B described their childhdailies as
‘middle-class’, having ‘normal’ and ‘moderate’ stkamd of living. The
educational attainment of the interviewees’ motheasged from no
schooling at all (poor writing and reading skills)master’s degree, while
that of the fathers ranged from six years in priyveducation to doctorate.
They women in Group B belonged to families withethto six children,
and in most cases, all their siblings had completedeast secondary
education. Three of the interviewed women belortgddmilies in which
the parents were divorced: two of them had beesedaby their mothers
whereas the third one had been supported by Hesrfaind she continued
to live him and his new wife at the time of theeinmiew. With regard to
living arrangements at the time of the intervigwee women were living
with their boyfriends; one was dating but livingdeépendently; four
women were married and had children (1-4) and casedivorced.

Forms of support

All women identified family as an essential souafesupport to their
individual educational aims. Regardless of socioremic background,
the women received moral support from their famijliparticularly from
parents and spouses, to continue their educatidmeir Tfamilies
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encouraged their pursuits so that the women caulgrove their own

lives as well as those of their families. Eve (8Bup A) explained the
support she received from her parents while attendipper secondary
school in the following words:

‘My parents they are much encouraging me because th
know what's going on for this country. When | caget
education means I'll be as street children but whget a
change to educate means | prepare my future. Mgmar
like to encourage me every day, ‘my children, stathdy,
study’ every day that's a song.’ (Eve, 25, A)

Amisa (26), one of the highly educated women, dieedrhow her
mother was not only very supportive, but also tesisthat she ‘should go
to school’. Amisa and her siblings were raised lbgirt mother without
any support from their father. Their mother tolcerth ‘I don’t have
anything to give you. I'm giving you education. [.If]you want to get
something from me, then you have to go to schadidiisa concluded
how she came to understand ‘that you don’t haveadi®ynative except
going to school’

Interviewees who had failed their secondary edanati
examinations said that their parents had beenumsintal in sensitising
and encouraging them to try again. Where finanasgistance from
parents was not available, women still considefiegl noral support
derived from parents as vital. Suzy’'s (28, A) ps&emere disappointed by
her failure in the examinations but continued tont@ally supportive of
her. Suzy viewed this support as her fundamentdivaten to continue.
Lacking economic means and living in a remote rarah, she relied on
her parents’ support even though they were unabdesdist her financially.
Her parental support and connections also enabledy So find
accommodation with a woman of the same tribe wko phid her school
fees. The tribal connection ensured complementgpart.

Despite their weak economic conditions, some familof the
interviewees were making a significant effort tomngeate the funds need
for further education. Kemi's (23, A) older sistetas supporting her
education by selling food on the street. Similaryenefa (40, B)
explained how she and her other three siblings wlependant on their
sister, because their father could not support #hication. In Genefa’s
case, despite the lack of financial or moral supfrom the parent, all the
children were educated, and some had attained igfeest level of
education. Amana (36, B), for her part, presentedrg supportive image
of her family: ‘I had a baby. | stayed in the w&for four years. Then |
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separated from my husband and that's when | askeslin ‘what to do
next’. | also kept asking my family and they tole ey will help me to
get back to school; they told me that my chance desady gone, but
they will offer me another chance’. In contrast,entHappy (24, A) and
Angelina (23, A) did not pass in their examinatiotiseir parents in
higher positions were no longer willing to finantbeir education. Other
challenging aspects of living in a family are dissed in the following
section.

Family as a constraining factor

Responses from interviewees also revealed how yamdlations

sometimes constrained their individual plans or igiors. Instead of an
equal member in the family, some women felt tharehmerely the
subjects of goodwill and charity. The following qations also reflect the
various negotiations that the women were constaatigaged in with
their family members. Reflecting on their descoptof their negotiations
the young women felt they had relatively low negttn power within

their hierarchical family structures. Angelina (Z9, explained her recent
negotiations and their outcome in the following dsor

Researcher: ‘How did your parents take your Quaidy
Test results?’

Angelina: ‘They did not like (it). They did notdikit) to
the extent that they blamed me as | had failed celethey
did not support me at that time, and instead, tioéy me
they would seek a job for me that would supportane
study on my own. So (this) is the work they hauglgoout
for me so that | support myself educationally is &
casual one.’ (Angelina, 23, A)

Her expressions ‘they blamed me’ and ‘they told they’ are
suggestive of her low negotiation power and theanahical relationships
within the family. Eventually, Angelina’s parenteaided to resolve the
issue in their own way. Similarly, invoking the pewearned from her
financial stability, Elisabeth’s (23, A) sister pfred financing Elisabeth’s
education after her second failure in the exanmomati Frustrated and
trying to secure funds to re-take the examinati&@tsabeth explained the
dynamics of negotiation:
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‘| was relying on my sister and brother-in-law to go (to
pay the fees), but they have said “it is impossibtenow,
as we have many other things to handle”. It is tikey are
discouraging someone.’ (Elisabeth, 23, A)

Elisabeth’s expression ‘to be educated by someibneglation to
the financing of her education alludes to the poweation implicit
between the one ‘being educated’ and the one ‘d¢ahgtaHer experience
highlights what ‘being educated by someone’ impligsitil last year,
Elisabeth’s older sister and her husband had fuheedtudies; however,
when she failed the examinations for the second,tilmey asked to seek
employment. During the interview, she clearly rausgd her past
dependency on the sister and acknowledged the guijie viewed the
withdrawal of financial support and their refusa teconsider the
decision as discouraging. In Elisabeth’'s case, plogver dynamics
combined with the complex family relations and th#ficult financial
situation served as an essential factor determihargnext steps. Owing
to the absence of financing, she was forced to idenstaking up
employment and combining work and studies.

Unlike the young women of Group A, the highly ededawomen
in Group B did report any feelings or experiencéblame, barring one
woman who blamed herself for the failure of hetesisin practise, they
were all ‘educated by someone’: parents (all exGaatefa), grandparents
(Amisa), other relatives (Amana, Amisa, Rabia aneh\&), and/or older
siblings (Amana and Genefa). Yet, none of themrrefeto having had a
weak bargaining position within the family, whilaurguing secondary
education. They felt that gender-based roles aratatuhies, which
undoubtedly existed in their families, did not detme their familial
position or diminish or deteriorate their educagsibaptions. For instance
Amana explained, ‘my parents never differentiatetween girls’ and
boys’ schooling’, when deciding whom to send toasith

Nuria (28, A), who had recently married, perceiveade
responsibility of her education as having beentastiifrom her parents to
her husband: ‘They (parents) only helped me inghegod before my
marriage. But now after marriage, they said, ‘Now are washing our
hands off you; it is up to you and your husbanthie care of everything'.
While the parents continued to provide moral support,heband was
expected to assist her financially. Nuria was duhteor her husband’s
support but would have preferred to be financiaigependent. Amisa
(26, B), who was finishing her master’s degree had a boyfriend, was
very vocal with regard to independence and mandggndife:
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‘If you were raised to believe men are everythlikg, men
are the ones who are supposed to provide, and ¥®u a
waiting for men to provide for you, why should yeoark
hard? After all, there is someone working hardyou [...]
I am proud of my grades. | was working hard. Wdlyea
worked hard. | dont know if we slept. [...] My bagfrd
knows very well, | have put everything open, likgou
want to be with me, things are like this; you htovehoose.
| told him like, if you think you are going to mame and
then you are going to change, you are very wroffghisa,
26, B)

In contrast to Amisa, Hanifa (33, B) explained hber marriage
and familial relationships were not evidently grdad in independence or
equal decision-making. In fact, she had to negstiaith her in-laws
(compare Latvala 2006) not only for funds but afeo choice of an
educational path.

In situations where continuing education requireehegotiation,
financial issues acquired more prominence. Forns, Happy (24, A)
had not yet been able to make definite plans becahe was still
negotiating finances: ‘Up to now | have not enrmdlleres, | have got
advisors who have advised me, except a person amoaw offer to pay
again (for me); the fee is lackinglix of the seven women enrolled in
secondary school cited serious financial constaias a prevalent
problem. The monthly school fee of the six girlssw2DO00 Tanzanian
Shillings, roughly equivalent to 9.40 Euros or IB13SD". The young
women enrolled in school had sought financial supfstom their parents,
elder siblings and from people of their tribe. Ke(@B, A), who had
already completed Form 4, explained her situation:

‘Talking about school, because in the school wherm
studying, let us say | have lots of problems esfigavith
respect to fees. Hence, with me, in the case sf itee
becomes a big problem. | have happened to talk tvéh
principal. Sometimes he allows me to attend (c|d=#)
the circumstances surrounding my study there arg ve
difficult, because my sister is a petty street feeddor;
therefore, my present problem is with fees. Sorastim
stay at home, without even going to school.” (K&8j,A)

Women in Group B, who had enrolled in universitesp discussed
their financial constraints in the context of pungusecondary education.

14



All their families had generated additional incorf@ education by
growing and selling agricultural products and bgkiimead, for example.
At the time of the interviews, these women wereeabd sustain
themselves through their professions and did nportefacing critical

financial constraints. To summarise, economic doors of the families,
complex family dynamics and the existence of stexamination-based
advancement in secondary education served as amtstin the paths of
young Tanzanian women pursuing education at thenskeey level. The
women studying in universities were financially mostable, either
because of a scholarship, their spouses’ and fshdupport or their own
income.

Family as a central future goal and a motivator

The personal future goals that the women had sethiemselves were
also strongly linked to the family. For exampld,thé women in Group A
hoped to get married and have children. Respedrtisithe institution of
marriage was extremely high. Four women in GrougnB one in Group
A already had families of their own. In additiondopporting one’s own
nuclear family, all the women felt responsible f@lping the members of
the extended family. Staying physically close totéaded) family

members was seen as an ideal situation. For KeBniA®, staying close
to her family in the future was very important:

1, too, therefore like - later when | will be hang a family
- to stay like this with my family. ... | want toystdose to
my family, we get faced with the same problemssivaee
on different things.’ (Kemi, 23, A)

Family played a central role in Eve’s (25, A) visiof her future.
She wanted to build a good family, and devote ehotigne to her
children:

‘I need to be a mom of a family so | need to prepayself
to cope with my husband to be or my children. ...MWhe
get children and things like that | need to undemst to
make time for my kids because the kids they ha lo
problems. So when | am near my children, | know &anv
I help them and what's their problem.’ (Eve, 25, A)
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Although the highly educated women in Group B dal ariticise
their childhood families for lack of educationalpport or contest weak
and gendered negotiation positions, they seemaw dn their childhood
experiences while discussing ideas of (future) miceod.

That family as an essential source of social retatiin the present
and in the future was evident in all interview resges. Highly educated
women primarily referred to their own nuclear faesl whereas for
younger women enrolled in secondary school, tha teamily’ included
siblings, grandparents, other relatives or everpleeof the same tribe.
Physical proximity to the family was identified ashighly desirable
factor in the present and for the future. Perhd&@sause many of the
interviewed women were living with members of thextended families,
they considered ensuring staying close to famaied helping them as a
part of their future responsibilities. Helping athewas seen as an
essential function of future life. The interviewbdlieved that education
should benefit the whole family and the surroundiognmunity:

‘| want to study so as to jump-start myself, iogether
with all the community surrounding me; to studypdift
myself as a person as well as the community sudiogn
me, to reach the place | desire.” (Kemi, 23, A)

In summary, the women considered being highly egacaan
essential part of adulthood and a good life. Treeefattaining education
was considered an important factor of the youtk.t&ke role of family is
critical in completion of the youth task, partialjafor the women who
were enrolled in education and who were financidiépendent to their
families. Whereas financial dependency was expee@ras a burden,
other forms of dependency were considered natural @eals of
independent adulthood were not present. Through trducation and
enhanced positions in the society, women wanteketp others and to
give something back to their families.

Discussion and conclusion

Family relationships and family-related future gos¢em relatively stable
in the otherwise fragmented realities of young Baman women. The
women interviewed for this study represent différencio-economic
groups and originate from different geographicatations and ethnic
groups. Nevertheless, they were united in theingsfie for pursuing
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further education either at secondary or higheellevespite the diversity
in their backgrounds, their perceptions of theiattenships with their
families were surprisingly similar. Similarity irdeas related to family
and relationships was also identified in Helgess¢2006) cross-national
and cross-gender study. To some extent, the figoeds of the young
women interviewed in this study resonate with Stachis (2000)

findings on the views of educated girls in ruratam. The ideals of
independence, modern marriage and nuclear fanpifeglent among the
educated young women in Stambach’s (ibid.) stuée @lso Chege &
Arnot, 2012) were also identified in our data, #&lbsombined with

references to responsibilities towards the exterfdedlly and concern
over its well-being. These responsibilities when egplicitly denoted

were implied as undisputable and taken for granted.

Financial constraints were emphasised by all then@rg even those
from relatively privileged backgrounds. The higlelgucated women had
been either selected to governmental secondaryokclos had sought
financial assistance from their (extended) familtes be enrolled in
private schools. Conversely, none of the intervetw®men in secondary
school were benefiting from public support or seeegi in secondary
education. Hence, receiving financial support friamily members was
an essential factor for them, which further enhdnibeir dependency on
the family network and delayed achievement of eotnandependence.
Financial dependence on others is not a favousahlation. While taking
up employment and combining work with studies ma&ens as an
additional burden, it also helped some women ganfidence. Thus,
self-reliance, an important criterion for completiof the youth task, was
obtained.

Interview responses revealed that family as a kowawork is
central to people’s current considerations andrtheure visions. For
young women in secondary school, the most crutaahi(y) relationship
is with the person who educates her. For most@iriterviewees in both
groups, this person was rarely their biologicalep&arWomen in Group B
viewed themselves as relatively independent andndidemphasise the
challenges related to negotiations along their afioical paths. In
contrast, the younger women in Group A viewed fgnmglations as
hierarchical, marked by unequal power relationg)stant negotiations
and dependency. These features of the family osisliips were seen as
constraints to individual ambitions and as hindgtime completion of the
youth task by the women themselves. However, despése constraints,
in the absence of other sources of support, theneetd family can be
largely seen as an enabling factor for young womvéiing to educate
themselves.
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The concept of family (with fluctuating meanings)firmly at the
core of the individual goals of all interviewed wem and family
relationships seem fundamental to existing andréutuell-being. The
women believed that a good life can be built arogodd relationships
and by focusing one’s life around them. They alslb that individual
educational and professional achievements shouldfibéhe family and
the community. Consequently, they anticipated &althd obligations and
responsibilities towards their families in the fige.g. Latvala, 2006).

The interviewed women have assumed enormous rabgiies
towards themselves, their family members and thwire. They have to
simultaneously juggle the roles of being a studantlaughter, a bread
winner, a wife and a mother. The adult and nontadspects of life
(Helgesson, 2006) are intertwined, resulting in stmes controversial
roles and reactions, particularly for the over-agastondary school
students. Referring to these women in secondargaosas ‘youth’ does
not give credit to the various roles that they hassumed. Contradictions
in definition of youth are also present in the Taman youth policy (URT,
2007). The legal age of marriage, for example,5s However, for the
policy to meet the needs of the young people whee hat completed
their youth task in terms of moving from educationemployment, an
upward revision of this age to 35 years used inctireent youth policy
seems reasonable.

In this study of young Tanzanian women, the stramgact of
social relationships on individual goals and thealisation has become
evident. Hence, our findings support the criticismndividually focused
definitions of the youth task (Arnot et al. 2012delgesson, 2006;
Tranberg Hansen, 2005) and encourage further sear the diverse
meanings of attaining adulthood. As shown by Thamestoal. (2003) and
in this study, individual differences in responsed aexperience can
emerge from influences at family and community IsvAnalysing these
complex interactions helps us to better understaedinterconnections
between education, work and family in women’s livEvidence from
Tanzania also shows the unquestionable centrdliignaily in the lives of
educated African women. The family as both a caisitig and enabling
factor has proved to be a central determinantrfdividual advancement
in education, especially in the context of inadeguaublic support to
education. Therefore, when developing policies stnakegies to improve
educational levels and professional advancemergitd and women,
issues related to family relationships should rbverlooked.
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Notes

' The economic activity rate or the labour forcetipguation rate refers to
engagement in economic activity by working or lowkfor work.

" In fact, in the age group of 25-34 years, the priipn of economically active
IS 96.8%. (United Republic of Tanzania, Integrdtatour Force Survey 2006).

" Gross enrolment (GER) in lower secondary educatioreased from 20.2% in
2006 to 47.3% in 2010. Net enrolment rates incretfsan 13% in 2006 to 31%
in 2010. GER in higher education in 2010 was 5.8%4vhich 35.3% comprised
female students. The decreasing trend in the ptiopasf female students is
evident at different educational levels. (URT, Basducation Statistics 2010).

" The official age of transition to upper-secondseiiool is 16 or 17.
¥ See also the 2012 Unicef report "Cities and Chifdiin Tanzania.
¥ For comparison purposes, a taxi ride within ti @aiea would cost 20 000

TSH, and a loaf of bread 800—2000 TSH.
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