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Abstract 

Entrepreneurship education has become a popular proposed solution to a wide 
range of problems facing youth in sub-Saharan Africa, as a swelling youth population 
struggles to access quality education, confronts a mismatch between schooling and 
employment opportunities, and negotiates the impact of globalization. Across the region, 
governments and non-governmental organizations (NGOs) are implementing educational 
initiatives that integrate entrepreneurship education in order to address youth 
unemployment, create job opportunities, and alleviate poverty. Scholars seek to 
understand the role of entrepreneurship education in development. Some advocates argue 
that the entrepreneur and entrepreneurship are necessary prerequisites to economic 
growth, and that educational development initiatives can be used to foster these entities 
within a population. Critics question whether encouraging individuals to become 
entrepreneurs and undertake entrepreneurship leads to upward mobility and improves the 
livelihoods of the intended beneficiaries, as well as whether it creates broader economic 
outcomes for the community and society generally. Scholarship that promotes 
entrepreneurship education often examines how initiatives encourage students to become 
the entrepreneurial archetype, to undertake successful entrepreneurship, and/or attempts 
to measure and evaluate the short and long term outcomes of entrepreneurship education 
programs.  

Meanwhile, there is a growing body of researchers who are interested in the lived 
experience of young people already learning about and engaged in income generation, 
and the ways in which individuals describe their pursuit of valued livelihoods amidst 
local socio-economic constraints. However, as yet there is limited scholarship on the 
phenomena of the entrepreneur and entrepreneurship within country contexts that host 
socially and economically vulnerable youth populations that have been targeted by 
international development agencies for entrepreneurship education. Through this 
research, conducted within the southern highlands of Tanzania, I studied how local actors 
understand the entrepreneur and entrepreneurship, and their expectations of the outcomes 
of entrepreneurship education.  

This research shows a disconnect between the historically and socially situated 
meaning of the entrepreneur and entrepreneurship in Tanzania and the standard discourse 
commonly used by international development and academia to popularize 
entrepreneurship education reforms. The meaning of being an entrepreneur in this context 
is derived from socially embedded relationships and educational experiences, and it is 
associated with a lower economic class. Sociocultural priorities are paramount in doing 
entrepreneurship, which means that it plays an important role in poverty alleviation and 
improving access to educational opportunities. However, gendered experiences affect the 
meaning of these phenomena to produce different indicators and outcomes for males and 
females. Self-identifying as an entrepreneur and doing entrepreneurship may not benefit 
females in the same ways that it benefits males. These findings have important 
implications for how and why sociocultural and economic context matters when 
designing, implementing, and adapting entrepreneurship education initiatives. 
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Chapter 1: Introduction 

I. Framing entrepreneurship education aimed at youth 

Entrepreneurship education has become a widely promoted development intervention 

that advocates argue will prepare a growing youth population in Sub-Saharan Africa 

(SSA) to overcome the ‘unprecedented’ challenges facing them as they transition into 

adulthood within a globalized society and economy. In this region, the youth population 

is estimated at 163 million and is “expected to rise steeply for decades to come” 

(UNESCO, 2012, p. 177). This population has been dubbed the “youth bulge” (Garcia & 

Fares, 2008) by both academic scholars and development organizations. It is perceived as 

a demographic group particularly vulnerable to engaging in illicit activities and 

contributing to societal violence in general in countries in which there is a “youth bulge”, 

including in those across Africa (Awogbenle & Iwuamadi, 2010; Schoof, 2006; UN, 

2007).  To mitigate this vulnerability and leverage youth as “the most abundant asset 

SSA has – or will have in the near future” (Garcia & Fares, 2008, p. 3), international 

development institutions widely recommend that governments invest in youth as a 

window of opportunity, or “demographic dividend” (UNESCO, 2012, p. 170), by 

implementing polices and education reforms linking education and employment. One 

popular reform promoted by agencies such as the International Labour Organization 

(ILO), and organizations such as Junior Achievement and Network for Teaching 

Entrepreneurship (NFTE), has become entrepreneurship education, framed as a key 

strategy for reducing youth unemployment, alleviating poverty, and decreasing regional 

instability by integrating youth into the economy.  

The problem of youth unemployment is “critical” (Chigunta et al., 2005) for 

vulnerable and young people in SSA, according to development institutions such as the 

International Labor Organization (ILO), World Bank (WB), and the United Nations 

(UN). International policy makers increasingly favor education reforms focused on 

preparing secondary school graduates with the skills they need to quickly enter the 

workforce. Educational development interventions that provide skills development to 

disadvantaged youth are commonly framed as empowering youth to access “jobs that can 

lift them out of poverty” (UNESCO, 2012, p. 171). This view posits that poverty 
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alleviation and social mobility result when youth have access to education, that the 

purpose of that education is to secure employment, and that the ideal education 

sufficiently prepares youth with what they need to succeed in the workplace and the 

economy. 

Young people in SSA are seen as failing to make a suitable transition from school 

into the labor market because they lack access to quality education that develops 

adequate and relevant skills. Chigunta et al. (2005) describes this as a “growing 

problematic transition of young people in Africa today” (p. 5). According to this 

argument, a host of factors derail the transition process from school to work: a lack of 

access to quality education; premature and inadequate entry in to the workforce; a 

mismatch between the preparation students receive from schooling and the skillsets they 

need for employment; and shrunken and saturated labor markets (Blum, 2007; Chigunta 

et al., 2005; Garcia and Fares, 2008; Nafukho and Muyia, 2009; UN, 2007).  

The UN, ILO, and WB have spearheaded one important international response to the 

ongoing urgency associated with these issues of youth employment and education issues. 

To support countries in reaching the goal of ‘full and productive’ employment for young 

people as a target of The Millennium Development Goals of 2015, these institutions 

launched the joint initiative of The Youth Employment Network (YEN). They have now 

spent over a decade promoting entrepreneurship education to the African Union (AU). 

The AU has advanced entrepreneurship education within the African Youth Charter 

(2006) and has broadly encouraging governments to begin “familiarizing the concept and 

spirit of entrepreneurship from primary school on” and “making entrepreneurship and 

business become an integral part of the curricula of schools” (p. 4).  Working with the 

AU, and with additional support from the Swedish International Development Agency, 

YEN has established a Youth-to-Youth Fund. This fund selectively finances small-scale 

youth-led projects in order to encourage youth entrepreneurship, with the goal of 

increasing job creation. Support of entrepreneurship education within development 

institutions, coupled with international pressure on aid-dependent governments to 

decrease youth unemployment rates, has led to abundant funding opportunities to support 
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non-governmental organizations (NGOs) that incorporate entrepreneurship education as 

components of their poverty alleviation and work development programs.  

Within this broader initiative, the Youth Entrepreneurship Facility Africa operates as 

part of the ILO to promote youth entrepreneurship in Tanzania, Kenya, and Uganda. 

According to the website, the aim of Youth Entrepreneurship Facility Africa 

(yefafrica.org) in Tanzania is: “To produce highly motivated, selfless, and dedicated 

young men and women who will promote the development of the private sector and the 

creation of employment in the country”. In 2010, the Danish led African Commission 

funded YEN to work with the Youth Entrepreneurship Facility Africa, which awarded 15 

youth-led organizations in Tanzania. This was the second call for Proposals of the Youth-

to-Youth Fund, and it especially encouraged young female applicants. There were over 

1,000 proposals from across the three target countries. 

Policy makers’ increasing interest in the role of post-primary and secondary school 

education in reducing youth unemployment in Africa has resurfaced the possibilities of 

technical vocational education and training (TVET), and entrepreneurship education has 

emerged as one updated version of TVET that is framed as uniquely tailored to the 

current economic climate and to the younger generation (Verspoor et al., 2008). Issues of 

how school to work programs adjust to local sociocultural and economic contexts are 

especially pertinent for supporters of entrepreneurship education, and particularly for 

those that draw on learning theories rooted in a TVET framework.  After its initial 

popularity in the 1970s, TVET received sharp criticism from various actors for many 

reasons: the way that it narrowly considered humans as resources for economic 

development; the brevity of the coursework and short term nature of the design intended 

for career planning; the gendered implications for career options; and the disregard for 

the interconnectedness and interdependence among environmental, political, economic 

and societal networks, to name a few (McGrath, 2012). Ultimately, development 

institutions concluded that there was “scant evidence”  (Verspoor et al., 2008) that TVET 

leads to economic growth or reduces youth unemployment, especially when students 

enter without a strong basic education. Neither have studies proved that TVET increases 

social and financial inclusion (McGrath, 2012). Not only was there a lack of evidence in 
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favor of TVET, but it was recognized that the responsibility for financing vocational 

training would fall on governments at a time when many national economic polices 

aimed to reduce such government involvement in the public sector (McGrath, 2012).    

However, recent scholarship is reimagining the potential of vocational education, 

particularly in the Global South (McGrath, 2012). For example, McGrath (2012) explains 

how vocational education can be reframed as playing a role in fulfilling the right to 

education, supporting people in their human development (described as well-being, 

empowerment and agency, and justice); and fulfilling one’s potential to contribute to ‘the 

common good’ in a meaningful way (McGrath, 2012). At the same time, champions of 

entrepreneurship education in SSA recommend that such programs, characterized as 

work preparation and empowerment, teach particular skills, knowledge, attitudes and 

behaviors for problem solving, creativity, and leadership for social change and value 

creation (Volkmann et al. 2009; Schoof, 2006). This relationship between 

entrepreneurship education and emerging discourses on vocational education is worth 

noting because the design of vocational education is based on the idea that learning in 

one context to produce goods or provide services can be translated and applied at another 

site, explained as “vocational education programs are structured to resemble aspects of 

their target work settings… so as to facilitate transfer” (Beach, 1999, p. 103). Vocational 

education, which increasingly includes entrepreneurship education modules, links 

specific skills with particular job opportunities, and individuals learn particular units of 

content for specific site placements. However, scholars argue that the learning theories 

undergirding vocational education are inadequate. Rather than positioning TVET as 

merely content delivery to students, Beach (1999) argues that learners need to be 

understood as processing and making meaning from their learning experiences in 

relationship to an interactive, dynamic context.  Moreover, today’s rapidly changing 

economic context requires flexible, mobile workers who may change jobs multiple times 

and will need to quickly adapt to new environments.  

A different reason to attend to the convergence of the discourse between the potential 

of vocational education on the one hand and the potential of entrepreneurship education 

on the other is to analyze how one particular theory, that of neoliberalism, has influenced 
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the policy makers who have connected these approaches and who make these 

recommendations.  Neoliberal theory conceives of human wellbeing and social good as 

that which is developed through an individual’s maximal participation in the marketplace, 

by “liberating entrepreneurial freedoms and skills within an institutional framework 

characterized by strong private property rights, free markets, and free trade” (Harvey, 

2005, p. 2). Within this framework, government has little role in providing social services 

but is held responsible for guaranteeing stable and functioning financial systems and 

establishing structures that ensure the operations of legal and enforcement systems to 

protect privatization (Harvey, 2005). From this perspective, entrepreneurship education 

allows governments to sidestep the social service of providing and ensuring equitable 

access to high quality education, for example, while holding youth responsible for 

making use of and integrating into financial systems and complying with established 

federal laws and regulations. 

Influenced by neoliberal theory, some international agencies and policy makers 

recommend entrepreneurship education reforms without emphasizing the sociocultural 

and economic contextual issues surrounding adaptation. But there are factors beyond 

unemployment and failing education systems that constrain youth livelihoods in SSA. 

The African Union’s African Youth Charter (2006) describes constraints affecting youth 

15-35 years old as the HIV/AIDS epidemic, malnutrition and a lack of food security, 

limited health services, and increased regional violence. The UN (2007) World Youth 

Report added gender discrimination and economic challenges, and notes a “complex 

interaction of household, national and global economic and social forces” (p. 83). 

Scholarship also describes how youth in SSA struggle to find support as they assume the 

responsibilities of adulthood. In this region, 15 million children are single or double 

orphans who have lost parents to AIDS, making orphanhood as high as 11% (Wedgwood, 

2007; UN, 2012). As a result, young people may become the heads of households or live 

with extended families. These households often cope with ill or recently deceased family 

members, causing a reduced source of household labor and income, loss of food 

productivity, and increased expenses associated with medical care, morbidity, and caring 

for dependents (Abebe and Skovdal, 2010; Chigunta et al., 2005). Research indicates that 
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youth who struggle to get their basic needs met, and strive to access education and 

employment, may use transactional sex as a survival and coping mechanism, which 

exacerbates the risk of HIV/AIDS (Bajaj, 2010; Chigunta et al., 2005; Maganja, Maman, 

Groves and Mbwambo, 2012). Pervasive livelihood instability has pushed many 

vulnerable youth in SSA into desperate situations. 

The crisis discourse surrounding youth issues has caused some development scholars 

to produce a broader critique of the problems related to globalization that motivate 

education reforms such as entrepreneurship education.  Skeptics view such reforms as “a 

euphemism for tailoring education policy to fit with the requirements of neoliberalism” 

(Hoppers, 2000, p. 100). Development institutions may portray entrepreneurship as the 

forefront of modernized industrialized economies, but some scholars perceive this 

employment path as a “post industrial response... [to] industrial restructuring, government 

fiscal crises, global competition for cheap labor, layoffs” (Jurik, 2005, p. 4).  In addition, 

researchers have linked regional economic crises such as unemployment, limited 

employment options, and decreased job security to the consequences of globalization’s 

impact on local markets (Jurik, 2005). Other scholars critique entrepreneurship programs 

that enthuse over funneling marginalized youth into risky small business creation without 

examining “the conditions that circumscribe their opportunities within the formal and 

informal sectors” (DeJaeghere and Baxter, 2013, p. 5). Campaigning for vulnerable youth 

to be the leaders of national economic development and the frontrunners for movements 

of social change in the midst of globalization has placed undue and significant pressure 

upon them (Sukarieh and Tannock, 2008).  These concerns about entrepreneurship 

education as a response to economic, political, and social instability compounded by 

globalization are sufficient to warrant further study of the relationship between local 

constructions of the entrepreneur and entrepreneurship on the one hand and the outcomes 

promoted by entrepreneurship education programs that aim to support school to 

employment transitions on the other. 

Another reason for studying this relationship is to investigate how these programs 

may shape the purposes of education at the same time as they respond to the needs of 

“youth”. Youth is a constructed demographic term. It is used to unify a cohort constituted 
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by identities with widely varying obligations and responsibilities; financial and living 

circumstances; gender, class, race and even nationality (James-Wilson, 2008; Sommers, 

2010; Sukarieh and Tannock, 2008; Valentine, 2010). By neglecting to distinguish among 

the myriad of influences on young livelihoods, development discourse portrays 

interventions such as entrepreneurship education as shared solutions that are sensible to 

transfer between disparate regions and likely to benefit similar, normalized populations in 

the same ways (Ball, 1998; Bloch, Beoku-Betts, and Tabachnick, 1998). Strengthened by 

the influence of globalization, education reform recommendations over the past fifteen 

years have been increasingly taken up by and gain legitimacy through NGOs and 

international institutions (Hoppers, 2000; Steiner-Khamsi, 2004). Added pressures on 

governments to privatize education increase the incentives and opportunities for them to 

rely on NGOs and international institutions to transfer, adapt, implement and scale up 

education programs - despite the fact that such programs began amidst vastly different 

contexts, conditions, and populations (McGinn, 1996; Samoff, Sebatane, and Dembele, 

2003).  In such cases, ‘youth’ livelihoods, as products of these educational program 

developments, cease to be the domain of local communities and national governments, 

instead becoming tied to NGO priorities and those of their funders (McGinn, 1996). 

Scholars critical of these education initiatives in Africa for these various reasons argue 

that as countries compete for aid tied to acclaimed global agendas, especially those 

promoting private enterprise and workforce readiness, the result has been that educational 

goals of equity and social mobility are sidelined in favor of reducing education to the 

purpose of economic growth (Levin, 1998). This means that more must be understood 

about how educational initiatives such as entrepreneurship education reflect and affect 

the lives of key stakeholders, including whether it meets or neglects the needs of young 

people 

While some policy makers promote entrepreneurship education interventions and 

reforms as a solution to improve the quality of schooling, there are those opposed to 

entrepreneurship education as an appropriate substitute or replacement for a more 

comprehensive and locally tailored repair, or overhaul, of failing formal education 

systems (Vakalisa, 2012). Of the available studies specifically evaluating the outcomes of 
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entrepreneurship education within formal education systems in Africa, there is no clear 

demonstration that entrepreneurship education increases entrepreneurship, increases 

access or improves the quality of education (Burger, O’Neil and Mahadea, 2005; Dionco-

Adetayo, 2006; Nkirina, 2009; Steenekamp, van der Merwe, and Athayde, 2011).  

Whether or not entrepreneurship education improves the quality of education, 

entrepreneurship education may affect male and female students inequitably. In Tanzania, 

gender discrimination is known to influence a learner’s experience of education in 

multiple ways (Sumra and Rajani, 2006). Gender is also known to play an important role 

in the access and experience of technical and vocational education and to shape 

graduates’ experience of the labor market (Heyneman, 2003; Kenway and Kelly, 2000; 

Valentine, 2010). Some development scholars claim that the benefits of entrepreneurship 

education will be even greater for females than males, “in part because they are often 

denied full access to, or advancement within, existing (male-dominated) organizations 

and hence seek tools to create their own businesses” (Volkmann et al., 2009, p. 25). 

Meanwhile, studies in Tanzania and Bangladesh indicate the importance of a gender 

analysis of the context before undertaking the design and implementation of informal 

education programs that teach micro-entrepreneurship to women. Such programs may 

presume that women are autonomous economic actors when in reality they have limited 

financial independence, thereby placing participants at risk of violence when their actions 

threatened traditional gender roles in the home (Ahmed 2008; Sigalla & Carney, 2012). 

Little is known about how gender intersects with the meaning of the entrepreneur, the 

purpose of entrepreneurship, and the outcomes of entrepreneurship education in SSA.  

Policy makers, NGOs and international institutions, researchers and scholars who 

debate education reforms in SSA are divided about the types of education reforms that 

will quickly and effectively improve the quality of education and support youth 

livelihoods. On the one hand, entrepreneurship education presents a solution that appears 

tailored to the needs of the most poverty-prone population at a vulnerable stage in their 

development. Advocates claim that it will empower youth with the skills, knowledge, 

attitudes and behaviors that will free them from intergenerational cycles of poverty and 

lead them to pursue valued livelihoods. On the other hand, some scholars argue that such 



   9 

 

an approach is inadequate. Research shows that many who leave or graduate primary 

school in regions with high poverty rates have rarely experienced quality basic 

foundational education and are ill prepared to experience a long-term benefit from 

compressed and narrow business training experiences, such as those commonly provided 

by entrepreneurship education initiatives (UNESCO, 2012). Scholarship has recognized 

the variety and extent to which factors shape the course of young lives, such as: labor 

force opportunities, national education systems, regional and national stability, 

infrastructure, disease and malnutrition, and gender construction. Policy makers and 

program designers will benefit from a deeper understanding of the meaning of the 

entrepreneur and entrepreneurship derived from lived experiences within a socio-

economic and historical context such as the southern highlands of Tanzania, and how 

these meanings affect the expected outcomes of entrepreneurship education for local 

stakeholders and intended beneficiaries. 

II. Statement of study purpose and related research questions 

The literature indicates that current assumptions guiding entrepreneurship 

education implementation aimed at economically vulnerable youth in SSA are 

inadequate. These assumptions neglect the perspectives of important groups that are 

presumed to benefit from the education, and do not incorporate a consideration of how 

those that are responsible for implementing entrepreneurship education perceive the 

meaning of the entrepreneur and entrepreneurship. By learning more about how these 

three ideas (entrepreneur, entrepreneurship, and entrepreneurship education) are 

meaningful to stakeholders of entrepreneurship education in a rapidly developing, rural 

area of Tanzania, this research will inform policy makers, program implementers, and 

practitioners who wish to improve the quality of educational experiences for 

economically vulnerable youth.  

To that end, this study reexamines the beliefs guiding the widespread promotion 

of a universalized entrepreneur, the role of entrepreneurship in societies and economies, 

and the expected outcomes of entrepreneurship education. My study elicits perspectives 

of key actors with respect to their influence on young Tanzanians living in Njombe 

Region, in the southern highlands. There are three participant groups of key actors: 
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caregivers – who are mothers, fathers, extended family members, or others in the 

community who directly take care of the basic needs of the student and provide the 

resources that allow him or her to school; teachers; and local business owners. This 

investigation includes an analysis of how three factors affect local expectations and goals 

for implementing entrepreneurship education: the historical context of the educational 

setting, local sociocultural priorities; and gendered experiences. It shows that there is a 

discontinuity between the phenomena of the entrepreneur and entrepreneurship and local 

expectations for the outcomes of entrepreneurship education on the one hand, and 

international development and academic discourse about the outcomes of 

entrepreneurship education on the other. 

This is a phenomenological qualitative case study that draws on ethnographic 

research methods.  Two research questions guide this study: 

1) How do local actors (caregivers, teachers, and local business owners) 
understand the entrepreneur and describe entrepreneurship?  
 

2) How do the expected outcomes that these local actors have for 
entrepreneurship education relate to those outcomes promoted by international 
development and academic discourse? 

 

  
Figure 1      Figure 2  
Political map of Africa    Political map of Tanzania (study 
(Retrieved from www.cia.gov)   area marked by a red square) 

 
Njombe 
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III. Background  

In 2011, the University of Minnesota embarked on a six-year evaluation collaboration 

with an international foundation in order to assess the overall impact of education 

initiatives on marginalized youth in East Africa. Within this project, the foundation is 

funding three nongovernmental organizations (NGOs), whose programs originated outside 

of East Africa, and they are now implementing their models in Kenya, Tanzania, and 

Uganda. The entrepreneurship education programs are aimed at improving youths’ long-

term livelihood outcomes. For two years, I worked on this project in multiple capacities. 

My dissertation topic evolved from my involvement in this project. My research questions 

also drew on my previous experience working as a classroom teacher and as an employee 

at an NGO dedicated to youth empowerment through entrepreneurship education in New 

York City. 

During my involvement in the project, I perceived that there were aspects of the 

development discourse promoting entrepreneurship education that appeared to be 

incongruent with participants’ lived experiences. Youth made statements that conveyed 

their belief that learning entrepreneurship would result in their personal growth, new 

experiences, and even ‘liberation’ from current circumstances. Yet at other points in the 

interviews, many of the young people shared personal experiences they have already had 

with earnings from income generating activities that they did not term ‘entrepreneurship’. 

Rather they stated that these earnings paid for school fees for themselves or supported 

dependents, which may constitute a form of reinvesting in themselves and ‘preparing for 

their future life’ but seems unlikely to result in meeting their other expectations of 

discovering new ways of living and liberation, as they had attributed to entrepreneurship. 

In short, young people shared experiences that from my perspective seemed similar to 

those that were provided by the program, and overlapped with the enterprises described 

in the broader entrepreneurship literature as poverty alleviation strategies. Yet they did 

not associate these experiences with the outcomes that they attributed to 

entrepreneurship. In other words, these young Tanzanians understood the term 

“entrepreneurship education” as an experience that they believed would prepare them for 

personal transformation and social mobility in a way that their prior experiences had not. 
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Little is known about how youth like these students are learning about 

entrepreneurship education, and even less is known about the meanings of being an 

entrepreneur and doing entrepreneurship, and expectations for the outcomes of 

entrepreneurship education, in rural and rapidly developing contexts such as those within 

Tanzania. Key stakeholders, and their conceptions, affect the implementation process and 

learning outcomes of entrepreneurship education. Their life experiences, goals for the 

program, and outcomes for the students may not align with each other or with the original 

entrepreneurship education model, and it is important to understand their perspectives for 

two main reasons; (1) their perspectives inform how youth experience, make meaning 

from, and apply their learning from the program; (2) they are stakeholders who represent 

the intended beneficiaries of the program.  

IV. Conceptual framework 

Modernization theories inform much of the research on entrepreneurship 

education and commonly form the basis of arguments used within the current 

international development discourse. In this section, I briefly introduce how these 

theories have shaped the prevailing conceptualizations of the entrepreneur and 

entrepreneurship, and then introduce the ideas from within social constructionism that 

provide the conceptual framework for my own study.  

In the mid eighteenth century, classical economists introduced the entrepreneur’s 

role in the economy by describing the idea as an individual able to think innovatively and 

design new processes to increase profit; a key economic actor willing to “undertake” risk 

and assume costs of production; and a financial visionary planning for future profit even 

in the midst of seeming uncertainty (Herbert and Link, 1988; Ebner, 2005; Peet and 

Hartwick, 2009). Such theories were based on a rationale that an individual’s self interest 

and competitiveness were not only innate, but that these qualities were essential, driving 

motives of human nature (Peet and Hartwick, 2009). Other values that influence human 

behavior, and the relationships among these values, behavior, society and the market, 

remained peripheral considerations for these theorists. These early constructions of 

economy have been soundly critiqued for the ways in which they prioritized and 

universalized the motives of capitalism, which “makes ‘unnatural’ other motives for 
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economic practice, such as cooperativeness, the desire to work for the common good, and 

the desire to organize production to meet the needs of everyone” (Peet and Hartwick, 

2009, p. 43).  

Modernization theories derived directly from classical economics and sociological 

functionalism, and emerged in the mid 20th century. These theorists distinguished 

commonalities across societies, aimed to distinguish between the ‘non- modernized’ and 

‘modernized’ society, and analyzed factors that led to that change towards modernization 

(Levy, 1996). They proposed a normalized, linear process of such development that was 

modeled on the ‘supremacy’ of the experience of development in Western Europe and 

North America (Peet and Hartwick, 2009; Unterhalter, 2009). According to these 

theories, the modern society is organized according to systems of power in which 

members take on different positions or roles (Levy, 1996). The assumptions were that 

particular aspects of human nature were universal, such as self-interest and rational 

behavior, and that these aspects dominated individual’s motivation and engagement with 

economic systems in society. The modern individual was considered to have certain 

values and attitudes; for example: one who welcomed new ideas and would be eager to 

adapt new technology; one who transitioned from childhood dependence on the family to 

adulthood loyalty to government and other societal institutions of authority; and one who 

prized high levels of education as well as highly respected positions of authority in 

society (Inkeles, 1973). These qualities and roles of the modern persona continue to 

saturate discourse supporting entrepreneurship education for youth. For example, 

Chigunta et al. (2005), writing for the ILO, describe one of the virtues of the youth 

entrepreneur as someone who “may be particular responsive to new economic 

opportunities and trends” (p. 13) and argues that in considering youth entrepreneurship 

education initiatives it is important to consider that youth living in rural SSA “are not 

likely to have picked up entrepreneurial attitudes and values from their parents or 

guardians” (p. 24). In her review of 195 articles that span nearly a decade of US based 

business periodicals from 2000-2009, Gill (2014) found claims that linked 

entrepreneurship to “innovation as an inherently positive and beneficial activity, imbued 

with mythical qualities that foster strength and growth” (Gill, 2014, p. 57). Learning to 
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become an entrepreneur, according to the discourse, is associated with upward mobility 

and achieving a valued, essential role in the economy.  

Associated with these ideas about the individual that are rooted in modernization 

theories are ideas about the role of schools in society, linked to functionalism. 

Functionalism posits that institutions fulfill certain needs in society. Those needs that are 

in high demand and that require high levels of training and skills development will have 

higher incentives and rewards (Feinberg and Soltis, 2009). According to this theory, in 

modern societies schools ensure that children learn to take on a role that is responsive to 

the current and evolving needs of society. Because parents work outside the home in 

modern societies, children no longer learn skills, attitudes and responsibilities to society 

from watching them.  Therefore, through compulsory education, schools have the distinct 

and essential function of “cultural assimilation, political socialization, and 

modernization” (Feinberg and Soltis, 2009, p. 22). Functionalism frames compulsory 

education through schooling as using resources more effectively, efficiently, and 

equitably. Such schooling aims to provide a standard learning experience (one that is 

comparable to others according to the same measures) and uniform treatment to an age 

defined or otherwise categorized group (Feinberg and Soltis, 2009). At the same time, it 

teaches each child as an individual that they must take responsibility for their actions and 

that their performance will be assessed against that of others from the same group, 

regardless of their effort. In this way, the process molds the student into the role in 

society that aligns with their skills and will benefit the most from their hard work. This is 

consistent with framing sub-Saharan youth as a developmentally ideal target group for 

entrepreneurship education. This framing reasserts the necessity of schooling for being an 

entrepreneur and doing entrepreneurship as an important, productive economic outcome 

that promises societal recognition. 

Developed from these theories about education and modernization was the belief 

that the “no attribute of the person predicts his attitudes, values, and behaviors more 

consistently or more powerfully than the amount of schooling he has received” (Inkeles, 

1973, p. 163). This belief undergirded the development approach that state investment in 

schooling and training for individuals, or the investment in their human capital, led to 
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their productive capability as graduates and actors in the economy (Unterhalter, 2009). 

This capital investment in the individual develops their skills and abilities, leads them to 

secure employment and contribute to the economy, and thereby returns the state’s level of 

‘investment’ in society. Scholars developed this notion of human capital by investigating 

the relationship among factors (such as ability, attitude, and health); investment in 

education (including basic and specialized skill development); and rates of return in 

personal income and to the national economy (Becker, 1964).  

There are serious concerns about the application of human capital theory to justify 

development interventions (Unterhalter, 2009; Walker, 2012). The framework operates 

under various presumptions. For example, one presumption underlying the idea that more 

schooling will economically benefit students is that there is equity in the access, quality 

and process of schooling; and that the educational setting, including the learning 

experiences, build student’s abilities and expand their potential rather than having any 

lasting negative affects on their social, emotional and academic lives. A second 

presumption is that the labor market is meritocratic and will reward worthy efforts, and 

that it provides opportunities to people based on abilities and skills they were able to 

develop in school (Unterhalter, 2009). Yet human capital theory continues to guide the 

agenda of policy makers and international agencies, and it features prominently in 

arguments for entrepreneurship education.  Since the 1950’s, entrepreneurship education 

has been considered as an investment in human capital and a prerequisite to developing 

the economic potential of a country through modernization (Hoselitz, 1952).  

Social constructionism. 

Social constructionism approaches the phenomena of entrepreneurship education 

as meaningful within temporal circumstances, specific relationships, and the social 

processes undertaken to reach particular goals within the context (Lock and Strong, 

2010). Within social constructionism, the meaning of human behavior, learning 

experiences, and relationships are subjectively understood as part of locally lived, 

socially and historically embedded experiences (Lock and Strong, 2010). From a social 

constructionist perspective, the meaning of entrepreneurship education exists through the 

interpretations of the key actors that it places in relationship to each other. From the 



   16 

 

epistemological standpoint, social constructionism supports the study of the entrepreneur 

and entrepreneurship as an analysis of how key actors come to understand who represents 

an entrepreneur, what constitutes entrepreneurship, what processes amount to 

entrepreneurship education, and why such education has purpose.  Drawing on a social 

constructionist framework, research would prioritize giving the individual the opportunity 

to explain how they understand these key concepts, how these concepts have relevance 

for their perceived situation and their goals, and how they have made decisions and 

chosen to act with regards to these concepts within their circumstances (Lindgren and 

Packendorff, 2009). This theory provides a useful tool for investigating the meanings of 

the entrepreneur, entrepreneurship, and entrepreneurship education within a rural region 

of Tanzania; and for analyzing these meanings as compared with discourse popularized 

by international and government agencies. 

Lindgren and Packendorff (2006) introduced the idea that the entrepreneur and 

entrepreneurship were phenomena to analyze within the cultural context. These scholars 

observe that the meaning of entrepreneurship can be understood as that which is 

‘normalized’ as “deviating from norms that others follow” (p. 211). For example, they 

examined how the meaning of doing entrepreneurship in a small Swedish town derived 

from the sociocultural norms surrounding: appropriate and respectable art forms; the 

expectations that one stays satisfied within one’s economic class and resists accumulating 

wealth for the purpose of reputation and rising in social status; and the mistrust of people 

from outside the local area. By analyzing these sociocultural boundaries, these 

researchers showed that the meaning of the entrepreneur and entrepreneurship exists 

within the ways that it challenges, deviates from, belongs to or breaks out of existing 

systems and expectations (Lindgren and Packendorff, 2009). While these scholars look at 

how the meaning of the entrepreneur and entrepreneurship derived from the way local 

actors interacted with sociocultural boundaries pertaining to music, commerce and 

globalization; my research will examine how the meaning of the entrepreneur and 

entrepreneurship interplays with historical and present day boundaries pertaining to 

education, income generation, and gender in the context of Njombe, Tanzania.  
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First, I will analyze the relationship among the phenomena of the entrepreneur 

and entrepreneurship, and entrepreneurship education, within the historical context of the 

educational setting in Tanzania. Understandings of the entrepreneur and entrepreneurship 

appeared to derive different meanings according to participant experience of educational 

policies. The meanings and sociocultural expectations of being an entrepreneur and doing 

entrepreneurship included: how one interacted with others; how one built relationships 

within the context; and how one approached financial planning for the self, the 

household, the relational network, and the business. It also included skepticism about the 

terms, about whether the phenomena was appropriate for instructional delivery within 

formal school, and about how such schooling and the application of the learning to do 

entrepreneurship would result in upward mobility. 

Secondly, I will investigate the relationship among these phenomena, 

entrepreneurship education, and the sociocultural priorities and processes that affect how 

individuals undertake activities to generate income. Being an entrepreneur and doing 

entrepreneurship includes economic goals, but in this context goals are much broader. 

They differ from profit accumulation to reinvest in and grow the business, generating 

secure formal employment positions, or persisting in operating a single type of business 

for the long term. The meaning of these phenomena is embedded in an uncertain 

economic context and an inadequate educational context, one in which the importance of 

being an entrepreneur differs from the enviable image that dominates development 

discourse.  

 Third, I will study how gendered experiences and sociocultural processes affect 

how the phenomena is interpreted and applied differently by men and women. There is a 

complex relationship linking gender, educational experiences, the decision to do 

entrepreneurship, and whether men and women self identify as entrepreneurs. The 

meaning of the entrepreneur is not the same for a female and male entrepreneur, and a 

female self identifies as an entrepreneur for different reasons and according to different 

criteria than a man. Local understandings of being an entrepreneur and doing 

entrepreneurship are embedded in the social experiences of a highly gendered context. 

V. Significance  
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 I believe my research has significance for a number of reasons. Most importantly, this 

investigation demonstrates to educational policy makers and international development 

practitioners the importance of understanding local meanings of the entrepreneur and 

entrepreneurship in considering the outcomes associated with implementing 

entrepreneurship education aimed at economically vulnerable and young people in rural, 

rapidly developing contexts. First, it illuminates the value of the learning experiences that 

youth bring with them to school and links these to how they pursue livelihoods that they 

value within the context. Secondly, it draws into question how to implement 

entrepreneurship education within the existing educational setting so that resources are 

prioritized and used efficiently to improve quality education opportunities for the most 

economically vulnerable populations. Third, it challenges whether being an entrepreneur 

and doing entrepreneurship in this context is a livelihood option undertaken to achieve 

upward mobility, and that it does not replace the desire for stable, secure, and rewarding 

employment. Finally, it argues that the meaning of being an entrepreneur and doing 

entrepreneurship can derive from the sociocultural priorities that motivate economic 

activity within the social and historical context. These meanings must also be considered 

for their role in perpetuating or reducing gender inequity.  Therefore, the design and 

implementation of entrepreneurship education must leverage and strengthen the assets of 

the learner, offer a high value alternative or extension to existing educational 

opportunities, and integrate the meanings of the entrepreneur and entrepreneurship that 

are derived by the intended beneficiaries from the social and historical context. Such an 

educational intervention should be considered as one of a multi pronged approach to 

ensuring that all learners are able to access the quality education they desire to pursue 

their valued livelihoods.  

 

 This chapter has provided an introduction to the proposed dissertation study and an 

overview of the current discussion surrounding entrepreneurship education for youth in 

SSA. I have presented the purpose of my study, the conceptual framework guiding my 

research design, and the research questions that will direct my investigation. The next 

chapter will provide the historical context of the educational setting in the southern 
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highlands of Tanzania. The third chapter will provide a literature review of 

entrepreneurship education as an intervention aimed at vulnerable youth in SSA. In 

chapter four I will present the methodology and limitations of this study. Chapter five 

presents the data and chapter 6 discusses findings.  The final chapter presents the 

implications of these findings for theory, policy and practice. 
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Chapter 2: The context of secondary education in Tanzania 

This chapter provides a history of the major development trends and policy shifts 

in Tanzania that have influenced the provision of secondary education in the southern 

highlands. The following sections present scholarly accounts of the historical and current 

purposes of education and formal schooling in what is now known as the United Republic 

of Tanzania. There are enduring narratives about the purposes of indigenous and modern 

education that have had a major affect on the political and economic agendas for formal 

education. They surface in the two major narratives of the first President Nyerere’s 

legacy with regards to his educational policy making: 1) leadership mired in the idealism 

of African socialism with poor execution, resulting in a compromise of the long term 

economic prosperity of the country; and 2) leadership by a “leader of moral integrity” 

(Ellis and Mdoe, 2003, p. 1369) that was visionary because it aimed to establish an 

education system that fostered equity in a post colonial Tanzanian society by preparing a 

self reliant population (Pratt, 2000; Sheldon, 1970). The historical and current context of 

educational policymaking in Tanzania is embedded within this longstanding tension 

between Nyerere’s African socialism and capitalism, and between his philosophical 

rejection of external dependency and his practice of building strong relationships with 

international development actors that increased foreign aid dependency. This chapter lays 

an important foundation of the complex historical influences that affect the lived 

experiences of the participants in my study.  

I. Indigenous African education 

Few African academics have published scholarship regarding indigenous African 

education practices in the southern highlands of Tanzania; rather the scholarship that has 

been published tends to generalize across areas and communities in the country. 

However, these generalizations are useful for understanding the enduring principles and 

beliefs attributed to education in Tanzania prior to colonization.  

Indigenous African education framed learning as integrated into all aspects of 

community living and as a process that continued throughout the life span (Mushi, 2009). 

It was not confined to a school institution. Education was practical and contextually 

relevant, “there was no dichotomy between instructional resources and resources used by 
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the participants in their daily activities” (Mushi, 2009, p. 37). The purpose of education 

was to equip people to face their local socio economic and environmental challenges as 

well as to provide for their needs.  A second purpose was to pass along the wisdom of the 

elders and to ensure that the children “inherited knowledge, skills and values” (Mushi, 

2009, p. 32) of the community. This included skills to survive as well as to govern and 

lead. A third purpose was to create solidarity and unity among the social unit (Mushi, 

2009).  

According to Mushi (2009), formal education in the forms that are commonly 

found today contrasts starkly to this indigenous educational experience. One contrast was 

that unlike current initiatives for ongoing curricular updates and revision in education, the 

content of the indigenous education tended to remain unchanging across generations in 

order to preserve cultural norms, traditions and values. Another contrast was that while 

schooling today has become increasingly standardized and universalized, indigenous 

education is described as highly specific to the immediate context, and tended to be 

experiential and concrete. Third, indigenous education did not use a carefully selected 

and certified adult trained to deliver instruction to a large group of children and 

encourage their critical questions; instead the process of education was one during which 

carefully selected elders taught only a few youth at one time. These youth were expected 

to listen and respect the wisdom imparted. While questions that clarified information may 

have been encouraged, critique was discouraged. Fourth, indigenous education did not 

have the objective of gender equity in society; rather it was highly gendered as men and 

women learned what was considered relevant to their roles in society. Finally, unlike 

today’s technological tools, there were few resources, opportunities, and methods to 

record and store learning other than through person to person transmission. To varying 

degrees during different time periods, perceptions of the contrasting purposes and forms 

of indigenous African education and modern schooling have influenced educational 

policy making in Tanzania.  
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II. Colonial history and the implications for education in the southern highlands  

East Africa took center stage in Europe’s colonization of Africa in the late 1880s 

(Were and Wilson, 1972). Earlier in the 19th century, Europe’s classical economists had 

linked national power to the strength of the economy, two indicators of which were the 

rate of growth in the manufacturing sector and trade expansion (Peet and Hartwick, 

2009). As industrialization spread throughout Europe, the colonial powers sought to 

establish their economic dominance. They pursued new sources and suppliers of raw 

materials, and they desired new markets in which to sell and build demand for their 

products (Were and Wilson 1972). Being a region rich in natural resources and with 

fertile land for cultivation, the area that is now Tanzania had become an important trade 

opportunity and colonial focus for two countries in particular: Germany and Britain. 

These two countries defined the major periods of colonial rule for the region now 

known as Tanzania (McCarthy, 1982). The first period (1888-1918) was under Germany, 

and the second period (1919-1961) began after WWI when the League of Nations placed 

the territory under the control of England.  Originally when the German empire was 

established in 1871, German nationalism motivated explorers and traders to form 

expeditions charged with finding new areas in which to extract natural resources, as well 

as ‘civilizing’ the inhabitants (Were and Wilson, 1972). Britain, on the other hand, was 

not looking to establish new colonies, mainly because it had experienced how colonies 

were expensive to manage and knew that the new markets could be more costly than 

profitable (Were and Wilson, 1972). Rather than seek out new colonies, Britain’s strategy 

was to find local rulers and to strategically encourage trade with them in the new 

territories (Were and Wilson, 1972). These differences between colonial approaches 

would play out in important social and economic ways during the time in which each 

established their rule in East Africa.  

German rule in East Africa was characterized as exploitative, cruel and dictatorial 

(Were and Wilson, 1972). Their colonial strategy was to dispatch a small unit of 

government officials who were charged with implementing policies quickly. These 

officials worked with German supported leaders within the existing socio-economic 

organization, but avoided interactions and relationships with the local people (Chachage, 



   23 

 

1988; Were and Wilson, 1972). The German’s colonial approach produced resentment 

and animosity, which in turn increased tensions, fostered suspicion and heightened 

anxiety among all involved (Were and Wilson, 1972).  

German authorities are credited with establishing the basis of a formal education 

system in this region of East Africa, and evidence suggests that military personnel 

managed and controlled the government schools (Turner, 1949; Were and Wilson, 1972). 

The education system aimed to supply the German regime with indigenous actors who 

could seemingly legitimate, and then carry out, colonial policies (Mushi, 2009). A limited 

number of trade schools also prepared students for work in colonial development projects 

(Listowel, 1965). These educational opportunities were concentrated in areas being 

developed for industry, and only a small proportion of the African population could 

access them (Listowel, 1965). 

The African people living in the Southern Highlands actively resisted the German 

expeditions and colonial authorities (Roberts, 1968; Kimambo and Temu, 1968). The 

inhabitants of the Southern Highlands at this time had arrived there after the Zulu drove 

them out of their original settlements in south-east Africa (Were and Wilson, 1972). As 

these Ngoni peoples moved north during the Ngoni migration, they conquered tribes and 

integrated their captives into their society.  These acquired warriors accounted for much 

of the growth of the population, and upon finally settling the peoples had developed a 

reputation for their warlike qualities (Kimambo and Temu, 1969). When the ‘war lord’ 

who ruled these Ngoni peoples died in the mid 1880s, part of the population moved into 

the Southern Highlands. The tribes that they encountered were exposed to, learned from 

and adopted the Ngoni military organization and tactics (Were and Wilson, 1972). They 

also developed well organized and strong political units (Kimambo and Temu, 1969). 

Historians believe these factors later aided the peoples settled in the area to steadily resist 

and revolt against the Germans (Kimambo and Temu, 1969). 

Scholars describe the Maji Maji Rising of 1905 as the most memorable historical 

example of this resistance of the people in the southern highlands. During this period, the 

German colonial strategy forced local farmers to reduce their fields to a single crop for 

foreign interests, termed an “export monoculture” (McMichael, 2000, p. 9). In the 
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southern highlands, the German colonial government had decided to establish cotton as 

the basis for the developing colonial economy (Were and Wilson, 1972). Although the 

cotton crop failed to grow successfully and was not profitable, the German authorities 

continued to force local farmers cultivate it at the sacrifice of growing the crops that 

supplied food for their families (Were and Wilson, 1972; Kimambo and Temu, 1969). A 

second German decree that affected this region was the ‘hut tax’ whereby households had 

to pay cash rather than pay in kind to the colonial authorities, which was yet another 

cause for local suspicion of being cheated (Listowel, 1965).  These key factors incited 

rebellion in the local population.   

The Maji Maji Rising began when groups of Africans in the southern highlands 

rebelled and united against colonial rule. In addition to rebelling against German colonial 

authorities, the uprising targeted missionaries and those who had converted to and united 

with promoters of Christianity (Kimambo and Temu, 1969; Listowel, 1965). Missionary 

activities had been tied to German colonial interests as early as the 1840s, when a 

German Lutheran missionary explorer was sent to Kilimanjaro to meet the local authority 

(Listowel, 1965). The Lutherans and Roman Catholic missionaries became more fully 

rooted during the 1860s through the establishment of institutions such as the Church 

Missionary Society (Listowel, 1965). These societies and orders were dedicated to 

evangelical work, which they achieved by providing formal education that prepared 

workers for colonial industry (such as agriculture) and by providing medical care by 

building hospitals (Listowel, 1965). The short-lived resistance, and their damage, to these 

representations of colonialism quickly ended when more officials with advanced 

weaponry arrived as reinforcements (Kimambo and Temu, 1969). These reinforcements 

viciously retaliated with mass executions and by burning the land and homes of those 

who had revolted. 

The devastating aftermath of the Maji Maji Rising had an important role in the 

development of the southern highlands (Kimambo and Temu, 1969). Famine came 

quickly to the devastated land. This famine, as well as the other acts of war, caused 

widespread death and disease. In just two years, the Maji Maji resistance had resulted in 

over 100,000 estimated African deaths in the area (Were and Wilson, 1972; Listowel, 
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1965). The revolt had reflected very badly on the German colonial authorities, and the 

German Imperial Government took steps to reform their policies (Listowel, 1965; 

Chachage, 1988).  

The German military rule remained in the southern highlands until the British 

took control of the country in 1919. The German Imperial Government established the 

Colonial Department of the German Government, whose first leader initiated the 

consideration of African perspectives (Were and Wilson, 1972). He introduced a small 

shift in general perspective that resulted in permitting other areas more sovereignty, 

however, because of simmering tensions the Germans continued to rule using their 

military in the southern highlands (Were and Wilson, 1972).   

During this period following the Maji Maji Rising, the German government 

encouraged the expansion of African education and mission schools, or “bush schools”, 

and these increased education opportunities across the area (Kimambo and Temu, 1969; 

Listowel, 1965). Kimambo and Temu (1969) conclude that from the local African 

perspective, after the Maji Maji resistance “Tanzanians increasingly resigned themselves 

to working for the time being within the colonial framework, and realized that education 

was the key to success within it” (p. 131). Missions, in addition to their role in delivering 

education, became a source of aid and support for those suffering from the effects of 

famine and destruction (Kimambo and Temu, 1969). The German government also 

supported the use of Swahili for education because of its important role in the trade 

routes (Were and Wilson, 1972). Yet while some colonial (mainly religious) types of 

education opportunities had expanded, higher education remained inaccessible to most 

Africans (Were and Wilson, 1972; Calvert, 1917).  

The Maji Maji Rebellion is considered “the largest uprising against foreign 

control in the early years of colonial rule in East Africa” (Were and Wilson, 1972, p. 

209). Historians mark it as one of the “key beginnings of the struggle for lost 

independence” (Kimambo and Temu, 1969, p. 117). On the side of the colonialists, the 

rebellion caused a shift in strategy to ease the process of colonialism: attempts were made 

by the colonizers to preserve ‘elements’ of the colonized (Chachage, 1998). At the same 

time, for local people the rebellion became a symbolic reference of strength and unity 
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during the fight for Tanzanian independence (Kimambo and Temu, 1969). Even today, 

this event is a critical piece in the extremely complex historical experience of people 

living in the southern highlands of Tanzania. 

III. World War I (WWI) and World War II (WWII) in Tanganyika: Upheaval 

During WWI, the East African colonies became off shore extensions of the 

European conflicts. The German East African military commander decided to instigate 

battles with the British colonial authorities in order to divert British resources from the 

war on the European continent (Were and Wilson, 1972).  Britain’s ensuing heavy 

retaliation against the German colonies wounded and killed thousands of Germans and 

Africans (Were and Wilson, 1972). When WWI ended in Europe, so did the overt turmoil 

in East Africa. However, the residual backdrop of social, ecological and economic 

upheaval in Tanganyika was horrific. The war had massively devastated farmland and 

damaged ecosystems, destroyed or collapsed infrastructure, spread disease and led to a 

heavy loss of human life (Chachage, 1988). To penalize Germany for their actions during 

war, the League of Nations took control of the territory formerly under their colonial rule 

and placed it under the authority of Great Britain (McCarthy, 1982).  

The upheaval from colonial wars fought in Tanganyika sparked the anger of the 

indigenous population and, from their perspective, magnified the cruel intentions of 

colonial powers (Chachage, 1988). At the same time, local people were becoming more 

unified and less divided along tribal lines due to colonial trade mechanisms such as the 

use of Swahili, which had facilitated frequent interactions among neighboring villages, 

and because disparate groups of Africans had fought together during colonial battles 

(Chachage, 1988).  This increased solidarity meant that local people could share in their 

hostility towards colonial authorities, which easily spread across large areas (Chachage, 

1988). The British perceived this as the beginning of a larger process of ideological 

unification and a threat to their authority and interests (Chachage, 1988). In response, 

they adopted a very different ideology to colonial rule than the Germans (Chachage, 

1988).  

Before WWI, Africans had been constructed by Europeans using cruelly racist 

fabrications that portrayed them as incompetent and without the intelligence to self-
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govern. Britain’s new ideology encouraged Africans to ‘reclaim’ their tribalism and 

established ‘native authorities’ to manage the population to align the European and 

African interests (Chachage, 1988).  Theirs was a policy of ‘Indirect Rule’ through the 

‘natives’ with the aim of ‘civilizing’ the territories, and it became an “all-embracing 

systematized ideology of African civilization” (Chachage, 1988, p. 203). This philosophy 

held important implications for the implementation of the colonial education system, for 

the missionaries, and for those who considered themselves researchers and producers of 

knowledge in and about Tanganyika. The goal of these British policies for local Africans 

was the internalization of the colonial interests such that the definition of civilization, the 

conceptions of Africans and tribalism, and the path towards modern economies would be 

viewed as objective (Chachage, 1988). Colonial interests driving educational 

development for local Africans used ideas about modernization for the economic welfare 

of the country that were guided by colonial interests.  

Great Britain inherited a ‘patchwork’ of schools. This mix was comprised of the 

system established by the German colonial administration, missionary schools, and fee-

based schools established by small communities of various financially advantaged 

immigrant populations who shared a common mother tongue (Cameron, 1967). Roman 

Catholic schools were authoritarian, and Protestant and Anglican missionary schools 

drew from the principles of the Victorian English boarding school (Turner, 1949). The 

independent community schools started as autonomous institutions with the option to 

request financial assistance from the government (Cameron, 1967). Many such schools 

would initially choose not to request this government financing because the aid required 

giving over control of curriculum, equipment and management. These school 

communities wanted to keep curricular autonomy and maintain the educational 

requirements of other national systems in order to preserve students’ options to return to 

their homeland (Cameron, 1967).  

British policies aimed to provide more Africans with government sponsored 

educational opportunities. The British government began to establish more government 

schools as well as to fund religious schools, which muddied the division between 

religious and government education (Dodd, 1968). The British Colonial government 
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expanded access to primary education for Africans by building government schools 

across the country, and placed ‘Native Authorities’ or various religious groups in control 

of these institutions (Phillips and Stambach, 2009). In addition to providing training for 

manual labor, the educational policies under British rule aimed to subdue the remnants of 

resistance that still persisted after the Maji Maji rebellion (Phillips and Stambach, 2009).  

So while more Africans accessed formal schooling, the experience of the education often 

included character training, moral education, and subordination to the “heavy dominance 

of European superiors” (Turner, 1949, p. 218). 

While the British had begun plans to expand the educational system, the 

economic collapse of the 1920’s removed much of the impetus for foreign investment in 

East Africa (Were and Wilson, 1972). The repercussions of the crisis of The Great 

Depression of 1929 in the United States were felt worldwide and more especially in 

countries that exported raw materials – such as Tanganyika (Were and Wilson, 1972). As 

one of the worst hit countries in East Africa, Tanganyika received a loan from Britain 

(Were and Wilson, 1972). At the same time, the Tanganyikan government was in the 

midst of restructuring the economy and decreasing spending on education (Were and 

Wilson, 1972). Policies were established to encourage foreign investors who were eager 

to try new crop cultivation, including tea in the Southern Highlands (Were and Wilson, 

1972). The British encouraged this foreign economic investment but did not want to lose 

political control. Instead of responding to the demands of the population, which was 

diversifying due to the increased foreign interests (for example, the German settlers 

resettling colonial lands), the British authorities retained a tightly gripped control on 

governance (Were and Wilson, 1972). On the eve of WWII, tensions in the colonies were 

on the rise as growing settler and ‘native’ populations had begun to demand more 

representation in the government (Were and Wilson, 1972).  

East Africa did not play the same role in WWII as it had in WWI, and it also did 

not suffer the same consequences. While there were casualties and a decline in exports, 

there was also increased demand for raw materials that farmers in Tanganyika produced, 

such as rubber (Were and Wilson, 1972). Beyond this economic benefit, the war resulted 

in political changes because it had ignited the movements for African independence 
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(Were and Wilson, 1972). Africans who had played important government roles during 

the war were engaging with each other, and there was hostility brewing among those 

elites who were a part of colonial rule and those who were not (Were and Wilson, 1972).  

Post-WWII harkened in an era of international development that appeared to 

replace colonial political authority with economic control. Recovery programs for Europe 

aimed to rebuild infrastructure and generate economic growth while international 

development became synonymous with ‘evolving’ countries from their ‘traditional’, 

‘underdeveloped’ and ‘poverty stricken’ circumstances towards ‘modern industrialized 

economies’ (Willis, 2005). To further economic development in Africa, in 1948 the 

British colonial government established the first legal basis of economic co-operation in 

East Africa among what are now Tanzania, Kenya and Uganda.  

Intellectual co-operation in East Africa took a different form, however, and it was 

led by African intellectuals. Pan Africanism began to spread among African leaders in 

these countries as a movement aimed at using economics and education to increase 

solidarity and collaboration among previously colonized countries. African intellectuals 

of the period faced a common narrative that African countries were far behind the 

‘industrialized, modern and developed’ countries. These intellectuals gained political 

power and stature within their countries, forming networks and groups such as the 

Tanganyikan African Association (TAA) in Tanganyika.  

In 1953, TAA elected Julius Nyerere as its president. Nyerere had received a 

teaching degree from one of the few and highly selective universities in East Africa, 

Makerere University in Uganda. The government of Tanganyika then sponsored his study 

at the University of Edinburgh, and he became the first Tanzanian to earn a degree from a 

British university (Gordon, 2002). His diplomatic expertise and elite international 

education, coupled with his local origins and teaching career, paved the way to political 

success (Dodd, 1968). He was able to guide a racially and religiously divided multi-

national society into independence (Dodd, 1968). 
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IV. Education on the eve of independence 

Scholars tend to classify Tanganyika’s society into three generalized tiers when 

describing it on the eve of independence. Europeans (mostly British) dominated and 

composed the top economic tier, while the African peoples were in the lowest economic 

tier. The middle tier, labeled by colonial authorities under an umbrella term of the ‘Asian 

community’, was an ethnically, religiously and linguistically diverse population that held 

various mid-level positions in government, commerce, and industry (Cameron, 1967). 

Those who were not deemed to neatly fit in such categories, such as Arabs, lived and 

intermarried among Africans as well as Asian communities (Cameron, 1967). 

Additionally, there were those Europeans who devoted themselves to the African 

communities as missionaries, medical workers, and educators (Cameron, 1967). Policy 

makers and authorities did not equitably consider the different needs, demands, 

advantages, resources and power of these societal categories. 

While non-African children had access to primary and secondary education (often 

by accessing it in neighboring countries or upon returning to the home country), most 

African children did not attend primary school (Cameron, 1967). Fewer transitioned into 

the secondary education, due to the required entrance examinations (Cameron, 1967). In 

terms of infrastructure, students were served by roughly 3,115 primary schools and only 

95 secondary schools (Kahyarara and Teal, 2008). Only 200 Tanganyikan students on 

average per year were admitted and enrolled in the only higher education opportunity for 

the region, The University of East Africa (Kahyarara and Teal, 2008).  

The primary education system was still divided into four categories that served 

the above described groups, with the addition of an ‘Other Non-Native’ designation for 

small populations which included the Chinese and Singhalese (Cameron, 1967). The 

Department of Education was in control of the African System, while three other 

authoritative bodies managed non-African education separately (Cameron, 1967). This 

system had derived from when Great Britain assumed responsibility for Tanganyika after 

World War I (Cameron, 1967).  

Language featured as a primary reason that policy makers could justify the 

segregation of school systems. The prominently held view was that the medium of 
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instruction should be in a child’s home language (Cameron, 1967). Cameron (1967) 

describes this widespread opinion as “the ostensible excuse of the administering power 

for its retention of the segregated systems” (p. 46).  It was using this reasoning that 

immigrant populations had the right to access education in their home languages and 

interracial education was considered unfeasible (Cameron 1967). However, despite the 

fact that African children spoke a wide range of vernacular languages, Kiswahili was the 

primary medium of instruction for African primary schools. In African secondary 

schools, English was the primary medium of instruction and Kiswahili was taught as a 

subject. These language policies for African children contributed to the low quality of 

educational opportunities and added to the difficulties that graduates of primary school 

faced in their transition to secondary education. Such policies were just one example of 

how schooling segregated racial communities.  

The debate over how to provide equitable schooling and other social services to 

diverse racial communities remained a critical policy issue prior to Tanganyikan 

independence. The British were committed to the idea of “multi racialism”, whereby each 

racial community had the right to school according to their racial identity, and this 

included separate curricular content (Galabawa, 1990). Because the class disparities 

between racial communities were so pronounced, there were strong factions within 

TANU and populations within Tanganyika that believed Africans should be granted more 

services and better treatment than other, historically privileged, populations such as the 

Europeans and Asians (Listowel, 1965). 

However, in the months prior to Tanganyika’s independence, Nyerere 

demonstrated his willingness and ability to successfully uphold and defend his ethical 

principles amidst the prevailing attitudes of the major political actors. Nyerere rejected 

the prominent opinion of TANU members that only Tanganyikan Africans would gain 

citizenship when the country became independent (Pratt, 2000). Instead, according to 

Pratt (2000), Nyerere asserted as early as 1959 that such discrimination was antithetical 

to the fundamental aims of the country: “the equality of human beings, in their rights and 

their duties as citizens” (as cited in Pratt, 2000, p. 367). For Nyerere, it was this ethical 

commitment to equality and the needs of the collective that distinguished the indigenous 
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African way of life from the ideas of individualism and the importance ascribed to group 

membership that were associated with Western Liberalism (Pratt, 2000).  Yet he also 

recognized that these ideals for Tanzanian citizenry would be increasingly difficult to 

sustain at the same time that the government attempted to grow the country’s economy. 

He was vocal about being wary of a society whereby the most “modern” and educated 

citizens would also become the elite, and subsequently “bound to be tempted to set their 

aspirations by reference to the levels of material welfare enjoyed by the elites of other 

much richer societies” (Pratt, 2000, p. 367).  

Ultimately, unified under the leadership of President Julius Nyerere, the 

Tanganyika African National Union (TANU) reacted strongly against this multi racial 

approach and likened them to the resultant apartheid policies in South Africa (Listowel, 

1965). TANU ultimately asserted that all individuals, regardless of race or color, should 

be united as a common national citizenry and educated within an integrated schooling 

system and uniform curriculum (Galabawa, 1990; Giblin, 2007; Cameron, 1967). Yet 

during the transition to post-colonialism, TANU was not a united entity and there 

remained major components of the bureaucracy, structure and conceptions of the role and 

authority of government that the colonial authorities had imposed (Giblin, 2007).   

The southern highlands again became a site of local political resistance, this time 

people opposed the perceived power of TANU. There was strong dissent to the ways in 

which TANU asserted its power as well as divisions among the political actors who 

supported and represented TANU (Giblin, 2007). This dissent combined with local 

resentment of the immigrant, or non-indigenous populations who had attained wealth as 

successful business persons and sequestered their resources away from indigenous 

peoples (Giblin, 2007). TANU disdainfully labeled this dissent as ‘tribalism’ and a rift 

grew between local activists and Njombe’s TANU political leaders who wished to remain 

in positions of power within the party (Giblin, 2007). Yet locally, many considered that 

TANU viewed the colonial use of ‘tribal identities’ as manipulative and divisive (Giblin, 

2007). More broadly, for the indigenous population in Njombe, TANU’s representation 

of modern government served to legitimate “bureaucratic authority, hierarchy and 

procedure; the understanding of race as an issue which must be managed by the 
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government, rather than through non-institutional relationships; and the distinction 

between public and private resources and interests” (Giblin, 2007, p. 48).  

This example supports the broader argument that African intellectuals during this 

time of the 1940s struggled within a basic contradiction. As Africans, they had received 

Western education (Chachage, 1988). Many were perceived by Europeans as being 

“civilized” (Chachage, 1998). At the same time, their experience was as an African 

growing up within racist and inequitable contexts. Scholars discuss the different reactions 

to these tensions (Cooper, 2002; Chachage, 1998). Some argue that African intellectuals 

perceived “modernization” as a threat to the “African” way of life (Cooper, 2002). Others 

claim that rising African political actors who ‘reclaimed’ an idealized ‘African’ narrative 

did so strategically when this idea had been a British tool to internalize ideas about 

underdevelopment and the value of being a ‘modern’ and ‘civilized’ person (Chachage, 

1998).  

V. Independence: Unity is strength / Umoja ni nguvu 

Tanganyika celebrated independence on December 6, 1961. Historians have 

celebrated Nyerere as having accomplished this by “living up to his principles… He had 

attained the highest office in his country without resort to the violence which he 

abhorred” (Listowel, 1965, p. 406). While Nyerere presented his vision for Tanganyika as 

a replacement to dependency, even at independence Tanganyika began to receive 

substantial assistance with both strategy and funding from the World Bank (Fennel, 

2000). The World Bank was keenly interested in nurturing and influencing the newly 

established East African Community and did so by focusing assistance on improving 

rural, agrarian livelihoods (Fennel, 2000). So Tanganyika began nationhood already 

dependent on high levels of foreign investment and support, as well as income from 

exports. 

Nyerere saw that the recent exodus of ruling expatriates needed to be replaced by 

skilled and knowledgeable professionals who could fill the higher and mid level positions 

in the civil sector (Vavrus and Bartlett, 2013). Yet at independence there was only a very 

small, elite population in Tanganyika that was highly educated and prepared to manage 

the country (Psarchoropoulos and Loxley, 1985). Therefore the major education focus of 
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the first Three Year Development Plan for Tanganyika (1961-1964) was to expand and 

develop secondary and higher education (Wedgewood, 2005; Galabawa, 1990).  

To respond to rising tensions among different racial populations, Nyerere 

implemented policies aimed at providing all citizenry with access to school and 

dismantling the elitist colonial system of racially segregated education (Dodd, 1968; 

Galabawa, 1990). The system during colonial times, under which each school network 

could tailor the education to the community that it served, changed at independence. The 

government produced the Educational Ordinance of 1961 to centralize, integrate and 

equalize access to primary schools, and developed new curriculum to integrate across all 

public primary schools (Dodd, 1968; Galabawa, 1990).  

While the government centralized curriculum to destroy the vestiges of elitist 

colonial education, there were aspects of the structure of the education system that 

maintained what had been established by colonial powers. The Minister of Education 

controlled the education system, for example (Dodd, 1968). This centralized authority 

appointed local advisory councils and Board of Governors, designated school ownership, 

and determined curricular content (Dodd, 1968). Another example of the vestiges of 

colonial policy was school fees, which persisted until 1964 for secondary schools and 

primary schools until 1973 (Galabawa, 1990). School fees continued to bar many 

children from being able to access primary school and further restricted those primary 

school graduates who would be able to enroll in secondary school (Galabawa, 1990; 

Oketch and Rolleston, 2007). Meanwhile children from elite or wealthier families had 

expanded options for their education because they could afford to enroll in high quality 

schools that were formerly only accessible by European children (Oketch and Rolleston, 

2007). Those students who gained acceptance into a government school were considered 

to have demonstrated their merit by passing the General Entrance Exams and perceived 

in society as the “elite” (Psarchoropoulos and Loxley, 1985).  

During the early years of independence, local demands to expand primary 

education were sidelined in favor of investment in ‘manpower needs’ (Oketch and 

Rolleston, 2007). At this time the World Bank invested in only those educational 

initiatives that used ‘manpower forecasting’, which meant that investment in secondary 



   35 

 

education was only justified in as much as it could prepare graduates and match them to 

the available employment (Heyneman, 2003). So in these years just before and after 

independence, the World Bank and Unicef conducted “manpower surveys” in Tanzania. 

Manpower surveys were designed to identify the practical educational requirements to 

train and prepare skilled workers for desirable technical and engineering jobs, and the 

data was used to determine the appropriate government investment in education and 

human resource development (Galabawa, 1990). The strategy prioritized specific 

vocations and ruled out investment in other areas of education, including the arts, 

sciences, humanities and academic education (Heyneman, 2005). Guided by these 

principles, development agencies then provided $4.6 million in loans for expanding 

secondary and higher education (Galabawa, 1990; Wedgewood, 2005). The support from 

the World Bank for this over investment in a technical and vocational approach to 

secondary education continued throughout the 1970’s, and it heavily influenced 

policymaking for secondary education during the first twenty years of nationhood in 

Tanzania (Heyneman, 2005; Wedgewood, 2005; Cooksey, 1986).  

Influenced by development institutions such as the World Bank and the United 

Nations Educational, Scientific and Cultural Organization (UNESCO), Tanzanian 

policymakers limited secondary education expansion to align with ‘manpower’ policies 

that ensured the number of graduates matched the carefully calculated workforce 

demands of the labor market (Psarchoropoulos and Loxley, 1985; Oketch and Rolleston, 

2007). Primacy was placed on ensuring that every secondary student graduate would 

secure formal employment and avoiding a “glut of unemployed manpower” 

(Psarchoropoulos and Loxley, 1985, p. 141). Business and commerce, and in particular 

qualified candidates for senior management jobs, were identified as key sectors within 

which it was necessary to produce more manpower (Galabawa, 1990). So it was not the 

demand and desire to pursue continued educational opportunities that drove the 

policymaking to expand secondary schools at this time, it was the needs of the labor 

market (Cooksey, 1986).  

At the same time as these external actors were heavily influential in early 

policymaking and drove rising foreign debt, Nyerere continued to lay out his vision for 
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change and to promote ethical development strategies. Nyerere’s commitment to this 

vision was rooted in his ideals of African education, and became more evident after 1964 

when Nyerere weathered an attempted coup in Zanzibar as well as in Tanganyika 

(Cooper, 2002).  Ably incorporating Zanzibar under a unified Tanzania grew his stature 

and strengthened his reputation in the region (Cooper, 2002). At that point, he advanced 

the philosophy of African socialism (Cooper, 2002; Vavrus and Bartlett, 2013). Included 

in this philosophy was ujamaa, or familyhood, which was a concept that promoted an 

“idealized construction of the harmonious African extended family” (Lal, 2012, p. 214) 

as a basic model for policymaking. At the individual and community level, Nyerere put 

forth ujamaa to reduce elitism and foster “cooperation over individual initiative” (Weeks, 

1970, p. 13). 

African socialism, which was a key part of Nyerere’s belief in the traditional and 

communal African way of life, inspired his educational policymaking (Mwakikagile, 

2006). He described children who learned in pre-colonial Africa as experiencing an 

education based in action and effort, and portrayed them as learners who encountered 

every adult functioning in some manner as a teacher. Nyerere (1968) explained, “This 

lack of formality did not mean that there was no education, nor did it affect its 

importance to the society. Indeed, it may have made the education more directly relevant 

to the society in which the child was growing up” (Nyerere, 1968, p. 45). 

From his perspective, the objectives of indigenous African education and 

European education overlapped in as much as they both intended to reinforce and 

transmit societal values of the home country, as well as prepare students for their role in 

society (Nyerere, 1968). The stark contrast that he drew between these systems became 

clear when he described how colonial schooling aimed to replace the values of African 

education with those of capitalism (Nyerere, 1968). Nyerere believed that such a 

capitalist society cultivated individualism, competition, and exploitation. Such a society 

inculcated youth with the behaviors, principles and beliefs that best served the interests of 

the colonial state.  

Once Tanganyika had unified with Zanzibar to become Tanzania, Nyerere 

presented African socialism as an alternative development strategy for the new country 
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(Nyerere, 1968). He distinguished African socialism as founded in “the same socialist 

attitude of mind which, in tribal days, gave to every individual the security that comes of 

belonging to a widely extended family must be preserved within the still wider society of 

the nation” (Nyerere, 1968, p. 72).  According to Nyerere, African socialism would 

‘liberate’ Tanzania from aid dependency and therefore reduce Tanzania’s susceptibility to 

outside pressures and agendas. Later scholars would argue that this strategy required that 

the state oversee the economy with such control that it discouraged foreign investment 

and resulted in economic isolation (Oketch and Rolleston, 2007). 

The Arusha Declaration of 1967 linked ujamaa to the idea of self reliance, or 

kujitegemea  (Lal, 2012). Self-reliance was considered to be the “ethical and strategic 

imperative… a code of conduct for Tanzanian life at the micro-political and macro-

political levels” (Lal, 2012, p. 214). Each citizen had a role to play within the household, 

each household fulfilled a role within the village, each village contributed within a ward, 

and so forth in such a way as to link an individual citizen’s efforts to achieving national 

prosperity (Lal, 2012). In this way, the philosophy of self reliant citizenry came to 

represent socially desired conduct as well as the politically and economically outcomes 

for the nation (Lal, 2012). “Self- reliance” became a symbolic code of conduct 

established to counteract the behaviors associated with dependency and symptomatic of 

exploitation of colonialism (Lal, 2012).   

Educational policy making promoted these ideals of African socialism and 

ujamaa through the implementation of Education for Self Reliance, a policy intended to 

provide a universal primary education tailored to the perceived needs of students who 

would likely be returning to agrarian livelihoods instead of continuing their academics 

and transitioning into secondary school. It nested the purpose and activities of school 

within the community. In doing so, it invoked Nyerere’s conceptualization of African 

indigenous education that placed education as “not separated from other spheres of 

community activity… individuals were not to be educated in isolation from the socio-

economic realities existing in their environment” (Mushi, 2009, p. 44).  

The school farm was one example of how these educational policies affected 

formal schooling. Nyerere intended to make primary education focused on agriculture 
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and sufficient to meet the needs of the majority of the population, which was mostly 

agrarian.  

‘It is a suggestion that every school should also be a farm; that the school community 
should consist of people who are both teachers and farmers, and pupils and farmers… 
the farm would be an integral part of the school – and the welfare of the pupils would 
depend on its output, just as the welfare of a farmer depends on the output of his 
land… It is a recognition that we in Tanzania have to work our way out of poverty, 
and that we are all members of the one society, depending upon each other.’  

(Nyerere, 1968, p. 65)  

Nyerere believed in a pedagogy of ‘learning by doing’ that should be meaningful; 

combine practical and intellectual activities to develop curiosity, creativity, and critical 

thinking; and take primacy over summative assessments and examination (Vavrus and 

Bartlett, 2013; Mushi, 2009). Under Education for Self Reliance, primary school 

instruction was in Kiswahili, while English continued to dominate the realm of 

examinations and therefore dictated entrance into and experience of secondary school 

education (Sifuna, 2007). Those primary school graduates who did transition to 

secondary school faced the challenge of receiving all instruction in English (Sifuna, 

2007). 

Adapting education to meet the needs of the rural poor and prepare only an elite 

subset for positions within the higher economic class and governance was not new, some 

scholars point out (Weeks, 1970). In contrast to the ideals of equity as laid out by 

Nyerere, scholars point out that self-reliance grew into a national ideology that 

reintroduced the “missionary ethic of voluntarism-as-uplift… served a practical purpose 

of legitimizing uncompensated labour and low state capital expenditure on local level 

development – especially in the construction and maintenance of infrastructure” (Lal, 

2012, p. 216). Scholarship has drawn parallels between the “vocational emphasis (farm 

schools and rural development) and former British colonial policy” (Weeks, 1970, p. 13). 

Meredith (2005) describes the Arusha Declaration as “an intellectual coup” (p. 250) that 

aimed to exert state control and assert Neyerere’s socialist strategy by preventing groups 

from accruing wealth and restricting benefits to Tanzanian elite.  

In fact, the new President of the World Bank in 1968, Robert McNamara, 

philosophically aligned with Nyerere on issues regarding investment in human capital 
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and basic education for economic development (Fennell, 2000). McNamara assumed this 

role after serving as Robert Kennedy’s Secretary of Defense during a time of high 

concern over impoverished countries that might fall to communist regimes (Roodman, 

2012). During his decade long leadership, the World Bank dramatically increased lending 

and emphasized education and public health (Heyneman, 2005). At the World Bank, 

McNamara found that his strategy and purposes aligned with Nyerere: support Nyerere’s 

fledgling government with a focus (and the focus of aid associations at this time) on 

investing in agricultural and rural development (Fennell, 2000; Roodman, 2012). Nyerere 

was grateful for the technical assistance but rejected the notion that support for Tanzania 

should be viewed through the lens of the cold war, as stated during a speech at the 

University of Toronto in 1969:   

Every possible attempt is made to squeeze African events into the framework of 
the cold war or other big power conflicts… The big question is always: “Is this or 
that African country pro-East or pro-West?”. These kinds of questions are 
understandable because of the recent history of Europe and America. But they are 
the wrong questions to ask for anyone who wishes to understand what is 
happening in Africa. They are based on a very fundamental mistake – and, I 
would add, an unwarranted degree of arrogance! They imply that Africa has no 
ideas of its own and no interests of its own. They assume the exclusive validity of 
the international conflicts which existed when we achieved nationhood. They are 
based on the belief that African actions must inevitably be determined by 
reference to either the Western liberal tradition or to communist theory or 
practice.  

Nyerere (1969) 

  

Still, contrary to the proposed purpose of cutting aid dependency, the Arusha 

Declaration aligned with MacNamara’s interests in providing credit for new technology 

and infrastructure investment in agriculture (Roodman, 2012). The World Bank would 

provide over 250 million dollars to support related development projects during this time 

(Fennel, 2000). The implementation of these donor supported policies designed to 

promote ujamaa (familyhood) and foster kujitegemea (self reliance), including 

educational policies, took different forms within different social and economic sectors, 

and gender as well as regional variations affected how such concepts were interpreted by 

local people (Lal, 2012).  
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Meanwhile, private school options were still permitted and available to those who 

could afford it, as well as those who had not performed well enough to earn a space at a 

government school. Nyerere (1985) asserted that these required the same inspection, 

approval, and registration with the government as public schooling. Unfortunately, the 

parameters of these requirements were largely ambiguous. Policies fluctuated. At times 

private secondary schools were prohibited; at other times accountability relaxed and 

private options flourished in response to public demand (Lasabille et al., 2000).  

In addition to the lack of accountability, private schools contrasted with public 

schools because the graduates were not directed towards nor guaranteed government 

employment. Yet private school graduates largely maintained their advantage because 

their parents were more likely to have formal employment, and to be themselves educated 

(Psarchoropoulos and Loxley, 1985). Thus they were more likely to provide educational 

opportunities and have social networks to support their children (Psarchoropoulos and 

Loxley, 1985). These social networks often provided job opportunities. Private education 

may have been less prestigious than what was offered by selective public schools, but it 

served families with privilege, financial support, and economic power. As the quality of 

government schools crumbled and the disadvantages of accessing public education 

increased, the social and economic value of such private schools would increase.  

In the 1970s, theories about state interventions in national development started to 

shift away from encouraging centralization (Willis, 2005). Development institutions 

began to encourage a market economy, promoting the market as a self-regulating entity 

that would improve resource allocation across the country (Willis, 2005). Evidence of 

how this shift affected Tanzanian education came in 1973, TANU evaluated Education 

for Self Reliance and concluded that it had several negative outcomes (Galabawa, 1990). 

First, it found that self-reliance activities did not reduce government spending on primary 

schools and failed to integrate schools economically into the community (Galabawa, 

1990). Secondly, while Education for Self Reliance stressed the development of 

particular character qualities, graduates seeking employment in the job market found that 

employers valued their examination results. TANU determined that it was time for 

strategic change.  
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Under Nyerere’s leadership, the government resolved to achieve universal 

primary education by 1977, and to expand technical education as an alternative to 

secondary education for those graduating primary school (Galabawa, 1990). Nyerere 

committed enormous resources to expanding primary education, doing so by centralizing 

government control and nationalizing many privately operated schools, but the 

government was unable to “meet costs or maintain efficiency and effectiveness” (Oketch 

and Rolleston, 2007, p. 147). This led to a massive decline in the quality of formal 

schooling experience and infrastructure, including: “low relevance of curricula, 

classroom overcrowding, poor student nutrition, arguably inferior teacher training and a 

rising student: teacher ratio” (Oketch and Rolleston, 2007, p. 147).  

Also in the 1970s, Nyerere introduced the social engineering technique of 

villagization, or vijiji vya ujamaa policies, that he framed as improving the delivery of 

government services such as education and healthcare to reduce wealth inequalities 

(Cooper, 2002; Scott, 1998). Under the premise of improved state delivery of services 

such as health and education, at the same time as facilitating state control of agricultural 

production, his policy resettled rural peasants, redistributed land, and taught agricultural 

practices to local farmers (Scott, 1998). The resettlement policy impacted villagers and 

regions differently, depending on factors such as prior land holdings and the distance to 

new or existing farms, and proximity of the new villages to prior urban centers (Scott, 

1998). As a result, it motivated different reactions.  

The experience of living through such policies has sustained a varied influence on 

Tanzanians. Despite the widely recognized economic failures, such policies as 

villagization and Education for Self Reliance were deemed partially successful in that 

they promoted values of equity and community among Tanzanian citizenry 

(Mwakikagile, 2006). 

I remember how life was under Nyerere. All of us were involved in development 
projects, one way or another, sometimes working without being paid… those of us 
who had just finished secondary school or high school went into National Service 
which was mandatory for us in order to participate in development projects instead of 
simply waiting to get office jobs or go for further education. 

(Mwakikagile, 2006, p. 32).  
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When Nyerere retired from office in 1985, many international scholars and 

Tanzanian nationals were highly critical of his policies. They considered his efforts to 

have failed, even though they had been heavily backed and endorsed by the World Bank 

(Cooper, 2002; Scott, 1998). Villagization had similarities to the policies implemented 

during colonial times, when farmers had resented the dismissal of their local 

environmental knowledge and resisted the instruction of standardized agrarian practices 

that ignored the local variables relevant to their land (Scott, 1998). The compulsory and 

sometimes brutal resettlement methods were often met with opposition and critique 

(Scott, 1998; Meredith, 2005; Chachage, 1998). The policy has been described as an 

inhumane mechanism for centralizing political control and enforcing state policy (Scott, 

1998).  It caused ecological problems by disregarding local practices and knowledge, and 

it became inefficient and undesirable by ignoring the autonomy and dignity of the 

individual’s it aimed to serve (Scott, 1998).  The government employed forcible removal 

of rural peasant populations who resisted the policy and mandated that they cultivate cash 

crops in unfamiliar ecological areas (Scott, 1998). The results were disastrous and 

required Tanzania to import food (Scott, 1998).  

Such policy failures were exacerbated by concurrent and compounding economic and 

social factors. To begin, Nyerere was vocally opposed to the brutal regime of Idi Amin in 

Uganda. After a small border invasion by the Ugandan leader Idi Amin, Tanzania 

launched a very expensive six month war with the country in 1978 (Gordon, 2002). This 

financial strain on Tanzania was followed by a global recession in the 1980s and the fall 

in the price of commodities (Mwakikagile, 2002; Willis, 2005).  In addition, it was during 

this time that HIV/AIDS became a major factor affecting society and education in 

particular, reducing the number of eligible and qualified teachers as well as student 

enrollment (Oketch and Rolleston, 2007). Tanzania’s economy was further damaged as 

profits from exports fell and interest rates on aid loans increased (Willis, 2005). Some 

scholars believe that without the large influx of foreign aid, Tanzania would have seen no 

progress at all during Nyerere’s presidency (Meredith, 2005).   
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Aiming to address the economic challenges in Tanzania before leaving office in 1985, 

Nyerere adopted new policies. These decreased the role of the government and 

liberalized the economy in order to counteract this plunge of real wages and decline in 

the standard of living (McMichael, 2000). It was an approach that basically aimed to 

reverse many policies introduced shortly after independence (Kahyarara and Teal, 2008). 

One unintended consequence was that Tanzanians developed a strong culture of engaging 

in informal income generating activities to stabilize their household income (McMichael, 

2000). Notably, it was women, children and the elderly that most often managed these 

ventures (McMichael, 2000). This informal economy became an essential livelihood 

strategy for many, and evidence suggests these undertakings were a form of resistance 

and noncompliance to government policies that failed to provide for the needs of the 

citizenry (Tripp, 1997).  

These livelihood strategies held real implications for children’s access to education, 

as primary school enrollment and attendance sharply decreased during the 1980s (Tripp, 

1997). Tripp’s (1997) research on Tanzania’s informal economy at this time surfaces the 

fact that there were high levels of children’s involvement in small business that came at 

the sacrifice of their formal schooling. This suggests that parents relied on the assistance 

of children for household income. Another contributing factor was that they had become 

disillusioned with the educational opportunities available to them (Tripp, 1997).  

Nyerere’s policy focus on universal primary education had serious consequences for 

the quality and value of government secondary education (Wedgwood, 2005).  The 

regard for secondary school plummeted due to factors such as: a lack of material 

resources and poor infrastructure; a dearth of qualified teachers and an increase in 

unqualified and under educated substitutes; and parents’ disillusionment when their 

children failed to find formal employment upon graduation (Wedgewood, 2005). It 

seemed that Nyerere’s policies to ensure equitable educational opportunity and uphold 

the principles of African socialism had yet to live up to his vision.  
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VI. The reduced role of government post-Nyerere 

In 1985, Nyerere resigned and the presidency was handed to Ali Hassan Mwinyi. 

President Mwinyi immediately turned to the IMF and the World Bank for assistance and 

debt relief (Meredith, 2005). At the same time, just as the World Bank came under 

serious criticism, its leadership also changed (Heyneman, 2005). The former approach, 

which positioned the World Bank as advisors to governments, fell to an interventionist 

approach whereby governments were required to adopt policies in order to receive 

assistance (Conteh-Morgan, 1997). The World Bank began an internal restructuring 

which also involved changing procedures to prioritize speedy loan disbursements to 

developing countries (Heyneman, 2005). International aid agencies ended up providing 

over 200,000 tons of food aid, as well as substantial grants and loans (Meredith, 2005). In 

order to understand the long term impact of this ‘aid’, it is worthwhile to examine how 

policy discourse among international development agencies theorized the relationship 

among economy and society.  

In the early 1980s, the World Bank recommended structural adjustment programs as a 

strategy to encourage growth through privatization (Oketch and Rolleston, 2007). These 

loans would provide resources as long as policies were changed quickly to reflect World 

Bank priorities (Heyneman, 2005). Structural adjustment programs were designed to 

reform postcolonial governments that had been determined as “over bureaucratic and 

inefficient, on the one hand, and unresponsive to their citizenry on the other” 

(McMichael, 2000, p. 143). Structural adjustment programs shifted policy-making power 

away from the government personnel who were involved in local research and 

development (in education, for example) to the government economists who focused on 

access to international aid (McMichael, 2000). By the late 1980s, the World Bank’s 

lending policies positioned it in a dominant institution building role within aid recipient 

countries while at the same time it urged recipients to form collaborative institutions that 

were under shared pressure to implement its economic reforms (McMichael, 2000).  

Under pressure to relieve the nation’s economic duress, the Tanzanian government 

accepted structural adjustment programs in 1986. It began to liberalize the economy 

while reducing government control (Ellis and Mdoe, 2003). This affected education 
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because structural adjustment programs required governments to shrink publicly funded 

programs, such as education, and to reduce public spending more generally. One 

rationale was that the educational budget was “distorted in favor of higher and vocational 

education” (Heyneman, 2005, p. 37), which subsidized the education of the families that 

already enjoyed privileged access to schooling.  To counteract this, the World Bank 

encouraged poor countries to emphasize basic primary education over secondary 

education (Heyneman, 2005). It also promoted academic over vocational education, 

justifying this approach by using research that showed these priorities resulted in the 

most significant economic benefit for the countries growth and development (Heyneman, 

2005).  

At the same time, these policies obliged government to invest in export economies, 

with a primacy placed on increasing international investment. This impacted the 

workforce because it reduced the availability of public sector and civil society 

employment opportunities (Vavrus, 2005). Foreign investors did not necessarily hire 

local Tanzanians.  The accessible labor market shrunk, and investment in secondary 

school declined. As people struggled to find formal jobs, the informal sector continued to 

expand (McMichael, 2000). As discussed, Tanzanians during this period had already 

started to strengthen and rely on the informal sector. Research suggests that this actually 

buffered the impact of structural adjustment programs and formed patterns of resistance 

against these austere economic policies (McMichael, 2000; Tripp, 1997).  

Many scholars regard these structural adjustment programs to have had serious 

negative consequences on the Tanzanian education system (Mbilinyi, 1998; Sommers, 

2010; Vavrus, 2005; Vavrus and Bartlett, 2013). Structural adjustment programs limited 

Tanzania’s government spending on all social services including education, which meant 

increasing the fees and shifting other expenses associated with schooling on to families 

(Wedgewood, 2005; Willis, 2005). This decrease in government spending on education 

increased inequity in the access and quality of Tanzanian school systems. Gross 

enrollments in primary school declined from 90% in 1980 to 66% in the mid nineties 

(Lasibille et al., 2000). For those who did enroll and manage to graduate primary school, 

only 4% would be able to transition to secondary school positions (Galabawa, 1990).  
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As during earlier historical periods, when the government failed to invest in 

education, those local actors having the means to organize and mobilize the necessary 

resources were able to continue enrolling their children in primary school and to establish 

private secondary schools (Samoff, 1991). Tanzania’s “educational marketplace” 

(Phillips and Stambach, 2009) grew with the local demand for secondary education. 

Religious institutions and private entities established more and more fee-based primary 

and secondary school alternatives to crumbling government institutions (Phillips and 

Stambach, 2009). 

The government began to adopt policies that encouraged the growth of these 

private secondary schools and more broadly the commercialization of education (Mushi, 

2009). For example, the Education and Training Policy (ETP) in 1995 encouraged private 

entities to provide educational opportunities, including vocational education and training 

(Mushi, 2009). Meanwhile, aid delivery shifted towards funding agencies that could 

provide services within country and away from governments (Lasibille, et al, 2000; 

Willis, 2005).  

These private actor services were not delivered equitably across the country 

(Willis, 2005). The number of NGOs registered in Tanzania vastly increased, but the vast 

majority of them were located in areas like Dar es Salaam and to the north in Arusha and 

Kilimanjaro (Willis, 2005). Meanwhile, as aid dependency increased with the 

proliferation of private secondary school options, so did the disincentives for 

governments to invest systematically and equitably in public education. By 1999, only 

2% of the GNP in Tanzania was spent on education (UNESCO, 2012). By 2000, private 

schools accounted for over half of secondary school enrollment (Lasabille et al., 2000). 

Privatization increased social stratification and continued to preserve privilege for 

those from wealthier backgrounds (Samoff, 1991). Primary school graduates in more 

favorable circumstances had better primary education, which made them more likely to 

secure placement in government secondary schools. If they did not receive a placement, 

because there were not enough placements open within their region or because they failed 

to past the national exams, such children had access to better private options.  

Meanwhile, the rural poor continued to experience very low quality primary 
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education. This decreased the likelihood that they would qualify for a limited number of 

government secondary school positions, and they could not afford private options 

(Wedgwood, 2007). So, on the one hand, privatization increased the total number of 

secondary schools and therefore the students who could access education. However, the 

most disadvantaged populations remained unable to access schooling. These challenges 

continue to constrain the educational opportunities of young Tanzanians, especially those 

living in rural areas (Phillips and Stambach, 2009; Wedgwood, 2007).  

There are important similarities and distinctions between private and public 

schools in the current context of Tanzania. Most public and private schools are co-

educational day schools that require and depend on school fees (and boarding fees, if they 

are boarding schools) to operate. Public schools in Tanzania include ‘government’ 

schools as well as ‘community schools’.  The government constructs, finances and 

manages public schools and does the same for community schools, except that the 

communities may be financially responsible for the construction of a community school 

(Lasabille et al., 2000). In contrast, private schools are primarily financed, organized, 

staffed and managed by nongovernmental institutions, although they may receive limited 

government support and therefore ostensibly need to comply with some regulations 

(Lasabille et al., 2000). Some schools may be run and operated by private individuals, 

foundations and private businesses (Lasabille et al., 2000). Both public and private 

schools are ostensibly subject to regulations, including the recruitment and hiring of 

qualified teachers, and the central government is charged with appointing and training 

inspectors responsible for monitoring them.  

With the rapid proliferation of private options, and an underfunded educational 

sector, many private schools follow regulations less stringently and are subject to less 

government inspection (Lasabille et al., 2000).  Moreover, current research has 

recognized that a child’s opportunity to attend school is dependent on factors such as the 

ability to pay required school fees, passing national exams, securing placement in a 

government school, and personal relationships and social connections (Phillips and 

Stambach, 2009). Private sector expansion in both primary and secondary education, 

without oversight or subsidization from the government, has led to serious challenges in 
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the Tanzanian education system, including inequity, inefficiency, poor quality and a lack 

of accountability (Lassibille et al., 2000). 

 

VII. Recent context of educational policy making in Tanzania 

In the past 25 years, the major international development instruments have 

explicitly linked poverty eradication to education and health. Instruments such as the 

International Convention on the Rights of the Child (1989), Education for All (EFA) 

(1990) and the Dakar Framework for Action for EFA (2000) wove the purpose of 

education together with societal and health outcomes beyond economic growth. 

Development agencies linked aid to achieving targets outlined on such documents 

(Goldstein, 2004). These efforts included a special focus on the challenges and 

constraints that face girls when trying to access education (Sifuna, 2007). These 

documents successfully introduced multiple perspectives into a government’s legal 

obligation to provide education.  

Yet critics have voiced concerns of how these instruments have failed to support 

policymakers to actually achieve these targets (Ellis and Mdoe, 2003; Goldstein, 2004). 

These externally developed guidelines introduce agendas into policymaking that may 

compete: those of the government (economic growth, financial integration and societal 

cohesion), the parent or caregivers (passing of cultural heritage and providing their child 

with the opportunity to create a successful future livelihood), and the child (the right to 

pursue and access quality education according to his or her interests and to develop the 

decision making skills and competencies necessary to negotiate maturation into 

adulthood within their context) (Lansdown, 1999). They have done little to define 

measures, indicators or outcomes; and they failed to provide guidelines for what 

constituted a minimum standard of quality educational experience (Goldstein, 2004). 

Policy makers struggle with what constitutes quality education and consider widely 

varied combination of factors: efficiency; level of cognitive achievement; type and 

quantity of material resources; proxies of achievement such as enrollment, retention and 

graduation rates; examination results; teacher qualifications and the implementation of 

particular pedagogy (Sifuna, 2007). My research also shows the need for more careful 
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examination of the extent to which the locally lived experience of education itself may be 

a negative factor contributing to the deterioration of health and economic stability in the 

lives of the child, family and community. 

Tanzania has taken measures to channel donor assistance for reducing poverty 

towards education (Oketch and Rolleston, 2007). Yet educational policies have yet to 

successfully integrate nationally adopted international agreements and legislation. The 

government lacks significant financial support, monitoring capabilities, enforcement 

mechanisms and accountability structures. For example, Tanzania’s Law of the Child 

(2009) recognizes the interdependence between health and education from the 

perspective of the child. The comprehensive document explicitly recognizes this 

intersection by specifically detailing stipulations for approved schools that provide 

residency for children, which would include a common vehicle used for the provision of 

secondary education: boarding schools. It defines a child as below eighteen years old, 

which would apply to most secondary students. It also clarifies that staff of approved 

institutions, which includes schools, assume parental responsibilities:  

Provision 138 (1):  

“While a child is in an approved residential home or institution the staff of the 
home or institution shall assume parental responsibilities for the child and ensure 
that the rights of the child under this Act are protected”.  
 
With regard to involving children in work related activities, the policy includes 

stipulations that define hazardous labor as that in which machines are used and which 

facilitate children’s work in the hotel industry. This is extremely relevant for educational 

institutions that aim to provide entrepreneurship education coupled with vocational 

training.  

Despite the contents of the document, little has been done to increase and improve 

monitoring and accountability mechanisms for educational institutions. Currently there 

are a number of private entities targeting ‘disadvantaged populations’ for 

entrepreneurship and vocational education that include training for heavy and machine 

operated manual labor as well as various service industries. Operating for years before 

formal registration or approval of the Tanzanian government, these entities have the 
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option of establishing boarding schools. Research highlights the health risks posed to 

economically vulnerable secondary school students, specifically the increased likelihood 

of victimization by teachers and administration and/or engagement in ‘sugar daddy’ 

relationships as survival and coping mechanisms (Chigunta et al., 2005; Lalor, 2012; 

Vavrus, 2003). At the same time, those students forced out of the formal public education 

system are increasingly looking to private options to complete their schooling. Students 

have neither the protection nor oversight of the Tanzanian government, and they are far 

away from any safety provided from the relational networks that may exist closer to their 

home communities.  

VIII. Secondary education and entrepreneurship education in current policy  

In 2004, Tanzania launched the Secondary Education Development Program 

(SEDP I). It aimed to improve equitable access to quality education and reform the 

management, monitoring and evaluation of the educational system. Since the inception of 

this program, the government reports a 15% increase in the transition rate from primary 

to secondary education and more than doubling of the number of government and non 

government school buildings (United Republic of Tanzania, 2010). However it also 

reports incomplete infrastructure, under qualified and low numbers of teachers, and 

insufficient resources (United Republic of Tanzania, 2010). Moreover, there are notable 

gender inequities. The overall pass rates in 2008 remained abysmally low at 30% for 

males, and worse for females at less than 20% (MOEVT, 2010).  

 The follow up document SEDP II (2011 – 2015) assessed the progress made by 

SEDP I and extended its goals. It emphasizes the following ongoing concerns, among 

others: low rates for passing the exams; dearth in qualified teachers (especially for rural 

areas) and the use of inferior teaching practices; incomplete infrastructure; and poor 

school management (MOEVT, 2010). The goals of SEDP II included improved “quality 

and relevance” of the learning to promote “independent learning, critical thinking and 

analytical skills”; recruitment and preparation of high quality teachers; improved 

accountability; and the integration of issues related to education such as “gender… 

human rights… school management… sensitization and awareness campaigns on 

HIV/AIDS, child abuse and gender based violence” (MOEVT, 2010, p. 17). At the same 
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time, the document emphasized the further “decentralization of the management, 

administration, and supervision of secondary schools” (p. 46), leaving the MOEVT 

responsible for registering and inspecting all new secondary schools. Meanwhile the 

decline in pass rates has continued, and the enrollment and completion rates for girls in 

secondary education – especially at the higher level – remains markedly behind that of 

boys. 

Interestingly, entrepreneurship is listed as an indicator and outcome within 

educational policy documents that claim to be rooted within the philosophy of Nyerere’s 

Education for Self Reliance.  Entrepreneurial education is included as one of the key 

ingredients to preparing students to solve the current socio-economic challenges facing 

the country. It is a component of Business Studies for both ordinary and advanced level 

curriculum. The way that these educational policy documents link entrepreneurship to 

these historically unifying principles is an example of how Nyerere’s philosophical ideals 

continue to influence (albeit limited) the education system. It points to the ongoing 

relevance of Nyerere and his philosophies to Tanzania and indicates the ongoing 

tensions, even at the policy making level, between this sustained influence and the 

current pressures on the education system.  

While Tanzania has received recent accolades for achieving high rates of primary 

school enrollment, which have returned to levels comparable to those 30 years ago, the 

country has the region’s lowest level of secondary school provision and enrollment rates, 

and there remains extremely inequitable access to quality post primary education 

(Hartwig, 2013; Posti-Ahokasa & Lehtomäkib, 2014). In a recent study by Hartwig 

(2013), secondary schools were absent in over half of the sampled villages, and what was 

available was found to be  “economically prohibitive to the rural household” (p. 490). 

Expenses described by participants included tuition payments, school fees such as 

uniforms and materials, and costs associated with boarding and transportation for 

boarding schools. Other factors affecting the experience of secondary education include a 

lack of food and/or poor quality water; inadequate material resources such as textbooks 

or other learning tools; insufficiently trained teachers; and low levels of English 

impacting both teacher instruction and student comprehension. This scholarship includes 
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and references recent media that highlights the “increased awareness and attention to the 

fact that schools may not be safe environments for girls and young women who are 

vulnerable to rape and sexual harassment both within the schools and the local 

communities” (p. 495). Within the conversation about local adaptations and 

implementation of entrepreneurship education, which includes a strong curricular focus 

on developing leadership, self confidence and risk taking, these factors are especially 

worthy of consideration. 

Amidst this climate of secondary school provision in Tanzania, the international 

discourse on entrepreneurship education and training for preparing youth citizenry has 

taken a prominent place in Tanzanian policy documents within other sectors. In the 

National Strategy for Growth and Reduction of Poverty (United Republic of Tanzania, 

2005), there are numerous promotions of entrepreneurship and entrepreneurship training 

that are linked to ideas about increasing the participation and protecting the rights of all 

citizens. Delivering such training is cited as a strategy for poverty alleviation in rural 

areas, with a focus on the value that entrepreneurship education holds for women and 

youth who operate income generating activities. It is included as one of the mechanisms 

for improving the quality of higher and technical education for youth.  The Tanzanian 

National Employment Policy (2008) advocates for entrepreneurship education at multiple 

levels of education in order “to inculcate entrepreneurial skills and ability, and promote 

self employment particularly among youth” (p. 30).  

This strategy is also well received by the international community and those 

organizations working on educational policy within Tanzania. For example, in 2012, 

Muhura (2012) authored a working paper published by Haki Elimu, a well known 

research and policy analysis group committed to equity in education that describes 

themselves as a “non-profit civil society organization”. In this paper, entrepreneurship 

education is toted as the mechanism by which the country could “transform” from 

dependency on foreign aid to self reliance. Through a set of characteristics (listed as: 

taker of calculated risks, proactive and not reactive, innovative, creative, value adding, 

individual ownership, exploiter of opportunities, and achiever), entrepreneurs are 

described as “the engines of economic growth and wealth creation” (p. 2). Furthermore, it 
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separates the historical era of the Arusha Declaration as one during which Tanzanians 

were “indoctrinated” against entrepreneurship and linked the term to a “morally deviant 

individual”. Only in early 2000s, according to this document, did entrepreneurship 

education begin to appear in the educational policy discourse and syllabi. 

The following quote indicates their conviction that in order to become an 

entrepreneur one must receive entrepreneurship education: 

Many people think that entrepreneurship is nothing to do with education: that 
everybody can successfully perform entrepreneurial activities without undergoing 
any seminars or training on entrepreneurship. This is patently wrong. Thus, the 
aims of entrepreneurship education among other things are to change the mindset 
of people so that they become entrepreneurs in their working places: to solve the 
problem of job seekers by creating job creators among intellectuals: to discover or 
exploit opportunities available for the development of individual and country at 
large; and to see the world as an opportunity and not as the worst place to live in.  

(Muhura, 2012, p. 4) 
 
This paper also blames the current Tanzanian education system for not promoting 

“creativity and innovation” and preventing people from being entrepreneurs or increasing 

the number of jobs that would lead to more employment. The current lack of 

entrepreneurship education in secondary schools is described as “deplorable” because it 

appears only as a topic within other coursework. Muhura (2012) warns that should the 

current situation continue, “the country should surrender itself to imported products and 

compromise with ignorance, diseases and poverty” (p. 6). By implementing 

entrepreneurship education, it is argued, the population could take advantage of the many 

opportunities in Tanzania.  

Muhura (2012) concludes with two recommendations, premised on the unstated 

implication that the purpose of schooling is to meet the needs of the labor market and to 

grow the economy. The first recommendation is that the school syllabi should aim to 

raise the “awareness and motivation” of students to undertake entrepreneurship. The 

assumption underlying this is that students arrive without any understanding of this 

concept and without incentives or disincentives that would attract or repel them from this 

option. The second recommendation is that the teachers of entrepreneurship should be 

experienced professionals who are trained to deliver the instruction and can serve as role 
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models for students. This overlooks the question of what preparation legitimates teachers 

of entrepreneurship within a particular context, and the extent to which this includes 

pedagogical training, experience running a business, and relationship to the local setting. 

Despite such overlooked issues, the document concludes that entrepreneurship education 

will lead to sustainable development and benefit people’s lives.  

These documents clearly indicate a unified direction for Tanzania’s future 

education reforms. While the alignment of the discourse among policy documents is 

evident, scholars debate about the interplay of power and the direction of the control 

exerted between international institutional structures and national governments. For 

example, some scholars interpret the influence of development institutions on national 

policy in developing countries as the neo-colonial replacement of colonialism (Contech-

Morgan, 1997). Others examine how external actors such as international development 

institutions, nongovernmental organizations, and other private entities, influence 

conceptions of citizenry through the private provision of educational opportunities, 

specifically entrepreneurship education (DeJaeghere, 2013). A third approach argues that 

this indirect externalization, or use of “universalized” models and common language 

drawn from external development discourse can provide legitimation and justification for 

policy changes during times of reform as well as foster good relations with donors 

(Vavrus, 2004). Given that Tanzania is a heavily aid dependent country, those local 

actors in charge of Tanzanian policy and the provision of educational opportunities may 

now more purposefully echo the language of external actors at the same time as they aim 

to protect the historical principles that were sowed during the years after independence:  

equity among all citizens and a commitment to the welfare of one’s fellow and 

community.  
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IX. Conclusion 

This chapter has attempted to briefly provide the historical context of the 

educational setting for this study on the phenomena of the entrepreneur and 

entrepreneurship; and the implementation of entrepreneurship education in the southern 

highlands of Tanzania. To summarize, there is a gap in scholarship that has been written 

by local scholars from the area is available on the history of Tanzania. What has been 

written tends to generalize indigenous African education as that which took place actively 

within the community, a process that involved multiple and varied adults and leaders, and 

as learning experiences that spanned across different stages of life. The goal of such 

education was to transmit cultural values, knowledge and skills in order to prepare 

children to become contributing and successful community members that could meet the 

contextual challenges. This narrative, and how it compares to more recent conceptions of 

formal schooling, continues to play an important thematic role in the development of 

educational policy making in Tanzania. 

The major body of scholarship on education within the area that is now known as 

Tanzania begins at the onset of colonialism. The German colonialists took measures to 

educate an elite subset so as to prepare them for positions within colonial governance. 

Their systems prohibited the vast majority from accessing basic education. Subsequently, 

the British strategy was to expand educational opportunities while inculcating local 

Africans with degrading conceptions of their sociocultural history. Missionaries from 

European countries set up schools and hospitals that furthered these broader economic 

and social agendas. These institutions had goals that aligned with colonialism and 

controlled the local people using evangelism. Colonialism had devastating affects on the 

people and the environment, and it set up an economic system that was dependent on 

international actors who did not necessarily prioritize the welfare of local inhabitants.   

The southern highlands of Tanzania had a particularly unique history with 

colonialism. This is because it was a location that was desirable for agricultural 

development, yet at the same time it was a remote area where well organized local people 

lived and experienced extreme cruelty by German colonial authorities. In this area, 

resentment was strong and rebellion against colonial control came in different forms over 
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the years, from outright violent uprising to political dissent. It is one example of how 

differently regions experienced colonization and how these consequences and 

experiences continue to affect international development efforts. 

After independence, the first President Julius Nyerere presented a vision of 

independent nationhood considered to be innovative and unique in the region because it 

linked a return to ‘African indigenous education’ with socialist ideals of communal living 

and economic equity.  One of his hallmark educational policies, Education for Self 

Reliance, aimed at providing primary schooling that was tailored to the presumed needs 

of the rural agricultural peasantry and at preparing them to successfully manage their own 

economic livelihoods without depending on formal employment. Secondary education, 

on the other hand, was a highly selective opportunity that guaranteed its elite graduates 

jobs – which were mainly government posts due to the highly centralized and expanded 

public sector. Even while Nyerere promoted “African socialism” and the sovereignty of 

the nation, he became well known for his ability to network among elite intellectuals 

from around the world and for his propensity for building strong economic relationships 

with international donor agencies. The result was that these actors and funds had major 

affects on his policy making, despite goals that the country operate without being 

dependent on external aid. Still, Nyerere’s legacy is one that is largely remembered as 

principled, ethical, and prioritizing the needs of his people – particularly the 

impoverished and least advantaged – in order to prepare the entire citizenry to be self 

reliant and to control and lead the country.  

More recently, the Tanzanian government has cast aside much of the rhetoric that 

integrates African socialism into educational policymaking. They have turned desperately 

to international development institutions and external funders who supplement an 

impoverished and indebted federal education budget with their private initiatives. 

Identified as a key component of poverty alleviation, the purpose of schooling has 

returned to a focus of preparing individuals to compete in the global economy and to be 

able to access their rights as global citizens. Yet as it stands now, the provision of 

schooling in Tanzania fails to meet these international policy expectations, and policy 
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makers appear to operate in silos that fail to consider the reality of a major portion of the 

population - those children who have the least access to quality education: the rural poor.  

Currently, most Tanzanians face the opportunity costs and risks of enrolling in a 

dilapidated and poor quality government school system or an expensive private option, 

neither of which guarantee secure employment to those able to graduate. Meanwhile, 

since the 1980s the informal economy has continued to grow as a mainstay of household 

economic security amidst limited workforce opportunities, a decline in wages, reduced 

social benefits, and the increase in expenses associated with providing for basic rights 

such as education and healthcare (Tripp, 1997). Educational policy making now appears 

to straddle familiar tensions between a proud history of socialist principles and a 

significant dependency on foreign aid that flows from donor agendas driven by capitalist 

and neo liberal theories.  

The lived experiences of the participants in my study unfolded amidst this 

historical backdrop in the southern highlands. Their perspectives illustrate how the 

interplay among these complex factors and how they affect the course of their lives. Their 

understanding of entrepreneurship and their expectations for entrepreneurship education, 

and how this connects to their pursuit of quality educational opportunities that lead to 

socially and economically stable lives, is discussed in my next chapter on findings.   
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Chapter 3: Literature Review 

 Much of the literature on entrepreneurship education groups easily in two 

categories: economic sociology, which advocates strongly for using entrepreneurship as a 

strategy for economic development and poverty alleviation; and critical theory, which 

points out misinterpretations of the concept, contradictions in the promotional literature, 

and unintended consequences that may result from narrow and misdirected 

entrepreneurship education intervention targeted at constructed subsets of the population. 

To begin this chapter, I will summarize the prominent arguments from economic 

sociology that are in favor of the widespread implementation of entrepreneurship 

education. These arguments are nested within larger theories and assumptions that 

underpin modernization. Secondly, I will summarize the critical literature, which 

analyzes and challenges the theoretical underpinnings of entrepreneurship. Many of these 

scholars view entrepreneurship as normalizing undesirable societal values, entrenching 

patriarchal power structures and perpetuating inequities in the labor force and in society.  

In the third section, I introduce the category of lived experience scholarship. 

These scholars recognize that there are important relationships among entrepreneurship, 

economic development, and poverty alleviation at the same time as they address and 

extend critical arguments about the application of the entrepreneurial archetype and 

entrepreneurship education within the context of economically vulnerable populations. 

This literature includes scholarship about vulnerable populations, and children growing 

into adulthood in SSA, who are learning while working. It analyzes how multiple actors 

and agendas shape their learning experiences.  

This final section starts with literature critiquing how the state perspective may 

not consider the agency and influence of local populations, particularly those that operate 

through the informal sector, on policy and society. Following this, there is scholarship 

that reexamines the construction of ‘youth’ in society and how this construction makes a 

universal assumption about the relationship among human development, economic 

development and the role of formal schooling (Lesko, 2001). Emerging from this 

literature are insights lifted from research on socially and economically vulnerable 

students who pursue their education and aspire to future careers. Next, the section 
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presents scholarship that contests the implication that transitions from school to 

employment are universally linear. The relationships among education, learning through 

work, entrepreneurship education and context are discussed in the conclusion of the 

section. These studies examine how youth earnings result in important social as well as 

economic outcomes within their context and accounts for their economic and social 

responsibilities prior to adulthood. Ultimately, this review illustrates the gap in research 

that would inform the adaptation and implementation of entrepreneurship education 

curriculum for youth so that such interventions are more likely to add value to existing 

educational systems and benefit young livelihoods as they mature within their context. 

I. A brief historical review 

Entrepreneurship theories began circulating almost three hundred years ago by 

predominantly European and North American economists. Classical theories of the 

market economy in the 1700s identified entrepreneurs as capitalists who were willing to 

“undertake” risks by assuming costs and predicting their profit in the midst of uncertainty 

(Ebner, 2005; Herbert & Link, 1988; Peet & Hartwick, 2009). By the early 1800s, 

economists were theorizing the link between entrepreneurs and economic growth (Ebner, 

2005). In general, theories from this time portrayed the entrepreneur as a desirable and 

celebrated ‘archetype’.  

Historical events, including the Stock Market crash of 1929, changed conceptions of 

entrepreneurs away from simple rational individuals acting within market economies to 

people with instincts and emotions that influenced their economic behavior (Peet & 

Hartwick, 2009). Economists began to portray entrepreneurs as innovative individuals 

driven to take advantage of the unpredictable market, minimize costs and maximize profit 

(Herbert and Link, 1988). Austrian-Hungarian economist Joseph Schumpeter (1883-

1950) and German sociologist and economist Max Weber (1864-1920) introduced 

revolutionary theories on the forces of entrepreneurship, creative response and 

destruction in the economy (Ebner, 2005; MacDonald, 1965; Godwyn & Stoddard, 

2011). Both Schumpeter and Weber shifted the emphasis of the entrepreneur away from 

profit maximization, and presented an “aggressive entrepreneur breaking into the placid 

circular flow, equipped with nothing but will, energy, and the idea for the innovation; his 
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success against the resistance of the old firms” (MacDonald, 1965, p. 377). Schumpeter 

(1947) established the premiere position of the entrepreneur by saying that, “the 

mechanisms of economic change in capitalist society pivot on entrepreneurial activity” 

(p. 150). Schumpeter’s redefinition of the entrepreneur emphasized leadership, taking 

risks, and the internal drive for innovation. Weber emphasized the entrepreneurial ‘spirit’ 

that derived from the religious motivation of the Protestant work ethic and resulted in an 

intrinsic love for successful business (MacDonald, 1965; Thornton, 1999). According to 

Weber, such rationalized planning and dedication to hard work in order to build a 

profitable business, while denying the self from taking pleasure in its success, was an 

ethic emblematic of the modern man (Peet and Hartwick, 2009). 

 In the mid 20th century, Modernization theory postulated that progress in 

development was a linear process modeled on the ‘supremacy’ of the Western 

experience. Modernization assumes particular aspects of human behavior and rational 

consciousness are “universalized” and therefore can be harnessed in the pursuit of 

objective “progress”. The function of a modern government authority is to regulate a 

normative process of socialization and human development in order to achieve common 

goals. Theorists from this perspective are also concerned with how to reproduce the 

“modern” society: scholars identify any constraints; research how to create the necessary 

conditions; and aim to develop and establish the key mechanisms to impose the needed 

changes. (Peet and Hartwick, 2009) 

 A new group of scholars emerged who drew heavily on these theories to generalize 

the phenomena of entrepreneurship across disparate socio-economic and cultural 

contexts. For example, Hoselitz (1952) endorsed entrepreneurship and its role in 

‘modernization’ as a prerequisite to development, believed that increasing the economic 

potential of a country resulted from investing in human resources, and sought to 

understand how “a "climate" for entrepreneurship can be created in backward countries” 

(p. 104). Baumol (1968) believed that “the availability of entrepreneurial talent” (p. 66) 

was the difference between growing and stagnant economies, and further advised that 

stimulating business in any economy required “the appearance of increased supplies of 

entrepreneurial skills which would then be let loose upon the area’s industry” (p. 69). 
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Thus, scholars established the relationship between entrepreneurship and education 

(Hebert & Link, 1988; Schultz, 1981). Entrepreneurship education became a discipline 

directed at generating “a vibrant ‘pipeline’ of potential entrepreneurs” (Wilson, Kickul & 

Marlino, 2007, p. 388). The discipline became prominent in European and North 

American business schools in the late 1960’s, and scholarship began to proliferate in the 

1970’s (Katz, 2003; Kuratko, 2005).  

II. Economic rationale for entrepreneurship education 

Proponents of entrepreneurship education believe that entrepreneurship is a 

prerequisite to economic growth and employment, and a key development intervention 

that provides both national and social benefits.  Furthermore, entrepreneurship requires 

individuals to be entrepreneurs, or individuals who can exhibit entrepreneurial qualities. 

Increasing the number of entrepreneurs is believed to lead to job growth, reduced 

unemployment, and increased financial integration. Policy makers who champion 

entrepreneurship education believe that the labor market should direct education reform 

and that it is possible for individuals to learn entrepreneurial qualities that will result in 

these outcomes in the economy (Erkkila, 2000).  

Economic arguments in favor of entrepreneurship education also conceptualize it as a 

strategy for poverty alleviation. From this perspective, entrepreneurs may be trained to 

become conscious of their important role in revitalizing communities and disrupting the 

cycles of intergenerational poverty. This recalls theories from economic sociology that 

posit the superiority of particular (Western) forms of human progress are a result of a 

conscious and rationalized process, and therefore that “humans to some extent direct their 

own evolution” (Peet and Hartwick, 2009, p. 105).   Through their business activities and 

‘entrepreneurial mindsets’, entrepreneurs are heralded as models to counteract the socio-

psychological problems presumed to arise when families in poverty experience economic 

isolation and joblessness (Chigunta et al., 2005).  

Entrepreneurship education targeting youth aims to preemptively disrupt this 

intergenerational cycle by preparing youth with a particular mindset and ensuring that 

youth access earnings opportunities. Agencies and programs that urge the implementation 

of entrepreneurship education for youth also posit that ‘youth’ is a stage of life when 
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people naturally exhibit the qualities that are ideally suited for learning entrepreneurship. 

Such entrepreneurship education addresses a confluence of  ‘crisis’ factors affecting 

development, especially in Africa: the youth bulge, youth unemployment, and national 

security risks stemming from ‘idle’ youth populations.  

The following section describes the scholarship supporting this rationale, ending with 

a narrower focus on entrepreneurship education targeting economically vulnerable youth 

in Africa. I then suggest ways in which this rationale may be inadequate to consider the 

contextualization of entrepreneurship education in rural Tanzania.  

Entrepreneurship education: Why? 

Scholars who argue for entrepreneurship education begin by framing 

entrepreneurship as a “prerequisite for economic growth” (Kourilsky and Campbell, 

1984, p. 54). These advocates characterize a “universal” entrepreneur as playing the 

essential role of renewal and creativity in modern market economies (Henry, Hill, and 

Leitch, 2005; Kourilsky & Campbell, 1984; Kuratko, 2005; Matlay, 2006; Wilson, 

Kickul and Marlino, 2007). In addition to contributing their innovation and creating 

growth in the economy, many champions pose entrepreneurship as the critical channel by 

which populations have access to the market economy (Kuratko, 2005). Once individuals 

experience financial integration, scholars assert that entrepreneurship provides the 

opportunity for upward mobility and reason that this is yet another reason to target youth 

(Kourilsky and Walstad, 2007). According to this argument, youth who face limited job 

options will find entrepreneurship offers them their greatest opportunities to escape 

poverty. 

One assumption underlying these outcomes of economic growth and upward mobility 

is that entrepreneurship education develops innate competencies or characteristics of 

entrepreneurs as well as influences the economic environment (Thornton, 1999). 

Entrepreneurial learning experiences stimulate individual’s entrepreneurial qualities and 

motivate entrepreneurial behavior while other aspects of the program may aim to 

encourage an ‘enterprising culture’ within the context (Erkkila, 2000). Researchers who 

investigate the impact of entrepreneurship education commonly design measurement 

tools to show how the program produces a change over time in core entrepreneurial 
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qualities (for example: an individual’s values and attitudes towards starting and owning a 

business; how an individual uses profit and manages savings; the ability to set goals; and 

the willingness to take risks) (Erkkila, 2000; Krause et al., 2013). Commonly, researchers 

adapt these tools to compare contextual factors and cultural differences between countries 

(Erkkila, 2000; Tiessen, 1997). These analyses inform policy recommendations and 

program development for entrepreneurship education (Erkkila, 2000). Regardless of the 

effectiveness of interventions, there are other underlying debates that continue to brew. 

For example, do such universal demonstrations of entrepreneurial qualities exist? If so, 

are they innate or can individuals develop these qualities, learn entrepreneurship, and 

motivate to become entrepreneurs? What are the preconditions necessary for individuals 

to undertake entrepreneurship within the context, and what roles do state and society 

play?   

Entrepreneurship education: How and what? 

Many scholars of entrepreneurship education choose to address what they consider as 

more urgent and relevant debates: appropriate content, pedagogical design and 

implementation of the programs (Erkkila, 2000; Henry, Hill, & Leitch, 2005). Kuratko 

(2005) dismisses the “myth that entrepreneurs are born, not made” (p. 580) and asserts, 

“the question of whether entrepreneurship can be taught is obsolete” (p. 580). His study 

of entrepreneurship education claims that one of the major challenges impeding the 

development of entrepreneurship education appears to be that content neglects the 

importance of teaching the tenacity and ‘inner vision’ necessary to develop a lasting 

enterprise. Attributing this failure in part to the legacy of the dot-com era in the United 

States (US), Kuratko (2005) reproaches courses where “classrooms became infatuated 

with the drive for investment and liquidity, fast cash, quick exits, and no real 

commitment” (p. 588). Rather than narrowly aiming to secure investment and quickly sell 

off the idea, Kuratko (2005) recommends that entrepreneurship educators expose their 

students to risk and failure as important components of entrepreneurship. He further 

characterizes entrepreneurs as “calculated risk takers” (p. 589) but laments that students 

rarely learn about ‘risk’ as a component in the entrepreneurial process.  
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While learning about risk, and preparing for failure, may be overlooked components 

of some programs targeting particular participants, economically vulnerable students in 

entrepreneurship programs may not be relying on their teacher, or example entrepreneurs, 

to present the concept of financial and social ‘risk’. Nor may they have had (or will have) 

the luxury of accepting failure, and financial loss, as a part of their learning process. 

Rather, they may deal with these issues on a regular basis within the context of their 

every day lives, including ongoing small income generating activities. Each individual 

brings a history of experiences and tactics for facing and overcoming challenges and 

strategies for operating within contextual constraints. It may be that teaching youth to 

analyze the landscape of risk in their context, to reflect on and to learn from failure, and 

to retroactively mitigate the consequences, may be invaluable (Roodman, 2012). 

Despite their responsibility in the process of providing an educational experience to 

their students, teachers of entrepreneurship have attracted little attention in studies of 

entrepreneurship education. One recent exception is a study published by Seikkula-Leino, 

Ruskovaara, Ikavalko, Mattila and Rytkola (2010) on the role of teachers in 

entrepreneurship education in Finland. This study recognizes teachers as key actors in 

any experience of education, explaining that they are “at a crossroads at which several 

transformation processes embedded in entrepreneurship education converge” (p. 118). 

Through email interviews with 29 teachers, four questions were posed regarding: (1) their 

aims for entrepreneurship education; (2) their practice; (3) the results they have achieved; 

and (4) evidence that entrepreneurship education is part of the local curriculum.  These 

authors summarize the results as evidence of the teachers’ “insufficient” and “lack of in-

depth” understanding of entrepreneurship in different contexts. The results seemed to 

point to a gap of understanding: “teachers implied that the terms and concepts were 

familiar to them, but it is obvious that there was no specific theoretical basis or definition 

backing up their statements” (p. 125). Based on these findings, the authors recommend 

that teacher training for entrepreneurship education should emphasize teacher training so 

as to link their aims, understanding and implementation practices with results for 

students.  
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Building this consistency in teacher practice may be important, but it may not 

necessarily lead to more engaged and better quality teaching. In fact, Seikkula-Leino et 

al. (2010) recognized that the teachers described feeling most actively engaged teaching 

entrepreneurship education, and employed different content and pedagogies in order to do 

so. This contrasted with their delivery of teacher directed lessons in other subject areas.  

In this context, the evidence suggests that although teachers had not personally 

experienced entrepreneurship per se, they clearly had conceptions about qualities that 

they associated with entrepreneurship, such as “initiative, self-direction, self-esteem, 

commitment, the capability to adapt and cooperate, sustainability and diligence” (p. 122). 

However, for these authors, the process by which teachers prioritized these qualities and 

made decisions about curricular content and pedagogy, especially given their lack of 

familiarity with the topic, was not the subject under investigation. 

   Teachers aside, there are debates surrounding how entrepreneurship learning 

happens. Scholars dispute the appropriate balance between preparing students with 

theoretical frameworks for deductive reasoning, and using case study methodology, local 

mentorship, and experiential learning for inductive reasoning (Cader & Norman, 2006; 

Fiet, 2000; Gibb, 2002; Henry, Hill & Leitch, 2005; Schoof, 2006). For example, Fiet 

(2000) strongly advises using a theoretical approach to entrepreneurship education in 

order to “teach students how to apply theory deductively to their special circumstances” 

(p. 8). However, this recommendation assumes that teachers of entrepreneurship 

education necessarily have the relevant experiences, academic qualifications and 

background in economics to draw on for their classroom instruction (Fagan, 2006). As 

the study by Seikkula-Leino et al. (2010) indicated, this proposed ideal may not be the 

real conditions within which teachers are operating. 

In contrast, proponents for experiential learning argue that students must engage in 

problem solving within real world business situations to develop the behaviors and 

attitudes necessary for entrepreneurship (Hartshorn and Hannon, 2005). Recommended 

learning experiences include completing a full project cycle that involves planning for, 

launching, and running a school business or group project (Schoof, 2006). Chigunta et al. 

(2005) recommend that entrepreneurship education programs aimed at youth in Africa 
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build local networks among local adult mentors and institutions that can facilitate 

budding entrepreneurs. These authors claim that such networks may mitigate local 

resource constraints such as unqualified and scarce teachers, a lack of local role models, 

and unhelpful or nonexistent institutional networks (Hartshorn and Hannon, 2005; Hynes, 

1996; Nkirina, 2009).  Some even introduce and encourage the role of critical inquiry in 

entrepreneurship education: “Many of the issues surrounding enterprise education and 

education for work are contested concepts and young people deserve the opportunity, 

prompted and inspired by their teachers, to engage in debates about the impact of these 

issues on their own lives” (Fagan, 2006, p. 277).  

Entrepreneurship education: Where? 

Policy makers, international funders, and scholars popularize entrepreneurship 

education initiatives as cultivating 21st century skillsets and the broader ‘entrepreneurial 

mindset’ necessary in an era of globalization. They link developing the individual’s 

ability to undertake entrepreneurship to universalized conceptions of an active and 

engaged citizenry (Obschonka, 2014). Henry, Hill, and Leitch (2005) emphasize the 

importance of entrepreneurship education given the influence of globalization on 

economies by describing how individuals need better preparation to be able to leverage 

opportunities, manage uncertainty, and show the flexibility demanded of them as they 

engage with the workforce. Extending this argument, Gibb (2002b) asserted that 

entrepreneurship education better prepares individuals as economic actors, which makes 

national economies more competitive in a global market place. From his review of 

entrepreneurship education in the US, Canada, and Europe, Gibb (2002b) advised that 

entrepreneurship education should extend beyond traditional business school contexts 

and calls for the “development of the enterprising person in a wide range of contexts” (p. 

258). Nonetheless, the definition of terms such as the ‘entrepreneurial mindset’, or the 

‘enterprising person’, remains elusive. 

This elusiveness relates to the challenges of borrowing policies that promote such 

abstract and complex concepts as entrepreneurship education (Gibb, 2002a). Gibb 

(2002a) argued that policy makers are increasingly importing and exporting 

entrepreneurship education programs without relying on research to guide decisions of 
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how, when and where to do so. While generally supporting entrepreneurship, Gibb 

(2002a) described the risk that such policies transfer “essentially a cultural perspective 

from one culture to another” (p. 204). Additionally, Gibb (2002a) points out that concepts 

may not transfer without being transformed, and “there must be full understanding of 

how the concept fits into the field of origin” (p. 204). Gibb (2002a) acknowledges that 

there is no consensus on the meanings of the vocabulary associated with 

entrepreneurship, and this therefore creates conceptual problems that may be “distorted in 

their role by implicit power structures” (p. 205). His conclusion included a call for more 

analyses of the multiple agendas at play in the transfer of ideas such as entrepreneurship 

education, including those of donors, clients, and political actors and international 

development institutions.  

Entrepreneurship education: For whom? 

Broadly speaking, international development discourse universalizes the goals of 

entrepreneurship education as youth unemployment and poverty alleviation using similar 

language to what has been used to address women and microenterprise. The influential 

economist Mohammad Yunus recast entrepreneurship as a process by which the very 

poor could use credit in microenterprises to earn income and improve his or her 

livelihood. Originally, he explicitly linked hunger and poverty to ‘women’s issues’ and 

aligned ‘qualities’ of women with what is necessary for poverty alleviation.  

It is evident that destitute women adapt quicker and better to the self-help process 
than men…poor women see further and are willing to work harder to lift 
themselves and their families out of poverty… they are more readily and 
successfully improve the welfare of both children and men.  

(Yunus, 1999, pp. 72-73) 
 

He believed that women, as a marginalized and discounted population, were most 

likely to reinvest in the social welfare of a community. Rejecting the archetypical 

definitions of an entrepreneur, he proclaimed, “an entrepreneur is not an especially gifted 

person… I believe that all human beings are potential entrepreneurs” (Yunus, 2003, p. 

207). Positioning entrepreneurship as an accessible route to empowerment and social 

change reappears in development discourse surrounding entrepreneurship education. 

The innate entrepreneurial qualities of youth are now espoused by multiple 
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publications produced by development institutions, which use language positioning 

‘youth’ as a developmentally defined population able to rescue communities through 

their empowerment and entrepreneurship (Volkmann et al. 2009; Kourilsky & Walstad, 

2007). Invoking the unique developmental stage of ‘youth’ for entrepreneurship, 

Chigunta et al. (2005) promotes youth as the “pioneers” that have the capacity to lead 

economies into “a culture of entrepreneurship”, which is the key to the “new economy” 

(p. 14). Volkmann et al. (2009) describes youth’s “native fluency” (p. 24) for 

entrepreneurship and claims that entrepreneurship education will “liberate their innate 

entrepreneurial skills” (p. 29). Referencing Yunus (1999), Volkmann et al. (2009) show 

their strong support of development interventions aimed at women’s microcredit, “young 

women especially, have seized the opportunity for education in general and for 

entrepreneurship education” (p. 27).  

The report also blames the failure of mass education to provide what is necessary 

for youth to be active economic agents and actualize their inclination for 

entrepreneurship, explaining the “structure and delivery of mass education… [that] often 

thwart or throttle the entrepreneurial impulse in youth” (p. 25). Schooling is seen as an 

appropriate vehicle for preparing youth as young as six years old to make positive social 

and economic changes in their communities and for national development (Chigunta et 

al., 2005; Schoof, 2007; Volkmann et al., 2009). Educational policy recommendations 

highlight the need to foster a “re-invigorated enterprise initiative culture”, one “where 

innovation, creativity and determined efforts on the part of a generation of African youth 

may serve as the bellwether for a continent-wide renaissance and the long awaited re-

emergence from the legacy of colonialism.” (Chigunta et al., 2005, p. x). Right or wrong, 

the pivotal factor in the context of young lives for the purpose of development is 

considered to be the experience of schooling. 

Moreover, entrepreneurship education is considered to be an appropriate intervention 

for a subset of youth who do not benefit from current forms of formal secondary school 

education. One scholar from the Foundation for Entrepreneurial Research and 

Development (FERAD) published research on how their 4-Step Approach entrepreneurial 

education program had been used as an intervention strategy for youth labeled as at risk 
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for dropping out of school in the US. Youth in this program went through four stages that 

included a self-assessment of their personal strengths and weaknesses as related to 

running a business, a career goal and development phase, a business planning phase, and 

a networking phase to learn how to build and effectively use contacts and relationships.  

In this study, Osgood (2012) used pre and post surveys to research how the program had 

impacted participant perceptions about education and their future goals. Evidence pointed 

to the short-term success of the program’s impact on youth, Osgood (2012) admitted that 

further research would be necessary to examine the overlooked process of how 

“purposeful academic engagement lead to increased graduation rates and meaningful 

career pursuits” (p. 120). Another example of an overlooked factor is the influence of the 

teachers who implemented this program. It is also not clear whether these results would 

translate into contexts beyond the US education system. 

In Africa, scholarship praising the potential of entrepreneurship education has picked 

up on these recurring themes of self-reliance, liberation and empowerment for youth. 

Nigerian scholars especially highlight the role of youth as a “vital stage[s] in life for 

building the human capital that allows young people to avoid poverty”(Awogbenle and 

Iwuamadi, 2010, p. 129). Dionco-Adetayo (2006) asserts, “economic prosperity, if it is to 

be achieved, lies in the development of youth” (p. 129), while Idogho and Augustine 

(2011) declare the “spirit of resourcefulness among youth” (p. 285).  In South Africa, 

scholars urge empowerment through entrepreneurship education, “Entrepreneurship 

education will therefore contribute to the ideal of empowering as many people as possible 

in order to unleash the previously stifled human potential” (North, 2002, p. 24). While 

continuing to presume that entrepreneurship education will increase the number of 

entrepreneurs, this literature simultaneously increasing the responsibilities and 

expectations placed on youth to create their own jobs. To ensure education will empower 

youth to actively contribute to economic growth, alleviate poverty, and improve society, 

scholars argue entrepreneurship education can be integrated into formal secondary school 

education.  

In rural areas of Kenya, self-employment as a major goal of formal education and an 

escape from the failings of formal school in rural areas also has supporters. Eisemon and 
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Schwille (1991) argued that in Kenya and Burundi, even this early stage of schooling 

should be considered “terminal education to prepare students for self-employment”(p. 24) 

because governments have failed to expand secondary education even while the options 

for formal employment remain limited. Their research drawn from case studies of nine 

schools in Kenya shows that students’ aspirations remain tied to attending secondary 

school as a stepping-stone into formal sector employment. Furthermore, students’ parents 

reported making heavy sacrifices to provide their children with an education that would 

afford them ‘modern’ or ‘urban’ opportunities.  This study found that Kenyan curriculum 

intended to “facilitate entrepreneurship through the compulsory instruction in simple 

accounting, use of credit, and other topics relevant to establishing and operating small 

businesses” (p. 29). Although teaching the English language provided an entry point for 

students into the urban commercial areas and government, schools were found to be 

intentionally using Kiswahili in order to facilitate student entry into the informal sector 

through self-employment. Mother tongue instruction was rarely used despite the ways in 

which its use would have facilitated understanding of subject areas. In terms of 

curriculum, efforts to substitute preparation for self-employment had consequences for 

the quality of instruction at the upper primary level. The curriculum was found to be too 

broad, and resources insufficient, for teachers to adequately deliver instruction. The study 

concludes by recommending that schools improve instruction in agriculture and increase 

instruction in “subjects that may facilitate entrepreneurship (e.g. mathematics and 

languages used in the informal sector)” (p. 37). Moreover, these authors believe that “the 

opposition between prevocational and academic education may be a false dichotomy” (p. 

37). These conclusions lend support to the efforts of private schools that aim to provide 

students with practical instruction on locally relevant economic opportunities such as 

animal husbandry, livestock keeping and carpentry.  

In South Africa, the introduction of Curriculum 2005 placed entrepreneurship within 

the secondary education school curriculum and resulted in a number of quantitative 

studies evaluating the impact of entrepreneurship education on youth attitudes and 

aspirations towards becoming an entrepreneur. However, studies fail to establish the 

relationship among entrepreneurship education, perceiving entrepreneurship as a 
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desirable career, and aspirations to start a business. (Burger, O’Neil and Mahadea, 2005; 

Steenekamp, van der Merwe, and Athayde, 2011). A persistent transverse assumption in 

these studies is that young people’s attitudes, intentions, and behaviors are unconstrained 

by socio-economic and cultural context and driven by the desire for economic 

independence. 

Other studies conducted within Africa by advocates of entrepreneurship education in 

secondary school are more reflective of how context influences youth aspirations and 

livelihoods. Nigerian scholar Dionco-Adetayo (2006) champions youth as “future 

economic leaders. They are to build that dreamed entrepreneurial community” (p. 129). 

He further perceives that integrating quality entrepreneurship education within formal 

education will develop youth “to have the spirit and drive towards entrepreneurship [and] 

would mean preparing them to become successful and useful in the society” (p. 129). 

With this presupposition explicitly stated, he studied the factors influencing the attitude 

and skill development of potential youth entrepreneurs.  He selected two universities to 

randomly sample two hundred youth under 30 with a questionnaire. Participants 

responded the degree to which they agreed or disagreed with variables associated with 

building entrepreneurship capacity, external factors impacting entrepreneurship, and 

entrepreneurship personality traits. Respondents ranked the low quality of the education 

system as the highest deterrent from pursuing entrepreneurship. Dionco-Adetayo (2006) 

described other high ranking deterrents as “infrastructure and facilities such as electricity 

and roads, the unsupportive economic policies, lack of financial assistance and low rate 

of technological development” (p. 138). Respondents most strongly associated 

innovativeness, industriousness, and risk taking with entrepreneurship. They also 

reported their desire to build these capacities and the self-confidence that they could 

become entrepreneurs. In conclusion, the author makes several recommendations to 

policy makers and private institutions: improve facilities and infrastructure, encourage 

technological assistance and enhancement for businesses, offer financial assistance 

through loans and financing programs, and implement economic reforms designed to 

encourage entrepreneurship. While the results of the study suggest a general call to 

improve the education system, Dionco-Adetayo (2006) endorsed the development of 
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entrepreneurship programs “to rekindle the entrepreneurial spirit” (p. 138) and advocated 

for integrating entrepreneurship in school curriculums. Significant for his efforts to 

understand the perceptions youth hold about the external factors influencing their future, 

ultimately the author stays wed to his belief that “economic prosperity if it is to be 

achieved lies in the development of the youth” (p. 129) through entrepreneurship 

education. In this study, however, there is little analysis of the challenges that youth 

report facing and how these act as constraints on youth opportunities as well as on 

broader society.  

Nkirina (2009) addresses these constraints on existing educational institutions within 

Africa and the implications for implementing entrepreneurship education (Nkirina, 2009). 

As an advocate for entrepreneurship education, he describes the problem of an increasing 

number of educated, qualified youth who are unable to find employment “due to the 

shrinking labor market, and slow growth of the industrial sector” (p. 155). His qualitative 

study conducted in Tanzania includes interviews and focus groups with 70 stakeholders 

from vocational education and training institutions and revealed major challenges to 

implementing entrepreneurship education. Challenges included problems with content, a 

lack of funding, inadequately trained instructors, a need for entrepreneurial role models, 

and inappropriate assessment techniques (Nkirina, 2009). Participants also revealed a 

generalized dislike of capitalist values, and the author summarizes, “Tanzanians view the 

government as the provider of goods and services. Capitalism is viewed with a negative 

attitude” (p. 161). Increasingly, research points to the importance of understanding the 

existing local context before implementing entrepreneurship education programs (Baxter 

et al., 2013). 

Summary. 

Champions of entrepreneurship education argue that it will resolve economic issues 

such as youth unemployment, intergenerational cycles of poverty, and low quality 

education that is mismatched for the labor market. However, even staunch advocates of 

entrepreneurship education admit to inconsistencies and gaps in understanding the 

process, experience, and outcomes of entrepreneurship education. Literature that 

examines the role of the teacher in the process of delivering entrepreneurship education is 
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extremely limited.  Studies evaluating the impact of entrepreneurship education aimed at 

youth in Africa underscore how variable instructional quality, strained resources for 

delivery, and factors within the broader context influence the outcomes entrepreneurship 

education. There remain under researched weaknesses in current education systems and 

reveal a gap in understanding the adaptation and implementation of entrepreneurship 

education within varied contexts. Building on these concerns, the next body of literature 

expands on the critiques of entrepreneurship education for young people.  

III. Critical scholarship  

Many critical scholars believe that entrepreneurship perpetuates, rather than tempers, 

the inequities inherent within capitalism. These scholars consider the varied agendas 

driving the widespread endorsement of entrepreneurship education as a school reform. 

They take issue with its recent popularity as an intervention that claims to resolve serious 

and complex issues affecting youth livelihoods.  

Myths and assumptions. 

Almost one hundred years ago, scholars began to warn against cultivating 

entrepreneurial qualities of greed and immorality and advised economic regulations to 

prevent social demise (Ebner, 2005). Dobb (1924) wrote The Entrepreneur Myth to 

historicize and contextualize the development of the meaning of the ‘entrepreneur’ where 

particular classes had already accumulated the privilege necessary to assume risk. Dobb 

(1924) described how the concept relegated those with less societal privilege and 

advantage to “a position of relative dependence” (p. 71) and emphasized that “the 

possession of money and privileges makes easier the acquisition of more money and 

further privileges” (p. 76). He viewed the valorization of the entrepreneur as an 

unmerited and premature evaluation of a persona encouraged and motivated to benefit 

from the inequalities produced by capitalism. Eighty years later, critiques of 

entrepreneurship continue to expose how the “reality of entrepreneurship lies in stark 

contrast to our myths about it” (Shane, 2008, p. 160). 

According to Erkkila (2000), opposing arguments to entrepreneurial education fall 

into two broad categories: those that believe it is damaging to society, and those that 

believe it hurts individuals. Her comparative analyses mapped the debates in the literature 
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surrounding entrepreneurship education in Finland, the United Kingdom (UK) and the 

US and detailed the major areas of overlap. Erkkila (2000) found stronger opposition to 

entrepreneurship education in the UK and the US. From the perspective of those in the 

UK that believe entrepreneurship is damaging to society, the argument is that 

entrepreneurship education places primacy on economic growth to the detriment of 

equity and social justice. The outcome of increasing inequity is magnified when 

entrepreneurship education is involved in policy transfer, “the urge to export enterprise 

education to other countries is in fact that British officials are protecting their own 

interests as international consultants” (Erkkila, 2000, p. 180). From the perspective of 

those that believe entrepreneurship education hurts the individual, entrepreneurship is 

seen as using “myths and rhetoric that are misleading” and making “false promises to 

individuals” (p. 181).  While proponents frame entrepreneurship as a tool for 

empowerment, critics argued that it did nothing to help individuals confront “patriarchal 

and gendered relations” (p. 181). Erkkila (2000) offers an overview of the complex and 

diverse criticisms of entrepreneurship education. But in her conceptualization of this 

debate, society is distinct and removed from the individual. Erkkila (2000) failed to 

illuminate the interplay between the two. 

Gender and entrepreneurship education. 

The individual’s gendered experience of entrepreneurship is an important issue 

investigated in the critical literature. Ogbor (2000) argued that predominantly male 

behavioral traits characterize the entrepreneurial persona as one that seeks to tame, or 

build, from a wilderness that “is essentially feminine” (p. 616). Ogbor (2000) situated 

entrepreneurship discourse in “a patriarchal conception of nature” (p. 621), and a 

historical notion of ‘taming the wild frontier’ that was contemporaneous with the 

emergence of entrepreneurship.  

Female participation in entrepreneurship is reasoned to be the antithesis of 
entrepreneurial norms as a result of gender qualities: male achievement versus female 
subjugation… male independence versus female dependence; male idiosyncrasy 
versus female conformity.  

(Ogbor, 2000, p. 621)  
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Yet in this critique of the implicit gender inequity, Ogbor (2000) has stereotyped 

gender in terms that are simplistic and binary. Gender identity is constructed within the 

local sociocultural context, has multiple influences and manifests in many ways within a 

particular setting.  

Despite the ways in which research on gendered notions of entrepreneurship may 

reduce gender into binaries, researchers concerned with the underrepresentation of 

women entrepreneurs has contributed to the literature in important ways. Recent research 

on entrepreneurship has aimed to destabilize male normative behaviors associated with 

the entrepreneur and exposes the ways that the idolization of the iconic entrepreneur 

validates gender inequity (Jamali, 2008; Godwyn and Stoddard, 2011). Some scholars 

investigate how women entrepreneurs offer unique gender-attributed assets and appear to 

have goals that are perceived as meaningfully different from those of male entrepreneurs 

(Godwyn and Stoddard, 2011; Schindehutte, Morris, and Brennan, 2003; Smith-Hunter, 

2004). Calas, Smircich & Bourne (2009) recommend addressing the gendered 

‘boundaries’ they believe to be underpinning entrepreneurship and “eliminating 

stereotypes about women’s limitations in relationship to men” (p. 555). These authors 

point out a gap in scholarship on women entrepreneurs that highlights their assets and 

garners positive attention.  A recent example of such scholarship was a study conducted 

with 12 minority women entrepreneurs in the US, which used written surveys, interviews, 

and observation to report on their distinctive assets (Godwyn and Stoddard, 2011). 

Results showed that minority women entrepreneurs were uniquely qualified and 

committed to the social contribution of their business, valued underserved clients by 

innovating products tailored to their needs, and felt loyal and responsible to their 

communities and employees.  This research emphasizes the ways that a new focus on 

women entrepreneurs has led to the reconsideration of conventional notions of 

entrepreneurial qualities and entrepreneurship. 

Meritocracy and entrepreneurship education. 

Another underlying assumption upon which the justification of entrepreneurship 

education depends is that of meritocracy, whereby society rewards individuals equitably 

for the same amount of hard work (Ziai, 2011). To the contrary, these scholars argue, 
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individuals experience unequal access to opportunities at multiple levels of society and 

within many types of career paths (Godelier, 2010; Ogbor, 2000). For example, 

entrepreneurs have unequal access to social, economic, and political networks (Godelier, 

2010). In addition, particular behaviors and characteristics are highly regarded in 

mainstream conceptualizations of the entrepreneur. There is an implied deficit in those 

who do not have or have not developed those characteristics, be it for sociocultural, 

biological reasons or because exhibiting these in the past has resulted in negative 

responses or results. Ogbor (2000) admonishes such ‘ethnocentric’ research as having 

“reinforced the prevailing myth that non-dominant groups have psychological and racial 

characteristics which inhibit entrepreneurial development” (p. 621). The idea that hard 

work is rewarded by society links to assumptions made about how entrepreneurship links 

to upward mobility and class. 

Critics point out that such contradictions abound in the discourse on entrepreneurship.  

For example, Gill (2014)’s study on entrepreneurial identity in the United States 

examines the tension in the discourse between "the claim that 'anyone' can be an 

entrepreneur while simultaneously limiting entrepreneurial legitimacy” (p. 51). Her 

analysis presents three dimensions of class in entrepreneurial discourse that restrict 

‘legitimate entrepreneurs and entrepreneurship’ to privileged groups, and categorizes 

other classes as ‘lesser/non entrepreneurs’: 1) entrepreneurial capitalist ownership; 2) 

action/motivation and innovation; 3) opportunity recognition. These dimensions refer to 

ones position within a capitalist system, how much one is able to earn from acting 

publicly upon emotions and personal characteristics, and one’s demonstration of a moral 

commitment to growth and betterment. She identifies how discourse constructs an 

“entrepreneurial hierarchy” (p. 63) whereby the choices to pursue opportunities by the 

privileged middle and upper classes are framed as creative and productive, while those 

decisions of the lower classes are deemed not creative and requiring assistance. This 

creates an “ideological contradiction” (p. 63) with the ‘American dream’ on the one hand 

to persuade lower income populations that they are equipped with all that is necessary to 

become ‘self-made’ successes, and on the other hand a discourse that places individuals 



   77 

 

in the market within a hierarchy that places at the top the initiatives launched from 

positions of privilege and authority.  

In fact, research shows that survival in conditions of pervasive poverty requires 

creativity, tenacity, and an ability to find the financial means to subsist even when these 

efforts are not necessarily rewarded (De Soto, 2000). De Soto (1989) examined the social 

and economic activities undertaken by individuals and how these function in relation to 

state authority. He argued that individuals are “rational actors” that engage in a “complex 

economic calculation” (De Soto, 1989, p. 64) during the decision making process 

involved in undertaking an income generating activity.  

Competitive business people, whether formal or informal, are in fact a new breed. 
They have rejected the dependence proposed by the politicians… They have 
demonstrated their initiative by migrating, breaking with the past without any 
prospect of a secure future, they have learned how to identify and satisfy others’ 
needs, and their confidence in their abilities is greater than their fear of 
competition. When they start something, they know there is always a risk of 
failure… Behind every product offered or manufactured, behind all the apparent 
disorder or relative illegality, are their sophisticated calculations and difficult 
decisions.  

(De Soto, 1989, p. 243) 
 

 De Soto’s work emphasizes how individuals subvert power and bypass “legal 

obstacles” to fill an essential role in the economic sector. It also challenges assumptions 

about the entrepreneur and the role of entrepreneurship in the economy, thereby raising 

questions about the appropriate emphasis and role of entrepreneurship education.  

Isserles (2003) presents another contradiction by pointing out that discourse 

portrays non-dominant groups as deficient while simultaneously charging them with 

fixing entrenched inequalities as follows, “the logic is that poverty can be eradicated 

through the entrepreneurship and hard work undertaken by the disadvantaged 

individual… bootstrap theory” (p. 43). In her view, microcredit and microenterprise 

inappropriately hold the poor accountable for taking initiative and cultivating their 

personal financial stability. Yet research underscores that poor populations, so often 

targeted for entrepreneurship education, already undertake massive efforts to reduce their 

economic vulnerability, but external factors, including government regulations and legal 
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constraints, fail to support them (De Soto, 2000). To complicate matters regarding the 

role of government in entrepreneurship and poverty alleviation, Shane (2009) argues that 

governments unrealistically rely on entrepreneurs while failing to implement necessary 

policy surrounding..., “Policy makers believe a dangerous myth. They think that start-up 

companies are a magic bullet that will transform depressed economic regions, generate 

innovation, create jobs, and conduct all sorts of other economic wizardry” (p. 141). Shane 

(2009) rejected the notion that economic issues related to poverty can be resolved by 

stimulating entrepreneurship alone. From these perspectives, reforms that rely on ‘magic 

bullets’ are ill informed, overly simplistic, and theoretically unsound. As Stromquist 

(1998) points out, it is not appropriate to hold individuals responsible for economic 

growth and social renewal while they face the daily threats that come from surviving in 

extreme poverty. 

Ideas about ‘meritocracy’ feature prominently in entrepreneurship education directed 

at youth not only because it is implicit within theories of entrepreneurship but also 

because a basic tenant of formal education is that it creates a more equal access to 

opportunities to engage in society and economy (Baker and LeTendre, 2005). There is an 

assumption that students who work hard will perform well in school and be able to access 

employment options. Interventions that integrate entrepreneurship education into schools 

carry assumptions about the purpose of formal education and the relationship between 

schooling and unemployment. Vakalisa (2012) criticized this assumption and argued that 

high unemployment is unfairly linked to formal education. He condemned the implication 

that the primary purpose of formal education should be, or necessarily can be, to prepare 

students to be absorbed into the labor market, and did not see entrepreneurship education 

as a solution. Vakalisa (2012) emphasized the “broader socio-economic environments” 

(p. 41) that impact schools and opposed the simplified characterization of the mismatch 

between curriculum content and the labor market. The unequal distribution of resources 

and historical disadvantages are two of many factors that invalidate these presumptions 

about meritocracy that underpin arguments in favor of entrepreneurship education 

interventions aimed at secondary school students.  
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Just as high unemployment may not be directly caused by poor education, it may 

be equally inappropriate for the development community to target youth as the solution 

for unemployment and job growth. Sukarieh and Tannock (2008) analyze the World 

Bank’s World Development Report 2007 to illustrate how recent reports produced by 

development organizations, and influencing policy makers, inappropriately 

overemphasize youth empowerment. They frame the motivations of the World Bank as 

“serving the needs and interests of neoliberalism far more than they are about youth” 

(Sukarieh and Tannock, 2008, p. 302). These authors posit that recruiting youth as a 

“steady supply of cheap, consenting, controllable and disposable workers” (p. 303) dates 

back to a strategy that preserved hierarchical labor roles during industrial capitalism. The 

workplace forced a separation of parents from the home, and the institutionalization of 

formal schooling created “well-defined gaps between generations, a distinct separation of 

childhood from adulthood, and youth as an extended period of transition” (p. 303). The 

reality for those growing up in economically depressed areas is that many individuals 

have been unable to benefit from formal schooling and need to provide for their families 

and contribute to the household income. Existing economic opportunities are often far 

from their childhood communities and even their own households. Small income 

generating activities may be one of few options to attempt financial security for 

themselves and their families. It remains unclear what role entrepreneurship education 

may take as an intervention for these intended beneficiaries. 

Summary. 

These critiques serve to caution those who would blindly promote entrepreneurship 

education as a panacea to understand the ways in which it may perpetuate historically 

entrenched inequalities. By identifying the patriarchal perspectives that have shaped 

much of entrepreneurship theory and research, critical feminist scholars also provide 

examples of the ways in which women challenge, extend and bring value to the 

theoretical underpinnings of entrepreneurship. By exposing ethnocentric and gendered 

theories and methodologies that pervade research in entrepreneurship, critical scholars 

challenge the premise that people have similar experiences within disparate socio-

economic and cultural contexts and avoid overgeneralization, homogenization, and 
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tokenism. If the meritocratic framework is no longer assumed to be operating to nurture 

entrepreneurial success, there is a need to research the circumstances that actually exist 

and surround those who experience entrepreneurship education. Entrepreneurship 

education places the responsibility for creating ones own employment on the individual 

and thereby portrays poverty as a condition avoided through the enterprising individual. 

Critical scholars contest this. 

 Yet the field of entrepreneurship and the promotion of entrepreneurship education 

is unarguably a rapidly expanding international phenomenon and prominent theme in 

development discourse. There remains a gap in meta-analyses of the assumptions about 

what motivates behavior and the issues that arise within contexts where a large 

population of primary school graduates living in conditions of economic vulnerability 

and social instability are encouraged to participate in entrepreneurship education within a 

formal school setting. The final body of literature draws on scholarship that uses a social 

constructionist framework to understand the implications of adapting an entrepreneurship 

education model within rural Tanzania.   

 
IV. Lived experience 

This final body of literature puts forth scholarship that undertakes a contextual 

analysis of the lives of economically vulnerable and young people living in SSA, and the 

different outcomes that result from their learning and work experiences.    

The state and entrepreneurship. 

Implications for how the current policy climate advocating for entrepreneurship is 

affecting socially and economically vulnerable populations in Tanzania can be better 

understood by first drawing on scholarship that critiques the underlying assumptions of 

the state perspective. Scott (1998) describes four “pernicious elements” that, in 

combination, are dangerous and can be devastating for societies: 1) the state uses 

administration and bureaucracy to organize society; 2) the state invokes “high-modernist 

ideology”, defined as policy and initiatives driven by ideas about progress, expansion, 

“mastery” of the natural world and human behavior, and “rationally” ordering society; 3) 

a highly authoritative state that exerts power; 4) an incapacitated civil society upon which 



   81 

 

the state can act. In order to achieve the aims of such a state, policy casts the intended 

beneficiaries as ‘standardized citizens’:  

No gender, no tastes, no history, no values, no opinions or original ideas, no 
traditions, and no distinctive personalities to contribute to the enterprise. They 
have none of the particular, situated and contextual attributes that one would 
expect of any population.  

(Scott, 1998, p. 346)  
 

Furthermore, such policies neglect the complex, interconnected activities that 

intersect in different ways at different sites (Scott, 1998). According to Scott (1998), such 

policy risks portraying lived experiences as planned and predictable according to 

pathways that the state designs. Such administrative pathways intend to move subjects 

along constructed societal boundaries, such as along a physically planned route that 

divides households from places of employment. These “forms of social straitjacketing” 

(p. 348) foments a range of human resistance. The manifestation of this resistance 

depends on the resources and organizational capacity of those involved. The state must 

choose how to respond, either through legislative action or deliberate inaction that 

symbolizes a loyalty to current ideology and an attempt to preserve state stability. 

Meanwhile, such “social engineering” omits the very elements that many consider 

essential to desired societal functioning. Scott (1998) reminds us that this larger system of 

societal functioning is the foundation upon which states depend as they try to impose 

ordered and formal mechanisms.  

Tripp (1997) builds on these ideas about the relationship between state and 

society in his study of the informal sector during the 1980s in Tanzania. He argues that 

the evolution of the informal economy during this time demonstrated the agency of 

people who engaged in economic activity while evading the constraining legal channels 

for conducting business.  

“People have drawn on their own resources and have come up with creative, 
flexible, and viable solutions to the problem of survival under extreme duress… 
Arguing that people just take what they can get in the informal economy and that 
they operate simply out of necessity ignores how people have actively involved 
themselves in this parallel economy to improve their situation. It ignores the 
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dynamic decision-making processes and institution building they have had to 
engage in within the informal economy” (p. 26).  
 

His study portrayed these activities as acts of resistance that prompted 

institutional change as well as created new resources within society. Thus, the collective 

assets and mechanisms of survival exhibited by those involved in the informal sector are 

relevant and essential forms of resistance that can motivate important policy reform. 

Investigating ‘youth’ trajectories. 

 The popular term ‘youth’ commonly used by international development 

institutions and government authorities divides national populations based on logic 

espoused by early developmental psychologists and sociologists such as Granville 

Stanley Hall (1844-1924) and Erik Erikson (1902-1994) (Lesko, 2001). Scholars who 

promote this subset of ‘youth’ view the child’s transition to adulthood as a “critical stage 

of human development during which young people leave childhood behind and take on 

new roles and responsibilities” (Lloyd and Hewett, 2005, p. 1).  These increasing 

responsibilities align with functionalist theories about how people experience a sequential 

progression from school to employment and a division between home and workplace, 

whereby children begin as part of a household and move through formal education in 

order to join the workforce and achieve economic independence (Lesko, 2001; Sukarieh 

and Tannock, 2008).  

Entrepreneurship education for youth appears to connect these two continuums by 

linking maturation to economic independence (Chigunta et al., 2005). This approach is 

coined the ‘developmental’ approach, framing ‘youth’ as the ideal cognitive and 

emotional stage for entrepreneurship education because of particular normative qualities 

associated with this age subset. Pre-determined stages place people within specific age 

ranges, attribute predictable characteristics to which external actors (such as schools) can 

respond to “naturally occurring, largely biologically generated characteristics, behaviors, 

and needs. In this view biology is destiny” (Lesko, 2001, p. 7). Entrepreneurship 

education is posed as an appropriate intervention for those youth who follow along these 

universalized and predictable developmental trajectories. 
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For those who fail to follow these normalized experiences of ‘youth’, advocates 

recommend tailoring entrepreneurship education to address their deficiencies. Terms such 

as ‘disadvantaged’, ‘alienated’, ‘idle’ are used to categorize individuals unable to access 

formal education and unable to transition from formal education into the formal labor 

market (Chigunta et al., 2005). This approach draws a distinction between populations 

attending and benefiting from school from populations as those who were not prepared 

by school, who were unable to continue their access, or who were unwilling to sustain 

involvement in schooling (Lesko, 2001). Such distinctions may depend on constructed 

boundaries that do not exist in all contexts and that may change across the life span. 

In Africa, there are large numbers of youth who are considered likely to 

contribute to national security threats and unravel social cohesion (Chigunta et al., 2005). 

Awogbenle and Iwuamadi (2010) warn that “youth unemployment also has security 

implications for almost every country in Africa” (p. 232). On behalf of the World Bank, 

Garcia and Fares (2008) elaborate on this connection between youth unemployment and 

regional volatility by arguing that when young people are unable to pursue sustainable 

livelihoods, “intergenerational cycles of poverty will persist, further affecting societies 

already made vulnerable by HIV/AIDS, food insecurity, and violence” (p. 110). Lacking 

options, these youth are framed as vulnerable targets, easily swayed subjects likely to 

engage in regional affairs by destabilizing political conditions and joining rebel military 

forces. The logic that frames youth in this way also makes them ideal targets for 

development options that are motivated by purely economic goals linked to the current 

status quo (which may include unfavorable conditions for many youth).  

Scholars who study lived experiences contest how development discourse 

characterizes and manipulates the idea of ‘youth’. Sommers (2010) point out that national 

instability is caused by multiple factors that are often conveniently dismissed by blaming 

subsets of the population, warning that a label such as “the youth bulge” normalizes 

damaging and unwarranted assertions about human nature and instinctive behavior and 

applies them to only a particular subset of people. Scholars argue that youth whose 

behavior deviates from a falsified set of norms then become target populations for 

prescriptive development interventions (Bordonaro and Payne, 2012; Inayatullah, 2002). 
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These perspectives illuminate the ways in which divisions of the population and 

assertions of “universal” behavior can be framed to serve different development agendas. 

Youth and work. 

Research suggests the multifaceted and complex transitions from childhood to 

adulthood and the relationship between this transition and household responsibilities, 

formal schooling, and work (Arnot et al., 2012; Eguavoen, 2010; Bajaj, 2010; Chant and 

Jones, 2005; Weyer, 2009). In Tanzania, for example, one study found that children in 

primary school commonly work in addition to attending school (Akabayashi and 

Psacharopoulos, 2007).  Hours worked was defined as “average hours per day of work on 

the farm, looking after children, other household tasks or work for pay during a regular 

school week” (p. 128). This study using data on 542 cases of children ages 7-14 from the 

1993 Human Resource Development Survey to examine the relationship between 

children working, school attendance, and studying. In addition to showing the prevalence 

of children who worked and went to school, the data showed that mothers who had 

attained higher levels of schooling did appear to reduce the amount of work that they 

required of their children. Moreover, factors such as electricity, potable water, and the 

distance from school influenced children’s workload and attendance. 

Working in order to contribute to household income may not be linked to the desire 

for economic independence. Economic independence as a goal for youth has now been 

challenged by scholarship on household roles and responsibilities (Bourdillon, Levison, 

Myers, and White, 2010; Cline et al., 2009; Garcia and Fares, 2008). A study undertaken 

in Britain on Pakistani Muslim women’s attitudes towards employment found that when 

they spoke of contributing their earnings to the household, they also described being able 

to attain a new family role and symbolic shift into an adult identity (Bowlby, Evans and 

Mohammad, 1998). One study conducted in Ghana and The Gambia found that most 

young people began their involvement with income generating activities as early as 

primary school, and that the expectation of families and the sense of obligation and pride 

of young people is to “give back to their parents as soon as they are able to” (Chant and 

Jones, 2005, p. 191). Holding individual interviews and focus discussions with 10-29 

year olds for eight weeks in urban areas, Chant and Jones (2005) investigated the 
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livelihoods of low-income youth by studying the relationship between education and 

employment. Rather than investing their earnings in growing a business or privately 

maximizing their profit to work towards economic independence, these youth used their 

income to directly benefit their households. In entrepreneurship education, a common 

assumption is that generating and saving a profit will provide youth with the capital to 

grow his or her business. This scholarship suggests that educators delivering 

entrepreneurship education will need to consider integrating the social and emotional 

value of financially contributing to the household into their instruction on budgeting and 

planning savings or earnings goals. 

The benefits of maintaining strong relationships with the extended family may be 

extensive for young people who simultaneously, or in the future, pursue work 

opportunities (Bourdillon et al., 2010; Abebe and Skovdal, 2010). Results from a study 

on eighty-seven enterprises and their founding entrepreneur indicated that although 

relatives may be perceived as constraining entrepreneurship because of the ensuing 

demands for financial support, it is this relational network that “supports the fledgling 

entrepreneur in his initial needs for business capital, access to supplies, and contacts with 

persons of economic influence and power” (Ahwireng-Obeng, 1986, p. 51). Ahwireng-

Obeng (1986) posited that while economists may view profit maximization as the goal of 

a firm, his own view was that “in a less-developed economy the entrepreneur’s ultimate 

objective is to make an impact on society by achieving social recognition and prestige” 

(p. 44). He rejects entrepreneurship programs that focus on individuals. Scholarship on 

social capital and youth livelihoods has shown that youth who financially contribute to 

the household income enjoy “varying forms of reciprocity and care in which the flow of 

resources… are embedded in mutual expectation and support” (Abebe and Skovdal, 

2010, p. 574). This suggests that the social construction of the meaning of an 

entrepreneur within a given context may place primacy on the respect resulting from 

benefitting the community. Therefore, adapting entrepreneurship education may be 

improved by considering locally constructed purposes of entrepreneurship and integrating 

these meanings into the program design, goals and outcomes. 
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Youth, work, and education. 

Recent scholarship shows the complex role of secondary school education in the 

lives of youth pursuing employment in Sub-Saharan Africa. Bajaj (2010) conducted a 

study in Zambia and found that both younger and older generations continue to value 

secondary education, consider graduates to have attained a higher level of respect and 

believed that completing a secondary school education resulted in better livelihood 

options. Bajaj (2010) conducted a multi-level political, economic, and sociological 

analysis “to examine how political and economic reforms are experienced locally and 

reflected in intergenerational attitudes” (p. 177). She collected qualitative data on over 90 

participants, including students, parents, teachers, administrators and social workers. 

These interviews, focus groups, observations, on site visits, student diaries, and 600 

student surveys revealed a persistent and strongly perceived connection between 

education and formal employment.  

This study also revealed a highly unfavorable perception of those unable to find 

employment after graduating from secondary or tertiary education. Bajaj (2010) found 

that negative portrayals of youth without formal employment signify an important 

neoliberal trend influencing education systems and youth identity. She argued that when 

individuals hold themselves accountable for all academic accomplishment, it is “the myth 

of meritocracy looming large… individuals are internalizing the consequences of their 

disadvantaged position” (p. 187). Students in this study indicated their faith in formal 

schooling and attributed academic failure to personal inadequacies. Unwilling to risk the 

expensive education, lacking academic confidence, and offered no assurance that 

education would lead to employment, many demoralized youth dropped out of school. 

Results further indicated that students resorted to entrepreneurship out of necessity, and 

seem resigned to corruption and nepotism. Other research supports this finding, and 

indicates that self-employment is often a second best option for youth because they 

prioritize job security (Chigunta et al., 2005; Al-Samarrai and Bennell, 2007; Evans, 

1975).  Bajaj (2010) concludes by urging “policy makers to make greater efforts to link 

educational policy and practice to labor markets and job creation as part of a more 

meaningful participation of youth and fuller realization of human rights” (p. 194). While 
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advocating for youth, Bajaj (2010) shed light on the conditions framing entrepreneurship 

education in SSA. 

While faith in formal education systems continues across SSA, scholars 

investigate the rationale that perpetuates this conviction despite the failure of schools to 

prepare graduates to secure employment and to pursue a valued livelihood (Bloch, 

Beoku-Betts and Tabachnick, 1998; Jeffrey, Jeffery and Jeffery, 2008; Vakalisa, 2008). It 

seems that formal systems for education are no longer conceived of as the panacea for the 

problems of development. In Tanzania, the teaching profession has lost prestige and may 

be a last resort for employment, and, especially in rural areas, teachers may have low 

levels of education themselves (Wedgwood, 2007). The combination of under qualified 

teachers and inadequate resources exacerbates the problem of low quality instruction.  

This may be changing due to the strong recommendation by development institutions for 

governments to develop private-public partnerships in education (Verspoor, et al. 2008), 

which means external actors are increasingly involved in the delivery of education and 

teachers are beholden to the expectations of their new employers. 

Shifting boundaries. 

Globalization is having other important influences on the experiences of young 

people living in rural SSA who wish to access secondary education (Ansell, 2004).  

Ansell’s (2004) study conducted in Lesotho and Zimbabwe provides critical insight in to 

local constructions of the meaning of secondary school education and the implications for 

youth, earnings, and adulthood in this region. Ansell (2004) designed a study that used 

single-sex focus groups for students; interviews for teachers, school managers, and 

governors; and interviews of formally employed women, villagers, and key decision 

makers. School based research was also conducted in the form of participant observation 

and textual analysis of curricular content and policy documents. In describing the 

background for this study, Ansell (2004) explains that previously, male labor migration 

was common when international investment spurred local industrial development. Males 

preferred wage jobs as adults, even if they were far from home, over expensive and low 

quality secondary schooling.  These two factors (males finding employment away from 

home and the cost of schooling) increased the likelihood that the adult life of a woman 
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would be experienced most likely as childrearing and subsistence agriculture.  

Globalization is changing what job opportunities are available at the same time as formal 

employment increasingly requires a secondary education degree (Ansell, 2004).   

This study found that young people who enter secondary school do so by delaying 

local conventional “boundaries” (p. 184) such as getting married, having children, and 

establishing a new household. In addition to pushing back these life events, students 

leave home earlier to attend secondary schools, as they are commonly enrolled in 

boarding schools. This can have different impacts on gendered identities, and even 

increased students feelings of independence. For example, males took up shopping for 

food, cooking and washing their own clothes despite these being recognized as ‘female’ 

tasks. Another example of a gendered impact was that girls were perceived as more likely 

to use their earnings as a contribution to the household despite the fact that contributing 

wages to provide for the family was traditionally a male responsibility. For women 

especially securing an income provided them more economic independence and was 

perceived as protected them against failed marriages or abusive relationships. More 

generally, Ansell (2004) found that secondary school influenced the construction of an 

adulthood that has “much less gender differentiated than that which characterized youth 

transitions in the past” (p. 192). In spite of this new found independence and shift in 

gendered responsibilities, students shared that their parents would continue to make 

major decisions like who to marry and career direction. 

The central purpose of attaining this education was communicated by 

interviewees as “formal sector work” and parents and teachers felt “they would feel hurt 

or that they had wasted their money if their children dropped out of secondary school… 

or could not find work” (p. 189).  However, Ansell (2004) found that secondary school 

actually appeared to decrease access to formal employment by increasing selectivity for 

limited job options. Access to jobs depended on other factors, including certificates, 

information on job openings and ability to prepare the relevant materials, and gender 

inequities. The same qualifications would result in different opportunities for a man than 

for a woman, which fed in to perceptions that it was more important for males to seek 

lucrative employment than for a woman to struggle for a job that gave her little 
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remuneration. Ultimately, secondary school was found to have benefitted a minority of 

students, but the majority suffered the unintended consequences that secondary school 

seemed to derail and undermine local constructions of how a youth transitioned to 

adulthood. This author faulted secondary schooling for failing to provide students with 

“skills or knowledge of the value in creating employment for themselves, and they are no 

better able to obtain work than those who only attended primary school” (p. 199). 

Meanwhile, due to the structures and processes of attending secondary school, young 

people were “increasingly held responsible for the success of their transitions to 

adulthood” (p. 200). More research would illuminate how secondary school might 

respond to the contextual reality to offer all youth the opportunity to make a successful 

transition into a valued livelihood.  

Elusive outcomes and benefits that cannot be generalized. 

As yet, there is still much to understand as to why education and training is not 

alleviating poverty (Chant and Jones, 2005). The informal sector, teeming with youth 

exhibiting all the qualities of ‘entrepreneurship’, arguably hosts the largest proportion of 

economic activity in urban Africa (Sommers, 2010). Sommers (2010) pointed out, “A 

failure to recognize the vitality and necessity of informal markets constitutes a denial of 

fundamental economic realities” (p. 323). Acknowledging that formal jobs are scarce, 

and those that exist are likely to require skills that youth do not have, Sommers (2010) 

describes youth that are frequently engaged in small scale entrepreneurial activities. 

Sommers (2010) believes that “African cities, which are already underserved and fiercely 

competitive economic environments, are negatively impacted by neoliberal approaches to 

African development” (p. 328). Among other recommendations, he points out the need 

for overhauling current government policies to support young people in pursuing 

earnings and accessing secure housing and underscores the gap in understanding the 

youth perspective of self employment and the role of secondary education.  An extension 

of this would be the need for training educators to equip secondary school students with 

the knowledge, skills, and behaviors that will lead them to be able to pursue a fulfilling 

career and achieve economic stability. 
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Context is put at the center of some theories on student learning experiences at work. 

Guile and Griffiths (2001) argue that any analysis of learning from a work experience 

must acknowledge how context influences student learning and development. From this 

perspective, learners bring their own prior experiences into the curriculum and work 

experience, and must build the necessary skills to negotiate this “boundary crossing”. The 

pedagogy for this model requires that instead of treating knowledge and skills as 

“separate and bounded entities which can be taught independently of their actual, 

practical application” (p. 116), the students must be guided to situate their workplace 

learning, and related knowledge and skillsets, within their sociocultural context. This 

approach contrasts with more traditional concepts of transfer, which “rested upon the idea 

that learning simply consists of acquiring knowledge and skills in one context ( a 

workplace )  and reapplying it in another (another workplace)” (p. 126). In addition, this 

approach disregards the influence of prior experiences and learned behavior, which may 

shape student purposes for their learning and intended outcomes.   

It cannot be assumed that entrepreneurship education will benefit all youth or that 

entrepreneurship education will benefit all youth in the same manner. DeJaeghere and 

Baxter (2014) argue that an evaluation of a youth entrepreneurship education program 

should consider the social and economic context in order to understand how such an 

educational opportunity influences an individual’s pursuit of a valued livelihood. This 

emerging scholarship draws on Sen’s (1999) capabilities approach, a theoretical 

approach that examines how individuals proceed to make choices or decisions that enable 

them to pursue valued livelihoods. These scholars analyze how youth translate their 

experiences in an entrepreneurship education program into actions that benefit their 

livelihoods. These authors argue that to support youth beyond necessity entrepreneurship, 

multiple actors must understand and respond to the factors that produce local inequity 

and constrain youth livelihoods (DeJaeghere and Baxter, 2014).  

Gender is another factor that impacts youths’ experience of education and their 

transition into employment, and so it is likely to shape their experience of 

entrepreneurship education. Males and females will negotiate socio-economic 

expectations and responsibilities in gendered ways in Tanzania (Sommers, 2010), and 
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this will influence the impact of entrepreneurship education. Sommers (2010) describes 

the pressures on female youth, and the risks that accompany them, “They tend to have 

significantly fewer economic options than their male youth counterparts, and when other 

options fail, prostitution may be the only means of survival – a perilous, if seemingly 

unavoidable path… in Dar es Salaam, transactional sex may be an occasional necessity… 

it means a dramatically heightened vulnerability to infection from sexually transmitted 

disease, including HIV/AIDS” (p. 327). Interviews of young men and women in northern 

Ghana found schooling impacted the strongly held gendered perceptions of a young 

person’s transition to adulthood and of their role in providing for the household (Arnot, 

Jeffery, Casely-Hayford and Noronha, 2012). Arnot et al. (2012) signal another area for 

future research by summarizing, “Our paper highlights the importance of situating any 

discussion of educational impacts on transitions into adulthood and out of poverty within 

the framework of personal gender relations” (p. 192).  

Entrepreneurship education that targets youth mirrors many elements of 

microenterprise programs, and so it is useful to draw on lessons from the literature 

examining how the construction of gender mediates the impact of such programs on men, 

women, and households. Scholarship continues to emerge that historicizes the political 

and economic motivations causing NGOs to champion microenterprise development 

programs as poverty alleviation strategies in both domestic and international development 

(Premchander, Prameela, and Jeyaseelan, 2009; Karim, 2011; Jurik, 2005). The 

scholarship of Ahmed (2008) illustrates one example of this research by amplifying the 

voices of low-income women in rural Bangladesh who had benefitted from loans given to 

them by Grameen Bank. Ahmed (2008) identifies a disconnect between the intention and 

results of Grameen Bank, given that women participants were often denied the option to 

work and forced to deliver the grants to their husband for management. She criticizes the 

Grameen Bank for failing to address how the construction of gender, the dynamic 

between genders, and the complex formation of gendered identities influences financial 

and social empowerment. Ahmed (2008) recommends strategies to reduce domestic 

violence at men who break from tradition, and, in this way, to “use men to change men” 

(p. 148). Ahmed (2008) uses her research analysis to provide practical, logical, and 
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theoretically grounded recommendations for Grameen Bank. Still, she fails to address the 

masculinities that continue to violently oppress women. Moreover, Ahmed (2008) 

focuses on adults without attending to transitions between childhood, youth, and 

adulthood that preserve, break with, or transform gendered identities.  

Evidence from research on development interventions aimed to increase women’s 

entrepreneurship in Tanzania points to the patriarchal systems and gendered constructions 

of identity that negatively impact the daily lives and choices of men and women. Sigalla 

and Carney (2012) investigated microcredit programs in Dar es Salaam, Tanzania. The 

NGO and policy discourse heralded these ‘women entrepreneurs’ as emblems of modern 

and empowered women. Yet interviews reveal the benefits, drawbacks and challenges 

that these women experienced as a result of successfully participating in program training 

and attempting to maintain their business operations.  For example, Sigalla and Carney 

(2012) report that conducting business and fulfilling the expectations of the NGO, 

including the repayment structures, placed women under “intense pressure to conform to 

the norms of the market economy” (p. 17). Further, engaging in these enterprises did not 

produce changes in the gendered division of labor, nor in the ways that women were 

“subordinated to their husbands, extended families and the communities” (p. 19). Women 

were aware of how their participation reflected on the perceived masculinity of their 

husbands, in that it could be interpreted as behavior undertaken because their husbands 

were not earning enough to provide for the family. 

Despite this, many women reported that their lives had benefited from the 

business. Sigalla and Carney (2012) assert that a “profound impact of involvement in 

microcredit has been a new awareness of the subjective conditions that structure 

participants’ daily lives and life possibilities” (p. 22). The ways in which the program 

forced participants to negotiate and renegotiate their identities offered them a profound 

opportunity for self examination. The process by which the program provided 

participants this space for self examination was missing from this research. 

Summary. 

The contribution of this literature has been to historicize the metanarratives 

invoked by discourse that advances entrepreneurship education that targets youth of 
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secondary school age. Conditions that have been described as problems rely on a 

particular construction of a population of ‘youth’, and development discourse has largely 

presented entrepreneurship education as an appropriate solution to transfer. Scholarship 

reveals the contradictions inherent in discourse that portrays youth as currently inactive 

and in need of entrepreneurship education to enact their agency even while claiming that 

they have innate entrepreneurial tendencies to release so that they may reach their 

potential as leaders.  Research has invalidated the assumption that the school to work 

transition is linear around the world. There are well established relationships between 

extended familial networks, household earnings, youth pursuit of employment, and 

education. It is clear from the research on microenterprise programs that entrepreneurship 

education is unlikely to benefit all youth in the same way.    

  

These bodies of literature have situated my research within the current scholarship 

associated with entrepreneurship education. In summarizing this research, I have aimed 

to suggest ways in which actors with multiple agendas may influence the process of 

implementing entrepreneurship education. Secondly, I have opened a discussion about 

how imported ideas about “youth”, “entrepreneurship” and “education” will translate and 

be adapted when implementing entrepreneurship education in Tanzania. Chapter 4 

outlines my research methodology and draws on social constructionist theories to frame 

the design of my study. I will be conducting a case study drawing on ethnographic 

methods to investigate local understandings of the entrepreneur and entrepreneurship, and 

local expectations for the outcomes of entrepreneurship education.  
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Chapter 4: Methodology and Methods 
 
The following excerpts derived from participant interviews aim to provide evidence of 
how my identity as a researcher within this context influenced data collection:  
 
 

Honestly I am happy to be visited and I didn’t expect that I would get this chance to sit down 
and share these ideas… to be visited with guests that have never visited before. So I am 
happy. I have a daughter, who wants to study, and that school has problems. So I would like 
to have your help, any help.  

(Mercy, personal interview conducted in Swahili and translated to English, March 2014) 
 
 

 
I was grown up in Songea, now I’m here and so I’m meeting new people. I’ve never even been 
familiar with them. See, I’m meeting with you, a new color, new race, and different 
traditions… I need to behave, to know how to work with others, to make friendships. Good 
relationships so that you cannot feel bored, you feel human, peaceful, friendly.  

(Wallace, personal interview conducted in English, March 2014) 
 
 
 
J: What is the benefit of this interview for you? 
 
My Answer, English then translated to Kiswahili: 
 
The hope for these interviews is that…  I believe what current small business people and small 
entrepreneurs know in this context should inform what is taught in entrepreneurship education. 
Right now, in the research and the discussions, I don’t hear the experience of someone who is 
actually a local business person or an entrepreneur here in Njombe. I only hear that it is 
important to teach in this way. I want to make sure your opinion, those of people who are 
running their businesses like this, their opinions and views are a part of the conversation. For 
you, it is true there may only be appreciation at the end.  There is no real benefit (for him). You 
are free to choose not to participate, I understand. 
 
J: But what I want to know is that, even though it is not for me, maybe for someone else, I 
really want to know what is the benefit of this thing [the interview] that we are doing. Not 
whether at the end of the day to get appreciation. No, that was not my intention. 
 
Interpreter replies in Kiswahili, then translates to English: 
What she said is that the benefit is for the students and for the next generations that are coming. 
Because she wants to advise those who will be developing curricula. She will advise them that 
the people who are actually doing the small business activities, they are saying these things. 
They advise that if students are taught this and this it is good. Rather than them thinking that if 
we bring this curriculum from outside it will be good – instead these suggestions from your 
experiences will indicate what will be good for them. 
 
J: [He agrees. Interviewer demonstrates how to use the recorder.] 

(Jabari, personal interview conducted in Swahili and translated into English, April 2014) 
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This study asks how caregivers, secondary school teachers, and local business 

persons from Njombe understand the concept of the entrepreneur and entrepreneurship, 

and their expectations and goals for learning entrepreneurship education as part of 

secondary education in Tanzania. This chapter is divided into three sections. The first 

section provides an overview of the methodological framework, which includes a 

description of how social constructionism informed the design and execution of the 

research, the use of and procedure for taking field notes, the development and revision of 

the interview structure, and the multiple stages of data analysis. The second section on 

reflexivity examines my role and identity as a researcher in relationship to the backdrop 

of conducting research in this context of the southern highlands of Tanzania. The third 

section details the design of the study and the methods that I used. This includes a 

description of the use of the case study method, the timeline and parameters of the study, 

the use of field notes and journals, the sample selection of participants, the interview 

protocol and procedure, the role of my research assistants, and the analysis of the data 

and triangulation of findings. I conclude the chapter with a final section that describes 

limitations to the study and analysis, including ethical issues that affected the execution 

of the study.   

I. Methodological framework 

Social constructionist epistemology posits that understanding and knowledge is 

produced through an individual’s participation in social practices, such as those that 

occur in relationships with other individuals, with social groups, and by engaging with 

societal institutions (Young and Papaduik, 2012). This theoretical framework supports 

the study of how local understandings of the entrepreneur and entrepreneurship are 

produced through social interactions between key actors, and how knowledge about and 

expectations attributed to these concepts are contextually embedded within temporal and 

location specific sites (Lindgren and Packendorf, 2009). According to Lindgren and 

Packendorf (2009), the understanding of entrepreneurship is “embedded in local history 

and tradition” (p. 211) and reflects the social processes and expectations of social 

behavior. Recent scholarship encourages the study of the phenomenology of 

entrepreneurship in order to ascertain the meaning that individuals attach to it, and to 
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investigate how entrepreneurship is “enacted in everyday life” (Berglund, 2007, p. 76).  

To draw on these principles of social constructionism and motivated by the new 

directions of research on entrepreneurship, I designed my research as a phenomenological 

qualitative case study. The phenomenological approach focuses on asking what is real 

and what is meaningful, or “essential”, and moves away from applying a particular 

theoretical approach or employing methods of categorization to individuals (van Manen, 

1984). Such “essential meanings” of a phenomenon are those constituted by elements or 

qualities “without which it would not be that phenomenon” (Dahlberg, 2006a, p. 11). 

Phenomenology approaches existence as that in which an individual and context are 

inseparable (Dahlberg, 2006b).  

Researchers using phenomenology investigate the meaning of a particular experience 

by interviewing individuals who have been involved with and participated in it. These 

interviews are designed so that such individuals have the opportunity to give detailed and 

concrete descriptions of lived experiences that are salient to the phenomenon 

(McClelland et al., 2002). Van Manen (1984) asserts that such a description is complete 

when it “reawakens or shows us the lived meaning or significance of the experience in a 

fuller or deeper manner” (p. 38). By drawing on hermeneutic phenomenology, this 

research examines the meaning of the entrepreneur and entrepreneurship as an experience 

of every day life for interviewees, within a web of interrelated historical practices and 

contextually embedded understandings (Neergaard and Ulhoi, 2007). 

There are several well-known issues to consider with regards to phenomenological 

studies. First, because the phenomenon approaches the individual as inseparable from his 

or her context, it can be challenging to discern the parameters of the phenomenon and 

whether, or how, it is connected to other phenomena (Dahlberg, 2006a; Dahlberg, 

2006b). As Dahlberg (2006b) concisely states, “Everything that is, is so because of 

everything else that exists” (p. 2). Researchers thereby aim to conduct “open” interviews 

during which participants provide concrete and specific examples from their lives. 

McClelland et al. (2002) describes such “openness” as “setting aside everything else and 

giving oneself over to listening and comprehending the informants’ accounts of their 

experiences… being honestly interested in each informant’s story” (p. 5). A second major 
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issue is that phenomenological researchers undertake the study with the understanding 

that they become “part of the same world as we are investigating” (Dahlberg, 2006a, p. 

15). The implication is two fold: the researcher must distinguish self from the 

phenomenon under investigation; and the researcher must attempt to contain what one 

thinks, one already knows or takes for granted about the phenomenon. The researcher has 

the responsibility to set aside “personal beliefs, theories, and other assumptions that 

otherwise would mislead the understanding of meaning” (Dahlberg, 2006a, p. 16). To 

reduce the risk that preconceptions influence the study of the meaning of the 

phenomenon, the researcher aims to gather the participants’ narratives using their 

wording to describe “living the phenomenon” (Dahlberg, 2006b, p. 6).  Addressing these 

common issues of phenomenology requires reflexivity and the ongoing development of 

sensitivity to the means of communication used by participants. 

A case study is defined as an investigation into contemporary phenomenon within a 

particular and extant context (Yin, 2013). The case study is a form of research that 

employs multiple data collection tools to depict an in-depth, primarily descriptive account 

of how a phenomenon takes place within a bounded system from the perspective of the 

participants (Chadderton and Torrance, 2011). In this study, the use of case study 

methodology has enabled data collection that describes the phenomenon of the 

entrepreneur and entrepreneurship from multiple perspectives, accounting for different 

variables and from a longitudinal perspective (Merriam, 2009).  

The purpose of the phenomenological case study is to develop a deep understanding 

and analysis of a phenomenon within a ‘bounded system’ (Merriam, 2009). A bounded 

system refers to a unit of analysis determined to be salient to the phenomenon within the 

context, and is selected as a representative case (Merriam, 2009). The aim of my case 

study is to uncover, describe and explain “the interaction of significant factors 

characteristic of the phenomenon” (Merriam, 2009, p. 43). Therefore, my study defines 

the unit of analysis as key stakeholders in the implementation of entrepreneurship 

education in Njombe, namely local caregivers, teachers and local business owners who 

undertake income-generating activities. The meaning that these participants draw from 

their experiences is central to the inquiry (Mertens, 2010). This methodology supports the 
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investigation of how the meaning of the entrepreneur and entrepreneur is embedded in 

social processes at home, at school, and in town as well as the historical context. In 

addition, it uncovers the purpose and expectations of entrepreneurship education from a 

stakeholder perspective. These findings are paramount to research on entrepreneurship 

education because they affect the meaning of this instruction for learners, and therefore 

the outcomes of implementation.   

There are challenges to drawing the boundaries of any case. Such challenges include 

how to attend to the ways that physical sites of interest involve a broad spectrum of 

actors; ensuring adequate recognition of how the social and historical influences shape 

the assumptions undergirding the research; and the perceptions projected by the 

researcher of the study context (Chadderton and Torrance, 2011). To respond to these 

challenges, researchers conduct interviews, which “offer an insight into respondents’ 

memories and explanations of why things have come to be what they are, as well as 

descriptions of current problems and aspirations” (Chadderton and Torrance, 2011, p. 

54). Secondary methods include fieldwork, informal conversations, examining 

documents and site observations. In this way, it is possible to determine the appropriate 

boundaries within which to study the real-life phenomenon within the context of real life 

experiences (Yin, 2013).  

My initial reference points to draw the boundaries of this case study were my field 

notes on the social processes and interactions that took place during my prior two years 

of experiences in the site of the study.  During these extended trips, I engaged in 

numerous informal conversations, conducted formal interviews with students, observed 

and wrote field notes from visits to schools, Njombe town and the households of 

caregivers that had children enrolled in secondary education where they studied 

entrepreneurship education. Based on this preparatory work, my research design initially 

identified the boundaries of my study participants as caregivers, teachers, and local 

business persons within the complex context of Njombe town, in order to answer my 

research questions within this area of the southern highlands of Tanzania.  
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II. Reflexivity as a researcher 

It is critical to elucidate how my role as a qualitative researcher affected this 

research process (Maxwell, 2005; Patton, 2002). In qualitative studies, the researcher 

does not ascribe to the idea that it is possible to remove the influence of those who 

designed the study from data collection and analysis. Instead, the researcher aims “to 

understand it and to use it productively” (Maxwell, 2005, p. 109). Acknowledging the 

role of the researcher as a data collection instrument produces analysis with greater 

validity and quality (Maso, 2003). According to Patton (2002), a researcher undertakes 

the important practice of reflexivity in order to develop self awareness and show a 

consciousness of the perspective that he or she brings to the study.  

Reflexivity reminds the qualitative inquirer to observe herself or himself so as to 
be attentive to and conscious of the cultural, political, social, linguistic, and 
ideological origins of her or his own perspective and voice as well as – and often 
in contrast to – the perspectives and voices of those she or he observes and talks 
to during field work. Reflexivity calls for self-reflection, indeed, critical self-
reflection and self-knowledge, and a willingness to consider how who one affects 
what one is able to observe, hear, and understand in the field as an observer and 
analyst.  The observer, therefore, during field work, must observe self as well as 
others, and interactions of self with others.  

(p. 299)  
 

Reflexive practice allowed me to understand the influence of my identity, how 

this influence affected the validity of my data, and how identifying this influence 

increased my ability to be open to varied interpretations of my data (Maxwell, 2005). The 

purpose of this reflexivity was to be transparent about how my account of reality was 

indeed my own, that my subjective experience was part of a process of data analysis that 

“creates or constitutes as real in the first place whatever it describes” (Emerson et al., 

1995, p. 213).  As Stake (2010) states: 

Two realities exist simultaneously and separately within every human activity. 
One is the reality of personal experience, and one is the reality of group and 
societal relationship. The two realities connect, they overlap, they merge, but they 
are recognizably different.  

(p. 18) 
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To practice this aspect of reflexivity, my field notes and conversations with local 

informants included questions and alternative explanations for how I depicted reality, and 

descriptions of the factors that influenced my observations and my process for decision 

making in terms of actions, communication and other social interactions.  The purpose of 

this process was to increase my sensitivity to how my presence mediated the social 

processes and interactions that took place during data collection and that created meaning 

during data analysis (Van Maanen, 1988).  

During fieldwork, my daily reflexive practice sharpened the detail of my 

observations and redirected me from fitting data into preconceived notions or theories. As 

Frankham and MacRae (2011) reason, “It is important to differentiate what you see and 

hear and what you think about what you see and hear… through problematizing our 

interpretive processes, there is potential for new thoughts to emerge that we can bring to 

bear on the research” (p. 35). Later, during data analysis, my reflexive practice generated 

alternative interpretations and challenged me to reconsider projections or judgments I had 

made while I was in the field (Frankham and MacRae, 2011). Throughout this research, I 

implemented recommended strategies for reflexive practice, as well as acquired and 

developed new methods that responded to my lived experience within the context.  

As a reflexive researcher using social constructionism as my theoretical 

framework, I also recognized that the results of this study are inextricably linked to the 

social processes that engaged the participants in the research. Therefore the social 

processes that engaged participants in the research became a part of the data and 

considered as part of the research.  

Who am I as a researcher? 

To begin, I unpack a few of the multiple identities that informed this research. 

Through this analysis I hope to connect my personal experiences to those of my 

participants, and investigate “what aspects of the self are the most important filters 

through which one perceives the world and, more particularly, the topic being studied " 

(Behar, 1996, p. 13). As a professional I began this research with preconceptions about 

being an entrepreneur and entrepreneurship, as well as entrepreneurship education within 

this context (Finlay and Gough, 2003). These stemmed from my personal experiences, 
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which included extensive international travel, work at an NGO dedicated to youth 

development, experience as a classroom teacher, and my service as a Peace Corps 

volunteer.  

Throughout my childhood and young adulthood, I was privileged with the 

opportunity to travel as an individual and with my family. These trips spanned multiple 

countries and continents. During my weeks and months abroad, I encountered diverse 

peoples engaged in income generation in varied socio-economic and cultural contexts 

around the world. Observing these economic activities led to a personal bias that an 

achievable and desirable option for anyone was to own and operate an income generating 

activity, and that financially supporting these activities to expand would be beneficial for 

the owner. I assumed that benefitting the owner directly and positively impacted his or 

her family and community.   

Another experience that contributed to this initial bias was my early work at a 

domestic youth development organization in New York city. This NGO supported youth 

either to launch businesses that reinvested in the local community or to start community 

development projects that included activities to ensure financial viability. In addition to 

convincing me that supporting individuals and teams to undertake small income 

generating activities led to individual and social benefits, my experiences engaged me 

with a community of ‘youth development workers’ that celebrated the developmental 

stage of ‘youth’ and the potential of young people as change makers in their community.  

 While this experience fortified my commitment to empowering youth through 

project based, real-life experiences, I also saw the impact of home, community and 

school settings on youth as learners. These settings affected more than just the types of 

business ventures they desired to launch, or the way that they described the problems in 

their communities and their relationship to those situations. They appeared to affect how 

they perceived themselves in relation to the formal education system, how they interacted 

with unfamiliar peer and professional networks, their processes for accessing communal 

resources, their responses to different dilemmas during the program, how they 

approached working as a team, their ability to make short and long term goals as well as 

their personal aspirations for the future, and so forth. After nearly two years working 
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closely with youth participating in this program, I decided to learn more about how to 

provide equitable, quality education by pursuing my M.A. in Curriculum and Instruction. 

A year and a half later, I graduated and began my first of six years as a primary school 

teacher. 

As a teacher, I placed primacy on securing a safe and trusting relationship with 

each child. I found that this foundation formed the basis of their confidence to explore, 

create, learn, face challenges, access their personal strengths and confront abilities and 

skillsets that needed development. My pedagogy was based on principles of 

constructivism, namely that the development of understanding begins with what the child 

brings to the learning environment and grows out of how the child integrates new 

experiences into their prior schema. This philosophical orientation also influenced my 

relationship with parents. I assumed that parents understand their children in depths and 

breadth unimaginable to myself as their teacher. My practice relied on partnering with 

parents to analyze the similarities, overlap, and distinctions between the behavior I 

observed and interpreted in the classroom and those behavioral patterns that the child 

displayed at home. Working with parents in this way led to a greater understanding of 

how school contexts appeared to nurture or deter learners from making a behavioral 

choice that led to greater understanding, and how cognitive or physical requirements 

shifted the motivation and engagement of children. My experience with and commitment 

to working with parents affected my decision to include caregivers as stakeholders in 

entrepreneurship education initiatives and my interview instruments for this participant 

group. In addition to this work within the school community, I became involved with 

several local organizations that worked in diverse communities in the city to improve the 

accessible quality educational opportunities for children. 

In order to further understand the effects of educational policy on the equitable 

provision of quality education, I decided to push myself into a role that challenged how I 

identified myself and unmasked my assumptions about schooling. I resolved to learn 

more about the environment from which immigrant children in the U.S. had spent their 

early childhood and within which they had their first educational experiences. I hoped 

that this would help me to understand more fully the challenges they face in integrating 
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into the American school system as well as the way that the system marginalized their 

experiences and contributed to recreating social inequities outside of the education 

system. To that end, despite my immense fulfillment from working with children, their 

families, and with my talented colleagues in my school community, I chose to join the 

Peace Corps. 

As a Peace Corps volunteer resource teacher in Lesotho, I developed a more 

critical perspective about the definition, current provision, and goals of ‘quality formal 

schooling’ as they were framed by actors external and unfamiliar with the settings of the 

intended beneficiaries, especially in resource poor settings. In the remote mountain 

village where I lived and worked with early childhood and primary education teachers, I 

saw first hand how teachers struggled to understand, teach, and make relevant 

decontextualized curricular content (or content that represented circumstances, people, 

and experiences from outside the country). The demands of students’ experience in 

school had little relevance to their daily realities and precluded valuing their knowledge, 

skills, and competencies. It was with this uncertainty about the relationship between 

formal education and improving livelihoods that I enrolled in my graduate program at the 

UMN.  

My academic coursework, as well as my involvement at the UMN as a graduate 

assistant and project fellow collecting and analyzing data for the research and evaluation 

project between UMN and The MasterCard Foundation-Canada, enhanced my analytic 

abilities. It provided me with firsthand fieldwork experience with local actors. We 

collaboratively engaged with making meaning from the data by transcribing, translating, 

writing memos, analyzing, and drafting reports together. Meanwhile, I was immersed in 

courses that exposed me to a wide range of paradigmatic assumptions and scholarship. 

This allowed me to critically reflect on the application of theory to program design and 

evaluation, as well as the way that theory shaped data interpretation and findings. 

Each of these periods of my professional life affected the lens with which I 

developed my research questions. By the time that I was determining my dissertation 

topic, it appeared that I was experiencing cognitive dissonance. On the one hand, I 

recalled my early experiences at the youth development organization and sustained my 
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belief in the importance of nurturing what I had understood to be the entrepreneurial 

mindset as part of a quality educational experiences that empowered learners to reach 

their goals and expand their potential to positively contribute to society. On the other 

hand, I had witnessed that entrepreneurship education programs and models implemented 

to improve ‘quality’ education were driven by multiple agendas and did not necessarily 

reflect the priorities or needs of the intended beneficiaries. My experience teaching and 

working with teachers led me to believe that the meaning of educational experiences was 

contextually embedded, that schooling was only a small subcomponent of the process of 

education, and that there were actors universalizing particular definitions and relative 

importance of educational concepts despite how the concept translated into different 

contexts.  

The result of harboring these seemingly inconsistent ideas was a study that 

reflected my “real and living doubt” (Maso, 2003, p. 41) about how universalized 

conceptions of the entrepreneur connected to the lived experiences in the southern 

highlands of Tanzania. This doubt combined with my commitment to and serious interest 

in increasing access to and improving the quality of equitable educational opportunities 

within under resourced settings. This commitment and serious interest in lived 

experiences are considered prerequisites for undertaking phenomenological research (van 

Manen, 1984). Through this research, I aimed to investigate whether initiatives that 

aimed to teach entrepreneurship education employed a process of ‘classification and 

negation’ (Tuiwai Smith, 2012) and ‘legitimation and marginalization’ (Gill, 2014) with 

important negative unintended consequences for stakeholders. I hoped that undertaking 

this study would fill a gap in the scholarship that informs initiatives to teach 

entrepreneurship education in secondary schools within this setting. I intended to explore 

the complexities of promoting and teaching entrepreneurship by finding new connections 

and interpretations within an under researched setting (Stake, 2010). 

While my professional identity as an academic ‘in training’ and as an educator led 

to this dissertation, other identities played primary roles during my research, including 

my racial, gender, religious, national and economic identity. Depending on the 

circumstances, these identities would ease and/or restrict my access to information, 



   105 

 

facilitate and/or limit relationships to participants and within the community, and increase 

and/or decrease my vulnerability. First, my racial profile physically and socially is white, 

or Caucasian, in the United States, and this identity carries over to Tanzania. My own life 

experience and understanding of this race has been shaped by societal and institutional 

privilege as well as the assumptions and biases that have affected my interactions with 

other people. In the context of Tanzania, my race invoked historical narratives and linked 

me to the behaviors, attitudes, and economic status of other white people from around the 

world. For example, in this excerpt I walk with a participant to conduct her interview. My 

initial aim was to build our connection around our similarities as single women, our age, 

our relationships with families and loved ones; from her response I learn how my race 

affects her perception of me and the narratives my presence invokes for her.  

We continue to walk in silence. ‘Lets look for the sun’, I say, though it is a cloudy 
and foggy day. 
 ‘You like the sun?’ she asks. 
 ‘Yes, I know it is not good for my skin but the warmth feels so good’.  I 
point to a place on my face that I am worried about because it is a raised skin 
spot, ‘But look here, the doctor has told me I should not be out in the sun.’ I’m 
trying to provide her with some distraction and sense of safety, discussing 
something that I think is innocuous. ‘You are lucky you don’t have these!’ I say. 
 ‘Yes’, she touches her hand, and says, ‘We do not have this problem’. 
 I continue, ‘Your skin stays so beautiful, mine it gets these lines and 
spots… remember that photo I showed to you?’. I had showed her a photo of 
myself and my boyfriend two years earlier, and at the time the teacher had been so 
surprised. Is that you?, she had asked. But you look so beautiful!  I remind her, 
“Remember that you said I look so different, eh? That was just a few years ago. A 
year or two ago.” 
 She raises her eyebrows when I say that it was only a year or two ago. 
 “So you are lucky!” I say. 
 “But you are lucky, “ she says. “You are white, and white is perfect.” 
 I snort. “That is a lie”, I say. She laughs, and I laugh then. “It is a very old 
lie,” I say. We both look ahead at the path. 

(Field Notes, March 4, 2014) 
 

At my site specifically, because of the colonial history involving the German and 

British, as well as the present day infusion and somewhat tense relationship with persons 

working for the Italian NGOs, I found that local people seemed to value distinguishing 

me as an American. I also noted that my identification as an American, and a doctoral 
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student from the United States, was something immediately mentioned by my research 

assistant when he introduced me during the first phase of the consent process with 

participants. In retrospect, I realize that because the consent process used paper 

informational forms and required minimum literacy (although all forms were translated 

and spoken in Kiswahili prior to consent and the interview), it invoked historical 

narratives tracing back to colonialism. This may have resulted in several unintended 

consequences: it may have influenced the data provided, it may have failed to be 

sufficient to inform the participants of their rights and confidentiality, and it placed 

responsibility to keep and protect the document with the local actor.  

My gender identity as a woman, as well as my status at that time as unmarried and 

without any children or dependents, was a frequent topic of conversation among local 

people. It may have built more trust among some (mostly single, female women younger 

than myself), while it seemed to generate suspicion for others and in some circumstances 

seemed to increase my vulnerability to risk and sexual harassment. Moreover, the ways in 

which I understood gender and my expectations regarding gender equity shaped the 

selection process of my participants, my data collection during interviews, field notes and 

observations, and my analysis of data. 

My conceptions of gender and experience of gender equity appeared to be 

dissimilar to almost all of the Tanzanians with whom I interacted. For example, I was 

raised in a household by a mother and father who both had ambitious careers, who earned 

roughly equivalent salaries that were shared in a joint account, and who made all 

decisions regarding finances and other issues as a couple. Conversations with my parents 

left me with the attitude that men and women had equivalent intellectual capacities and 

potential for a successful career. My father crowed proudly of his perceptions of my 

mother’s professional success as heartily as my mother did in return. They both retold 

stories of the changes they had experienced in women’s rights over the course of their 

lifetime. My father shared self-deprecating and candid realizations that he acted in ways 

he now understood as sexist, and my mother sharing indignant narratives of struggling as 

one of the first females in her profession against misogynists and long established 

patriarchal power structures that marginalized the female experience. Physical prowess 
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and athleticism, however, I learned to associate with males rather than females.  My 

father had been in the army, enjoys playing games recreationally, and informally follows 

sports. My mother’s main form of sport is swimming and walking.  These examples of 

my gendered conceptions of male and female shaped my observations, my data 

collection, my data analysis and my reflexive process. Additionally, I understand now 

that these categorizations of male and female in themselves recreate binaries that fail to 

reflect the spectrum of gender identities extant as lived experiences.  

As a Jewish person in a predominantly Christian religious setting with a smaller 

percentage of people of Islamic faith, I kept my religious identity private and did not 

participate in traditions that represented my faith. Furthermore, I did not actively pursue 

joining in common religious activities such as going to church. Religion is a common and 

frequent topic among the local people I befriended, and I cannot fully appreciate how my 

inability to engage in religious conversation and find commonalities impacted my 

relationships or my research. There were a few persons, such as my primary research 

assistant in Njombe, who knew of my religion. Those who did learn or were told often 

proactively started discussions with me, as I was the first Jewish person that they had 

ever encountered. I do not know whether these conversations strengthened relationships, 

as I tended to project that they did, or actually increased barriers born of difference and 

discomfort.   

Compared to those local Tanzanians with whom I interacted regularly in Njombe, 

my financial status was that of extreme wealth and educational privilege. Throughout my 

childhood and maturation into an adult, I have been socialized within the middle and 

upper-middle class. Basic needs, physical safety, access to quality education, and 

preventative as well as treatment oriented healthcare were provided to me, to my 

relatives, and to our social network. This affected interactions in untold ways, and I tried 

to become more aware of how my statements and questions implied particular norms and 

expectations. As one example, I would like to focus on the ways in which my identity, 

and particularly my access to financial resources and connection to the network of 

external aid, protected my health and safety as well as affected the process of data 

collection. 
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Daily vulnerability and risk was a theme that repeatedly surfaced during my 

interviews when participants described their strategies to mitigate these factors, and my 

own ability to circumnavigate these issues affected my interactions with local actors as 

well as affected my decisions about how to conduct data collection. To begin, 

transportation was an expense that involved risk and it was a key factor affecting lived 

experiences and my data collection. I was in the field during the rainy season. The rain 

drenched everything, turning dirt roads into muddy paths polka-dotted with pot holes. My 

accommodations were off one such dirt road, a side street off one of very few paved 

roads in town but still considered close to the main road. It was necessary to walk on this 

road alongside a variety of modes of transportation in order to reach this main road, at 

which point I needed to choose how to continue approximately three kilometers more to 

the center of town. When I needed to shop for food or personal items, and in order to 

interview local business owners, I would usually walk to town alongside other 

pedestrians. In this example of my early impressions taken from my field notes, I 

described the vulnerability involved in walking to town for daily needs:  

We have stopped walking on the side of the road, just where the tarmac meets the 
mud. There is no safe place to walk, the tarmac was laid for the needs of rapid 
transportation – then it simply ends and local life begins. A steep incline begins 
close to town and banks at a narrow path for walking, then there are the dukani 
(shops). 

(Field notes, February 2014)  

Because my priority was to develop my understanding through experience and 

engagement with local people, often I chose to walk despite this vulnerability because it 

invariably led to small conversations from which I learned a great deal. A local stranger 

would engage me by asking a question and together we would explore different topics 

while both trying to practice our language skills in English and Kiswahili. I enjoyed these 

opportunities to meet different people and the exchanges gave me insight into the context. 

Sometimes I would take a taxi or dala dala (small mini van used to transport up to 

20 or so persons). Very occasionally I had the opportunity to take a lift from a friend or a 

friend of my research assistant. From caregiver villages, my site was approximately 20-

25 km and I hired a driver.  
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The school sites required riding an ill maintained bus up and down steep washed 

out mud roads. There was risk involved in taking transportation to reach the places of 

schooling because of the conditions of the road, the state of the vehicle, the level of 

experience and qualifications of the driver, and the weather. Here is an excerpt from my 

experience:  

I board the bus to head to the school campus, sitting in an empty two seat at the 
front with other teachers. Students migrate back as they climb on. We greet while 
the conductor closes the door and the bus continues to roar and stop along my dirt 
road. The driver's door is broken and refuses to stay shut. Every few minutes it 
bounces open to show the rapidly moving path below, and he absent mindedly 
reaches with his right hand to slam it closed again.  
 
We soon reach the main route. I don't perceive any indication of formal stops. 
Instead the driver seems to know exactly where the different students stay along 
the road into the town. He stops along the busy tarmac, often honking two or three 
times before reaching a particular location. This appears to give a warning to 
students, a few extra moments to dodge the traffic, run across the street and 
quickly climb on. The bus becomes loaded and full, and I’m both surprised by 
how many students are paying for the opportunity to access private schooling and, 
thinking about safety, grateful for the increasing weight as I anticipate the steep 
road ahead. It will likely be very slippery from the heavy rain last night. 

(Field notes, February 2014) 
 

The consequences of these risks were clear to me within weeks of arriving at site. 

This excerpt is one example taken from my field notes: 

He starts speaking in Kiswahili in a low voice. There has been a death, he says. 
His father owns a house and rents it out to a family that is originally from Songea. 
The child of that renter, not yet five years old, was hit while walking on the road. 
To me this is a crime of the driver of a school bus hitting a child, of the teacher 
who let the young child go home without any adult, a crime that would be local 
and possibly national news issue in the US. In this circumstance, he does not 
discuss the liability of the bus driver. Instead he says only that his own father and 
mother will travel with the family to bring the child back to Songea as his final 
resting place near the family. It is the custom, he says, to bring the body home.  
 

(Field notes, February 2014) 
  

 Such informal exchanges showed me that for my participants, the daily risks of 

travel was one factor that made their schedules uncertain and, more importantly, 
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normalized the resigned expectation of unanticipated injury or harm to someone in their 

relational network due to travel. This awareness was important during data collection, as 

it caused me to include more relevant observations in my field notes, to prompt more 

effectively around the topic of logistics during interviews, and to be more patient and 

flexible when it was necessary to reschedule various appointments.  

In contrast to most local people, my economic privilege allowed me to circumvent 

travel that I determined as too risky according to my prior experiences. I also knew that I 

had additional financial resources to draw on in case I needed to alter my original plans. 

This preserved my confidence and expectation (often misplaced) that my intention to 

reach a destination by a certain time would be feasible, even if it incurred additional 

expense.  

 The expense of quality health care was yet another factor that affected the lived 

experiences of my participants and my relationships at site. Less than one month at site, I 

visited a teacher in the hospital. She had contracted what she shared with us as a 

diagnosis of tonsillitis, which, in this context and given her age demographic, can be used 

as a euphemism for or determined as symptomatic of HIV/AIDS. Her position at a 

private school did not cover her health care coverage for the hospital expenses, and I 

wrote about how each hospital visitor (including every one of her co-teachers at school) 

made a small contribution to assist in covering her daily food and medical expenses.  

Students at school face a lack of health care, particularly at boarding schools far 

from their families and network of interdependence. The following is an excerpt from my 

observation notes at a school site: 

We approach the classroom door and a boy is limping ahead of us on the path. He 
is placing as little weight as possible on his front left ball and toes, none on the 
back heel. I look more carefully to see a crusty large scab and even purple around, 
it looks as though there has been a liquid (iodine) applied and left to dry. 

Faith stops him and asks why he is limping. He stops and looks up at her while 
bending on his good knee, then holds up his injured foot. I see now the gash is 
very deep, and the skin around it is swollen. The crusty scab extends nearly three 
full inches and one inch deep at minimum. 

I gasp and turn away, hiding my face. It was an uncontrolled reaction. Faith 
laughs and says ‘pole’ (a term used to communicate empathy) to the student. He 
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smiles slightly, ‘Asante’ he replies. I recover and also say ‘pole’. We walk in to 
class. 

Later I ask a teacher what had caused this injury. She explains that the boy was 
playing football (soccer) on the field. There are lots of rocks on the field, so he cut 
his foot while playing football. She shares this as we walk down the hill after a 
long day of teaching, we are heading to meet the other teachers and go home. It is 
evening, dusk blanketing the campus. The field is very dangerous, she says, and it 
has happened many times. I ask whether he had gone to the hospital, she said, 
‘yes’, but then goes on to say that it was the matron who helped him and had 
given him that medicine. 

The next day I ask more as I walk with another teacher. He shares with me that in 
fact there were two hurt. As the patron, he remembers one of the boys who had 
gotten hurt as waking up in the middle of the night from the pain. That one he 
took to the hospital. The other boy, the one that I had seen, didn’t go to the 
hospital. Inside one of the teachers office, in a low voice, he tells me that it is very 
expensive to go to the hospital and the school does not cover all these expenses.  

So given this, a student may need to go to the hospital but there is no available 
funds for transportation and hospitalization. 

(Field Notes, February 2014) 

Sharing these experiences with local people affected my research and my identity. 

Behar (1996) describes how fieldwork affects the researcher and purpose of research, 

“field work is about nothing more primitive than confronting, with our contemporaries, 

our own mortality" (p. 172). During my observations and interviews, I had developed an 

understanding and empathy for additional aspects of their daily reality. I was able to 

recognize when participants summarized important aspects of their anecdotes or 

responses to my questions, and I prompted more effectively to surface details that 

affected their decision-making. Through the multitude of small conversations that I had 

with different local people, I saw myself through varied perspectives. I became more 

familiar with the stereotypes that I represented and the historical narratives that my 

presence invoked. All of this continued to inform my analysis, guiding me to interrogate 

my data in new ways, to do more research around particular issues, and to seek counsel 

from trusted Tanzanian informants from within the context. 

Beyond reaching a deeper understanding of local lives, I believe that these 
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experiences strengthened my moral commitment to benefit those with whom I worked 

and increased my ethical sense of responsibility to the community. Rossman and Rallis 

(2010) describe this as the ‘ethic of caring’, namely that what is crucial in qualitative 

research is how a researcher engages in “the moral interdependence of people – relational 

matters” (p. 384), as opposed to relying on procedures and forms that attempt to regulate 

the protection of human subjects. My social interactions brought me in to more trusting 

relationships with my participants whereby they placed their confidence in me to act on 

their behalf. Examples described earlier (choosing to walk instead of pay for 

transportation; sharing photos and stories from my life with participants; practicing my 

Swahili in conversations with familiar and unfamiliar locals; visiting friends in the 

hospital; etc.) affected how local people perceived my presence in the community, but 

they also affected how I perceived the issues in the community, how they affected those I 

knew and cared about, and my relationship to those issues.  

Reflexivity during data collection and analysis. 

To practice reflexivity during data collection and analysis, I wrote daily and 

included descriptive observations as well as analytic writing. Journal writing and the use 

of a recorder to note my observations, questions, and changes in understanding contextual 

meaning were daily habits I developed while serving in the Peace Corps, and I built upon 

these with specific practices recommended in mentor texts. I brought Kindle versions of 

texts on qualitative research and ethnography with me during field work and referred to 

them frequently to improve my practice.  Emerson et al., (1995) describe several analytic 

writing processes that I undertook: ‘asides’ which are described as “brief, reflective bits 

of analytic writing that succinctly clarify, explain, interpret, or raise questions about some 

specific happenings or process described in a field note” (p. 101);  and ‘in process 

memos’ which “address incidents across several sets of field notes… [they] elaborate 

new interpretations developed from subsequent incidents or understandings” (p. 104). 

These processes occurred concurrently as I wrote descriptive field notes and continued 

throughout my entire study. Beyond improving my reflexivity, these analytic processes 

supported me to identify transverse themes across key actors, to generate alternative 

explanations for observations and for applied logic in interpreting behavior, and to 
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document the shifts or changes in my thinking that occur during the course of the data 

collection.  

 For interviews, I engaged in multiple stages of reflexivity. First, I previewed the 

questions with my primary research assistant in Njombe prior to conducting the 

interview. He made sure that the purpose of the question was communicated using the 

appropriate Kiswahili terminology and phrasing, and together we considered possible 

follow-up prompts and clarifications should certain ideas or a lack of response arise.  

Secondly, during the interview I took field notes and asked follow-up questions to my 

research assistant in order to ascertain the significance of certain aspects of the process. 

Our discussions led to important revisions in the interview instruments. I also integrated 

our ideas into my findings.  

Third, my research assistant and I translated and transcribed the interviews within 

a day or two of conducting them. During this process, my primary research assistant and I 

engaged in extensive dialogue about the meaning of the interviewee’s words and phrases. 

We used our learning from this work to inform our subsequent interviews and to make 

revisions to the protocol. I also drew on these conversations to memo key themes that 

emerged from the interview.  

Fourth, I verified translations and interpretations, and sought more contextual and 

historical background to key ideas while working with a second independent research 

assistant. Finally, after returning from site, I listened again to the interviews and noted 

how my follow up prompts revealed decisions of where, when and how to deviate from 

the protocol and what this illustrated about my assumptions, my bias, my lack of 

knowledge, and my motivations. 

 Finally, while analyzing the transcripts, I drew on the work of Richards (2009) 

and Stake (2010) to reflexively ‘open’ the data. I audio annotated and transcribed while 

analyzing passages and wrote additional memos for my interviews and field notes. 

During this process, I would give an account of the context of the situation as well as the 

culture, describe the risks (physical, emotional and ethical), and provided personal and 

inter-subjective introspection to analyze how my identity filtered my perception of the 

experience. I identified interesting insights and wrote memos about themes that surfaced 
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repeatedly and why they seemed interesting to me. I questioned what information was 

missing as well as noted areas where I frequently prompted the interviewee for more 

details and descriptions. These reflexive practices produced additional data that I used to 

create analytical codes and led to the implications discussed in Chapter 6. 

These processes also helped me to reexamine and consider new factors that had 

affected my study design and overemphasized or under emphasized particular data. As I 

shared or emphasized different aspects of my identity, different data surfaced from 

participants. Conversely, when I unconsciously or consciously minimized particular 

aspects of my identity, I also experienced a change in interactions with participants. This 

shaped my data collection and therefore shaped my findings, discussion and conclusions. 

For example, I realized that there was a sharp discrepancy among the data that I was 

able to gather from different participant groups. This was due to multiple factors: the 

relationship between my identities to those of my participants, the consent process and 

the historical narratives invoked by the written forms that I used, the validity of the 

‘interview’ within this context, and the linguistic and cultural barriers. With particular 

regard to the participant group of caregivers, there were additional obstacles to data 

collection that affected how I conducted the interview and my observation field notes. 

For instance, obstacles to valid and reliable information exchange included the 

relationship that the caregiver perceived among me, my research assistant(s), and the 

child’s school; my lack of background in agricultural and livestock production; and my 

preconceptions about gender equity. While my experience as an educator prepared me to 

prompt in particular directions during my data collection, I was less prepared to prompt 

in other relevant directions because of my lack of background in farming or livestock 

keeping as well as my limited participation in running income generating activities. 
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III. Research methods 

Site  

I chose Njombe because I had two years of prior fieldwork experience in the area. 

My original experience had been at a school initiated by a network of NGOs working in 

the southern highlands. Two months into my study, I found that data collection at this 

particular site did not provide the breadth or depth of perspectives that I desired for 

understanding how secondary school teachers construct the entrepreneur and their 

expectations and goals for teaching entrepreneurship. I also encountered significant 

ethical issues which required me to revise my study design. I decided to expand my 

participant group of teachers to include perspectives from the local government 

secondary school and from secondary school teachers originally from the area. The final 

period of data collection in Tanzania was from February – June 2014.  

Study Design 

A case study examines a specific contemporary phenomenon shaped by a 

particular complex context (Yin, 2013). The conditions of the context are integral to the 

phenomenon and this guides the study design and data collection methods (Yin, 2013). I 

designed this research to be a qualitative phenomenological case study because it focused 

on the phenomenon of entrepreneurship bounded by participants’ lived experience of 

education and income generating activities in the context of Njombe town in Tanzania 

(Merriam, 2009).  

This case study examines only one context of how key actors understand the 

entrepreneur and their expectations and goals for entrepreneurship education at a single 

site. Therefore, generalizability is limited. However, Merriam (2009) outlines several 

useful misunderstandings about case study research that explain why generalizability is 

deemphasized for purposes of understanding the implications of this research. To begin, 

the case study shifts away from valuing knowledge because it is generalizable, and leads 

to universal understandings towards valuing context specific and dependent 

understanding. Secondly, case study research recognizes the value of presenting a deep 

understanding of a single example in order for others to determine the relevancy, draw 

insights and consider the implications salient to their situations. Finally, Merriam (2009) 
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reminds us that the generalizability asserted by researchers are often misguided by flaws 

in the research design and lead to conclusions that are overstated and not justified.  

The nexus of factors not uncommon in Sub Saharan Africa include a multi lingual 

and rural community, a historically inadequate education systems, a rapidly urbanizing 

region that is rich in natural resources, a network of international NGOs and businesses 

who are actively seeking to employ local people, and a young, economically vulnerable 

population with a high and increasing HIV/AIDS rate. It is my belief that the findings 

from this in-depth study within such a context will provide a useful case study to consider 

for communities, practitioners, policy makers and development agencies interested in 

improving the livelihoods of young people by advocating for teaching about the 

entrepreneur and entrepreneurship in educational settings. 

Research relationships. 

Maxwell (2005) identifies research relationships as one of the key components in 

qualitative research. For this study I am fortunate that I had spent two years developing 

these relationships in the field prior to my arrival for my dissertation data collection. 

Because of my involvement in a UMN research and evaluation project at this site, I had 

also established relationships with several Tanzanians who were interested in assisting 

me with this project. Concerned that my link to the evaluation project may have 

constrained my ability to establish trust among the teachers and caregivers and limited 

my ability to conduct my research, I identified local research assistants who assisted me 

in the interview and translation process. 

In total, this study involved four research assistants. My two primary assistants 

had Bachelors degrees from Sokoine University of Agriculture and spoke fluent Swahili 

and English. The first worked closely with me in Njombe to conduct and translate 

interviews, review transcripts, back translate, and revise the data collection instruments 

and consent processes. He functioned as the Swahili-English translator during interviews. 

During data analysis, he reviewed draft findings and chapters, elaborated on the data, 

provided alternative explanations or challenged implications. Both primary assistants 

participated in translating the interviews and data, discussed transcription notes and 

memos, and provided feedback on data analysis. They also shared recommendations as to 
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issues that needed clarification or elaboration with further interviews or research. Two 

additional assistants were involved in the consent process for some caregiver and teacher 

interviews, and during these interviews when they asked the protocol questions in 

Kiswahili.  

Sampling and participants. 

Phenomenological methods use purposive sampling, which means that the aim of 

the sample is to investigate the phenomenon in a group of individuals for whom the 

phenomenon is relevant and important in their daily lives. My study purposefully 

centered the perspective of stakeholders for whom the phenomenon is salient because 

decisions about entrepreneurship education directly involve them, but they are also not in 

positions of power or authority and do not make the key decisions about implementation. 

The 30 participants in this study include 11 (10 households) caregivers to secondary 

school students learning entrepreneurship education, eight teachers that self identified as 

having a role in entrepreneurship education at secondary schools, and 11 small business 

owners from the local community. The first group of participants were local caregivers, 

who could elaborate on their lived experience learning how to undertake income 

generating activities, the role of formal schooling in supporting them to do so, their 

understanding of the entrepreneur and entrepreneurship, and their expectations and goals 

for their children who were students of entrepreneurship education. To invite caregivers 

to participate in this study, information about the study was shared with students. 

Students had the option of sharing their parents’ cell phone numbers if they wanted their 

parents to consider the opportunity, and they received the informational consent form (in 

Kiswahili). I then visited the local village leader and shared about the research and the 

opportunity available for caregivers with secondary students enrolled in a school that 

taught entrepreneurship education, and left informational consent forms. The local village 

leader agreed to follow up with the caregivers and should any be interested they could 

schedule an additional opportunity to learn more and participate. Following these steps, 

we arranged dates and times to interview. 

There were two groups of teacher participants: one group from private secondary 

school and one group from a government secondary school. Teachers provided insight 



   118 

 

into their lived experience undertaking income-generating activities, their understanding 

of the entrepreneur and entrepreneurship, their process for adapting curriculum to 

respond to their students, and their goals for teaching entrepreneurship education to 

students.  For the consent process at the private secondary school, I held a meeting during 

which I introduced myself, my purpose for conducting the data collection at the site and 

my overarching aims for the research. I provided the informational consent forms in 

Swahili and English as well as my contact information, including my local cell phone. If 

the teachers decided to participate, they contacted me or communicated with me their 

interest and we set up a time to interview.  For the consent process at the government 

secondary school, a local contact held a meeting for teachers in Swahili to learn about the 

research and distributed the informational consent forms in Swahili and English. 

Following this, there was an additional meeting set up to meet me and to ask questions 

(conducted in Swahili with Swahili-English translation), as well as schedule an interview 

as desired.  

The final group of participants in my study consisted of local business persons in 

Njombe. They provided insight as to what is required to start and run an enterprise in this 

context. For this consent process, my research assistant and I visited the prospective sites. 

In Swahili, my research assistant provided information about the study, answered 

questions and provided Swahili-English translation, and provided a consent form in 

Swahili and English with our contact information. If interested in participating, the local 

business person contacted us and communicated a preferred schedule. I interviewed a 

purposeful sample of eleven individuals (three female and eight male) who operated 

small businesses with paying customers, in a permanent location, and registered with the 

Tanzania Revenue Authority. These included the owner of a café, clothing store, crafts 

store, household goods store, fish store, sign arts store, fabric and textile shop, tailor and 

beauty supply shop, bicycle repair and maintenance store, hair salon for men, and a shoe 

store.  I analyzed data from these perspectives to understand how local business people 

operate in town, self identify as entrepreneurs, conceptualize entrepreneurship, and their 

expectations of entrepreneurship education 
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Data Collection and Analysis. 

My methods of data collection aimed to balance the perspective of key relevant 

stakeholders with an attention to the viewpoint of the intended beneficiaries who are 

often overlooked in scholarship: caregivers, teachers and local business persons. In my 

design, I aimed to undertake ‘empathetic inquiry’ such that I valued each participant as 

an individual, a “complex person, similar in many ways to others but unique in 

personality and life situations” (Stake, 2010, p. 47). To present data in presentations and 

in this dissertation, I have written about the context, or what remained stable from day to 

day in the area, as well as the situation, namely the ongoing activities, place, social 

background and relationships that coincided with the data collection (Stake, 2010). 

Interview protocols and procedures. 

A total of twenty-nine interviews were used for data analysis. There were three 

purposes for these interviews. To begin, I wished to understand the landscape of the local 

constructions of entrepreneurship and entrepreneurship education, and the range of 

perspectives among stakeholders of the purpose of teaching this entrepreneurship 

education model at the Njombe school. To understand these local constructions and 

perspectives, I interviewed caregivers, small business persons, and the teachers who self 

identify as teaching entrepreneurship at secondary school. These interviews revealed the 

constructions of entrepreneurship held by some of the main stakeholders and investigated 

how these actors perceived the activities that they decided to undertake that related to 

entrepreneurship education (Chen, 2013).  

Interviews with caregivers and local business persons were conducted in Swahili 

by one of two research assistants, both of whom were present during the interview. One 

research assistant would pose the questions while my primary research assistant would 

simultaneously translate the questions and then the answers into English. This allowed 

me to pose follow up prompts in English, which were then posed to the participant in 

Swahili. I took only observational notes during this process because the entire interview 

was audio recorded. Later, a research assistant and I would transcribe the interview 

together. 
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I used semi-structured interviews (Merriam, 2009) in English and KiSwahili (with 

an interpreter).  During the interviews, the semi-structured protocol preserved space for 

interviewees to use their own terminology, phrasing, and examples. Although these 

interviews were semi-structured, I used responsive interviewing approach and engaged in 

interviewees as partners during our sessions (Rubin and Rubin, 2011).  The responsive 

interview emphasized building relationships over the course of single interviews, and 

over time as allowable, while being intentionally focused on a relatively defined topic.  

This is achieved by allowing for diversions from the protocol and welcoming personal 

anecdotes, questions and prompts. Because I engaged with many of these actors multiple 

times, and because I believed that it better suited the cultural context, I adopted a ‘non 

confrontational’ approach (Rubin and Rubin, 2011). This approach requires the 

researcher to be flexible and to deviate from specific questions or topics of the interview 

instrument as necessary, as important information may be revealed through alternative 

forms of communication. By this I mean that I had multiple unanticipated informal 

conversations. During some, I encouraged the interviewee to share more about a 

particular topic and valued their indirect responses to interview questions. I did not 

confront the interviewee when there were contradictory statements, I permitted emotional 

misstatements or exaggerations, and I allowed the interviewee to avoid certain topics. 

This allowed me to analyze seemingly contradictory answers for how they may reveal 

complexity and factors that influence their decision-making and responses.  

Data analyses. 

 The initial period of data collection was concurrent with data analyses, with data 

analysis continuing for an additional year after completing data collection. Undertaking 

data collection and analysis at the same time supported purposefulness, reflection, and 

focus in qualitative research (Merriam, 2009).  Interviews, field record/notes and memos 

were transcribed and coded before analysis.  

To begin, I used descriptive coding to summarize the attributes of each case 

(Richards, 2009). Organizing these data allowed me to sort information from interviews 

according to qualities such as gender, age, marital status, number of dependents, and 

educational attainment. In doing so, themes surfaced that linked participants across initial 
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groupings to reveal relationships among factors such as gendered experiences; the 

benefits, opportunity costs and risks of pursuing educational opportunities; income 

generation and self identification as an entrepreneur.  

While in the field, I reviewed each stakeholder interview with my primary 

research assistant to ensure that the language of my questions reflected their purpose and 

to revise the interviews as needed. Rather than wait until all these initial interviews had 

been completed, I used a “hybrid model” to draw on the inductive process of ‘open 

coding’ while staying close to the themes embedded in my research questions (Merriam, 

2009). In other words, in collaboration with my research assistant I revised my 

instruments to probe more deeply into emerging themes, to explore connections that 

appeared within and across descriptive codes or participant groups, and to learn more 

about gaps that I had identified in data collection and in my understanding.  

Open coding refers to the analytic process of coding during the data collection 

rather than after completion, a method that provides space for main themes to emerge 

continuously. It occurs during field work when the researcher identifies words or phrases 

recorded in observations, in interviews or other data sources that appear to refer to 

broader analytic categories (Emerson, Fretz and Shaw, 1995). This is in contrast to 

quantitative coding, for example, in which researchers use predetermined categories to 

sort and determine the frequency of data (Emerson, Fretz and Shaw, 1995). Another 

contrasting example is topic coding, which assigns data to a topic, and may generally 

align with the topics addressed during an interview (Richards, 2009).  

During open coding, there are overlapping stages of analysis that lead to open 

codes and eventually a coding structure (Merriam, 2009). First, one recognizes important 

components of the interview or field notes, identifies ‘units’ of data that respond to the 

purpose of the study, and then memos or makes comments about them (Merriam, 2009). 

This “conversation with the data” (p. 178) may include ideas or further questions related 

to the research problem, accounts of events, and details about a specific event. Following 

this recognition process, one groups units of data and comments that appear linked in 

order to generate emergent themes. From this, it is possible to establish categories or 

codes and to determine the relationship between them (termed ‘coding structure’) 
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(Merriam, 2009). Categories should allow for data to be assigned one particular 

placement and to be at the same level of abstraction. Thereafter one may continuously 

code and revise the categories to create a synthesized understanding of what the data 

shows in response to the research questions. 

After I returned from the field, I used NVivo software to continue coding, 

interpreting and reflecting on my data collection. During this final coding process I 

critically considered the meaning of data within the interviewees situation and context, 

reviewed and challenged what I had previously included or excluded as data, reevaluated 

my interpretation of the importance of the data, and attempted to make connections 

across data (Richards, 2009). My primary research assistant in Njombe provided his 

feedback (including edits, revisions, clarifications, and questions) through email at 

various stages of analysis and drafting to improve the validity of the findings.  

IV. Other concerns and limitations 

Methods of communication 

An important factor throughout my study was my method of communication.  I 

am not a native speaker of Swahili and this was my first experience living for a prolonged 

period at my study site. Therefore I was acutely aware of the limitations imposed by my 

ignorance of local forms of communication, including language. Prior to entering the 

field, I decided to study Kiswahili for two years both at the University of Minnesota and 

for several weeks in Morogoro, Tanzania. Throughout the study, I tried to use and 

improve my Swahili. 

My research assistants were my essential partners assisting me with translation 

and other communication needs. They supported me in my struggles to understand the 

various forms of communication with which I was a conscious and unconscious 

participant. They pointed out culturally appropriate ways to approach or avoiding a topic, 

asking and answering questions, inviting opinions, entering and exiting a room, greeting 

sequences and gestures, timing of contributions in dialogue, body language, sharing of 

resources and giving of gifts, appropriate gendered behaviors in different circumstances, 

and so forth, all ways of communicating that would be unfamiliar to me.  
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Kiswahili was used as the primary form of communication throughout the 

interview process. Meetings were conducted in Swahili and consent forms were 

translated from English and provided in Swahili. As described earlier, interviews were 

conducted in Kiswahili with the help of two research assistants, one of whom delivered 

the questions and the other back translated the questions and the interviewee responses. 

These interviews were recorded, transcribed and translated a second time.  

Ethical dilemmas 

 This research had the approval of the University of Minnesota International 

Review Board as well as authorization by Tanzania Commission for Science and 

Technology (COSTECH). A Memorandum of Understanding was signed between myself 

and the institution that supported me to conduct my data collection at the proposed site.  

 Some important issues that surfaced in this research were data ownership, 

confidentiality, and sharing of the results. A major concern of mine was that stakeholders 

who had facilitated my study would require me to deemphasize problems, tensions, and 

unresolved issues (Mertens, 2009). This issue arose most prominently in the ethical 

dilemma described below. To the best of my ability I protected participants, intended for 

them to benefit from my study, and aimed to contribute meaningfully to the literature that 

informs other practitioners, funders, and scholars.  

During my research, I also encountered a major ethical issue. It affected my 

research relationships, my professional relationships, my data collection, and has forever 

changed how I view my identity as a scholar and person. After little more than one month 

at site, I learned of the ongoing violent sexual abuse of multiple young female victims 

with whom I interacted regularly. Study participants as well as other local informants 

approached me of their own accord in the midst of data collection to confide this 

information to me. They sought my assistance in telling an authority who was in a 

position to confront the male perpetrator. I halted data collection and facilitated a 

discussion between the informants and the individual overseeing the administration of the 

school. The informants presented evidence of the above actions of sexual violence and 

multiple persons testified as to the existence of the crimes. This conversation resulted in 

the individual in authority acting to confront the perpetrator and to remove him from his 
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position and from direct contact with the victims. There was concern for the personal 

safety of the teachers directly involved as well as for my personal safety, given that the 

perpetrator knew where I stayed and knew I had trusted relationships with teachers. I left 

the site for several weeks, along with two staff that believed they were at high risk for 

retribution from the perpetrator. I kept in touch with these teachers while off site. They 

returned after several weeks and the perpetrator had formally resigned from his position 

due to “family problems.” I was also able to return once it appeared there was less risk, 

though I moved to a new residence that afforded me more security. However, the 

perpetrator had remained in the community and within a week after my return, I had seen 

the perpetrator at a local business establishment. 

When I learned of the abuse, I shared the information with my advisor at the time. 

After she learned of these events, there was a requirement that I share my study 

participant list with her. It was also requested that I cross reference portions of my 

participant list with the participant list being used for a separate project that she was 

leading in the same community, so that we did not interview the same individuals or 

related individuals. Several of my closest Tanzanian research colleagues advised me that 

from the participant perspective revealing the identities of the participants in my study 

under these conditions constituted a breach in the spirit of IRB confidentiality. Given the 

sensitive nature of the situation, I was also concerned for the short and long term safety 

of these participants.  I reviewed my consent form and process, the IRB policies at the 

time that are specifically designed to address these types of concerns, and sought 

guidance from my institutional IRB. I decided to inform the relevant participants of how 

the circumstances of their participation had changed and reiterated that their continued 

participation was voluntary. I informed these participants that I was required to share a 

list of participants with my colleague, who would be on site for her project in the coming 

months.  These participants then had the opportunity to withdraw from my study before I 

shared the participant list. Two of the enrolled school personnel retracted their 

participation, and an uncertain number decided not to enroll in my study. 

These events had significant effects for my participants and their lives, my study 

and me personally, and my future as a scholar and person. Most notably, there was a 
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perception from my participants and my Tanzanian research colleagues that if I were to 

share a printed list of their names with researchers from my home institution, participant 

confidentiality would not be secure. When the two participants removed themselves from 

the study, it became clear that they believed there may be negative ramifications of being 

identified on this list – professionally and personally.  

Second, these events affected my study. I was unable to collect data at the school 

sites according to my original plans. In addition, my time to collect data was truncated 

because I was required to leave the site to ensure that I was not present during the data 

collection for the other project. Finally, individuals that provided critical insight on the 

adaptation of entrepreneurship education at my initial site would no longer be 

participating in my study. 

Third, I changed as a researcher, scholar and person. As discussed, scholars who 

investigate ethical practice and considerations in qualitative research assert that the rigor 

of a study rests within the strength of the relationships (Rossman and Rallis, 2010). In 

addition, Tuiwai Smith (2012) argues that respect is a core tenet of indigenous 

perspectives on ethics, which is a “reciprocal, shared, constantly interchanging principle 

which is expressed through all aspects of social conduct” (p. 125).   I realize that the 

privilege of doing research with vulnerable participants involves a process of consent that 

must grow in response to the context and that exists as an ongoing commitment to the 

intended beneficiaries: the research subjects. For me, such privilege must also include an 

ongoing commitment to a process of reflexivity to pursue who I am, why I am engaged 

with the work, what the work is about, and for whom is the work being done.  

I believe my close relationship with the informants, one that was based on 

numerous shared conversations and experiences as described earlier, resulted in their trust 

and in confiding in me. They chose to do so despite the fact that they received threats of 

the consequences, such as injury and fatality, that would result from sullying the 

perpetrator’s reputation – and they had seen evidence of follow through in his 

interactions with former staff. Patton (2002) writes that the “prolonged engagement” (p. 

567) of the researcher who immerses oneself within the context may do so to the extent 

that their engagement may affect events. In my situation, participants trusted my presence 
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and this caused a reaction within the setting, in that I became someone who could help to 

stop a longstanding pattern of sexual abuse. Participants approached me, shared 

unsolicited information with me, and I was asked in simple and direct language to help. 

When I returned to site, my relationships with these participants felt even stronger as I 

was introduced to family and friends. They also offered to connect me with people who 

they thought would be interested in joining my study as participants, and I was able to 

expand my sample significantly.  

 

This chapter has summarized my research methodology. The first section 

explained how social constructionism informed my research methods. The second section 

delved into how my background as an NGO worker, educator, Peace Corps volunteer and 

graduate student prepared me to do this research. I attempted to offer a comprehensive 

summary of the major aspects of my identity that were foregrounded as a researcher from 

the United States in this context of the Southern Highlands of Tanzania. The third section 

described the design of this phenomenological case study. I outlined the parameters of the 

case study method and then explained the details of my data collection and analysis. I 

conclude the chapter by discussing limitations and ethical issues that affected the 

execution of the study.   
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Chapter 5: Data and Findings 

I. Introduction 

This chapter presents the data collected for this phenomenological study on the 

‘entrepreneur’ and ‘entrepreneurship’, and on the expectations for the outcomes of 

entrepreneurship education, in Njombe, Tanzania.   This research took place between 

February and June 2014 in Njombe, Tanzania. Using social constructionism to frame the 

findings, I present the perspectives of three participant groups of stakeholders 

(caregivers, secondary school teachers, and local business owners). I selected these 

participant groups and sequenced the data to reflect a child’s trajectory of major social 

processes as they grow up within this context. At the time that I designed the study, I 

supposed this to begin with familial relationships; followed by his or her interactions at 

school; and culminating with nearby models of business owners who represent the 

potential outcome for a student of entrepreneurship education. However, I now believe 

that roles overlap and are less distinguishable than I had initially understood.  

According to the Regional Administration and Local Government Njombe Region 

Investment Profile (2013), this nearly twenty-five thousand square kilometer region is a 

desirable investment location because of the environmental features that make it ideal for 

varied agriculture cultivation and livestock production, and ninety percent of the people 

in this region rely on agriculture for their economic livelihood. Looking in to the future of 

Njombe’s economic development, government currently promotes mining and tourism as 

two major areas ripe for foreign investment.  

Njombe is said to have relatively well developed logistical connections to other 

areas of Tanzania and outside the country, with only about two hundred kilometers of 

paved road and just over two hundred kilometers of unpaved road. People rely on 

firewood and charcoal as their primary sources of energy for domestic use, and between 

40%-60% of the inhabitants enjoy clean and safe water. The government recognizes the 

importance of the expansion of energy production. Moreover, it is clear that the limited 

banking services currently available will not meet the needs of a growing population and 

potential foreign investments, and the government is encouraging various financial 

institutions to expand their capacity and services. 
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Figure 3  

Map of Njombe (The United Republic of Tanzania, 2013) 
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The Njombe region is organized in four districts (Njombe, Wanging’ombe, 

Maketa, and Ludewa), eighteen Divisions, ninety-six Wards and nearly four hundred 

villages. The vast majority of over four hundred and fifty registered primary schools are 

government managed, while only ten are privately owned and operated. In contrast, the 

total number of secondary institutions is drastically smaller but there are a much higher 

ratio of recognized private options: of the one hundred and nine registered secondary 

schools there are twenty-nine registered and operated by private actors.  A further 

consideration when interpreting the ratios of government to privately owned schools is 

that the numbers do not reflect the private schools that operate without official 

recognition by the Ministry of Education. Therefore, they are not subject to the same 

national standardization and accountability. Still, the government continues to encourage 

the private sector to establish schools, particularly those that provide post primary, 

secondary and tertiary opportunities for youth.  

This chapter consists of three sections that analyze each participant group, 

followed by a fourth concluding section. Sections presenting data from the participant 

groups have three subsections. They begin with a set of narratives that use pseudonyms 

and unidentifiable information about participants in order to illustrate how individuals 

repeatedly encounter overarching themes that link to their understanding of 

entrepreneurship and entrepreneurship education over the course of their lived 

experience. Next, I have included a table comparing key factors to consider in the 

analysis of the data. The last subsection identifies the overarching themes using 

illustrative examples from across the participant group.   

The conclusion provides a summary that compares and contrasts themes among 

the three participant groups. It also identifies factors (such as age, gender and formal 

schooling level) that appear to affect how stakeholders understand the entrepreneur and 

entrepreneurship as well as their expectations and goals for entrepreneurship education. 

Chapter 6 continues this analysis with a further discussion about the implications of the 

findings. 
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II. Caregivers 

Figure 4  

Representative photographs of typical caregiver residences 
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Table 5.0 Female caregivers (personal interviews) 
 Beatrice Mercy Joy 
Age About 63 About 40 About 32 
Children 5 (3 have passed) 

Cares for a grandchild 
5 children (living) 4 children (living) 

Cares for two orphans 
Marital Status Husband has passed away Married (multiple wives) Married 
Schooling    
Level of formal school Standard 5 Standard 7 Standard 7 
Education for Self 
Reliance 

I got the knowledge of 
agriculture… there was 
planting of flowers and 
maize… we were selling at 
school. I was a store 
keeper. 

At school the outside 
activities were normal to 
do. Even how to cultivate 
vegetables I learned while 
I was at school… The 
education that I received at 
school I brought it home 
and implemented it at 
home. This was because 
my aunt that I was living 
with at home, she was 
elderly. So she was not 
able to give me everything 
that I needed. Although for 
me, she was my aunt… but 
she was like my 
grandmother because she 
was elderly. The 
vegetables that I grew, I 
joined with others, and we 
took them together to town 
to sell them. 

In our school we 
had farm projects. 
After we 
participated in this, 
when there was the 
harvest then they 
said that this 
income was used 
for tools and other 
small requirements 
for school. We were 
involved in the 
whole process. We 
were digging, 
weeding, planting, 
harvesting. But in 
selling, we were not 
involved. Teachers 
did the selling. 

 
 

Formal training in 
entrepreneurship 

None None None 

Entrepreneurship   
What is your 
understanding of an 
entrepreneur? 

None Us farmers, we are like 
entrepreneurs. We are 
helping ourselves.  
Because we are not 
depending on some certain 
employment. If I need 
money, I must make my 
brain work on doing it. 
There is no place where I 
can say I am employed. 

An entrepreneur is 
someone who is a hard 
worker. A person who 
likes to be involved in 
something, not just staying 
idle. 
 

Self identification as an 
entrepreneur 
 
(Q: Do you consider 
yourself to be an 
entrepreneur?  
Why or Why not?) 
 

Yes, because I have done 
farm work since I was 
young and I am continuing 
to do so now. 

Yes, because I can help 
myself. Even though her 
father is not here, I am not 
running in to problems. I 
can feed my children. 
There are no problems. 

Yes. I take care of all of 
my responsibilities through 
my own efforts. I take care 
of my family using the 
income that I get. 
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Table 5.1 Female caregivers (personal interviews) 
 Rehema Asha Grace 
Age 48 36 41 
Children 5 children (living)  

cares for one orphan 
2 children (living) 6 children (living) 

cares for 3 orphans  
Marital Status Married  Widow Married (multiple wives) 
Schooling    
Level of formal 
school 

Standard 7 Standard 7 Standard 7 

Education for 
Self Reliance 

My school had projects. 
We had farms and we kept 
bees. The aim of the farm 
projects, we sold the crops 
and used the income to 
buy books. The pigs we 
used for meat on days of 
celebration, like 
graduation. This reduced 
the expenses of 
graduation, for example. 

We did have a project at 
school, we grew fruit trees 
and trees for timber. Also 
we were growing maize. 
At the end of the year we 
used the produce to eat at 
school. The trees and fruit 
trees were planted… The 
maize we used some of it 
to cook in school, others 
we sold to buy exercise 
notebooks and books for 
school. 

They told us they were 
training us to be able to 
farm. Some of the maize 
we boiled for food, and 
students were eating it. 
Others we put over the 
grill to eat, and others we 
sold. [The money] went to 
cover the expenses. For 
example, when Standard 7 
finished for the 
graduation… they taught 
us how to terrace the fields 
when they were set on a 
slope and how to space our 
crops. Now this knowledge 
is very important and we 
have relied on it. 

Formal training in 
entrepreneurship 

None None None 

Entrepreneurship   
What is your 
understanding of 
an entrepreneur? 

. The way that I am willing 
to work on the farm, this 
is entrepreneurship.. 
There are special 
characteristics for 
someone to become an 
entrepreneur: the 
willingness to do 
something; to collaborate 
and to give ideas to 
others…. one who is an 
entrepreneur looks for 
others with whom to 
collaborate and says, we 
could do this together – 
then at the end of the day 
the profit is divided 
among these persons. 

To be self employed it 
depends on the 
characteristics that person 
has. For example myself, I 
don’t have any education. 
So if I said that I wanted to 
be employed it would be 
impossible.   But I can be 
self-employed as a farmer. 
So first, education.  
Someone might have gone 
to school but because there 
is no job, the graduate is 
supposed to be self 
employed. Another one 
might get a job but decide 
not to become employed, 
that is a personal decision.  

An entrepreneur is someone 
who knows profit and loss. 
If you are doing something 
you don’t like to lose 
money. 

Self identification 
as an 
entrepreneur 

Yes, I am an entrepreneur. 
My husband is not here. 
He works with the 
government. So I have to 
take care of the house. I 
make sure that we produce 
and fulfill the needs of all 
who I am responsible for at 
this compound. 

None. Yes. Because I don’t like 
losses! 
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Table 5.2 Male caregivers (personal interviews) 

Joseph William Natan Furaha and Yasmin 
51 54 82 55 and 53 
10 children (one passed) Six children (two passed) 

cares for one orphan 
Seven children (six passed) 
cares for three orphans 

Nine children (living) 

Married (multiple wives) Married Married (multiple wives) Married 
Schooling    
Standard 7 Standard 7 Adult education, certificate Form 4 leaver (Furaha) 

Standard 7 (Yasmin) 
The village set aside and 
gave a portion of land for 
the activities of the school. 
Every student was 
supposed to go with their 
hoe and was involved in 
the production on that 
farm. The crops that they 
harvested on that land, 
some they used to give 
students porridge. Others 
they sold.” 

They told us it was for a 
school project. We used to 
sell the corn and we had a 
small bank in the school so 
the profit was reinvested in 
the school. We were also 
selling the cabbages, and 
also sometimes these were 
distributed to us so we 
could return home with 
them. We also established 
a tree nursery to learn how 
to plant and sell the timber. 
Some were also given to 
the students so they could 
go and do this at home. 
One hundred percent what 
we learned continues 
today, until now. 

The projects that were 
there in the adult education 
were those where we were 
making things and selling 
them. We had farm 
projects where we grew 
pyrethrum. We also had a 
cabbage project. 
Afterwards, myself and 
other students established a 
business so that we could 
get capital. 
 

There was a garden where 
we grew different 
vegetables. We also kept 
livestock, like chicken… 
They wanted us to rely on 
ourselves… When the 
school finished, there was 
a ceremony for graduation 
– the projects funded this 
celebration. The money 
also covered the expenses 
of the tools for different 
things… to buy hoes and 
watering cans for farming, 
and other small expenses. 
It has helped us to be able 
to take care of ourselves 
and to get money for our 
children’s school fees. 

None None None None. 
Entrepreneurship   
According to my 
understanding, an 
entrepreneur, it is someone 
who can invent and create 
something so that you can 
earn income. It is not 
something that is brought 
to you. Any activity or job 
that helps you to get 
money. So for example 
myself, I make charcoal. I 
make charcoal, I sell it and 
use that money to cover 
expenses. 

The way I know 
entrepreneur, it is someone 
who works by himself, it 
might be agriculture or 
farming… the way that I 
understand, for someone to 
be an entrepreneur that 
person has to be a very 
hard worker. You 
shouldn’t sleep until the 
sun goes down. 

With this entrepreneurship, 
you have to let me know 
what it is… Well, if I have 
been in school and I have 
been trained. And I 
understand. Now I can 
think of opening my own 
workshop, where I will be 
making my things. 
Because I already have the 
knowledge. But if one 
doesn’t have the tools to 
use, one has to go 
somewhere else and be 
employed to use them and 
get what he needs. If he 
has his own tools, he can 
open his own workshop.  

An entrepreneur is 
somebody who learns 
about something and is 
able to do it on his own.. 
Generally, it is anyone 
who is involved in an 
activity that allows him to 
earn money. 
 

No. I earn an income from 
security work. I went to 
military, so I work with a 
company in town and work 
as a security guard. 
Because I expect to be 
given a salary and I use it 
for my family. 

Yes we are entrepreneurs, 
because we are working by 
ourselves. 

Our self employment is 
just that we have our own 
farm. We consider 
ourselves as self employed 
because if we decide to 
cultivate we go to our farm 
and do so. 

Yes, according to this 
explanation, we are 
entrepreneurs… Even 
those guys who are riding 
motorbikes, carrying 
passengers, they are 
entrepreneurs even though 
they are just in the road 
riding their motorbikes.  
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 Female caregiver narrative.  

Mercy 
Born around 1975 (About 40 years old) 

 
Mercy’s dependence on her extended family network began shortly after her 

birth when her aunt (in this context, a general term for a female relative) brought her 
to Njombe to raise her after her father passed away. We did not learn about her 
biological mother, however she shared that it was her aunt who made it possible for 
Mercy to continue her schooling until Standard 7. After that, “She was not able to 
help me to continue pursuing education.” Instead, Mercy got married.   

 
Mercy’s remembers her primary school as meaningful and important: it taught her 

skillsets that immediately benefitted her small household. In her words:  
At school I was involved in Elimu ya Kujitegemea and learned to cultivate 
vegetables. The education that I received at school, I brought it home and 
implemented it at home for my aunt. Because she was elderly, she was not able to 
give me everything that I needed on her own.  
 
Following her marriage in Njombe, Mercy became a mother of five children.  

As is common in this region, however, Mercy was not her husband’s only wife. 
Mercy described how her status as one of two wives affected her livelihood and her 
children’s education,  

My husband has two wives. Economically speaking, my husband doesn’t 
help me. I have to cultivate my own crops, and even for fertilizer he does not 
help. His collaboration with me to help our children with their education is 
very little. I expected my husband to help me provide for my children’s 
education, but even this is somehow difficult for him.  
 
Rather than depend on her husband for help, Mercy said that she turned to 

her extended family network for support, “For any major help, I expect it from my 
relatives. And also myself, I help my relatives as well.” 

 
Mercy told this story of her frustration when she realized that, without her 

knowledge or consent, her efforts and the efforts of her children were benefitting her 
husband’s second wife: 

 
My husband and I, we used to keep local cows. The children took the 
cows to graze. We told them that as they were taking care of the cow, that 
this cow would be used to support and cover school fees. This strategy 
was to motivate our children to know the future benefits of taking care of 
the cow.  

 
When we sold the cow, we were also able to buy land in town and 
build a house. My children had participated in grazing the cows 
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that we sold to get money and even building that house. We had 
planned that the house would help us. But despite their 
contribution, my children do not benefit from that house. Instead 
my husband’s other children, those from his second wife, now 
benefit from that house. 
 
Still, Mercy appreciates the help she does receive - both familial and 

spiritual: 
God is still helping me. I own this farming land, I raise a dairy cow and I 
cultivate from my garden. At the farm, I will harvest corn, potatoes, and a 
small part of yams.  
 
She depends heavily on her children, and especially her eldest daughter, for 

help on the farm. As described, their work also contributes to household income and 
plays a role in financial planning for various life cycle goals – including the cost of 
their school fees.   

My eldest daughter now wakes early in the morning to cut grass for the cow, 
and while I continue with cleaning the cowshed then she is working inside in 
the house. Sometimes when I am sick, my daughter cleans the cowshed.  
 
The story of why her daughter stays at home reveals how access to schooling 

involves significant risk. Mercy recounts that she had sent her daughter on to 
tailoring school for one year after she had graduated from Standard 7. When her 
daughter returned, she “insisted that she wanted to go back to school”. There were 
no funds to support this dream, however, until her daughter came across the 
opportunity to enroll in a private boarding school with low school fees. Here is the 
rest of the story, in Mercy’s words:  

 
But the bad luck it began last year when she [returned to school] in 
September. In October, she started to be sick. She returned home 
almost four times.. we took her and brought her back home…. She 
became healthy again. Then she would go back to school. When 
she went back to school, she would stay there for a couple days – 
but the third day she would fall sick again.  Sometimes the teachers 
they would send her with their own money to the hospital… you 
could see she was not well..  

 
...I don’t have the ability to fight with someone who is doing those 
things to my daughter. And her father seems not to care. [My 
daughter] still wants to come back to school. But there is that 
problem – he is there at that place. 

 
In this interview, this is the closest that Mercy comes to explaining that 

“something evil” was happening to her daughter. Given that her story unfolds within 
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a country context that has a high prevalence of gender based violence within 
schools, and coupled with ethnographic field notes, the likelihood is high that her 
daughter was the victim of sexual abuse. Her mother does not want her daughter to 
attend the school under the current circumstances and the daughter no longer wishes 
to return. 

 
This story of her daughter’s experience stands in striking contrast to that of 

her son, which emphasizes the trade offs rather than the physical risks of schooling. 
Her son was able to pass the primary exam and secure a spot in a government 
secondary school, so Mercy “found the money” to send him to school. Her husband 
had a different idea, however, and did not want him to continue schooling. He 
considered the school “wasting his time”. Mercy too had seen “those students who 
went to the secondary school and came back, they are just around doing nothing”.  

 
He wanted my son to go to a technical school. So because of his 
father’s words, it undermined my son’s focus and his strength at 
school began to decline. I know that between the father’s words 
and mother’s words, the father’s words have a stronger influence. 
So my son listened to his father. And when August came, I saw 
him return from school. Then December came, and when he saw 
that his academic results were not good, he decided not to return to 
continue with schooling.  

 
Mercy and her husband continue to disagree about how to support, and 

protect, the children to pursue educational opportunities that will improve their 
future livelihoods. With two children still in primary school and her youngest at 
home, she sees the quarrels over how to educate the children as continuing for the 
foreseeable future. 
 

For Mercy, farmers are entrepreneurs. She self identified as an entrepreneur, 
and explained: “I am an entrepreneur because I can help myself. Even though the 
father is not here, I am not running in to problems. I can feed my children.” Her 
understanding of an entrepreneur derived from being able to overcome the 
challenges of her situation and to provide for the needs of dependents.  

 
Farmers do not depend on others for employment, Mercy explains, and they 

must plan their finances, which includes strategizing for how to secure the largest 
profit margin from the harvest while still covering household and educational 
expenses. They must consider income sources for when they are not able to 
cultivate. Mercy explained her activities that generate income and financial planning 
as follows:  

The activity that I depend on for my daily income is my cultivation of 
vegetables. So I mostly work in the garden. My vegetables, per week 
I get 10,000 TZS. There are women who cook vegetables at the local 
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college there, they ask to buy vegetables from me. So every week, 
twice a week, I send them my vegetables. When I send one, I get 
5,000 TZS. In the past I cultivated a lot, but now I am sick so I am not 
cultivating. But in the past I was able to send even 70 bundles of 
vegetables at one time. Per week I now send 50 bundles. 

 
I use that money for home expenses. Also I use it to buy shares in 
saving organization that I spoke about. Because of all those expenses, 
that is why I decided to join those small savings group that offers 
support for those affected by HIV/AIDS. We are buying shares and 
sometimes we get a loan. So every week there are some people who 
take a loan, and this helps when you have a tight financial situation. 
Because when you harvest, the price for your produce is low and your 
profit is not much. Instead of selling while this price is down, you can 
take a loan at that time. Then you can wait for a season for the price 
to go up. After when you sell the maize at the higher price, you can 
repay the loan. 

 
Learning entrepreneurship is valuable according to Mercy, though she 

doesn’t necessarily link this to school. However, she had hoped that supporting her 
children to continue their education would also prepare them to become self 
employed. As part of her understanding of the entrepreneur, she expected that her 
children would value learning from peers. Perhaps drawing on her personal 
experience of survival because of a network of support, Mercy elaborated on her 
belief:   

You can visit your fellows, and you can learn from what they do... You can 
correct yourself where you might be making a mistake. Through others you 
can learn and not stay alone. So one needs to be able to collaborate, and not 
to act jealously, and not to feel badly when you see that someone else is 
doing well.  

 

 Mercy’s early educational experiences at primary school, her relationships within 
her interdependent network, and the steps she takes to provide for her family are all 
processes that produced her understanding of the entrepreneur and entrepreneurship. 
They have also shaped her expectations for how her child will benefit from 
entrepreneurship education.
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Male caregiver narrative.  

William 
Born around 1960 (54 years old) 

 
William and his wife were born in nearby villages. They have had six children 

together, though the two girls have now passed away for unstated reasons. They remain 
with four sons, and care for one child from a relative.  Kibena is the language spoken at 
home, and Kiswahili is learned at school. They do not speak English, as they did not 
receive secondary education. 

 
Throughout his schooling until Standard 7, William recalled participating in 

school projects to support the school. He recalls his experience as having taught him 
valuable skillsets that benefitted him in the short and long term: how to farm and sell corn 
and cabbages; how to keep profit in a small bank at school; and how to use savings to 
cover school expenses. Students also profit by receiving some share of the crops and 
support to apply their learning at home. William shares this example, and includes how 
the experience continues to benefit his household and village: 

We also established a tree nursery to learn how to plant and sell the timber. Some 
were also given to the students so they could go and do this at home. One hundred 
percent what we learned continues today, until now. For example, for our tree 
nursery, the majority of us in the village are also doing that and we sell the trees – 
earning our income from that.  
 

 William and his family inherited land and cattle from his parents. The family 
earns their income from various agricultural activities, and William emphasizes: “we do 
not depend on one activity only”. He is also proud of how he and his wife have been able 
to increase the family’s land holdings to grow the farm, and describes how their 
investment in diversified assets function as a financial portfolio for short term and long 
term financial planning. The ability to cover school fees is a major financial goal 
included in the family’s planning. 
 

My parents used to have this land so we inherited it. We also added to that 
land by buying more pieces of land. In total now this farm is about 4 acres. 
In these farms there are crops such as maize, potatoes, trees for 
timber/lumber, and goats. We have a small garden to grow vegetables. We 
use our crops for food at home, and also we sell them so that we can cover 
the school fees and send our children to school. 

 
We have cattle that we inherited from our parents, cows and oxen that help us to 
cultivate our farms. The cows have reproduced so that now we have a herd. These 
have advantages. We gather manure from them, we sell the cow itself, and we get 
meat from them as well. When we don’t have other means, then we sell our 
livestock. We bought goats, though there are few now. We use their manure to 
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plant crops.  Then these goats we sell when there is an emergency or the need 
arises.  

 
Instead of going to borrow money, we sell these goats. Or sometimes, you can go 
and borrow money and give them a goat as a collateral. And sometimes we use 
the goats for our consumption. I have chickens. They are free range, we give them 
some food but then they forage on their own. Also for goats, even when the need 
arises, we sell them.  Then we have gerbils. We get manure from them and we 
also eat them.  

 
As part of their savings plans, William and his wife are pleased to provide the 

essential livestock for different life events. As he explained, “During ceremonies like 
weddings or holidays like Christmas you need to have animals to slaughter.” This ability 
to provide such luxuries for their family network appears to be a symbol of their relative 
wealth. 

 
For William the meaning of being an entrepreneur is firmly linked to doing one’s 

own hard work. He understands an entrepreneur to be someone who is “a very hard 
worker and committed to his work and projects”, and his example of hard work comes 
straight from his experience on the farm: 

For example, you can see that we have dairy cattle. For that cattle to provide 
sufficient milk and manure, someone has to work very hard. If you sleep until the 
sun comes up, you will be going to the farm while your customers are coming to 
buy – so you will miss the opportunity to sell to them. 

 
While William self identifies as an entrepreneur, he says he has never had 

entrepreneurship education. Rather, he learned entrepreneurship by working with his 
peers in a lending group.  

While we don’t have any experience with entrepreneurship education, I learned 
from others whether something is advantageous and beneficial or it is not… 
nowadays we can establish small entrepreneurship groups so we learn from other 
groups, from each other in the group, and we can adopt what other groups are 
doing.  
 
These groups also provide members with financial support “as life events unfold, 

such as birth, weddings, and funerals.” And the groups allow members to save their 
money after harvesting the crops, and later this savings are accessible as needed. For 
those who are able, such groups appear to help farmers to counteract the challenge of 
balancing the timing of harvest and selling crops with the demands of cyclical and 
unanticipated out of pocket expenses. 

 
William is proud that his children grew up farming. He says that they have always 

been involved in farming activities, and their efforts have contributed to covering their 
school expenses. Educating the children was a priority for William and his wife. William 
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explained how he expects school to benefit his children and ensure that they are cared for 
in their old age:  

We send our children to school because it gives them an advantage in the future. 
For example, our son will be able to make tables, chairs, and cupboards, to fix 
doors and to fix iron sheets (for roofing). And of course when we die, he will be 
able to make us a coffin.  

 
Their first born son has already been trained as a carpenter and “is self reliant”. 

William is proud of his eldest son, and continues to hold high expectations for him:  
I expect that when I get old, he will come and take care of me.  He has made these 
chairs that we sit on. He has satisfied us. If his siblings could learn from him, he 
would be a leader.  

 
William thinks vocational training is a better choice for his children than 

secondary school because it is more likely to lead to formal employment and a better 
livelihood. As he said: 

From what I understand, the one who goes for vocational training will be 
learning something he can actually apply and be able to do. If one studies 
these other subjects, one will expect employment in some office… you 
just wait to receive employment somewhere. But with vocational training 
one has skills, and can be on the street and during that time gain a 
reputation for what he can do. He can then find customers and be able to 
earn an income. Vocational training gives you the chance to create a 
reputation… if you are good, you have a better chance of being given 
jobs and earning an income. 
 
Still if I had my choice, I would want my child to go to school and gain 
employment somewhere. Those who are employed are better off 
compared to those who are self employed. 
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Husband and wife caregiver narrative. 

Furaha, Husband and Yasmin, Wife 
Both born around 1960  (H: around 55 years old and W: around 53 years old) 

 
Both Furaha and Yasmin are originally from Njombe, as were their parents before 

them. They met each other during youth group activities that were sponsored by their 
Roman Catholic church. Furaha was able to pursue secondary education up to Form 4, so 
he did learn some English. His wife left schooling after Standard 7, so she speaks only 
Kiswahili. They have raised nine children together over 28 years, “the first born to us in 
1982 and the last born in 2010”. 

 
Furaha gave a quick summary:  
Our children, the first one is a secondary school teacher. She is a daughter. 
The second born, a boy, is an entrepreneur here in Njombe. After 
secondary school, that son went to work with livestock and agriculture. 
The third son is a carpenter, he finished VETA school and now he works 
as a carpenter. The fourth one left school when she got pregnant… she 
lives there with her sister and opened a business. The fifth one she is a 
teacher, she teaches early childhood preschool. The sixth one finishes 
secondary school, also the seventh. The eighth and ninth are in primary 
school.  
 
The couple struggle to pay for the expense of all the formal schooling, and 

the income from farming and inherited livestock is used to cover the school fees. 
They involve the children in the farming activities according to age appropriateness. 

We pay these fees ourselves, using the proceeds from our livestock and 
agriculture. We own land, this house, and livestock. These animals were 
inherited from my father.  
 
Furaha recalled numerous projects during his primary school, including a 

vegetable garden, maize cultivation, and livestock and chicken rearing.  These 
projects would generate income for the school, and cover expenses associated with 
graduation ceremonies and equipment, for example. In addition, Furaha recalled that 
at the end of the year the students slaughtered one cow, “so every student would get 
some meat to take home.”  
 

Yasmin similarly recalled keeping a vegetable garden, cultivating maize, and 
caring for dairy cows. The proceeds from these projects were reinvested in the 
school, just as Furaha had said. She added that these projects had a purpose. They 
were undertaken because the school administration and teachers “wanted us to rely 
on ourselves.” 
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Another important perspective that Yasmin added about her experience was that 
of being a female. Her story is an example of how the emphasis on educating girls is 
relatively new in the region, and that responsibilities to provide direct care to dependents 
(as opposed to increasing one’s likelihood of securing salaried employment) outweigh the 
value of educating females.  

If it had just been up to my parents, I would not have gone to school. 
There was a teacher who came and took me from home in order to go to 
school. When he came, he asked my parents why they were only sending 
the boys to school and leaving their daughters at home. So they came, and 
they took me to school. I managed to complete up to Standard 7.  

 
After I finished my Standard 7 I was selected to join a Nursing course. At 
that time they allowed Standard 7 leavers to join nursing courses. 
Unfortunately my mother became sick. So I decided to drop the nursing 
course and return home to help my mother. 
 
Both Furaha and Yasmin stated that the benefits of these primary school 

experiences continue even today, “Even today our primary school experience has 
helped us to be able to take care of ourselves and to get money for our children’s 
school fees.”  

 
“We are entrepreneurs,” state Furaha and Yasmin. They understand an 

entrepreneur as “somebody who learns about something and is able to do it on his own.” 
There is only one characteristic that they identify as essential to being an entrepreneur: 
“to be a hard worker.” They believe that this characteristic can be taught. Moreover, once 
an entrepreneur is successful, “it is easier for him or her to share his experience and tell 
the story of how he came to be successful in that way.” This indicates that the meaning of 
the entrepreneur includes not only the initial hard work, but also the initiative to help 
others to learn from others’ process and success.  

 
While Furaha and Yasmin believe “these are things that can be taught”, they did 

not go to school to be taught entrepreneurship. Instead, they say: “we just learned because 
of this environment.” They distinguish learning entrepreneurship from teaching 
entrepreneurship education in school. 

 
For Furaha and Yasmin, their understanding of an ‘entrepreneur’ included 

skepticism as to how and why it is a necessary label. Furaha asserts his view, and shares a 
personal story of why he fails to understand the use of the term: 

Even those guys who are riding motorbikes, carrying passengers, they are 
entrepreneurs even though they are just in the road riding their motorbikes. In 
Tanzania, a person who is self employed is the one who is called an entrepreneur. 
Anyone who is involved in something that allows him to earn an income, he calls 
himself an entrepreneur. 
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But for example, my son, in our village, he went to Dar es Salaam and he has 
learned to make soap. So when he came back, he said he was an entrepreneur. He 
told me father, I have been trained in this and if I had these materials I would be 
able to make soap. So I am an entrepreneur, but the problem is that I don’t have 
the raw materials that I need to make soap. So how is it that my child doesn’t have 
capital, he doesn’t have access to raw materials, but he calls himself an 
entrepreneur?  
 
Being able to earn an income without education is necessary for the children of 

Furaha and Yasmina, who now view secondary school as “unimportant” and irrelevant to 
the context.  

Many students graduate there but they don’t do anything. They are not employed. 
It is better for a child to learn something that can be done in this environment.  
 
Furaha was concerned that his boys would fail to succeed academically, “Boys 

are always the ones who have more responsibilities. We don’t want him to just go and get 
that education and fail to be able to do something.” One solution that the couple offered 
was to have children trained to create quality products from local resources.  

My child should know this whole process: planting, taking care of the farms, 
harvest, making sure you have high quality goods, knowing how to produce high 
quality juice… if they don’t get this education, then they just harvest, eat it, and 
the remaining goes towards feeding livestock. 
 
Furaha and Yasmin are confident that self employment is the best option for their  

children because of the saturated labor market and the lack of employment opportunity: 
Currently we find that those who are self employed are the ones who are more 
successful in life, more than those who await employment. Those positions that 
were supposed to provide employment, they don’t offer employment because the 
ministries are not expanding. The government is dormant. The employment 
opportunities are full. 
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Themes. 

Caregivers (mothers, fathers, extended family members, or others in the 

community who directly take care of the basic needs of the student and provide the 

resources that allow him or her to school) lived in one of two villages that were less than 

20km from Njombe town. All caregivers depended on farming to generate household 

income as well as to provide for domestic needs. None of the homesteads had running 

water or electricity. Six out of eleven cared for additional children who had been 

orphaned within the homestead in addition to the biological children. Eight out of 11 

caregivers self identified as entrepreneurs. Of those who did not use the term 

‘entrepreneur’ to describe themselves, one caregiver had formal employment, one 

described the income generating activities in terms of self-employment, and a third did 

not provide a response to the question. 

The age range of this participant group was between 32 and 82, while the majority 

(8 out of 11) were between 40 and 55 years old. For historical reference, this means that 

they experienced primary education generally between the years 1965 and 1980, or 

during the implementation of Education for Social Reliance. The participant with the 

highest attainment in formal schooling was one male who had reached Form 4. The 

participant with the lowest attainment in formal schooling was a female that had reached 

only Standard 5. The eldest caregiver had received only “Bush education” and schooling 

through adult education programs. Interviews were conducted on site during home visits 

that ran between one and three hours. The following describe themes that surfaced when 

caregivers described their understanding of the entrepreneur and entrepreneurship, as 

well as their expectations of the outcomes of entrepreneurship education.  

 

Relational networks affect income generating activities. 

Caregivers start and manage the profits from their income generating activities in 

response to the financial needs of their relational networks. They emphasize relational 

sources of support as well as identify their responsibilities to their relational networks. 

The major financial responsibility that caregivers mention was school fees, followed by 
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life cycle events. In describing this network, caregivers give examples of gaining and 

losing members regularly through such events, including births, marriages, and death. 

These events affect the economic and social stability of the household and increase the 

social-emotional and economic vulnerability of children and youth. They affect short and 

long term planning for education and life cycle goals. Caregivers use varied strategies for 

earning income to meet the dynamic and multiple goals of the network. 

It is important to understand how extended relational networks of support impact 

the lives of children and youth as they struggle to access educational opportunities and 

pursue their economic livelihoods.  Interdependence on an extended relational network 

often begins at birth. This means that children and youth arrive to school embedded in a 

family network that has enabled them to access education and that relies on them to give 

back as soon as they are able to do so. Nested within this context, youth face the 

opportunity costs and risks of schooling and make decisions about whether and how to 

start an income generating activity and/or seek forms of employment. 

Reliance on a network was an especially prominent theme among female 

caregivers that lacked support from their husbands. They described both having 

experienced the benefit of this network as children as well as having an essential current 

role within this network as providers and contributors. Mercy, for example, was raised by 

a member of her extended family, her aunt, after her own father passed away. Since early 

childhood, her wellbeing depended on this female relative rather than her biological 

parents. Today she continues to depend on her extended family network, not on her 

husband, and feels responsible for providing the same security to others when the need 

arises.  

Several female caregivers were the head of a household that included multiple 

children from their extended relational network, and almost every interviewee mentioned 

how death had affected their responsibilities to the extended relational network. Male and 

female caregivers in polygamous marriages describe how these deaths affected their 

livelihoods. The cause of death was commonly a “headache”, which is acknowledged 

within the region as referring to a wide variety of illness and also considered to be a 

euphemism for a death related to HIV/AIDS. Caregivers spoke of welcoming children 
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that have suffered a loss by an immediate family into their homes, and/or accepted 

responsibility for contributing additional funds to cover household expenses in a home 

facing recent mortality.  

Representative quotes of this experience include: 

I was married here at twenty years old. We had five children. I live here 
and my husband passed away. Two children had already passed away by 
then, then he left me with three children. One other child then passed 
away. The one who passed away is the mother of that child. So I remain 
with two children and I continue to raise them, as well I raise this 
grandchild.  (Beatrice) 
 
Myself, I have six children. My husband also had another wife. That wife died, 
and she left three children, so in total there are nine children. (Grace)   
 
Me I have two children. My husband left me with two children, and he has passed 
away. (Asha)  
 
For the three [children} that are grown up, they are independent and take care of 
themselves… Myself and the older children, we helped to pay for the school fees 
and uniforms of the younger children. But when the older ones were young, I was 
also taking care of an orphan. (Rehema) 

 

My family is a family of 10. There are ten children. One already passed away, so 
now there are nine. I have different wives. In this house, all but three stay here. 
The first wife already passed away. The second wife stays here with me. The third 
wife stays over there nearby. (Joseph) 
 
With this young wife, I have two daughters and one son. With the first wife, one 
of the children died and there remains one who lives in Mbeya. With my first wife 
I had five children. Unfortunately, all of them died and have gone to God. So 
there remains only one who lives in Mbeya. My son had three children, but he 
was killed. He left behind three children. So I went to the district commissioner to 
ask for permission to help to take care of those children who have been left 
behind. Their mother was married somewhere else. So in addition to those 
children that I have, I have these three I care for. (Natan) 

 

While beyond the scope of this research, it appears that there are important 

relationships to understand around how polygamous marriages affect the financial 

stability and responsibilities of the wives. Based on ethnographic field notes and these 

interviews, it is likely that a caregiver’s decision of whether and how to undertake 
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additional income generating activities is made according to how their gender intersects 

with factors such as whether or not they are married, the recency of their marriage, a 

spouse’s death, inheritance, and children. More must be understood about how these 

complex relationships have implications for teaching entrepreneurship in this context. 

Rural children born into and living within an interdependent extended family 

network may not fit a standard mold of the student that would benefit from formal 

entrepreneurship education as depicted in policy papers.  The decision to undertake an 

income generating activity is linked to a young person’s access to financial resources at 

home and to their level of responsibility to make contributions that support his or her own 

schooling. To understand and support a young person through this decision making 

process, it is important to consider the high probability that there will be changes in the 

number of dependents that live within the child’s household.  

In fact, these changes have a range of important implications for the skillsets and 

resources that would greatly benefit students of entrepreneurship education.  

Economically vulnerable youth are likely to arrive at school having experienced a 

childhood full of such changes, as well as having extensive teaching and modeling of 

financial practices by their caregivers. By the time that they reach post-primary 

education, they have been involved with activities that required quickly and efficiently 

collaborating with others and they have practiced regularly reevaluating expenses 

according to the shifting needs of the extended network. They expect that they will need 

to be extremely flexible with their approach to earning income and to know how to 

redistribute resources in order to respond to unpredictable circumstances.  

One further point indicated by the data, though understudied and not covered by 

this research, is that income-generating activities are affected by the frequency and 

commonality of death. What is clear from field notes is that death takes an emotional and 

psychological toll that exacerbates the vulnerability of youth and family. It also incurs 

short and long term expenses: in the short term, the family must arrange and pay for 

multi-day funeral ceremonies and providing food and drink for guests who attend; in the 

longer term, the death of a family member decreases the flow of income into the 

household and eliminates a source of support for the larger network of interdependent 
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relatives. Entrepreneurship education will be more meaningful and beneficial to families 

if it recognizes these factors and circumstances, and it aligns with, rather than threatens, 

these contextually embedded values. 

 

The local entrepreneur’s triple bottom line: fulfilling responsibilities, 

cultivating relationships, and diversifying income streams. 

Qualities of an entrepreneur fell into three broad categories:  

1) the personal conduct of the individual;  

2) the relationship that entrepreneurs cultivate with others; and  

3) financial planning for cyclical expenses by diversifying income streams. 

Caregivers recalled personally lived experiences to illustrate four key qualities of 

personal conduct that they associated with the entrepreneur: being a “hard 

worker”(Furaha and Yasmin); staying busy and “not just staying idle” (Joy); being 

“willing to do something” (Rehema) through one’s “own efforts” (Joseph); and “taking 

care of all responsibilities” (Joy).  Demonstrating these qualities in relation to farming 

justified being an entrepreneur:  

“The way I know entrepreneur, it is someone who works by himself, it might be 
agriculture or farming… for someone to be an entrepreneur, that person has to be 
a very hard worker. You shouldn’t sleep until the sun goes down… We are 
entrepreneurs, because we are working by ourselves” (William) 
 
I am an entrepreneur… I have to take care of the house. I make sure that we 
produce and fulfill the needs of all who I am responsible for at this compound… 
the way that I am willing to work on the farm, this is entrepreneurship. (Rehema) 
 
With regard to an individual’s relationship to others, caregivers expect 

entrepreneurs to “respect other people” (Nathan), to work together; “to give ideas” 

(Rehema), and to “learn from your fellows (Mercy). For example: 

You can say, come here – we can join together to do this idea… One who is an 
entrepreneur looks for others with whom to collaborate and says, we could do this 
together. (Rehema) 
 
When you go and learn from your fellow, you can correct yourself where you 
might be making a mistake. So you know that these places you are making a 
mistake. Through others you can learn and not stay alone. So one needs to be able 
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to collaborate, and not to act jealously, and not to feel badly when you someone 
else is doing well. (Mercy) 
 
Nowadays there are small entrepreneurship groups so we learn from other groups, 
from each other, and we adopt what other groups are doing. If we are satisfied 
with what we see another group does, and see that what they are doing is 
profitable, then we go ahead and we will do the same. From what we have 
learned, we can help each other on issues of diseases, funerals… If you are alone, 
it is difficult. You need a group. Alone, you cannot work on your own. (William) 

 
Caregivers engage in regular financial planning to plan for cyclical expenses. 

School fees for dependents represent a major expense that requires years of planning for 

families. Children and youth arrive to school with principles and models of financial 

management that include making short and long term savings goals, managing finances 

(including assets and investments) with the assistance of others and a savings groups, and 

diversifying their income generating activities and investments. 

To the extent that they have the resources, caregivers prioritized diversifying the 

activities that they rely on for income, and these may be small or large ventures. 

Undertaking any such activity or job that helps one to earn one income to cover expenses 

is entrepreneurship, according to Joseph. As an example, Joseph describes making and 

selling charcoal. For Joseph, inventing or creating this option is a critical characteristic, 

and having a salaried position whereby money is “brought to you” is not 

entrepreneurship. Farmers are entrepreneurs that continually must be “looking in the 

future” (Mercy) to strategize how to cover current and future expenses by earning 

immediate income, contributing to savings groups and acquiring assets. Joy explains: 

 
After I sell, I put aside the money required to pay school fees because I have 
orphans who stay here with me. So, first, I make sure there is enough food for the 
children and consider what is sufficient. Then I sell the remaining amount. Then 
from that, I get income for the school fees… If I didn’t harvest much that year, I 
will use all of it to feed my children, then I go to work casual labor on other farms 
to get money for their school fees. (Joy) 
 

This quote illustrates how farmers balance the needs of dependents, including the 

expense of schooling, and the realities of a rural agricultural livelihood.   
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Learning begins at home: Education outside of school. 

Caregivers involve their children in activities that generate income, which 

commonly goes towards covering the cost of their schooling. The children begin their 

involvement as soon as they are determined able to contribute, said Grace, and the 

activities are intentionally planned “according to the age” (Furaha). Rehema shared that 

her family worked on different activities together, then she described how the money her 

son earned from his work on the farm and gardens went directly towards paying for his 

school expenses. Similarly, William explained:  

My son was involved in farming activities, and that he has his own plot of land.  
He weeds and currently the potatoes are ready to harvest. This harvest he will use 
to contribute to his own school expenses. (William) 
 
While caregivers mainly indicated that this involvement was beneficial for their 

children as they learned essential skills for their future, they also suggested a tension that 

can surface between involving children in income generating activities on the farm and 

their schooling:  

When the children had to take the cows to graze, they didn’t go to school. 
Because to motivate our children to know the benefit of taking care of the cow, 
they were told that as they were taking care of the cow, that this cow will be used 
to support you.  (Mercy) 
 
More research that investigates the relationship between work and school for 

children growing up in farming communities would help to inform entrepreneurship 

education initiatives meant for implementation in this context. Within such communities 

in Tanzania in particular, data suggest that the role that these work experiences play in 

education has a particular value because of their function within the historical struggle to 

balance practical ‘learning by doing’, as Nyerere championed, and the largely theoretical 

curriculum taught in contemporary secondary schools. My research shows that caregivers 

intentionally engage children in a process outside of the schooling institution that models 

and teaches the importance of saving for the future, the skillsets for farming, and the 

value of collaboration. 
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Opportunity costs and risks of formal schooling. 

While many caregivers learned skillsets during primary school that immediately 

benefitted their households and continue to be relevant and beneficial to their livelihoods, 

today’s children learn skills aimed to benefit them as individuals in the future and have 

no guarantee that secondary schooling will lead to employment in the formal economy. 

Instead, caregivers consider the value of entrepreneurship education within a broader 

decision making process: whether and how to support the child to pursue formal 

education, how to prepare the child to pursue a feasible and desired livelihood, how to 

optimize their ability to provide for the household dependents, and how to best contribute 

to the interdependent network.  It is clear that when families decide to support children to 

pursue secondary education it means that they must make significant sacrifices and be 

careful financial planners. Schooling is a financial burden that must be justified by 

academic success and, eventually, increased income. This justification results after 

caregivers try to predict whether supporting their children to pursue school now will be of 

enough benefit to their livelihoods in the future as well as lead to more support for the 

relational network. Aside from whether or not one is fortunate enough to have the means 

(and qualifications) to continue going to school, caregivers must consider the trade offs 

and physical risks, especially for girls. The three narratives sample caregiver perspectives 

on the current tensions among these factors. They also highlight the tension between the 

uncertainty of supporting a young person to continue pursuing education on the one hand, 

and on the other hand the immediate benefits of preparing that youth to earn income, to 

no longer rely on the family for support, and to contribute to the relational network.  

From the perspective of some caregivers, receiving secondary education would 

not be advantageous for their children: 

That secondary school is unimportant – many students graduate there but 
they don’t do anything. They are not employed. So for this child, it is 
better that he goes to learn something that can be done in this 
environment. (Furaha and Yasmin) 

 
Me, I look at my friends who have educated their children. A child will 
start and finish standard 7, up to Form 6, then come back and live with us 
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in the village. He didn’t plan for his job career, and at the end of the year 
becomes the same [as before his additional schooling]. (Beatrice) 

 
We see that there are a lot of young people studying a lot but they don’t 
get a job. So this studying, it is not meaningful because it ends up that 
they don’t get a formally employed. (Joy) 

 

Other caregivers believed that additional schooling would increase the 

benefits of self-employment even if it was unlikely to lead to formal 

employment. For Asha, education increased one’s options. Without any 

education, Asha said it was “impossible” to become employed. With education, a 

graduate “might get a job but decide not to become employed” and/or pursue 

self-employment in addition. Joseph prized entrepreneurship as “the most 

important”, but asserted that “without education even the small things that you 

do will likely provide you with nothing”.  Such perspectives indicate that 

secondary school continues to be valued by caregivers, however not necessarily 

above or even on par with undertaking income generating activities and/or doing 

entrepreneurship. 

 

Gendered interpretations of the entrepreneur. 

Data suggest that being an entrepreneur and doing entrepreneurship was 

meaningful for different reasons and linked to outcomes that were not the same for 

females and males. For females, the meaning of being an entrepreneur centered on the 

ability to fulfill the needs of dependents through ones own efforts, collaborating with 

others, and not having the option of employment.  Males, on the other hand, emphasized 

that being an entrepreneur meant being a hard worker, using ones resources, and being 

involved in an activity that generates income. Upon further analysis, this apparent 

difference links to the relationship between gender and educational attainment, gendered 

roles within the household, gendered access to financial resources, and gendered 

inheritance of assets such as property and livestock.  

Six out of 10 caregiver interviews were conducted with females. Out of these six, 

the highest level of educational attainment was Standard 7. Four were single female-
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headed households because either the husband had passed away, was estranged, or stayed 

with another wife.  They were acutely aware of their responsibilities for children and 

interdependence on their relational network. For example, in Narrative 1 we learned that 

Mercy grew up within a single female-headed household and got married after finishing 

her primary school at Standard 7. She became one of two wives, and found her efforts 

exploited for the benefit of the family of the second wife. Her own health is frail and on 

the decline, as she repeatedly mentions during the interview, and combining this fact with 

her choice of savings group indicates that she likely has HIV/AIDS. Her daughter has 

now returned from a rare chance at affordable private secondary schooling because of 

‘evil’ occurring at the school - likely sexual abuse.  Mercy explicitly shared her hope for 

her daughter with us, “Because she is a girl, and she knows my life that I am living now, I 

expect her to defend the rights of women and children.” She wants her daughter to enjoy 

a life with more protection and options. 

Rehema was an exception because she lived collaboratively with her husband. 

Indications of this collaboration, beyond farming activities, included family planning and 

savings. She emphasized that using family planning had prevented health problems for 

her. Yet when asked how this decision was made, she framed the decision as her 

husband’s: “My husband decided that we should follow family planning.” They belong to 

a savings group together, and while she said that they each were required to be present as 

a witness in order for money to be withdrawn (“He is not able to borrow money without 

me also being there. And I am not able to borrow money without him”) she also stated 

that the account is under her husband’s name. Even though they appear to be more 

collaborative, Rehema’s husband is a salaried government employee and she describes 

him as “not here”. Therefore, the responsibility to care for the house and provide for the 

needs of the children falls on her. She proudly links that to her self-identification as an 

entrepreneur. 

Out of the four male caregiver participants, one had achieved a Form 4 education. 

Males report living with one or multiple wives and their families. Two out of four discuss 

having formal employment in addition to their farming activities. All four discuss 

inherited land or cattle. This evidence suggests a few of the privileges that males enjoy; 
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access to education, a degree of stability in their immediate family relationship(s), 

property inheritance, and opportunities for employment. If males are more likely starting 

from a higher level educational attainment, a higher level of capital and support, and have 

the option to pick up salaried income that removes them from the home, then this 

perspective presumably informs their understanding of the entrepreneur and 

entrepreneurship. In fact, one male was employed (Joseph) and therefore did not consider 

himself an entrepreneur despite the fact that he also made and sold charcoal, and defined 

the entrepreneur as someone who can “invent and create something” to earn income and 

“any activity or job that helps you to get money”. This implies that he values self-

identifying as employed over self-identifying as an entrepreneur.  It also links to data 

from other participant groups that discusses the different connotations that being an 

entrepreneur has for different genders. This theme is discussed at greater length in future 

sections.  

Skepticism: Are these new terms necessary? 

It was common for caregivers to share their skepticism about entrepreneurship 

education. For example, Beatrice responded that such education “has been there for such 

a long time”.  The oldest caretaker reacted with surprise to the term entrepreneur and 

entrepreneurship, and curiosity about the idea of entrepreneurship education. At 82, 

Natan had not encountered the term ‘entrepreneur’. He says, “With this entrepreneurship, 

you have to let me know what it is… We’ve heard it, but we don’t understand it.” His 

own extensive experience with income generation was what he termed self-employment. 

Most communicated that they saw “no difference between self-employment and 

entrepreneurship” (William), though one explained that because he did worked 

independently as a security guard he was self employed but not an entrepreneur. 

Only the husband and wife couple, Furaha and Yasmin, had even an indirect 

experience with formal training on entrepreneurship. They told the story of how their son 

called himself an entrepreneur because he had received entrepreneurship training in Dar, 

despite his lack of the capital and raw materials with which to begin operating a business. 

Their experience represents a telling example of a stakeholder’s reaction when the local 
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understanding and experience of entrepreneurship meets the more universal or 

generalized ideas that are propagated by formal educational opportunities. 

 

Summary. 

This research shows that the meanings caregivers derive from the terms 

entrepreneur and entrepreneurship are rooted in their experience as farmers; frame their 

approach to educating their children; and are integral to how they manage household 

income. To begin, caregivers self identify as entrepreneurs because they are farmers. 

Entrepreneurship is their lived experience providing for their dependents through 

farming, and the mechanism by which they are able to support themselves within large 

interdependent relational networks. These networks affect their strategies for sustainable 

income generation and short and long term financial planning for their immediate 

household.  From a very young age, they involve children in practical farming activities 

to teach qualities that they link to being an entrepreneur and to pursuing their future 

livelihood. They expect that their children will incorporate their needs as caregivers and 

the needs of their relational network into their plans for the future. Female and male 

caregivers emphasized different reasons for being an entrepreneur and outcomes for 

doing entrepreneurship, however overall caregivers associated these terms with hard 

work, fulfilling the needs of dependents; collaborating and exchanging ideas with others, 

learning from and supporting others; and knowing how to plan ones finances. Planning 

for the financial stability of the household requires the ability to use formal and non 

formal savings and investment practices as well as diversified income strategies. 

Skepticism exists over whether the terms entrepreneur and entrepreneurship mean 

anything different than self-employment.   

Data also show that more research is necessary to understand the relationship 

between schooling on the one hand and learning and doing entrepreneurship on the other. 

For the student who aims to learn how to secure steady income through entrepreneurship, 

schooling may delay gaining first hand experience in the workforce, building real world 

skillsets, establishing a professional reputation, and developing an important professional 

network. Sending a child to school may delay doing entrepreneurship that would make an 
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important contribution to household earnings. It may also remove their assistance with 

household responsibilities and caregiving, and impose financial costs on the extended 

relational network. In addition, female students are at particular risk for gender-based 

violence at schools. Doing entrepreneurship may provide them with more financial 

stability, or alternatively may place them at additional risks due to their gender.  These 

are only a few of the complex calculations that caregivers must make when deciding 

whether or not, and how, to support their children to pursue education after primary 

school and/or to become entrepreneurs and undertake entrepreneurship. 
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III. Teachers 
Table 5.3 Female teachers (personal interviews) 

 Neema (Private school teacher) Joyce (Public school teacher) 
Age 25 27 
Children None None 
Marital Status Single Single 
Schooling   
Level of formal school Bachelors Degree Bachelors Degree 
Teacher Education None Teachers College 
Education for Self 
Reliance 

None  
 

When I was at school, we didn’t have 
these projects. But the school that I teach 
at now, it used to have this project. 

Formal 
schooling/training in 
entrepreneurship 

NGO I have not had entrepreneurship education, 
but I have attended some seminars on 
entrepreneurship. But I think this is inborn 
in to one’s character, so when I attended 
these seminars it was only to add on to my 
own ideas… Njombe Community Bank 
was looking for customers and so they 
advertised that they can give this kind of 
loan, but first you have to attend a seminar 
and then we will provide you the money. 
So when we were ready as a group, then 
we approached the bank. 

Understandings about Entrepreneurship  
Income generation 
outside of teaching salary 

None Stationary store (3 years) 
Café (1 year) 

What is your 
understanding of an 
entrepreneur? 

Entrepreneurship is all about being 
creative. It is like a risk taker. Someone 
who can make money from his or her 
skills, her knowledge, it is someone who 
can start her own new business. When 
somebody thinks of something, you can 
find it, maybe it is a very normal thing for 
you, but when an entrepreneur comes, they 
say, ah this! I can do this, I can do that – I 
can sell this and get this amount of money. 
 
Always entrepreneurs provide things in 
society that make changes… I think 
entrepreneurship is the one which 
contributes a lot in making developed 
countries to be developed. They bring also 
money. … An entrepreneur is being your 
own boss. It’s not like being under 
somebody – no holiday, or today’s your 
holiday - you have to be here at this time... 
You are your own boss, creative, and your 
mind is expanding a lot. Always you are 
becoming greater and greater. 

As an entrepreneur you have exposure, a 
good number of friends, and be exposed to 
different views. When you have a good 
number of friends, you have experience 
with different challenges – and along the 
way of helping them through these 
challenges you are also learning. So it is a 
good thing to be part of an 
entrepreneurship group…  
 
The meaning of an entrepreneur is 
someone who thinks differently from 
others. You can see one small child 
walking barefoot – one person will think, 
ah that’s normal. Another will ask, why is 
this? Can I not provide something that is 
affordable for that child – maybe he or she 
is not wearing shoes because it is too 
expensive. So someone who thinks in this 
way is an entrepreneur. 
 

Self identification as an 
entrepreneur 
 
(Q: Do you consider 
yourself to be an 
entrepreneur?  
Why or Why not?) 

None Yes. Because most of the time… there are 
those characteristics of an entrepreneur, 
and I see in myself that I fit them. So I do 
practice them in my daily life. So I think I 
am also an entrepreneur, but I am a small 
entrepreneur. 
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Table 5.4 Male teachers at a privately operated secondary school (personal interviews) 
Male Teachers Wallace Lincoln Ashur 
Age 26 years old 28 years old 27 years old 
Children None One  None 
Marital Status Single Single Single 
Schooling    
Level of formal 
school 

Bachelors Degree Bachelors Degree Bachelors Degree 

Teacher Education None None None 
Education for Self 
Reliance 

None Yes… In primary school, at that 
time, we had some school 
projects to increase the economy 
of the school. The students 
participated in different outside 
activities, for example farming – 
going far places, carrying 
something for somebody. 

We would have to go on 
Saturday to the forest and 
collect firewood. We bring 
it to the school, and we 
would put it in the store. 
So, people would come 
and buy the firewood… we 
had a farm where we 
cultivated maize, and a 
small garden so we had to 
grow small vegetables.  

Formal 
schooling/training 
in entrepreneurship 

I never learned 
entrepreneurship, but I just 
got experience on 
entrepreneurship after 
thinking, how can I survive? 

NGO training 
 
Prior to NGO training: 
There were no courses in content 
[on entrepreneurship]… but 
professors when they come to the 
class, after teaching, they are just 
advising us. Don’t expect to go 
and work outside… Make your 
own work. 

In college, I did some 
courses about 
entrepreneurship. They 
teach who is an 
entrepreneur, the qualities 
of an entrepreneur, how to 
start a business, how to 
save money, how to 
manage the business. How 
to calculate risk, something 
like that. 

Understandings about Entrepreneurship   
Income generation 
outside of salary 

Salon, Selling used clothing, 
motorbike taxi (previously) 

Computer programming and 
maintenance, show sports games 

BBQ Restaurant 
(previously) 

What is your 
understanding of 
an entrepreneur? 

Entrepreneurship is an idea. It 
is an implementation. You 
plan to get income, but not by 
depending on someone else.. 
to depend on yourself as 
boss… Just believe that you 
can do something, I believe to 
god that I can do something 
and I pray that he helps me to 
do that thing. Then you 
implement that, you take a lot 
of time to deal with that stuff 
and that thing until it gets 
done. 

To me I can say entrepreneurship 
is to do something that you think 
you cannot do, that is all… a 
person must not think about 
failure. If you think about failure, 
you may not do anything. Most 
will say, ‘Ach, I will fail’. So if 
you start having that idea and 
saying, ‘I will fail’, you will not 
do it. So for being an entrepreneur 
don’t think about failure… you 
must be a risk taker…  If 
something happens negatively 
you must take what you did learn, 
and go forward. 

An entrepreneur, the 
first thing is that you 
must be creative…  
don’t fear about risk. 
You must be a risk 
taker. But it must be a 
calculated risk.  
An entrepreneur is a 
fighter, looking for money 
in order to survive… 
Someone who wants to be 
financially independent… 
He doesn’t want to be told 
by someone, do this and I 
will give this. 

Self identification 
as an entrepreneur 
 
(Q: Do you 
consider yourself 
to be an 
entrepreneur?  
Why or Why not?) 

Yes. I’m just an entrepreneur.  
Even though now a days I just 
stop doing some stuff, some 
sort of business – but I have 
an idea in my mind, a good 
idea that it should be 
implemented before I become 
30 years old.” 

Yes. And all the time I think 
about it. 

For now, I’m not an 
entrepreneur. 
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Table 5.5 Male teachers at a government secondary school 

Male Teachers Baraka Edward David 
Age 33 years old 31 years old 32 years old 
Children One  No Two 
Marital Status Married Single Married 
Schooling    
Level of formal school Bachelors Degree Bachelors Degree Bachelors Degree 
Teacher Education Teachers College Teachers College  Teacher Education 
Education for Self 
Reliance 

We were keeping animals. 
We were involved in 
milking, selling the milk, 
and sometimes we were 
collecting wood from the 
forest and then selling it to 
those who want that wood. 
Because we were living in 
the village, so those were 
the projects in the schools 
– cultivating the crops. 
After harvesting, then 
selling – For that money 
which was obtained by the 
project, it was returned 
back to the student as a 
service…as a motivation, 
for students who were 
going early in the morning 
to farm. 

We had farms and 
cultivated maize, tea, 
coffee…. the teacher 
supervised these activities 
and the students managed. 
The income from these 
projects was used to cover 
expenses for school… I use 
that experience that I had 
previously. I am a teacher 
teaching at secondary 
school. But after teaching 
hours, I cultivate in the 
farms and grow potatoes, 
maize, vegetables. I also 
opened an office to deal 
with MPESA.. these things 
supplement the salary of a 
teacher and sustain myself 
in my life. 

Unstated. 

Formal 
schooling/training in 
entrepreneurship 

I learned different courses 
based on 
entrepreneurship.” 

Entrepreneurship begins 
with an idea. So, I don’t 
have formal or an official 
education with 
entrepreneurship – but I 
use this to cope with the 
environment. 

I first heard the word when 
I was pursuing my 
certificate in electrical 
engineering… I did a 
course for one semester at 
Dar es Salaam institute of 
Technology. 

Understandings about Entrepreneurship   
Income generation 
outside of teaching salary 

Vegetable production, 
butchery 

MPESA, vegetable 
production 

Casual labor as a technician 

What is your 
understanding of an 
entrepreneur? 

An entrepreneur is 
someone who can see the 
opportunities and use that 
opportunity...someone who 
can see that this land is 
very fertile – and he or she 
can use it for agriculture.” 

An entrepreneur is 
someone who looks at the 
environment and sees the 
opportunity that surrounds 
him or her. For example, 
someone who has 10,000 
TZS and buys local 
chickens to raise capital. 

Entrepreneurship is all 
about education, knowledge 
concerning life skills, 
including business. And 
considering the benefits, 
and if you have benefits the 
opposite of benefits is 
disadvantages of 
something. You have a 
plan, reasoning, and focus. 

Self identification as an 
entrepreneur 
 
(Q: Do you consider 
yourself to be an 
entrepreneur?  
Why or Why not?) 

Yes, because I see 
opportunities and I take 
them. 

Yes I am an entrepreneur. 
Because I know this 
concept, from this I can tell 
others. And not just telling, 
I am also doing small 
activities and so I can 
transfer that to others. I am 
involved in small activities, 
farms and a small business, 
to generate income. 

I came as an entrepreneur. 
The kind of 
entrepreneurship was not 
the kind where I had 
somewhere specific that I 
wanted to invest. It was that 
I was looking for a way that 
I could start establishing 
myself. 
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Female teacher narrative 1. 

Neema, F 
Born in 1990 (25 years old) 

Private secondary school 
 

Neema is originally from Dar Es Salaam and her first language was Kiswahili. 
She grew up in a two-parent, monogamous household as one of four siblings, two boys 
and two girls. Her father holds a graduate degree and has formal employment in 
journalism, while her mother has vocational training and was “just a business woman 
transporting agriculture products from different regions to Dar es Salaam.” When asked 
whether she used to assist her mother to operate the business, she responds that her 
parents prioritized her education instead:  

I was never involved in her business because my parents wanted me to study and 
thought education could help me. The good thing is I always saw what my mother 
was doing, and I wanted to know more.  
 
While she was in school, Neema’s mother nurtured her curiosity about business. 

She offered various pieces of advice and encouragement, communicating confidence that 
her daughter would be able to face the challenges of running her own venture.  

What she is always telling me that a business is not an easy task. You need 
to be creative, a risk taker. And what you need to know is that not always 
you are going to earn profit. Sometimes you can get loss, so if the loss is 
there you need to be prepared to put some balance. When loss happens, you 
know how to manage it. That’s all. She is encouraging me to do business. 
 
According to Neema, her mother learned at a very young age to do business as a 

way to contribute to the household income. Her father, on the other hand, focused on his 
studies. She explained,  

My mom is from a very poor family. She was busy doing business to help her 
family. She sold mandazi, small cakes, and cassava even when she was still 
young. She met my father while at VETA college. My father was known as very 
intelligent, and he even studied in other countries. 
 
Neema recalled her experience in government school and private school as very 

different. She did not participate in projects at her government primary school, however 
she “was lucky” because she went to a religious secondary school and not a government 
secondary school. There she was able to collaborate with her peers on a special project to 
help orphaned children, learning at an early age to try to help others not as fortunate as 
herself. 

After finishing her Form 5 and 6, she was afforded another opportunity to give 
back. She told this story about how her involvement helped her to realize the impact she 
could have on the lives of girls: 

I volunteered to work with an NGO. Their purpose was to help children, primary 
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school students to be independent, to teach them on health, the effect of getting 
early pregnancy, and sexual disease and other things. For this experience I stayed 
for three months in Njombe, at a place known as Makete. When I was a volunteer 
in that NGO, I had to teach girls that even if your teacher is convincing you to do 
certain things, sexual things, you can say no! You can feel proud of it that you are 
capable to say no! A lot of students are not good at saying no. African students 
are so scared, they feel they are too small to say no. That’s not true! You can say 
no, if you think this is not what you want, you better say no! So I did my best. 
 
After this experience, she began her university studies and earned a Bachelors of 

Business Administration. Upon graduating, she learned of a teaching opportunity.  
I learned about this job through the internet, and also my friend was working here 
already. She called me and told me that there is a job fit for you if you are 
capable. 
 
Though she had never received training to become a teacher, she applied for the 

job. Regardless of training, for Neema being a teacher is just “who I am.” She said that 
she was forthright about this lack of preparation as a teacher during the interview, then 
redirected the focus of the discussion to share her aims for students: 

When I came here I said during the interview, I want to tell these students and to 
make them understand that they can do business. They can be independent. They 
can do these things that they think they cannot do.  
 
Being a teacher is not for everyone, Neema said. Instead, she likened it to a 

“blessing” and “being a leader”. She outlined this philosophy:  
Being a leader is a blessing as well – not everybody can be a leader. You know 
who a leader is? A leader is the one who is always fair. It is not like he is always 
right, but he is fair. And he wishes to be fair always, to everyone. When you are a 
leader, it is the same as when you are a teacher. Being a leader is a blessing from 
God. You don’t have favored groups. You seek a decision for everyone. 

 
 Neema’s conviction about the relationship between being a teacher and leader, 

and to fairness and treating others equitably, surfaces again when she discusses her 
approach to delivering instruction on entrepreneurship. Leadership that provides a role 
model in the classroom is supremely important to her, and without it the students are at 
risk emotionally and psychologically.  

When you want a student to see things in a real way, you need first of all to have a 
lead example, for them to see. Because entrepreneurship is about reality. You face 
things. You can’t teach a student in the class and then out there things are 
different.  

 
Neema is in charge of delivering instruction on entrepreneurship to her students, 

and she struggles to select the valuable components from the different curricula. She sees 
her responsible as not just to teach, but “to help” the students. But when she reviews the 
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curricula, she sees material that she worries students will not find useful. She tries to find 
the elements that are related to their real life. 

You know why?” she explained, “Because of our environment, our country. It 
runs this and this way. In entrepreneurship you cannot feed someone a lot of 
things, then take no action at all. So when I receive any curriculum, I read it, and I 
choose.”  
 
When she sees the curriculum is lacking, she adds to it. She offers this example:  
“For example, the curriculum mentioned self confidence as just a point, a 
characteristic. But for my side, I made it as a full topic. I needed to make them 
believe they can do business. It took almost two weeks for them to realize what 
they are… First of all, let me show them how precious they are, how good they 
are, how capable they are, how strong they are. That is more than enough, to 
know your value – to know how expensive you are. 
 
Because she considers her students as very poor, building their confidence is 

particularly important to Neema.  
I keep on telling my students, poor family is not a disabled family. It’s just a poor 
family. It is not bad luck. You can make a change on it. No one was born poor, no 
one was born rich. We were all born naked. 
 
 She encourages her students to “think deep” and consider the situation that will 

face them when they graduate from this school. She believes that with her education 
these children will know “the cost of their time and energy, then usually you are going to 
be successful”.  

 
Neema draws on her varied life experiences to define the entrepreneur as one who 

makes changes in society and brings development. She believes that the contribution of 
the entrepreneur is essential “in making developed countries to be developed”.  

 
Neema understands entrepreneurship as follows, echoing the words of her mother: 
Entrepreneurship is all about being creative. It is like a risk taker. Someone who 
can make money from his or her skills, her knowledge, it is someone who can 
start her own new business… He is his own boss, or her own boss. But when it 
comes to entrepreneurship, entrepreneurship is a very wide word. It is the same 
thing as creative. I can do this today, and tomorrow you can find me doing 
another thing, and another. I’m not limited. I keep on growing and making. 
 
She sees extreme differences between the experience of men and women at home, 

how this affects their access to education and the outcomes of schooling. 
For boys, no problem. When they go back they are asked, yes, what do you want 
to do now, and what are you capable of? When it comes to being a man, a 
Tanzanian man, ah! He thinks he is very strong. [a] help [to] us in a family – in 
the future. A boy feels superior and he can face things. Not a girl. Because the 
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family believes a girl is going to get married, and that is useless. She is going to 
help her husband and other people, other relatives - not us.  
 
Women, females, girls, they need to have somebody who can tell them how to be 
confident in themselves. I tell my female students, when you go back I’m sure 
your parents will ask you to get married. When they ask you that, tell them that 
Father, what if you give me even two years for me to involve myself in the 
agriculture activities and to help in doing this and this – you will see what I am 
capable of doing. When he understands, she proves that she can do something, 
and he will never force you to do what you don’t want to do. 

Returning to her earlier theme, Neema asserts: “Confidence is the key of 
everything.”  Her mission is to show students “how precious and how good they are”. 
She wants girls to be confident to “say ‘No’” when they see something “not right”. 
Unfortunately, Neema believes, the local culture makes this difficult.  

Even when somebody is raping a kid, that’s why it is so difficult for you to find 
out. He or she will never say it. It may take even a year two years when he or she 
is mature to say someone was doing very bad things.  

 
Neema believes that schools can play an important role in building confidence 

and creating entrepreneurs. However, if the instruction tells students to be a risk taker and 
self confident, but this contrasts to the reality of the school, the student will think of the 
learning as “bullshit… Nothing will happen. No changes. That’s not the reality.” Then 
students will begin to think they are inferior to others.  She explained the danger: 

It is very easy to damage the mind of a student in such a subject. If the school 
fails to support them like this, things may turn upside down. They will not be 
successful. Students will feel weak, they become so scared... thinking they are 
poor, they have nothing, they are not blessed, they have bad luck. What will he or 
she become in the future? You have damaged the brain.  

 
Her final words of the interview:  

 
If there is the chance for the whole world to hear this, I just want to tell them that 
we are all one. It doesn’t mean that you are black, you are white, you are rich, you 
are poor, we are different – and we are one.  We are one. We are human beings.  
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Female teacher narrative 2. 

Joyce, F 
Born in 1987 (27 years old) 

Government secondary school  
 

 Joyce grew up in Morogoro. Her father was a business person. She did some work 
with him while growing up, but spent most of her time in school. Her mother did not 
work. She was one of eleven siblings. Despite this large family growing up, her father 
and two siblings have now passed away. Of her living siblings, five brothers are 
business owners while she and her only sister are teachers. 

She was not involved in school projects during her primary school, though she 
knew that they existed at the school where she now teaches.  

They used to have cows, chickens, and the students took care of these. It helped to 
generate income [for the school] and also improved student health.  The objective 
of this was to teach the students how to care for animals and so forth… It 
motivated students to manage the projects.  

 
After finishing Form 6, she received a degree in education. Thereafter she was 

appointed by the government to teach in Njombe.  
 
 Beyond her teacher preparation, Joyce has attended seminars on entrepreneurship. 
Yet she does not attribute her participation in these as ‘making her an entrepreneur’, 
but rather she considers that these seminars only built upon her own ideas and on what 
is inborn in her character. She explained that the Njombe Community Bank was 
looking for customers, she said, and so they advertised that they had loans available. 
But in order to access that loan, the requirement was to attend an entrepreneurship 
seminar led by a Small Industry Domestic Organization (SIDO). Participants learned 
how to make batik and laundry soap. After the session, her group was allowed to 
approach the bank for the loan. They were required to attend one more seminar as a 
savings groups, then they received the loan. 
 

The activities that provide Joyce with income range from her employment as a 
teacher to a stationary store and a café. Joyce shared the story of her multiple 
operations: 

I started operating this stationary business since 2011, and in 2013 I opened this 
restaurant. For the capital to open the stationary store, I used my salary from 
teaching. It was almost three months before I received my salary when I was first 
employed as a teacher, and we were paid in a lump sum. So I decided to use some 
of that salary to buy a copy machine. I used it to make photo copies, and this 
generated a profit. I combined this profit with more of my salary, rented a room, 
and started the business. 

 
 She was able to get her Tax Identification Number (TIN) and business license 
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without difficulty. She does not have a problem with the system, but she does find the 
payments to the local Tanzania Revenue Authority (TRA) too high:  

When I went to get my TIN number and business license, they informed me of the 
procedures and estimated my tax according to the capital that I had… to pay tax 
isn’t challenging. There are two alternatives – you can go to TRA and pay a lump 
sum per year. Or you can go to the local government authority and pay monthly… 
but this way you seem to pay a lot more than when you go to TRA. 

As a business woman, her biggest obstacle is time management. She has to juggle 
her job as a teacher with her work at the two businesses. She also finds it a challenge to 
manage her three employees, and explained:  

The staff themselves, sometimes when they do not want to work they decide to 
leave the job. For myself, for three months I observe how they behave as an 
employee, then after that time we do the contract. This way for some of them I 
can realize that they are not ready.  

 
 Her profit goes towards covering daily expenses, including payments on her car 
and house. She is also preparing for a family. She doesn’t share whether she has 
savings. 

 
Joyce advises anyone that wants to own a business to start by studying the 

environment and considering how to secure their initial capital, much as she did. In 
addition, it is important to consider the risks before starting the business. She offers 
this example:  

Imagine you want to buy a car to drive along the road as a taxi, but there is also 
another kind of investment. If you buy that car, you might have an accident. You 
can spend a lot of money (2 million) fixing it.  You have no source of financing 
for that, so that investment will collapse. 

 She understands the entrepreneur as having a certain philosophy and ability to 
think about how to provide needed, affordable goods or services to the community.  

The meaning of an entrepreneur is someone who thinks differently from others. 
You can see one small child walking barefoot – one person will think, ah that’s 
normal. Another will ask, why is this? Can I not provide something that is 
affordable for that child – maybe he or she is not wearing shoes because it is too 
expensive. So someone who thinks in this way is an entrepreneur. 
   

 The value of being an entrepreneur, from her perspective, is:  
You have exposure, a good number of friends, and have exposure to different 
views. You gain experience with different challenges, and along the way of 
helping yourself and your friends through these challenges you are also learning. 
So it is even a good thing to be part of an entrepreneurship group. An 
entrepreneur will be able to know a lot of things about how to invest and make 
money. 
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 While she believes entrepreneurship is “inborn in to one’s character”, and self-
identifies as an entrepreneur because she practices certain characteristics in her life, she 
does believe it can be taught. 

 
According to Joyce, entrepreneurship education includes learning how to be 

creative, to network, and how to get capital. Students should also be able to save 
money and learn not to overspend.  

They should feel that overspending gives them regret or a ‘pinch’…. able to save 
money and be able to take precautions in their activities and future endeavors… 
they should consider the benefits and loss of what he or she is planning to do so 
that they do not spend a portion that is not in fact profit.” 

 
 She emphasizes training the students to be self aware in order to make plans, 

“They can be trained to be self aware. When he or she is self aware, they would know 
how to get the capital needed.” From self awareness, one is able to plan for one’s future 
and for earning an income.  

When one begins to become self aware, one starts to have a plan for yourself. The 
plan is not just to get employed somewhere. If you have self awareness, it 
connects to all other things. 
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Male teacher narrative 3. 

Ashur 
Born in 1987 (27 years old) 

Private secondary school 
 

Ashur’s father was a teacher. He met Ashur’s mother after coming to live in 
Njombe. His mother finished school at standard seven, then she went on to pursue her 
nursing degree. His father became active in politics. After the two met, they married and 
started a family in Njombe. The father’s political work meant that the family travelled to 
different places. Upon father’s retirement, the entire family returned to Njombe.  All the 
children have gone on to secondary school.  

   
Educated in government primary schools, Ashur remembered school projects 

organized by a teacher they nicknamed ‘Mwalimu EKA’ (Teacher of EKA). In his words: 
I remember, each month for one weekend we had to go to the forest and collect 
firewood. We brought it to the school, and we would put it in the store. Then 
people would come and buy the firewood. The teacher would save the money. We 
also had a farm where we cultivated maize, and a small garden where we grew 
small vegetables. I was not aware that this was to teach self reliance, I was just 
doing because we were told to do it.  
 
For secondary school, Ashur earned a space in a government school. However the 

school was of low quality, and his father shifted him to a better establishment. He was 
then selected to do his advanced levels at a boys secondary school, and studied there fore 
two years. Ashur’s school expenses were paid by his parents. After this, he went on to 
pursue his Bachelors in Agriculture and received a loan from the government. He is 
currently repaying this loan. 

Unlike others who have recalled their EKA experience, Ashur reported that the 
experience had not really helped him to become self reliant today. Instead, he links his 
financial learning to his experiences at home during his childhood. His father was 
involved in an organization that loaned cows, then after the cow had birthed a calf this 
calf was returned as repayment, “So you kept the parent, and one calf you gave back.” 
Taking care of the cow was a motivation for the children to work hard and know the 
value of investing for the future.  

My father said he would not employ anyone to take care of our cow, instead he 
had us children took care of the cow. When we milked the cow, we sold the milk. 
At the end of the month, we sat down and calculated how much we got, and then 
we will distribute the amount to cover necessities and so forth.  
 
In addition to this early experience, he had courses in entrepreneurship while he 

was in college. The course defined the entrepreneur, discussed the qualities of an 
entrepreneur, taught students how to start a business, save money, manage the business, 
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and calculate risk. He remembered the course as emphasizing “that you must be creative 
and an innovator. Also, don’t fear about risk. You must be a risk taker. But it must be a 
calculated risk. Not all kinds of risk.” Today, Ashur still agrees with what he learned, “I 
still agree with it. It has helped.”  

Ashur recounted his personal experience attempting to start a business: 
I tried to launch a business with a friend once. We started a shop to sell drinks, 
bbq and meat. This friend had gone for training and made very good in bbq meat. 
So when he told me he could do that, I thought why can’t we organize a place and 
we can start that kind of business. Because this type of barbequing meat is unique 
in Njombe.  
 
So we organized. We made a small budget according to what we had. We found a 
place, we got a place and we started. We were all working, and my sister referred 
us to someone we could hire for pay locally to take care of the place.  
 
But unfortunately it didn’t work. I think the location was the problem, because we 
didn’t have a lot of customers. And the management was not good. We were not 
going there frequently enough to check the balances and finances. We left each 
and everything to that person which we employed. We had a big loss. 
 

  Ashur blames himself for this failure. He said that he didn’t follow the process 
properly, and that he mistakenly thought that “the probability of getting a profit was 
higher than the probability of getting a loss. But in reality, it was visa versa.” He realizes 
that he took a risk, and “made a loss”. Yet Ashur believed, “In order to become an 
entrepreneur you must be a risk taker. Each and everything you do, there is an element of 
risk. You have sometimes to take it.”  

  It was the opportunity to be employed that attracted Ashur to his teaching position 
at a privately operated secondary school. He had never had courses preparing him to be a 
teacher. 

Now as the math teacher, Ashur believes he plays a valuable role in educating 
students about entrepreneurship. He says that students often talk about the challenge of 
getting capital, but he tries to explain that they should start with a small project. In 
addition, he wants to prepare students for what they will face upon leaving school. In his 
words: 

My role is, always when I get the chance, I insist with the students to think - you 
are finishing here with a certificate. But there are people who are finishing with a 
certificate in different schools, in different colleges. There are people finishing 
with a diploma in other colleges. All of these persons will compete with 
employment. Are you able to compete? When you finish, employment 
opportunities will be scarce.  
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The problem is, if you finish Form 4, you will be called a Form 4 leaver. You 
don’t have any occupation or any profession. You know things, but if someone 
asked you to explain what is your profession you could not tell them. If at the end 
of the day students have to leave at a certain stage, and they don’t have any 
profession, it is like you are wasting their time. Teach them what is valuable to 
them when they finish. 

According to Ashur, an entrepreneur is “a fighter”, someone who is “looking for 
money in order to survive”. This person will want to be financially independent, and will 
want to do things “by himself”. Ashur said, “He doesn’t want to be told by someone, do 
this and I will give this.”   

A person’s background will affect whether or not someone becomes an 
entrepreneur, said Ashur. He explained that certain tribes are known as “good 
entrepreneurs”. Also, if a parent is managing a shop and involving the children, “at the 
end of the time you find also the children are also working as business men… If you are 
born in a family that does business, so you were seeing all the procedures that they were 
doing, so it will be easier for you when you start your own business.”  

  There are two things that Ashur considers as influencing one’s decisions to pursue 
economic livelihood: “ education and capital”. The more education one has, the more it is 
expected that person will work in an office. The less education one has, the more it is 
expected to see that person working in difficult manual labor. However, “someone with 
small capital can start a small business”.    
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Male teacher narrative 4. 

Baraka (M) 
Born in 1981 (Age 33 years) 

Government secondary school 
 

Njombe has always been Baraka’s home. The first born of five children, Baraka 
stresses that he was the first of his family to attend formal education: “Nobody was aware 
about getting funds for school because all of them had not gone to school.”  
 
 Baraka remembers his involvement with school projects for Education for Self 
Reliance (Elimu ya Kujitegemea). His responsibilities were to help care for livestock and 
to sell milk; to collect wood from the forest and sell it as firewood; and to cultivate, 
harvest and sell crops cultivated at school.  

  His experience continues to influence him today. He said, “At school we used to 
plant trees – and now, I’m planting trees! And why I am now planting trees? Because I 
have already seen the advantage of planting trees. Those activities I learned at school and 
brought them to my home to the family level.”  

  In 1997 he went to a private secondary school for three years. Then, instead of 
being able to continue on to Form 5, he was forced to leave school due to financial 
constraints. He went back to the village and lived there for almost five years. When he 
saw a job advertisement with a local NGO for a peer group educator on HIV, he applied. 
He told about his activities, “We were going to the villages, discussing the importance of 
family planning, how we can control HIV and AIDS… I worked with them for three 
years.” After saving from this position, he had the funds to pay for his school fees and 
picked up again in Form 5.  He did well, and was able to apply to different universities. 
In the end, he chose the University of Dar es Salaam.  

  Baraka didn’t want his younger brothers and sisters to go through what he had 
gone through to get a formal education. So, he planned ahead, delayed his personal 
individual goals and managed to cover all of their school expenses. 

When I joined from the work, I planned my salary. A certain percent goes directly 
to support my younger siblings. And then an amount I saved for me. I wanted to 
reach this stage when all of my siblings had reached work, then I would be free to 
marry. That’s why in marriage I delayed, and why this year I decided to marry.  
 
Now married and with one child, Baraka teaches and manages small activities that 

provide him with income. As he described: 
I have been doing very small business, buying crops in different villages and then 
sending it to town to the marketplace. But I also opened a butcher. So I go to the 
village and take the cows, goats. At our home we have cows and goats. Within a 
year, you can buy one cow, maybe two goats. After two years, maybe I would 
have two. So if I face problems, its when I used to sell them. I sell a goat, or I sell 
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a cow. It’s how I can solve. If someone is looking for school fees, selling and then 
paying for school fees.  

 
He has taught at different schools, both government and private. He has never 

seen a course named ‘entrepreneurship’ in government schools, but most schools where 
he has worked have some sort of similar project, he said. He continued to explain: 

I can say the community was not aware that the different activities which were 
established – these were like an entrepreneurship subject, and the students were 
involved in those projects. We don’t use the word entrepreneurship, but we call 
them development projects in school.  
 

  Then Baraka recounted his experience at a private school, and revealed his 
skepticism about the use and purpose of the term.  

For the first time I saw entrepreneurship. For the first time, even the students they 
started to appear with entrepreneurship in the private school. Maybe the 
difference is because those private schools are there for service, but they are also 
looking for money. That’s why they decided to implement that program of 
entrepreneurship.  
 
Entrepreneurship was a new word when Baraka first encountered it at university 

during his coursework.  
But when I explored it at the university level, it is when I said, eh? Even at 
primary school we were doing this but we didn’t know it was entrepreneurship. 
Even at secondary school we were involved in this but we didn’t know it was 
entrepreneurship. 
 
Baraka understands that “entrepreneurship starts with an idea”.  He wants students 

to ask themselves, “ What idea do you have? Change the idea to something practical. You 
have an idea, then change it to actually doing it. It will be easy then for you to solve the 
problem of unemployment.”   
 

He sees that this process will be different for girls and boys, and that they will 
face different challenges. For example, there are gendered family roles and types of 
appropriate work. In his words: 

Some projects are girl or woman oriented, and others are man oriented. For 
example, women are involved in basket making. So that project would be seen 
more for women rather than men. For males, making bricks by using machines.  
Women are involved with things that are mostly of the light work, and the heavy 
work is involving men.  
 
But when you are talking about entrepreneurship, the one who is often 
undertaking this without knowing what they are doing, it is women. Especially in 
developing countries. They are being involved in different activities, looking for 
income, without knowing they are entrepreneurs.  
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It is easier for the woman to accept the idea of entrepreneurship, rather than a 
man. Because a woman, as a mother, they are able to take risks. As an 
entrepreneur, entrepreneurs are the ones that are able to take risks That’s why you 
find women are looking for different activities to be involved – the man says, how 
much capital will it cost to open this one? In case maybe this wont happen and I 
wont get a profit, and it will affect the family and so forth.  

  Regardless of gender, according to Baraka an entrepreneur is “someone who can 
see the opportunities and use that opportunity.”  He self identifies as an entrepreneur, “I 
am an entrepreneur because I see opportunities and I take them.” He also is a proud 
leader in his home:  

I am leading starting with my home. I told you I am the first-born and I am 
leading my brothers and sisters. I am leading well, they are doing well. And as a 
teacher, I am leading the class.   
 

 Lastly, Baraka cites risk taking as an essential quality of being an entrepreneur:  
An entrepreneur is the one who is able to take risks… because if you resist taking 
risks you will not attain your goal.  

 
  Anybody can be an entrepreneur, said Baraka. It only depends on the 
environment, and education.  

Those who end in primary school, they face difficulty regardless. But there are 
those who didn’t go to school, and you can see they are in different positions and 
doing good business. Most of them they ended in standard 7 and now they are 
going to China, England… because they have money from business. So, 
entrepreneurship depends on the environment. 



   173 

 

Themes. 

Teachers lived in and/or were originally from the Njombe region. There were four 

teachers who taught at a privately operated secondary school and four teachers who 

taught at a government secondary school. There were two women interviewed and six 

men.  Only two teachers, both male, were married. Three teachers, also male, had 

children. Neither females nor males stated that they cared for additional children who had 

been orphaned. One single male stated that he supported his mother. Six out of eight 

teachers self identified as entrepreneurs, and seven out of eight had experience in the past 

or currently with running an income generating activity. The only teacher specifically 

charged with teaching entrepreneurship education curriculum at her school was the only 

one who had not had direct business experience, though she had graduated from 

university with a degree in business administration and had NGO training.  

The age range of this participant group was between 25 and 33, and six out of 

eight were under thirty years old. For historical reference, this means that they first 

experienced primary education in the 1990s, after the end of Education for Social 

Reliance and during the vast expansion of primary education according to Education for 

All. All participants attained Bachelors Degrees, however only the government school 

teachers had any teacher education or training. Interviews were conducted on site at 

school or at a café in Njombe town. The following describe themes that surfaced when 

teachers described their understanding of the entrepreneur, entrepreneurship, and their 

expectations of the outcomes of entrepreneurship education.  

Roles of responsibility and support.  

Whereas caretakers described living within an interdependent relational network, 

six out of eight teachers were unmarried and reported living independently. Three out of 

eight teachers, all first born males, described their responsibilities to family members. Of 

these males, two had responsibilities to provide for their younger siblings. David was the 

eldest in a polygamous family of ten, and had “the responsibility of all the younger 

siblings”. He shares his feelings of how these responsibilities affect him: 

My friend it is terrible, it is from my struggling, that was how I survived. Because 
even now they are depending on me, the youngest. My mother because she is still 
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alive, they depend on me 100%. No, 85% - because that 15% they depend on 
others there. (David) 
 

While David expressed anxiety, Baraka emphasized his commitment to ensuring 

that each of his younger siblings would not experience the struggle that he had and would 

have the opportunity to attend school. He did so despite the fact that his decision delayed 

his pursuit of his own life goals. He carefully planned his salary and personal timeline, 

and explained: 

A certain percent goes directly to support my younger siblings. And then an 
amount I saved for me. I wanted to reach this stage when all of them reached 
work, then I would be free to marry. That’s why in marriage I delayed, to make 
sure that all of them would reach this stage. (Baraka) 

 
The third male, Wallace was the first born of his father’s first wife, and his father 

had since remarried. Wallace felt deeply concerned about his mother’s well being. When 

his father divorced his mother, his mother had attained only Standard 7 education, and 

had no source of income. Even today she remains jobless, and Wallace states: 

I need to help her. She is very… sometimes she’s sick… sometimes she’s not ok. 
The only one who she depends on is me. (Wallace) 

 

 These feelings of anxiety, commitment and concern for the well being of parents 

and siblings suggest that there may be gendered implications for the duties and 

expectations of first born males that are different for males born later in the birth order 

and/or for females.  

 

The educated entrepreneur: Characteristics, resources, and goals. 

According to teachers’ perspectives, the qualities of an entrepreneur fell into three 

broad categories:  

1) the characteristics demonstrated by the individuals  

2) the relationships that entrepreneurs cultivated to leverage resources  

3) planning one’s finances according to individual career goals, business goals,  

and goals for contributing to societal development. 
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Teachers emphasized individual character qualities, such as being a risk taker, 

creative, and determined, over actionable qualities such as being hardworking and 

responsible. Teachers defined the entrepreneur as a creative individual that could identify 

and leverage opportunities, and take risks, with the purpose of contributing to societal 

change and development.  

Neema, the teacher with a business degree and NGO training on delivering 

entrepreneurship education curriculum, states that entrepreneurship is “all about being 

creative. It is like a risk taker”. She also highlights that being an entrepreneur allows one 

to “be your own boss” and drives personal improvement. In her words, she says of the 

entrepreneur:  

You are your own boss, be creative, and your mind is expanding a lot. Always 
you are becoming greater and greater. (Neema) 
 

For Neema, being creative linked to the profit that could be generated as an 

entrepreneur:  

Someone who can make money from his or her skills, her knowledge, it is 
someone who can start her own new business. When somebody thinks of 
something, you can find it, maybe it is a very normal thing for you, but when an 
entrepreneur comes, they say, ah this! I can do this, I can do that – I can sell this 
and get this amount of money. (Neema) 

 
She ended her description by implying that an entrepreneur thinks differently than 

others because they look for opportunities to make money in any situation.  

Neema’s understanding of the entrepreneur is consistent with my informal 

classroom observation of her teaching using the Tanzanian vocational education 

curriculum on entrepreneurship. For example, during one of her lessons titled 

Characteristics and Traits of Successful Entrepreneurs, Neema began by listing, in 

English, thirty plus characteristics on the front chalkboard. This list included: self-

confidence, decision maker, optimistic, need for independence, creativeness, risk taker, 

perceptive, leader and being your own boss. After students recorded the list in their 

notebooks, she guided them to form small groups and assigned each group three or four 

of the words to discuss and define. To do so, students used the few dictionaries available 
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(English and Swahili/English) and a few referenced their own experiences. Meanwhile, 

Neema circulated among the groups to clarify students’ understanding and to answer their 

questions. At the end of the lesson, the groups each had time to present their conclusions 

to the rest of the class. This lesson on “Personal Entrepreneurial Competencies” was 

adapted from Module 1 of the Trainer Guide for Entrepreneurship Education and 

Training, which was published by the Tanzanian Vocational Education and Training 

Authority head office in Dar es Salaam, Tanzania. According to the information printed 

in the photo copied module and gathered from the website for the Morogoro Vocational 

Teachers Training College (MVTTC) in Tanzania (www.mvttc.ac.tz), MVTTC piloted 

this curriculum from 2004-2009 in order to train vocational teachers at seven centers 

across the country.  The initiative was financed by NUFFIC in The Hague (dedicated to 

internationalization in education) and produced in collaboration with a host of 

international actors: Triodos Facet (a Dutch consulting firm located in The Netherlands) 

and the International Training Center of the ILO based in Turin, Italy.  The lesson plan in 

the module lists the necessary materials for teaching as role models, personality traits 

test, flip chart, and post it notes. Neema’s adaptation presented the content of the lesson 

so that students were actively involved in trying to translate and understand the ideas 

within their own context.  At the same time, the lesson upheld and reinforced 

universalized ideas about being an entrepreneur and doing entrepreneurship. According 

to my notes, students struggled to make sense of the terms during their discussions and 

presentations at the same time as they anxiously scrambled to record and remember the 

words and their definitions.  

There were other examples of how teachers who had experience with 

entrepreneurship training framed locally lived experiences to more closely align with 

universalized conceptions of the meaning of the entrepreneur. For example, Baraka and 

Edward drew on examples of earning income from agriculture and livestock to illustrate 

how the entrepreneur had the ability to “see the opportunity that surrounds him or her”. 

Baraka referenced an example from agriculture and said, “someone who can see the 

opportunities and use that opportunity. For example, someone who can see that this land 

is very fertile – and he or she can use it for agriculture.” Baraka defined himself as an 
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entrepreneur due to this quality of his character: “I see opportunities and I take them.” 

Edward used the example of raising local chickens to generate capital, then he described 

how he would advise students to become entrepreneurs:  

 An entrepreneur is someone who does something different. Someone opens a 
shop, selling bananas and so forth, another opens a shop similar – so if someone 
comes to me telling me they want to open a shop somewhere, I will advise them 
that look at what is already there. If there is a shop similar to this already there, if 
there is - don’t open it. Look at what is missing there, and what people 
demanding, then go for that option. (Edward) 
 
Teachers’ practice of describing oneself as an entrepreneur because of these 

personality traits contrasted with caregivers who self identified as entrepreneurs because 

of being a hard worker, staying busy and choosing not to be idle, relying on one’s own 

efforts, and being able to cover the needs of dependents. 

There were differing opinions expressed by teachers about how to handle risk 

taking and failure as an entrepreneur. Lincoln and Baraka stressed the importance of 

deliberately not thinking about failure in order to take the necessary risks. As Baraka 

explained, “an entrepreneur is the one who is able to take risks, because if you resist 

taking risks you will not attain your goal.”  

Lincoln advised against thinking about failure:   

If you think about failure, you may not do anything. Most will say, ‘Ach, I will 
fail’. So if you start having that idea and saying, ‘I will fail’, you will not do it. So 
for being an entrepreneur don’t think about failure. So hand in hand with thinking 
about failure, also you must be a risk taker. So if you don’t think about failure, 
you must take a risk. If something happens negatively you must take what you did 
learn, where you did learn, and go forward. (Lincoln) 

 

Other teachers believed that planning for risk was essential and encouraged those 

who wanted to be entrepreneurs to think through the benefits and disadvantages of 

starting an income activity. Ashur, a single male, recalled the following from what he 

learned about the ‘entrepreneur’ during coursework as well as his experience starting and 

closing, a business:  

An entrepreneur, the first thing is that you must be creative. Also, don’t fear 
about risk. You must be a risk taker. But it must be a calculated risk. Not all 
kinds of risk.  (Ashur) 
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Similarly, Joyce (a single female) understood an entrepreneur as one who 

considered the financial implications of the risks within the environment and who 

strategically planned to manage and avoid them. She added that an entrepreneur 

takes precautions, thinks about the future, and makes a financial plan for how to 

manage the profit. 

Another characteristic of an entrepreneur is to be able to take precautions and 
have some idea about the risks before starting. So maybe you want to buy a car to 
drive along the road as a taxi, but there is also another kind of investment. 
Imagine, if you buy that car, you might have an accident. You can spend a lot of 
money (2 million) fixing it.  You have no source of financing for that, so that 
investment will collapse. (Joyce) 

David, who is also a husband and father, pointed out that inadequate planning 

would lead to financial loss, and he emphasized flexibility and the importance of not 

giving up:  

If you don’t know what will happen before the end of the project, or before the 
project is successful, you will end up losing your money...  flexibility is very important in 
entrepreneurship, that is what they told me. So if you get risk, you assess to that risk that 
happened – why. Then you assess what to do. But don’t give up. (David) 

  The nuanced differences among how teachers discussed risk and failure may 

indicate how teachers came from different lived experiences with starting, managing and 

closing income generating activities. They may also be related to their adult experiences 

living independently of their parents and siblings, and whether they have spouses or 

children.   

  According to most teachers, the entrepreneur will ‘think differently’ and see 

opportunities. For some teachers, having this trait linked to the desire to improve others’ 

livelihoods:  

You can see one small child walking barefoot – one person will think, ah that’s 
normal. Another will ask, why is this? Can I not provide something that is 
affordable for that child – maybe he or she is not wearing shoes because it is too 
expensive. So someone who thinks in this way is an entrepreneur. (Joyce) 

Neema linked the role of the entrepreneur in society to change and development,   
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and believed that more creativity led to improvements in society.  

I can do this today, and tomorrow you can find me doing another thing, and 
another. I’m not limited. I’m not limited. I grow. I keep on growing and making 
changes. Always entrepreneurs provide things in society that make changes. 
Which brings development. I think entrepreneurship is the one which contributes 
a lot in making developed countries to be developed. It is like the developing 
countries are developing because entrepreneurs contribute a lot. They contribute 
much. They bring changes. (Neema) 
 
These quotes exemplify a shift from how caregivers derived the meaning of being 

an entrepreneur as a critical provider for one’s family and extended relational network to 

how teachers derived the meaning of being an entrepreneur as a key actor in societal 

change and national economic development. Data also shows that teachers tended to 

highlight the entrepreneur as an individual that operates independently. For example, 

while caregivers used the idea of being able to ‘help myself’ to mean being able to cover 

household expenses and provide for dependents, several teachers referenced helping 

oneself to mean being able to complete his own dreams in life. In Wallace’s description 

of the entrepreneur, he repeatedly used the phrase to ‘stand alone’. He explained the term 

‘stand alone’ as follows:  

To stand alone means I don’t want to work for somebody. I don’t want to. 
Because what I know is that when you work for somebody that means you help 
somebody to complete their dream, whereas I have my own dream to complete in 
my life. (Wallace) 
 

Ashur echoed this theme of independence, describing the entrepreneur as a 

“fighter” who wants to be financially independent. “He doesn’t want to be told by 

someone, do this and I will give this. Do this, I give this. He can do that, but as he 

wishes.” These quotes represent the entrepreneur as an individual that makes decisions 

according to his or her own desires and one who is unwilling to carry out someone else’s 

orders merely for the promise of compensation.   

Lincoln added that independence included being able to overcome naysayers and 

other challenges. He shared a personal anecdote from the previous year. He realized that 

there were many locals who relied on someone’s radio to listen to the soccer matches. He 

decided to use money that he had saved from his salary to purchase a TV and satellite 



   180 

 

dish, and then started to offer public viewings of the matches. Despite the 

discouragement from his girlfriend, who worried the venture would not attract customers, 

his idea began to be successful:  

The first time I remember the game – I remember I got almost 47,000 TZ in one 
day! And when I went back to my girlfriend she said, What! You got a lot! That’s 
why I say that entrepreneurship to my thinking, it is just to do that which you 
don’t think you can do. (Lincoln) 
 
 Yet when asked to share what had happened since, Lincoln shared that the man 

he had hired to manage the enterprise was not reliable and trustworthy and that operations 

had now been closed until he could keep a closer eye on the management.   

Unlike the majority of caregivers, very few teachers highlighted the importance of 

collaborative relationships. One exception was Joyce, who said that her experience as an 

entrepreneur had led to meeting new and different kinds of people. She attributed being 

able to face a range of challenges with friends as an important benefit of 

entrepreneurship: 

 As an entrepreneur you have exposure, a good number of friends, and be exposed 
to different views. When you have a good number of friends, you have experience 
with different challenges – and along the way of helping them through these 
challenges you are also learning. (Joyce) 

 

Wallace was the only teacher who described the entrepreneur as one who helps 

others: 

Entrepreneurship, you just employ yourself and then help others… More than 
help others, you can help others in different ways. By giving employment, and 
maybe by giving education. (Wallace) 
 
For teachers, individuality and independence featured prominently in their 

understandings of the entrepreneur and purpose of entrepreneurship. More research 

would illuminate how perceiving individuals as independent decision makers links to the 

teachers’ emphasis on the entrepreneurial qualities of being able to take risks and not 

fearing failure. It is also worth noting that the perception of the entrepreneur’s role in 

society and national development aligns with the meritocratic and neoliberal discourse 

widespread in educational policymaking and entrepreneurship education discourse. 
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Making ends meet: Simultaneous streams of income.  

Except for the youngest teacher at a privately run school, every teacher reported 

managing a past or current income generating activity in addition to their teaching 

position. For example, Edward operates an MPESA office as well as sells vegetables 

from his farm to local hotels. David uses his training in engineering to pick up short term 

contract work outside of school hours.  Lincoln shares that his income generating 

activities, apart from teaching, include providing repair and maintenance help for 

computers, developing websites, and creating software. 

Field notes and interviews show that the strategy of using one source of funding 

(such as a government loan or salary) to create additional income earning opportunities 

was common. Wallace’s business experience began when he received a government loan 

to study at university. He leveraged this loan as capital to invest in additional business 

opportunities. At first he opened a salon, but there were problems with the landlord and 

the electricity bill became too expensive. Then he entered a business of selling mitumba, 

or whole sale clothing originally shipped from Europe. His latest venture is a piki piki, or 

motorbike, taxi service. Profit went to support his mother.  

 What I know is that you cannot be good, you cannot have enough money, you 
cannot be a great man, if you are employed.  So, I just looking for employment 
now so that if I get salary I will make sure that I save enough money from my 
salary so that one day I can start my own business or something. So that I can 
stand alone. (Wallace) 
 
Ashur was taught a short entrepreneurship course during his studies at university. 

After graduation, he used what he learned to launch a small restaurant with a friend. His 

story highlights the risks involved in launching a new business, the challenge of 

establishing a good location and the problem of hiring.  

I tried once with pig bbq. I tried once with bbq. I started a shop where I was 
selling drinks, bbq and meat. Because I had a friend who was very good in 
bbq meat. He went somewhere for training on that. He was doing a kind of 
meat that was different. So when he told me he could do that, I thought why 
can’t we organize a place and we can start that kind of business... But when 
we try, unfortunately it didn’t work. I think the location was the problem, 
because we didn’t have a lot of customers. Also the management was not 
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good. Sometimes we went there, but we were not going there so frequently 
to check the balances and finances. We left each and everything to that 
person which we employed... we had a big loss. So we still have the tools for 
cooking, and also we have the furniture. But we decided to stop for a while 
and then maybe later we start again. 

 
I tried to start my project and I knew that maybe I would make a profit or a loss. 
But at that time, I thought the probability of getting a profit was higher than the 
probability of getting a loss. But when I go in reality, it was visa versa. So it was a 
kind of risk taking, and I made a loss. So it was also a lesson for when I start 
again. Ah, the first time I failed because of this, so I make these changes. So it is 
less of a risk. (Ashur) 

 
 Joyce operated two businesses in addition to her work as a teacher. In 2011, she 

had opened a stationary store, and just two years later opened a small café serving 

drinks and light food options. Her teaching salary provided the capital to start the other 

activities, and her story illuminates the unpredictability of formal employment 

compensation as well as the push for teachers to secure more regular income:  

First, the capital to open the stationary store, I used my salary. For almost three 
months when I was first employed as a teacher, I didn’t get my salary – then we 
were paid in a lump sum. So I decided to use that to buy a copy machine. I used it 
to make photo copies, and this generated a profit. Then I combined this profit with 
my salary, rented a room, and started the business.  

(Joyce) 
  Joyce was the only teacher to discuss registering her business and paying taxes. 

For her, this process was not difficult. She knows how to navigate the system. She said:  

To pay tax isn’t challenging. There are two alternatives – you can go to Tanzania 
Revenue Authority and pay a lump sum per year. Or you can go to the local 
government authority and pay monthly. But this for me is complicated, you seem 
to pay a lot more than when you go to TRA.  (Joyce) 

 
  The process at TRA involves a consultation whereby the local employee 

requests information about dependents and assets, determines your capital for starting 

the business, estimates profit for the business, then “estimate” tax rate. Joyce, and 

others, feel this system is highly subjective and can be manipulated or corrupted. This 

data collection did not include whether or not the plethora of small income generating 

activities that teachers and others run in addition to their salaried employment are 

registered with TRA. More research on this practice may shed light on the relationship 
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between formal employment and entrepreneurship, and the role of entrepreneurship, in 

contexts where working conditions are difficult and unpredictable. 

Establishing and managing multiple incomes may be perceived as necessary, but 

it can also lead to more challenges. One of Joyce’s biggest obstacles has been dividing 

her time among her three income sources. To help alleviate this, she hires employees, 

but then managing her employees also has become a major obstacle. Her strategy is to 

offer a probationary contract:  

For three months I observe how they behave as an employee, then after that time 
we do the contract. This way for some of them I can realize that they are not 
ready. (Joyce) 

 

 While beyond the scope of this research, it appears that there are multiple 

informal approaches to employing help, and unlikely that these are formalized such that 

they would be reported to the government. At the same time, these positions may serve 

important roles for helping youth to develop expertise, a professional reputation, and a 

network of professional relationships. If one goal of entrepreneurship education is to 

increase employment, then it may be wise for curriculum to address such paths and 

processes to employment from the perspective of a future employer as well as the 

employee.   This issue surfaces again in the next section, which presents the perspectives 

of local business people. 

The path to teaching: Motivations reflect a lack of desirable alternatives. 

Teaching was not the first choice nor long-term plan for many participants; 

instead they perceived a lack of alternative employment options and wanted a secure 

stepping-stone to pursue other goals. For example, Wallace learned of the employment 

opportunity at the private school through his brother, who had a connection to school 

leadership. He had never had training as a teacher.  

When I get capital, then I will start my own company, my own business.  I plan to 
do further studying, I want to get my masters… I have to donate my salary until I 
get enough money to go to higher studies, to get a second degree. If not, I will 
stay with my first degree then I’ll start some business in town. (Wallace) 
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Ashur became a teacher because of the lack of alternative employment options 

and his need for income. He, also, had never had training to become a teacher.  

I have to work. First I need to earn some money, then I can do something 
different. Because I didn’t have a job, I saw the advertisement that they were 
looking for an agriculture teacher so I decided to apply because I did some 
courses in agriculture. So I applied, then I came to interview. They interviewed 
me, I passed the interview, and they selected me. That’s why I decided to become 
a teacher. (Ashur) 
 

Edward became a teacher because he saw it as a more secure route to formal 

employment, and because the government provides a loan to those who pursue a teaching 

degree. 

I decided to choose a career in education after seeing the way that our government 
is. In education, you can get employment easily – after you finish these studies the 
government gives you a position. Also when you choose education, you are given 
a loan directly when you go to get your degree. In my family, there was no one 
who could help me financially to go to the college, so I decided to choose 
education in order to get a loan and to complete the degree. I was sure that I 
would get a job after finishing the degree program. (Edward) 

 

David chose teaching because allowed him time to develop other income sources:  

I am planning to become a business man. That is why I decided to pursue 
education – because with education you get free time somewhere that you can 
work privately. If I could continue with engineering, always when working in the 
industry you are very busy all the time, from morning to evening. So your chance 
is limited. That is why I decided to become a teacher. Not by my will… (David) 
 
Other teachers, such as Lincoln and Neema, pursued teaching because it was both 

an employment opportunity and they had a passion for teaching. For example, Neema 

learned of the position after her friends alerted her to the vacancy, and she followed up on 

the internet. She did not receive training to become a teacher, but she shared about her 

passion for teaching as illustrated in the earlier narrative.  

Only one teacher felt passionately about teaching as a long term career choice. As 

the first born in his family, and the first to pursue continued education after primary 

school, Baraka felt he had a role to play in encouraging children to continue with their 

schooling. In his words, “It was a kind of spirit calling me”. 
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Skepticism: Will entrepreneurship education add value to the current system? 

Teachers were uncertain about how entrepreneurship education would be 

successfully integrated into the current schooling system, though they valued it as a 

learning opportunity for students. Secondary school certificates are reportedly considered 

far more valuable to future employers for securing work than any other form of training, 

such as vocational education. Implementing quality entrepreneurship education in 

addition to the current demands of the secondary curriculum seemed implausible, and it 

was unclear how such implementation would affect preparation for the required 

qualification examinations. Teachers perceived it as unlikely that implementing a new 

entrepreneurship education initiative amidst the existing circumstances of government 

secondary schools would improve the overall quality of the education and lead to better 

and more opportunities for graduates.  

Lincoln describes secondary school as a place “to build up his or her basic 

knowledge”, and VETA as the place to develop practical expertise in one area. He draws 

from his own experience, recommending that after a child goes to secondary and decides 

to pursue VETA:  

It will be very simple for him to continue with practical issues while the 
theoretical part he already has. For example when I went for university we were 
taught about the digital circuits of the computer motherboard. The digital circuits 
we did the theoretical part while I was in high school. So when the teacher came 
and taught about the theoretical part of how a circuit works, it was very simple for 
me to understand. But for those who didn’t do physics for their advanced level it 
was very difficult for them to understand. (Lincoln) 
 
Lincoln told this story of his brother’s experience to illustrate the value of 

obtaining a quality secondary school education over vocational training. 

I can give you another example. When I was in Form 6 my young brother, my 
mother’s younger sister son, he was in secondary school. So he was studying for 
the national exam, if you fail you are not able to continue your studies until you 
pass. So my younger brother failed that exam and he was required to repeat. He 
said I don’t want to continue with m studies. He said, I don’t feel good to go to 
the same school same class again. I need to go to the Vocational training. He said 
he wanted to be an electrical expert. I told him, listen, I know physics and I know 
a little bit about electricity. In order to understand the practical of this profession 
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you need the theoretical part so that it will be very simple for you in your training. 
He said no brother I will work hard. (Lincoln) 
 

Yet his brother struggled even at the vocational training institute:  

Every time he was back home he would say it was very difficult – but I would 
explain to him, it is not difficult but you don’t understand the theoretical. If you 
could have the theory, you could have the theory and practical. (Lincoln) 

 After completing the vocational training, his brother was able to secure temporary 

(three months) formal employment with the government at the electrical company, 

however when a permanent position opened then he was unable to apply because he had 

not received his secondary certificate. 

Ashur shared his concerns about those with a poor quality primary education who 

attempt secondary school: 

When you finish at a different school, or for example you finish maybe at a 
normal secondary school, you don’t have a profession… if you finish Form 4, you 
will be called a Form 4 leaver. You don’t have any occupation or any profession... 
You know things, but if someone asked you to explain what is your profession 
you could not tell them. (Ashur) 

His comments point to the important role of certificates and graduation degrees in 

securing income in informal and formal employment. They also raise questions as to 

whether entrepreneurship education would be considered added value without a 

corresponding legitimation process of certification. 

David described the risk of teaching entrepreneurship as a subject in an 

inadequate schooling environment: 

[What happens if you do not support the student] is that you are doing something 
that will not reach your objective. First of all they would lose their money, their 
capital, they would waste their time because they are dong something that is not 
productive. It is not meaningful. 

Those who are doing entrepreneurship they are not even going to school. They are 
doing entrepreneurship in town.  

..If you get education, you become a good thinker…Those people who never went 
to school, if they get an idea, they don’t see the risk – there is no way they can go. 
But if you get an education, you can be employed somewhere, then your focus 
becomes on your job.  (David) 
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The potential for formal education to prepare students is high, David believes. 

Those people who have never gone to school, they don’t have a way to go and 
somewhere that they can escape that situation.  

He points out that students who are without adequate academic preparation or 

who receive poor quality entrepreneurship education are especially vulnerable: 

 It is like…  ‘Wanatumbukia tu kwenye mto’ – Just dropped in to the river. They 
don’t have a way. Those students [of entrepreneurship] will think they can break 
through in that way – just by dropping in to the middle without any preparation…  
 
My friend, the environment is so difficult here. First of all, the family situation is 
not stable. In order to become a good entrepreneur – it is your background first. 
Not only to think good, you must have support. So the program here, the 
background is a very big problem. For example myself, I have a very good idea – 
I have my profession and my friends. But the problem here is the background of 
our family. And that is what we have here for our students. So, it is not at school. 
It is the government. Background becomes a barrier. So, because your question 
was what do I think should be in place at a school to facilitate entrepreneurship, 
lets say I cannot see a way. The government policy is not supportive. Government 
support is needed, because these people are poor… (David) 

This quote also reflects David’s broader concerns about the lack of government 

support and polices in place to support those who would aim to be entrepreneurs.  

Neema, on the other hand, solidly endorsed integrating entrepreneurship 

education. She expressed her conviction that the right leadership and mix of practical and 

theoretical learning would support each individual student to pursue his dreams. 

In government schools, you can only learn – commerce, book keeping, 
economics. But you cannot practice. It is never allowed. They think it is mixing 
students. What is so bad by not having those things, by not having the 
entrepreneurship education in secondary school, is that we all finish secondary 
school with one idea. I want to be a doctor, or I want to become a teacher. No one 
is telling himself or herself I want to do business, I want to open my own 
company. That’s why we are not creative. That’s why we are not improving 
ourselves… Entrepreneurship is different. It’s like a pastor in a church. He needs 
to make you listen to enjoy it, love it, and end of time – praise it! (Neema) 
 

Further investigation and a larger sample size would lead to a deeper 

understanding about how various factors (gender, age, education, experience running an 
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income generating activity in this context, teacher preparation, experience with NGOs, 

training in delivering entrepreneurship education, family and marital status, etc.) link to 

such differences that surface between Neema’s perspective and David’s perspective. 

Gender affects educational outcomes 

The role of schooling in building student confidence and self-awareness arose in 

conversations with female teachers. While Joyce discussed the importance of teaching 

male and female students to be ‘self aware’ in order to plan and manage time wisely, 

Neema focused her discussion on the vulnerability of women who aim to become an 

entrepreneur. To begin, she linked the inadequate confidence among her female students 

directly to their gendered experiences at home: 

“I think that women, females, girls, need to have somebody who can tell them 
how to be confident in themselves. It’s a problem… I tell them, you see! You are 
a girl but you can make changes. You can be an entrepreneur…  
 
For boys, no problem. When they go back they are asked, yes, what do you want 
to do now, and what are you capable of?... when it comes about Man, African, 
Tanzanian man, ah! He’s very strong. This is going to help us in a family – in the 
future. They can even make money, so fight fight fight for him to go to school. 
Not a girl. Because they believe a man is going to get marriage. A girl is going to 
get married, and that is useless. She is going to help her husband and other people, 
other relatives.”  
 

Without confidence and role models, Neema warned that entrepreneurship 

education would not only fail the students but that it may even be harmful to them. 

When a school is telling a student, maybe you want to be an entrepreneur – you 
need to be a risk taker, self confident… confidence, so and so… good initiative, 
good communication… this and this. When he comes out he will say, ah teacher 
is telling me this and this and this. But what is happening for real? Things are so 
different – ah bull shit! I’ll take my way… The second thing is that students 
become inferior. They become inferior, so scared, saying yes to everything. It is 
not like bullshit. It is better for you as a student if you say this is bullshit. But not 
to damage your mind. 

 
The student says, ‘Ah! This is too difficult, I can’t do this! This is bigger than 
what I am!’ Then you destroy everything… If you think things are more 
complicated than you are, the best way is for you to leave it. Not to deal with it. It 
becomes bigger than you, more heavy than you. You wont handle it. 
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The bad thing is to damage your mind. They will feel weak, they become so 
scared.  (Neema) 

. 

Role models, such as teachers and school leadership, played significant roles according to 

Neema: 

When you want a student to see things in a real way, you need first of all, you 
need first of all to have a lead example, for them to see… It is not about entering 
the class and starting. It is about entering the class, you come out and you see 
what you saw in the class. You can’t teach a student in the class and then out there 
things are different… entrepreneurship is about reality. You start, then outside 
you see the reality. (Neema) 

 

On the other hand, male teachers did not raise the issue of the difference between 

the levels of confidence for females and males, nor did they discuss how females and 

males might not have the same experience of entrepreneurship education. For example, 

Baraka perceived that males and females have the same equal access to “opportunities for 

entrepreneurship” and submits that, “there is nothing that is special for boys or girls – all 

of them can think on that.” But he acknowledges the gendered experiences and 

challenges that will shape “the project that they establish” outside of the school setting:  

If others establish a project that is girl or woman oriented, and others are man 
oriented – so the challenge is a project they establish. (Baraka) 

 

He offered these examples to contrast how males and females may handle 

particular gender bound factors: the required strength to complete projects, the receptivity 

to taking risks and accepting a low level of income, the strategy for customer relations 

and the biased interactions of those who react to actions that are not gender conforming: 

For women, [maybe] they are involved in basket making. So that project would be 
seen more for women rather than men. For males, making bricks by using 
machines You can compare now – this is heavy, that is light. Most of the light 
work is involved with women, and the heavy work is involving men.  
 
But when you are talking about entrepreneurship, the one who is most trying for 
this without knowing, it is women. Especially in developing countries. They are 
being involved in different activities, looing for income, without knowing they are 
entrepreneurs. Women. To me it is what I saw. And it is easier for a woman to 
accept ideas than man… because a woman, as a mother, they are able to take 
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risks. As an entrepreneur, entrepreneurs are the ones that are able to take risks 
That’s why you find women are looking for different activities to be involved – 
the man says, how much capital will it cost to open this one? In case maybe this 
wont happen and I wont get a profit, and it will affect the family and so forth. But 
for the women, they are trying and so now they are going. So that is maybe the 
difference. 

For a man who opens that [basket making] project – the only thing there is if he is 
exporting it. Because when he is exporting it, you may be producing it but the 
producer cannot see if it is a man or woman and so this is no problem. But if you 
are looking at the concept of selling direct, you have seen that a woman is more 
charming than a man…  

And a woman involved in making bricks, it would be difficult. It would be easier 
for her to do the basket. The challenge that she will face would be the nature of 
the workers. In the bricks, she would be dealing with workers who mostly would 
be men. Most of the workers for baskets would be women. So sometimes 
misunderstandings and so forth can happen among them. (Baraka) 

 David too believed there was a distinct difference between the female and male 

entrepreneur. In his words: 

Females are different from those males. Males, they are eager to become an 
entrepreneur compared to females. [It is the] nature of life. They are doing 
entrepreneurship, they do what the male do, but the earnestness is higher for 
males. They are all in the same class, but their need to become an entrepreneur is 
different. Females are just doing as part of the studies, while males are doing as 
objectives after completion of school. Females are doing just as a course, not to 
do it in practice, that is the difference. (David) 
 

 For Baraka, the issue seemed to be about how the gendered perceptions and developing 

reputation of the male or female in the workforce shaped the process and outcomes of 

entrepreneurship. His quote indicates that he believed males are under pressures to 

provide the main source of stability in household income for families, while women have 

the liberty to start small activities that are easy to manage and to close. This perspective 

alludes to a larger difference in how the term of entrepreneur may hold different 

meaning, and value, for a man than a woman.  David’s quote supports this idea and offers 

insight into this difference in meaning: that males are perceived as more driven to 

‘achieve’ entrepreneurship whereas females are satisfied studying the topic as part of 

their desire for schooling.   
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 “I have a role”: Teachers already take steps to teach about entrepreneurship.  

Teachers communicated that they saw entrepreneurship education as already 

taking place outside the formal structure of and roles designated by the school and 

classroom. Every teacher had the opinion that they already play an important role in 

entrepreneurship education. Wallace, who taught life skills, explained that he taught 

students both to ‘stand alone’ and, at the same time, to ‘live with others’. In his words: 

I am teaching them how to stand alone, how to understand themselves and how to 
solve problems, how to face different difficulties in their lives. Mainly to 
understand themselves. So if that person can understand themselves, that means 
they will handle different things on the street in real life... doing your own 
business from lower stage to upper stage.  

 
On those stages, you will be living with others.  You cannot live alone. You will 
be in town living with others, living in society. In society you must know how to 
live with others. Because there are different people of different traditions, 
different cultures, different languages, different colors, different ages, different 
races… so you need to know how to live with others. Life skills is a subject that 
teaches you how to live with others. (Wallace) 

 

Lincoln saw time management as part of his role in teaching entrepreneurship, a 

component of preparing students to be ‘good at work’. In his words,  

To be good at work means if you are being given a reporting time, you must come 
at the time that you are shown. If the reporting time is 8 and you come at 10, you 
find someone else is there! (Lincoln) 
 

Ashur described his role in EE as engaging students in a critical discussion about 

the future they will face when they leave schooling.  

My role is, always when I get the chance, I’m keeping and insisting with the 
students – you have to think…You are finishing here with a certificate. But there 
are people who are finishing with a certificate in different schools, in different 
colleges. There are people finishing with a diploma in other colleges. All of these 
persons compete with employment. So if you keep on thinking about being 
employed, know that you will have to compete with all these people. Are you able 
to compete? You have to start thinking, when you are at school, that when I 
finish, employment opportunities are scarce. I have to think in other ways of 
surviving. (Ashur) 
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Leading discussions with students about entrepreneurship to help them consider 

the future was also important to Edward, who explained his role in entrepreneurship 

education as follows:  

The background of students who study in government schools, they come from 
not well off backgrounds. The curriculum that is implemented in this government 
school is not directly telling about entrepreneurship, but we as teachers use our 
spare time to talk with students that even though we teach you this material, you 
have to look at your life – there is this and this and this – in life, you have not to 
concentrate only on these things that we teach but you have to look beyond it. 
(Edward) 

 David considered teaching math to be very important in teaching 

entrepreneurship because it helps students consider the factors that affect future goals. In 

his words: 

It has got a very big role in entrepreneurship. You cannot be a good planner if you 
don’t know mathematics. Mathematics helps you to think quickly. With 
mathematics, you get foresight. You become a good planner. For example, we 
teach sub courses in Form 1 called Rate and Variation. That if you increase this 
one, this one will be decreased – and if I decrease this one, then this increases. So 
we have direct and indirect factors. For example employees, you are also 
increasing another input so that you compensate for this one, and so forth. So that 
is one application, in rate and variation. But also we have integration, you can 
integrate small things that make more production. So it has got a great big role in 
entrepreneurship. (David) 

 These quotes indicate that participants saw teaching entrepreneurship as part of a 

broader education that includes such skills as how to be independent, how to collaborate 

with others, how to manage one’s time effectively, how to think about one’s future and 

make goals, and how to see the practical, real world application of theoretical or 

academic content. Their confidence about the importance of students learning these skills 

contrasted with their concerns about integrating separate entrepreneurship education 

curriculum that directed the application of these skills narrowly towards opening a 

business. This indicates that there may be pedagogical principles common in 

entrepreneurship education that strengthen educational quality, but that requiring that 

students learn content exclusively intended to help them start a business may not be as 

well received by teachers, beneficial for students, or necessary to improve schools. 
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To what end: desiring outcomes that result from opportunities for practical 

application within the context.   

Teachers shared their expectations of the outcomes of entrepreneurship education 

as: the ability to leverage resources, to think critically, and to be prepared for their lives 

after schooling. They also pointed out the ongoing tension between teaching theoretical, 

academic material and the need for practical learning experiences. In fact, many of the 

issues discussed and outcomes identified by teachers during their discussions of 

entrepreneurship education recalled the debates about the purposes and processes of 

Nyerere’s educational policies.  

For example, Lincoln believed that entrepreneurship education helped students to 

think more critically because it required students to consider the benefits and drawbacks 

of starting a business. In his words: 

Because you cannot establish something without having some idea. So, 
entrepreneurship education it enables a person to think critically – not just to 
think, but to think critically. The positive and the negative impact, maybe of the 
business that he or she wants to establish. (Lincoln) 
 
The broader, more complex concepts taught within curriculum at the university 

level do not translate directly to the secondary level, Lincoln says. Instead, for young 

students it is important to start with the “simple entrepreneurship skills”.  Lincoln also 

emphasizes helping students to think about how to make short and long term goals, 

starting with what they will aim for once they complete their secondary education. He 

said, “First, [teach them] how to build up an idea of something… before teaching very 

huge things, you can be in front of the class, asking each student, what do you want if 

you finish here?” Presenting this challenge of thinking about their long term future to 

students will build their ability to face unemployment challenges and lead to 

entrepreneurship, Lincoln believes. He also advises that entrepreneurship education push 

students to consider factors such as location, customer base, and savings strategies. 

Neema also highlighted how entrepreneurship education improved students’ 

critical thinking. Whereas in her description of the entrepreneur she emphasized the 

quality of being a risk taker, when discussing the outcomes of entrepreneurship education 
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she emphasized that students needed to learn how to minimize risk.  

I think they need education. To know what is entrepreneurship. What are the 
importance. What are the disadvantages of it. What are you going to face, and 
what are the ways to minimize risk. There are losses, but how are you going to 
minimize them? How are you going to manage them? It’s not that it is easy. 
People say that knowing the problem is half way of solving it. So if you know that 
you will face this, you have solved it half. So I think they only need education, 
how to improve their business.  (Neema) 
 

For Baraka entrepreneurship education should prepare students to draw on local 

resources and overcome the challenges of living in poverty. He explained: 

One of the most important things that they would gain is to eradicate poverty. 
Through that it would be easy for them to improve their living standard. Also, if 
they know that they would be involved in entrepreneurship, they would get the 
idea or awareness concerning their natural resources. They would know the 
importance of natural resources to the future. Because I don’t know, they are 
blamed for poverty when they have the resources. (Baraka) 

 

The outcomes desired from entrepreneurship education required practical 

experience rather than theoretical studies, according to teachers. “They should know it 

practically,” said Baraka, “not theoretically. Also, connect the students to the network.” 

This quote spotlights the importance of contextually embedding the learning so that 

students are able to access the real opportunities and build the professional relationships 

that exist outside their schooling environment. 

Lincoln emphasizes that entrepreneurship education should teach students how to 

generate capital by actually involving students in the practical activities of 

entrepreneurship: 

Don’t just go to the class and teach the students entrepreneurship, what is 
entrepreneur – no, they must be involved in entrepreneurship activities. (Lincoln) 

 

He related his own experience in university as an example of how to help students 

both think critically and be involved in a real world application of the subject matter:  

One example when I was at university we were doing projects. They give you for 
us as IT students we are asked to establish a computer program that can help to 
solve different problems outside. Before that you must have a problem – go and 
think about a problem first. Before doing anything, think about the problem. 
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Then, come and ask to do that work. So before going to do that work you must 
make a research on that problem. So you see? It helps us a lot. (Lincoln) 

 

Without a school’s support and practical experience, Lincoln said students had 

“No future on entrepreneurship… They need support.”  

 Joyce linked learning how to generate capital with developing frugality in 

students,  

Capital is not only about having a lot of money. The child can start with a garden. 
So the child can just start with one garden in one season, then the next season 
expand. The same with a garden, start with a small one and then expand gradually 
after a season. 

 
But that child should have this characteristic of an entrepreneur – an entrepreneur 
is supposed to be able to save money. They shouldn’t be over spending. They 
should feel that overspending gives them regret or a ‘pinch’… Through this 
getting the capital, the teacher will have trained the student with the other 
characteristics of becoming an entrepreneur.  (Joyce) 
 

For Edward, teaching students entrepreneurship involved: the entrepreneur, the 

use of resources to take advantage of opportunities, and the ability to begin with a small 

amount of capital. In his words: 

First, it is necessary if you want to learn entrepreneurship, students have to learn 
the meaning or the concept of entrepreneurship. After knowing this, students have 
to be taught how to use resources or opportunities that they have.  A student 
coming from the village, there is a lot of opportunity but he or she doesn’t know 
how to use it. And you have to remove the notion that in order to start as an 
entrepreneur you need to have large capital. (Edward) 

 

 To show students about the opportunities in their environment and how to generate 

capital, he offers this advice: 

Those teachers who will teach entrepreneurship to vulnerable students, maybe at 
home they are also raising chickens or some projects. Teachers can teach students 
to also start from these small projects, and they can tell students to try to look at 
what you have in your home. I advise teachers to use simple examples to help 
students understand. (Edward) 
 

 He urged the government to return to Education for Self Reliance and learning by 
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doing in order to show students how to make use of their surroundings: 

I think we need to return the philosophy of Education for Self Reliance which was 
introduced by Nyerere to the schools. In the past, this philosophy was able to 
build our capacity, for all students from primary to secondary school. For 
example, in secondary school, ours was a boarding school. We were able to 
establish farms, we were keeping livestock, and we were learning from it. After 
you have established this, it is easy to train the students by showing them what 
can be done in the environment. There was a philosopher, and that philosopher 
said, we learn by doing…. 
 
The government should go back, and should insist on self-reliance education. I 
think entrepreneurship education would be very easy to teach and students would 
understand it easily. 
 (Edward) 

  

 Education for Self Reliance and entrepreneurship education appeared 

interchangeable in Edward’s closing statement on the subject. As the policy documents 

also indicate, my data show that there remains a high regard among local actors for 

Nyerere’s philosophies of learning by doing, and a desire for education to become 

more practical so that it leads to immediate benefits in students’ lives. 

 
Skepticism: Is entrepreneurship education necessary as formal curriculum?  

Teachers shared anecdotes that showed local skepticism about why, and how, 

entrepreneurship education curriculum was necessary. Lincoln related the following 

anecdote from his experience: 

“In other areas when you say I am studying entrepreneurship at University, they 
start laughing. Entrepreneurship? [intonation sounding surprised ] Most of them 
they don’t know what is entrepreneurship – and if you start explaining, what is 
entrepreneurship, they say ‘What for? Just to open a shop and start selling 
something? Is there a need of going to school to start that? (Lincoln) 

 

Still, he concluded this story by reemphasizing the importance of 

entrepreneurship education:  

If you are not good in explaining, you just end up being laughed at and you 
continue with your business. But others who are expert, they know there is more 
apart from selling and having some customers to your shop. There are a lot of 
things you must know. (Lincoln) 
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A government teacher, Baraka shared this experience teaching in different 

schools: 

In all the schools where I was working, there were no subjects titled 
entrepreneurship per se but there was a system that we used… what I can say is 
that the community was not aware that this system was supposed to be used as an 
entrepreneurship subject. Because there were different activities which were 
established and the students were involved in those projects. We don’t use the 
word entrepreneurship, but we call them development projects in school. (Baraka) 
 

Then Baraka continued to explain that one school had these projects in a 

“modernized and systematic” way, and that at this school “was where I found the 

entrepreneurship system.”  While termed ‘entrepreneurship’ at that school and not others, 

Baraka asserts that most Tanzanian schools “have projects based on development 

programs. But most of them, they are not terming these as entrepreneurship, but they 

have [the projects]. They are not terming them as entrepreneurship.” The difference, he 

believed, is whether the school is government or private. The private school was where 

Baraka “for the first time saw entrepreneurship.”  He distinguished between a 

government school program for the development of the school and an entrepreneurship 

system designed to make money for a private school:  

Maybe the difference is because those private schools are there for service, but 
they are also looking for money. That’s why they decided to involve that program 
of entrepreneurship.  
 

Few of the teachers had experienced formal instruction in entrepreneurship, yet 

they self identified as entrepreneurs. For example, Wallace explained, “I never learned 

entrepreneurship, but I just got experience on entrepreneurship after thinking, how can I 

survive?” Being an entrepreneur, for Wallace, was because of his experience and not his 

schooling or training. 

Lincoln shared that he never received formal instruction in entrepreneurship, but 

asserted that his “teachers were teaching us” entrepreneurship. In his words: 

There were no courses in content, saying we were going to be taught 
entrepreneurship – no. But professors when they come to the class, after teaching, 
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they are just advising us. Don’t expect to go and work outside. Finish your work 
here. Make yourself. Make your own work. (Lincoln)  
 

His pastor also communicated to him about entrepreneurship: 

We had been taught by one of the pastors about entrepreneurship.  He was 
emphasizing to the youth to have self-employment. Just after finishing high 
school when you go to university. Learn there, have your knowledge, and when 
you go back, think about your self employment. Actually it was the first time for 
me to hear about. (Lincoln) 

 

Both of these examples from his life experience indicate that ideas associated with 

entrepreneurship appear to be commonly discussed in arenas outside of formal education 

and even business. For example, Edward, also a Government employee, considered 

entrepreneurship as something used to cope with the environment rather than something 

that belonged as part of formal schooling:  

You know that entrepreneurship begins with an idea. So, I don’t have formal or an 
official education with entrepreneurship – but I use this to cope with the 
environment. For instance if my father practices these activities that you watch, 
then you find that on your own you practice these activities on the street, so you 
are intentionally copying activities from what your parents practice. 

(Edward) 
 

However there were some teachers who had experience with entrepreneurship 

education at university. Baraka recalls his experience with entrepreneurship education by 

highlighting his suspicion about the introduction of this term to describe what he had 

already experienced: 

After joining to university is when I saw the word I saw the word 
entrepreneurship. I learned different courses based on entrepreneurship. So it was 
the first time when I explored that opportunity at the university level. But when I 
explored it at the university level, it is when I said, eh? Even at primary school we 
were doing this but we didn’t know it was entrepreneurship. Even at secondary 
school we were involved in this but we didn’t’ know it was entrepreneurship. 
(Baraka) 

 

 This data indicate that the process of learning and practical usefulness of 

entrepreneurship seems misplaced as curriculum within a secondary school system that 
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prizes theoretical study, and suggest that efforts to introduce entrepreneurship education 

separately from the historical context may be counterproductive. 

 

Summary. 
 

This section presented findings from the teacher participants. Teachers described 

their roles within the relational network as that of support rather than interdependence, 

with first born males specifically communicating their anxiety and concern over being 

able to provide adequate assistance to their parents and siblings.  This participant group 

reported living independently from their parents and siblings. Though the precise 

relationship between their independence and the meaning they derive from the 

phenomenon of the entrepreneur is not yet well understood, it is notable that teachers 

derived meaning from the entrepreneur in terms of individual character qualities rather 

than framing the entrepreneur in terms of how he or she socially engages with others. It 

also appears that teachers perceive being a male entrepreneur differently than being a 

female entrepreneur, and that they may understand gendered purposes for undertaking 

entrepreneurship. While caregivers derived the purpose of entrepreneurship in terms of 

how it contributes to the interdependent relational network, teachers derived the meaning 

of entrepreneurship as a mechanism for individual fulfillment, societal change, and 

national economic development.  

Teachers commonly managed income-generating activities concurrently with 

performing their duties at school in order to cover their household expenses, provide 

support to their families, and save for future goals.  For nearly all members of this 

participant group, becoming a teacher was attractive because it was salaried employment 

that could lead to other opportunities rather than because it was a position as a 

professional educator working with young people.  While all of the government teachers 

had received certification by nationally accredited teaching colleges to become a teacher, 

none of the private school teachers reported having such teacher preparation or training. 

However, the private school teachers had advanced degrees that ranged from business 

administration to computer science and agricultural economics. The lack of incentives to 
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pursue teaching as a fulfilling career, and the disparity in the preparation and educational 

attainment of teachers from private and government schools, raises questions about the 

difference in the quality, standardization, and accountability of instruction for private and 

government schools.  These are important considerations when planning for the 

implementation of new curriculum initiatives.  

Equally important are considerations about how introducing entrepreneurship 

education within the existing circumstances of secondary schools would affect the overall 

quality of the education and lead to better and more opportunities for graduates. 

Processes of certification require comprehensive assessments and produce ideas about 

legitimacy that may undermine aims to provide students with equitable opportunities to 

pursue entrepreneurship as it is understood and valued in this context.  Moreover, 

entrepreneurship education fails to address the perceived lack of government support and 

polices to protect those who do decide to entrepreneurs. 

For teachers, entrepreneurship education was already underway through informal 

channels within the current school system. The teachers described how principles of 

entrepreneurship education surfaced within their pedagogy. They positioned their roles in 

entrepreneurship education as the bridge builders between theoretical curricular content 

and the practical application of learning.  In doing so, teachers resurfaced many of the 

principles that shaped Nyerere’s educational policy making: the importance of ‘learning 

by doing’ as opposed to teaching decontextualized information for later recall, the 

preparation of students to benefit their immediate livelihoods as opposed to investing in 

their individual futures outside of the community, and nesting educational experiences as 

part of students’ lived experiences within the local setting.  
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IV. Local business owners 

Figure 5  

Typical scenes taken on the streets in Njombe. These photos are selected to show the 

prevalence of small stores lining the main streets and to represent typical participant 

businesses. 
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Table 5.6 Female local business owners (personal interviews) 
 Mary (Café) Sophia (Cultural Crafts) Nadira (Tailor) 
Age 28 30 41 
Marital Status Married Single Single 
Children Two No One (and caregiver for 

eight orphans) 
Parents still living Yes  No  Yes 
Schooling    
Level of formal school Standard 7; courses in 

tailoring/hotel management 
Form 4 leaver Standard 7 and courses in 

tailoring 
Education for Self 
Reliance 

The school had some 
projects, like farms. They 
were cultivating trees, 
farming tress and maize. We 
had a tree nursery, we grew 
trees and sold. 

No statement. We had tea seed beds that 
could be used to transplant 
plants to the main fields. We 
had those seedlings and sold 
them as small plants for 
them to be later transplanted. 
Yes [it has been helpful to 
my life now]…at home I 
have a vegetable garden so I 
don’t need to buy vegetables 
in the market. And when I 
was in the college I was 
involved in livestock 
keeping. Though I wasn’t 
directly involved, I saw it, so 
I have some idea of what is 
required. So in addition to 
this tailoring, I have these 
experiences to draw on. 

Schooling or training in 
entrepreneurship 

No No No 

Business experience    
# of years in business < 1 year (6 months) 3 years in business 24 years in business 
Big obstacles in business • High taxes 

 
• High taxes 
• Covering ordinary 

expenses 
• Discouragement from 

some customers 

• Limited English  
• Seasonal income flow 
• Lack of capital to 

cover necessary 
expenses 

Understandings about Entrepreneurship   
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What is your 
understanding of an 
entrepreneur? 

. My understanding about 
an entrepreneur is that it is 
any person who works or 
has a small business, or a 
farmer who works to 
harvest and sells the 
produce, then gets some 
money. 

An entrepreneur is a person 
who is struggling to do any 
business. It could be a 
small or large business. 
Because even someone 
with a big business, he 
started with a small 
business, before he reached 
that stage. It is that 
situation that enables you 
to do something that will 
sustain you in your own 
life. For example, you may 
say it is like something that 
may help you in your life, 
that does an activity so that 
you are not someone who 
will not just be staying at 
home. You will keep busy 
by doing different 
activities. 

An entrepreneur is one who 
is self motivated and who 
doesn’t depend on others or 
an institution… 
Entrepreneurship knowledge 
is the foundation of my life. 

Self identification as an 
entrepreneur 

Not yet. There are still 
steps to take before I am an 
entrepreneur. I think there 
is something missing… 
I’m not an entrepreneur 
because there are several 
things- I don’t have a nice 
place to work, I don’t have 
people who I employ – that 
is, no workers who help 
out. And there are not so 
many customers. After 
these things I can consider 
myself an entrepreneur. 

Yes, I am an 
entrepreneur... but a small 
entrepreneur.  
 

Yes. I am not employed by 
any institution. 

Statement of confidence I am confident in the work 
that I am doing. I just see 
my soul, my brain, they are 
telling me I will succeed. 

A woman without 
confidence, she wont be 
able to do anything. For 
anything that you want to 
do, you must have 
confidence. And then, you 
set goals. You must have 
confidence to set goals.” 

In business the first thing is 
to be confident. I’m 
confident because I am not 
doing a business that is 
against the law. 

Excerpts taken from the 
interview that present 
gendered challenges for 
male and female 
entrepreneurs 

Some women, they aren’t 
able to express 
themselves…Women have 
a certain fear. I think they 
are born like this. But it is 
not all women, there are 
some who are confident 
and then there are some 
who are not. 

In the same situation, 
women are the ones who 
face a lot and many 
different challenges… 
women need to be given 
the first priority… For a 
man, if he is not engaging 
in income generating 
activities and he is staying 
idle, he will find that at the 
end of the day he has 
become a part of a bad 
group – like those who 
smoke marijuana, 
cigarettes, or steal. 

For women, if they don’t 
have entrepreneurship 
education, or any education 
or knowledge that can help 
her to earn income, it will 
be a very difficult for a 
woman. Life for her will be 
full of problems.  
 
Even though she may get 
married, but she doesn’t 
have any knowledge about 
entrepreneurship, she will 
be mistreated by her 
husband. 
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Table 5.7 Male local business owners (personal interviews) 
 Martin (Shoe Store) Haji (Clothing Store) 
Age 26 years old 25 years old 
Marital Status Single Single 
Children No No 
Parental status Mother only Mother is not alive, Father lives elsewhere 
Schooling   
Level of formal school Bachelors Degree in Public Administration Form 3 
Education for Self 
Reliance 

At secondary school we used to have these. 
When I was at O level, there was a school 
shop and we used to keep pigs and garden. 
Also, when I was at the Advanced level 
secondary school, we had a garden and kept 
pigs. 

None 

Schooling or training in 
entrepreneurship 

No No 

Business experience   
# of years in business 1 year in business 3 years in business 
Big obstacles in business • Customers who are unwilling to pay 

the cost of the shoe 
• Seasonal income flow 

 

• Having enough capital to buy more 
variety of and new clothes 

• Store location is in close proximity to 
competitors and it is a small space 

Entrepreneurship   
What is your 
understanding of an 
entrepreneur? 

. An entrepreneur is someone who starts a 
project or business which helps him or her 
to earn income in order to cover their daily 
expenses. 

I consider an entrepreneur as 
someone who can move from one 
life standard to another through 
their activities or businesses. I 
consider myself an entrepreneur 
because I am moving up from 
where I was. 
 

Self identification as an 
entrepreneur 

I can say yes I am an entrepreneurship, 
because I have a project that helps me to get 
money. But I’m also employed. 

Yes, I consider myself an entrepreneur. 
Because I consider an entrepreneur as 
someone who can move from one life 
standard to another through their activities 
or businesses. I consider myself an 
entrepreneur because I am moving up from 
where I was. 

Statement of confidence I’m confident because I understand that I 
can have an idea and implement it, and I 
can succeed – that is, if I am able to 
implement my idea in an environment that 
supports me to do so. So I am confident, 
because when I think of something – I do it, 
and I succeed. 

No statement. 

Excerpts from the 
interview that present the 
interviewee perspective 
on gendered challenges 
for male and female 
entrepreneurs 

Everybody can become an entrepreneur 
without considering whether it is a woman 
or man.  Everyone needs an income to make 
their life better. 

Of those who are self employed, there are 
more women than men. Men they may 
become self employed, but this number is 
lower than the number of women who are 
self employed. Men are not satisfied with a 
low income. That’s why they are not 
satisfied with self employment. To be self 
employed you start with only a small 
income. Women aren’t satisfied either, but 
life for them is different. 
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Table 5.8 Male local business owners (personal interviews) 

Samuel (Bicycle repair) Azizi (Salon) Jacob (Household Goods) Jabari (Sign Arts) 
34 29 years old 29 years old 36 years old  
Married Married Married Married 
Children Yes  Yes Yes 
Yes Unknown No Yes  
Schooling    
Standard 7 Form 4 Standard 7 Form 3 
We had school farms. We 
produced maize but the 
project, per se, these were 
not much. And EK 
programs for a year they 
were just mentioned 
maybe once.  

In those years, we didn’t 
have school projects. 
Mostly we were working 
on teachers farms, this is 
currently not allowed. But 
for school farms, we might 
prepare a farm, but at the 
end of the day it might not 
be weeded or not have 
fertilizers. So at the end of 
the day it becomes a loss. 

In primary school, there 
were no projects. But in 
secondary school there 
were projects. We had 
cows, we had farms, and 
we cultivated on those 
farms. We also sold the 
milk from the cows. 

I remember school we used 
to do activities that were 
connected to self reliance. 
We were cultivating 
vegetables and selling 
them…. They taught us to 
grow, harvest, and sell 
vegetables. Then we went 
home and practiced what we 
learned. After practicing at 
home, we earned money by 
selling the products. 

School projects were there. 
Although there were not so 
many at that time. For 
example when I was at 
primary, we had a farm 
school… Roman Catholic 
church took the land and 
converted it to a youth 
center. My school is not 
there any longer, they 
shifted the students to 
other schools… For 
secondary, we used to have 
different projects. For 
example, the gardens of 
vegetables and keeping 
livestock like cows, 
chickens… 

No Yes (NGO trainings) No Yes (NGO trainings) 

Business experience    
17 years 9 years in business 10 years in business 11 years in business 
• Lack of capital 
• Lack of English 
• Lack of education to 

use technology 
(purchase products 
online) 

• High taxes 
• Customers unwilling 

to pay the agreed on 
price for a haircut 
 

• High taxes 
• Bearing the cost of 

inventory that has 
been damaged in 
transit 

• Lack of collaboration 
with other artists to 
protect their rights  

• Securing a legal place 
of business 

• Lack of protection 
from customers with 
ill intentions 

Entrepreneurship   
An entrepreneur is a hard 
worker to provide for his 
family. Secondly, it is 
someone who is 
personable and likeable in 
the community… There 
are behaviors. The first one 
is to be trustworthy. People 
must believe that you wont 
cheat or sell fake products. 
People need to trust you. 
You need a good customer 
relationship to be 
successful. You need to do 

. An entrepreneur is a small 
business person. There is 
no difference between a 
small business person and 
an entrepreneur. 

To be an entrepreneur, it is 
certain person with normal 
life. They don’t have a 
high life. Someone with a 
high life you cannot call an 
entrepreneur. Someone 
who has a standard 
medium income doing 
some activities. He or she 
is just doing normal 
activities in order to make 
a daily living, not someone 
who has a high income. It 
is just someone who makes 

  The way I understand 
entrepreneurship is that 
these are extra studies 
different from that which 
we used to learn in the 
classroom…This is not 
taught in school. It is a kind 
of special extra education 
which enable people to 
manage their lives. 
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things that people like, 
accept, and believe. 

a normal income. 

I see myself as an 
entrepreneur, because I am 
involved in different 
activities. 

I am an entrepreneur 
because I am a small 
business person. 

I am an entrepreneur, 
because the word 
entrepreneur in Kiswahili 
is usirijimali. This is 
someone I believe who can 
earn money even with 
difficulties. So I am 
earning money, but I do 
have difficulties. 

Yes, I am an entrepreneur. 
Because most of the things 
that I am doing here, those 
are things I was not taught 
at school. I didn’t learn 
this at school.  
 

I see myself as confident 
because I am confident in 
anything I think I am 
capable. If I do not think I 
am capable in some way, 
then I am not confident. 

 

I see myself as confident, 
because an entrepreneur 
must be confident. If you 
have planned that you can 
do something you have to 
do it.  
 

No statement I was persistent in my 
effort. I followed those 
people who have power, 
and that is why I was able 
to get this. There are some 
people who might wish to 
establish a business, but 
because they are not 
confident they fail. 

It is important to both boys 
and girls because for 
example girls, they might 
be at home – but they can 
have something and be 
doing something which 
will help earn income 
instead of being tempted to 
be involved in things that 
will bring her problems. 

For boys, then they also 
wont be involved in groups 
that will bring them 
problems if they do 
entrepreneurship. The boys 
will then concentrate on 
projects that will help them 
to earn their income. 

 

Any person can be an 
entrepreneur. It doesn’t 
matter whether you are a 
male or female. 

It is important for both 
male and females to get 
equal education. 
 

Both have to have the 
same entrepreneurship 
education. Now, you find 
women driving a car, a 
man may not be driving a 
car… There are equal 
opportunities for both men 
and women. In a family, if 
the man fails, then the 
woman can continue 
supporting the family. 
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Table 5.9 Male local business owners (personal interviews) 

 Samaki (Fish Store) Vitenge (Fabric Store) 
Age 37 38 
Marital Status Married Married 
Children One child Two children 
Parents still living Mother still living, father passed Unknown 
Schooling   
Level of formal school Form 4 Early leaver from primary education 
Education for Self 
Reliance 

Mostly we were engaged in agricultural 
activities, especially in the garden – 
vegetables….It was trying to prepare pupils 
for one day we will be out of school, and we 
will know how to cultivate and sell those… 
The income was for the school. [It connects 
to what I do now] of course, 
somehow…That is the experience I got 
from school. 

It was not there, for sure. But we were 
taught art – how to make crafts and 
baskets. I was not good in school, but I 
was hard working. The teacher used me to 
do different activities – I could work on 
the teacher’s farm, or they sent me to post 
a letter sometimes, so I did these things. I 
was strong. 

Schooling or training in 
entrepreneurship 

I can say, I don’t have education in 
entrepreneurship - But I have the 
experience. As I applied, I learned, I did it. 
Before we did not have this vocabulary of 
entrepreneurship (laughter), we were just 
saying that I am a business man and I do 
business. Being a business man we move 
from such stages of entrepreneurship into 
another thing, that is what I think. So I don’t 
have an education in entrepreneurship, but I 
have got the experience and at the same 
time I am learning. And I am sure I will be 
learning until I die. 

None. 

Business experience   
# of years in business Seven years at this site Five years at this site 
Big obstacles in 
business 

• Paying high taxes, inconsistent 
application of tax code  

No statement. 

Entrepreneurship   
What is your 
understanding of an 
entrepreneur? 

An entrepreneur is someone, or a situation 
that results from one’s struggle for daily 
necessities, using his efforts and his 
intelligence… an entrepreneur is someone 
who uses the weaknesses of other 
businesses in order to expand or make 
improvements to his or her business. It is 
done with a good intention… An 
entrepreneur means you work with people, 
and you have a relation with other business 
people – or other entrepreneurs. You must 
be someone who keeps their word. If you 
make an agreement with someone to do 
certain things on a day, you make sure that 
those things are done on that day. You must 
be a person who respects money. You must 
respect money that you get, not thinking 
that because you have certain income that 
you just go and spend it. You will feel pains 
of regret. 

In my view on entrepreneurship, and 
different people will have different views 
– but according to me, to be an 
entrepreneur is someone who does 
something himself. The entrepreneur 
knows the loss and the profit of doing 
something. For example, if you go to Dar 
and you take stock and then you go and 
try to sell – you do this all yourself. You 
know the profit, the losses, the problems 
facing you. The definition of entrepreneur 
is someone who is doing something 
himself. 

 

Self identification as an 
entrepreneur 

In general, I’m an entrepreneur. But myself, 
I call myself a student of entrepreneurship 

Yes I am an entrepreneur. I am doing 
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because I am still learning. Because as I 
said before, I have used my own efforts and 
intelligence to run my business. 

everything by myself. 

 
Statement of confidence None. None. 
Excerpts taken from the 
interview that present 
gendered challenges for 
male and female 
entrepreneurs 

I maintain the point that I have not yet seen 
students who have learned entrepreneurship 
now practicing it. I have seen currently that 
there is a big competition between women 
entrepreneurs and male entrepreneurs. The 
females now, they are engaged and 
participating a lot. If access to this 
education is even increased, we will find 
even more female entrepreneurship than 
what we see currently… this 
entrepreneurship education should be 
provided equally. But women, they are now 
being empowered… Entrepreneurship 
doesn’t select whether it is a woman or a 
man. 

There is no difference, but we have a 
negative perception about gender. We see 
women entrepreneurs as someone who 
deals with small items, like selling things 
on the road. But I see a lot of women 
doing that. A lot of people say that women 
entrepreneurs just do smaller, simple 
businesses. 
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 Female narrative 1. 
Mary 

Born around 1980  
Local business owner: Café  

 
Mary is a female business owner that has two living biological parents and a 

large sibling network, “My parents are still alive. I come from a family of eight, 
seven girls and one boy. I am the fifth born.” Mary did not pursue formal schooling 
after her primary education. She explained: 

At that time in Tanzania the number of slots for government secondary 
school were few and not many students were selected. I missed that chance. 
If my parents were able to send me to private school I would have been ok, 
but I missed that chance. 

 
Instead, Mary pursued the opportunity to enroll in non formal education. She 

was able to access this option because she could afford to travel and to lodge with 
her sister in Njombe. Shortly after her arrival, she was forced to reassess her 
apprenticeship. 

I came to Njombe to learn about tailoring. While learning, it happened that 
the property that my teacher and I were using was stolen. So after that, I 
didn’t continue with tailoring. I wanted to go back to the village. 

 
Her desire to return to the village disappeared when she was advised against 

it, instead she was encouraged to pursue a different non formal education 
opportunity: a three month training in hotel management. Her training led to 
employment for eight years. It was during this time that Mary began her own 
financial planning for the future:  

When I was getting a salary, I saved in a bank. I thought about my future, 
and I said – ok – I have to save in order to have a good future. I decided to 
go to the bank and see if it was possible to open a bank account. 

 
Then Mary saw the opportunity to use her salary as capital to increase her 

income.  
I used the salary from this work also to buy chicks. I kept on keeping them, 
and raising them. When they grew up, I sold them. I saved the money. 

 
After getting married, she continued to expand her income generating activities at 

home and began keeping livestock. After a few years, she came with an idea that used the 
skillsets she had learned from her previous trainings:  

So I thought, I was working in a hotel and I know something about hotels. Why 
can’t I open something that is dealing with this kind of work? When I decided to 
start this café, I sold the livestock and got the capital.  
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Her husband was pleased with her idea and supported her, “because I am helping 
the family and we are working together.” She is able to use the profit to cover some of 
the expenses at home from having two children under two years old, as well as to help 
her parents and relatives.  
 

Mary has an understanding of an entrepreneur as “any person who works or has a 
small business”, yet she admits, “I do not consider myself an entrepreneur yet. Not yet.” 
When asked to explain, Mary shares what she is missing:  

There are still steps to take before I am an entrepreneur. I think there is something 
missing before I am a full entrepreneur; I don’t have a nice place to work, I don’t 
have people who I employ – that is, no workers who help out, and there are not so 
many customers. After attaining these things I can consider myself an 
entrepreneur. 

 
Profit from the business is shared with her husband, and she feels no need to 

save in secret or without telling him. On the contrary, she shares all income with her 
husband. 

It can happen, one day, I may become ill or sick… [if] I am unable to speak 
he will know that I have money saved away. 

Given that she only recently opened her cafe, Mary doesn’t know how she 
would use a loan at this point. She also feels secure that if it became necessary, the 
salary from her husband’s job could help her to maintain operations at her café. 
Paying the high tax rate is her biggest obstacle.   

Personally, Mary sees herself as a leader in her family, a risk taker in 
business, and a confident soul. She knows not all women enjoy the same qualities 
and experiences. In her words: 

I see myself as a leader in my family, and for my children. As a risk 
taker, when I have an idea, I can do something that will make an 
amount of money. I actually try to do it. For example, I considered 
having a small restaurant and thought that I may have customers. At 
that time, I did not have customers to know for sure that if I were to 
cook food there would be purchasers. But I had the idea. I started. 
Then, I started receiving my customers.   
 
I am confident in the work that I am doing because I just see my 
soul, my brain, they are telling me I will succeed. But some women, 
they aren’t able to express themselves. Men, they can express 
themselves very well comparatively. Women can have a certain 
fear. I think they are born like this. It is not all women, there are 
some who are confident and then there are some who are not.  
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Female narrative 2. 

Sophia 
Age 30 years 

Local business owner: Cultural crafts store 
 

Sophia was born in Njombe and raised by her mother. She was the first born 
of five children.  After her mother passed away, her sister continued to raise her. 
Then her sister also passed away. Sophia laments, “She was the one who I relied on 
for ideas, also for money, and support like this. She was my major source of advice. 
But since she passed, I don’t have anyone.” Sophia explains how this also affected 
her schooling:  

I didn’t have the chance to continue with my schooling after Form 4. There 
was no one to pay the school fees. Before that, it had been my mother and 
sister that had helped me.  

 
Her business has been a labor of love, Sophia says. “This business started 

because it was my talent – I didn’t go to school to learn to make these and there was 
no one teaching me. It’s my talent, on my own. I figured it out…. You can say I had 
a talent to design things.” She shared that she had been making bags, furniture 
coverings and other cloth items since primary school. Her first foot in the doorway 
to business began because of her sister’s support:  

I would make these and would give them to my sister. Then my sister would 
take these and go to sell them to her fellow workers. So I sat down and 
thought. Couldn’t I make other things also… So I started to make big bags, 
and I was also making caps. So I sat down and thought again, maybe I can 
make belts also. I made bags, belts, wallets… earrings, necklaces and 
bracelets.  

 
To ‘test the market’, Sophia would wear her own creations and assess the 

reaction of potential customers.  
For the first time I tried to wear these things myself, thinking that if I wear 
and I walk in the street, and someone admires my things, then it means I 
would be able to sell them to someone… After seeing that people loved the 
things I made, it motivated me.  

 
Knowing that she had a potential customer base, Sophia then leveraged her 

sister’s shop to begin selling and marketing her products directly, “I made a lot of 
things and gave them to my sister, and she sold them. When my sister opened a shop 
on a street just like this one in Njombe, I stayed at her shop to help her manage and 
to sell.”  
 

Sophia was able to open her own store because of her social network. She 
had a friend who was a tailor and worked with a group that operated out of a small 
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space. This group decided they had outgrown their current store front, and her friend 
notified her of the potential opportunity to move in. Sophia enjoyed helping her 
sister and “liked the chance to be with different people and to share ideas”. 
Although her sister’s business was not very successful, Sophia felt that “it is not 
wise to stay at home. The brain becomes dormant at home.”  So Sophia decided to 
pursue this new opportunity, “My friend connected me to the landlord. Now I have 
been in business at this location for almost three years.” 
 

Maintaining this business allows Sophia to do what she loves. As she said, 
“Living without making these things, it’s not possible for me.” It also allows her to meet 
people with different artisan skills.  

For example, I meet people who make vinyago (wood carvings or sculptures).  
You see, I cannot make vinyago. I have my own other skills. So he can make that 
while I cannot, but I can help design and give ideas for how to make it. We come 
to know each other, because they make cultural things and so do I. So we share 
our ideas. 

 
Of course there are challenges, said Sophia. “There is a saying, you cannot 

travel from Dar to Songea in a straight line. There will be turns. In a person’s life, it 
is the same.” Sophia has a clear idea of how she wants to face her obstacles, 
however: “A wise person, who has wisdom, and humanity, you must be tolerant in 
these situations. In business there is profit and loss. When something goes wrong, 
you have to be tolerant”. 

 
 Rather than offering support and incentive, Sophia sees that government as 

“looking for your money” and cites the high taxes and recurring expenses she must 
pay to operate her business as her major challenges. In her words: 

Paying to Tanzania Revenue Authority (TRA), you have to pay high taxes. 
Licenses, customer services, fire insurance, and also trash collection… so 
there are almost seven different things you have to pay. And you have to pay 
rent to the landlord. So these are seven or eight things you have to pay. And 
at the same time you may find that the business is not good and the capital is 
not there, or it is small. This is a challenge. 

 
Even the customers can be challenging. There are some who are unfamiliar 

with her product and discourage her from attempting to create goods that are 
perceived as aimed at the tourist market.  

People have their own challenges and they may try to discourage you. Some 
say that I am wasting time to make these things, you see. They say, those 
things I make are for tourists. They ask, who will buy this? There are not 
many mzungu (foreigners) coming to Njombe…. their discouragement is the 
challenge, the obstacle.  It could lead one not to achieve the goals that one 
has planned to achieve.  
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She tries to guide such customers to realize that they too could enjoy the 
items in her store, but she finds it difficult to persuade the naysayers.  
 

Beyond the government, the overhead expenses, and customers, Sophia also 
cited the multiple risks of operating her business. She started to list them off, “There 
is the risk of fire, for example. These accidents can happen. There can be theft…” 
Without the option for small business insurance, Sophia and other shop keepers in 
the area decided to organize themselves to hire a security guard, “We each 
contribute money and pay monthly for security. We put a security person so that 
people who intend to steal may be more fearful of committing their crimes here.” 
She must hope that this hired security will be immune from corruption and be 
enough of a deterrent for criminals. 

Sophia believes a loan would help her to continue developing her business. 
She said, “I’d be able to bring more variety of items in to the store compared to 
what I have now.” However a loan, she said, has conditions. This makes it difficult 
to find an opportunity that is acceptable. For example, she said, “They say you have 
to declare something that has value - a collateral – and it cannot be moveable. It 
must be fixed, like land or a house.  If you don’t have these things, it is difficult. 
Another thing that I know is that loans have interest. So then it depends on the 
amount of interest you have to pay over time for that loan.” Shaking her head with 
skepticism, Sophia concluded, “What I know is that if someone gives you an 
amount of money, he or she also wants that money to create money for him or 
herself.  

The limited profit from her business goes to help her younger siblings, her 
family network, and to cover her own expenses. She also gives to those less 
fortunate, “Sometimes there are those who are disabled, they pass by my shop and 
ask whether there is anything I have to offer. So if I have 500, or 1000, I give it to 
them.” With any left over funds, she may try to save for her own future, “I am not 
looking just here at this moment in the present – I am looking forward in to the 
future. Maybe I will buy land.”  

For Sophia, there is no doubt that supporting women must be a priority. She 
explained, “All humans are equal, it is good for everyone to get equal education, however 
women are the ones who face a lot and many different challenges.” Confidence is a 
prerequisite for women, Sophia believed, and said, “A woman without confidence, she 
wont be able to do anything. For anything that you want to do, you must have confidence. 
And then, you set goals. You must have confidence in order to set goals.” The problem as 
Sophia saw it was that “women have been humiliated for a long time. For a woman who 
lives in the village gets married while living there, you see all the responsibilities are 
falling on her. This is different for men.” One solution that she saw was education, “If 
women get education, then this can flip. It is good.” She gave a specific example of how 
education could protect a widowed woman after the death of her husband.  

For widowed women, whose husbands have already passed away, she will come 
to live a difficult life unless she has education or a business. In families, you may 
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see that once the husband dies the husband’s relatives will go and take the 
property. But if the wife has an education, and maybe business education, she has 
something that will help her to earn money and to take care of her family and 
herself.  
 
Sophia knew there were challenges for men, but believed “the challenges differ”. 

She sees a man’s path to earning an income in order to avoid negative influences and 
prevent bad behavioral habits as a straightforward decision that is not affected by the 
same factors of a lack of confidence and ongoing humiliation, the lack of education, and 
the lack of rights in the family that affect women: 

For a man who has objectives, and he knows that at the end of the day he will be 
called father by his children, he will decide to open something from which he will 
be earning an income. From that, he will have escaped from getting mixed up in 
these bad groups. But if he is not engaging in different income generating 
activities and he is staying idle, he will find that at the end of the day he has 
become a part of a bad group – like those who smoke marijuana, cigarettes, or 
those who steal. In the villages, you might find someone not working, and instead 
they will drink. Instead of going to cultivate or work in the farm, they drink 
alcohol and then they go and practice something that is not good. That is related 
to diseases, like HIV/Aids. 

 
Getting a job is difficult, said Sophia, even with a university degree. She 

emphasized that schooling did not prepare one for life, “You can learn some things 
in class, but you cannot be taught about life education. At the end of the day, 
someone might finish school but not understand life.” She compared the difficult 
life of today to what her grandparents had faced, and said,  “Life is now is different 
from the life that our grandparents lived. It is very difficult.” 

Sophia self identified as an entrepreneur, but clarifies that she is “a small 
entrepreneur”. Explaining her qualification, she said “Small because the way I am doing 
business is different from those who I have seen that are big and they have had big 
success.” An entrepreneur, according to Sophia, was a person “struggling to do business” 
within a “situation that enables you to do something that will sustain you in your own 
life.” She doubts the value of schooling that teaches entrepreneurship, recalling her 
earlier perspective on the way that instruction delivered through schools was 
disconnected and inadequate for facing the reality of life.  
 

If there are some who get the entrepreneurship education, they are very few. I 
don’t think all business people had entrepreneurship education. I think many 
never had it. Maybe people who study at university learn those things, but the 
highest percentage of the business people never received entrepreneurship 
education. They just decided, let me do this, in order to help myself. 
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Female narrative 3. 

Nadira 
Born around 1975 

Local business owner: Tailor and Beauty Shop 
 

Nadira was born into a “very religious family” and raised by her two 
biological parents. Her father was a reverend, while her mother was a farmer. She is 
the sixth of nine children, and her only sister has already passed away. Her mother 
tongue was Kibena, then she learned Kiswahili. She only speaks a little bit of 
English, and said, “I may understand what you say, but I might not be able to reply.”  

She attained a Standard 7 education, and describes doing primary school 
farming projects as part of Education for Self Reliance as “still helpful to my life 
today… now I have some idea of what is required.” She explained the connection to 
her current financial stability:  

At home I have a vegetable garden so I don’t need to buy vegetables in the 
market. I also became involved in livestock keeping. Now I have livestock, 
vegetables and chicken. The vegetables, mostly it is for my own 
consumption and the remaining I use it to feed my chicken. Then I sell their 
eggs. So in addition to my tailoring, I also have these experiences to draw 
on. 
 
The decision to become a business person was a result of her low attainment 

in formal education. She was lucky to have the support of her father to enroll in 
additional tailoring courses in Njombe. This training and a short term employment 
opportunity launched her into business, “After I started to be a tailor, I gained a 
short employment with the Anglican church and tried to save my earnings. I lost 
that job, but by that time I had saved some money for capital and started my own 
business. In this business, I made sweaters and uniforms and filled orders for 
schools.” 

It was during this time that Nadira became pregnant. Unfortunately, she said, 
“my fiancée didn’t want to marry me then. He decided to marry someone else.” 
Nadira decided to live on her own and to take care of the child. This decision cost 
her the support of her father, and she was cut off from her family. “ It was very 
difficult,” she said. Still, Nadira persevered and bought her own sewing machine in 
time, “I had some money at that time… I was able to buy my own and then I 
became independent of any support.”  

Profit from Nadira’s business covers school expenses for her child, and also 
supports other dependents living with her. She explained the different children 
benefitting under her care: 

 I have my child but I am taking care of other children as well. 
These children have parents who are not financially stable and they 
are in the village. I also take in their children and I care for orphans. 
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There are six children that live with me, and they are of different 
ages. There are three in secondary school. In addition to those that 
live with me, there are two that I support. One is an orphan and one 
is in college. 
 
To be able to provide for these dependents, Nadira saves “intentionally”. She 

has two savings vehicles to which she contributes regularly. One vehicle is the 
traditional savings box, “I keep that money so that when the season for them to go 
to school and their school fees are required I have the money to pay for them. I use a 
savings box to save for school fees. I used that box so I don’t get tempted to use that 
money for other expenses.  After you close that box, you misplace the key so that 
you cannot open it and use the money. So the money that I want to use for school 
fees, I just put it in that box.” Nadira uses this savings box in addition to her savings 
account at the bank, which deducts money when you need to withdraw money. In 
this way she is able to save money for short and long term goals. 

Historically, women who worked at home for the household used savings boxes. 
They deposited small change left over from trips to the market through a narrow slit on 
the top of a wooden box that was nailed shut on all sides. Children could also be taught to 
save in such a box. A savings box might be opened on a holiday, or it might be used for a 
savings goal such as school fees (as in Nadira’s case). While men had their salaries from 
formal employment deposited into the local bank, women were unlikely to hold jobs and 
did not have access to formal savings institutions. This was their option for saving their 
money.  

 
A loan would improve the business, Nadira said. She laid out her ideas and 

expanded on how she might use additional funds: “I would want to bring personal 
accessories like jewelry into my store. I could buy headscarves, lotions, wedding 
gowns, and anything that women might use during ceremonies or events. If I expand 
to offer these products, I’m sure I would attract more customers… if I had access to 
that loan I might expand in this way.”  

Nadira recognizes that there are risks to running her business, but she sees a 
lack of options to protect herself. She doesn’t see the bank as a resource should she 
run into problems because they may not believe in the long term sustainability of 
your business. She is not a member of a savings group. Even approaching relatives 
is not feasible because of their own hardships.   

She faces other obstacles in running her business. Language is an obstacle, 
for example. Some customers only speak English, and communication with them is 
difficult. Moreover, many of her products have their information and instructions 
written in English. Nadira explained:  

So when customers come and ask for an explanation we fail to be able to 
give it to them. If a customer asks what are the benefits or side effects of 
products we sell, we are unable to explain because it is all written in English. 
This lowers our sales.   
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The seasonal circulation of money creates a challenge for financial planning. 
Her customer’s income often depends on the harvest, and first they must cover 
household expenses and school fees. In recent years her customers seem to choose 
to save rather than spend on her products, “Life has become difficult for everyone, 
and it is difficult to get customers.”  

Nadira must plan for how to keep her inventory stocked and to cover 
expenses during the seasons when customers don’t buy. She must also be prepared 
for years when there has been a poor harvest. She often struggles to keep enough 
capital to fill orders and supply products. Be tricky, she advised. From her 
perspective, customer relations was the foundation of business. She also stressed the 
importance of keeping products up to date to maintain an inventory that met 
customer demand. 

Taxes are also problematic for Nadira. She knows that they are required to 
support the government, however believes that “most of the business persons or 
entrepreneurs don’t understand the whole procedures for how to pay tax.” She was 
never taught about this process.  She shared that a lack of knowledge combined with 
poor record keeping and unsystematic taxation breeds distrust,  

Most local business persons don’t keep records… you take [your records] to 
TRA, they approximate the amount of tax that you are actually supposed to 
pay and this is difficult for them. We end up thinking that they are over 
charging.  

For Nadira, “Entrepreneurship knowledge is the foundation of my life.” She 
understands an entrepreneur as “someone who is self motivated and who doesn’t 
depend on others or an institution. It can be someone who is self employed and 
employed.” She sees no particular characteristics or qualities necessary to become 
an entrepreneur.  However an entrepreneur will involve him or her self in multiple 
income earning activities. An entrepreneur will “see there is a chance to earn an 
income in another way and decide to go for it… decide to try something new while 
maintaining the other activities.”  

Nadira prizes confidence in business and is proud of her leadership in the 
community. “In business the first thing is to be confident.” She has a concern for how 
schools can affect that confidence, “If the student was confident, and he or she is 
disappointed by the teachers or fails to understand what is taught, the student will lose 
their confidence and start to be worried about things.” She sees herself playing an 
important role in educating youth to become entrepreneurs, especially those are not able 
to continue their formal education at this time:  

I myself have already played a role in this entrepreneurship education. There are 
some students who I have trained them on issues about entrepreneurship. I have 
trained them to do tailoring and how to make those sweaters. I have students even 
now. They are those that have finished standard 7 and they haven’t continued 
schooling There are also those who have finished Form 4 but haven’t had the 
opportunity to join other schools or vocational training centers.  
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Education about how to earn an income is important, especially for women, 

Nadira believed. Married or single, females benefit from being able to own and operate a 
business:  

Life will be very difficult and full of problems for a woman who has no 
knowledge about how to earn an income. Even though she may get married, she 
may be mistreated by her husband. 
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Male narrative 4.   

Haji 
Born around 1990 

Local business owner: Clothing store 
 

Haji is originally from Njombe. His father had more than one wife and therefore 
he has a significant extended family network. Since his biological mother died ten years 
ago, when he was 15, he has stayed with his aunt (this term may refer to a variety of 
female relatives, including a different wife of his father) and her children. It was also a 
son of his aunt that covered his school fees, until one time came when their payment was 
late and caused enough problems at school that Haji left. 
 

He decided to start his business when he didn’t have the finances to continue 
with secondary school. Immediately after leaving, he worked with masonry and was 
able to save some money. He used this money to go to Dar es Salaam. There he 
started selling sugar cane. But he was unsatisfied.  

I saw life in Dar was very expensive. I decided to come back to Njombe 
where I am familiar with things.  
 
When he returned, he decided to start his clothing business. To increase that 

capital, he needed a loan. He asked around, and learned that if he joined a group of 
like-minded ‘entrepreneurs’, he would be able to get a loan from FINCA. He 
organized five of his friends, and they were able to get the loan.  To secure the space 
for the business, he asked a friend who knew a relative of the owner of the location 
that had vacancy. This friend was able to talk to the owner and rent out the space.  

 
Haji has been operating the business for nearly 3 years. His profit goes to 

covering his daily expenses and he also contributes to the household expenses where 
he stays. If he had the opportunity, Haji says he would take advantage of a loan. He 
shared his idea to “open a nice place, where it is visible and I can sell new clothes 
rather than resale used clothing”.  Haji is not satisfied with the location nor the 
products offered in his current business, but this does not affect his understanding 
and self-identification as an entrepreneur.  

I consider an entrepreneur as someone who can move from one life standard to 
another through their activities or businesses. I consider myself an entrepreneur 
because I am moving up from where I was... It happens because there is a lack of 
employment, so when a person doesn’t get a job, so he decides to start his own 
business.  
 
He feels his current success is a blessing, and expressed that even when he had 
nothing: 
God helped me to make that dream come true. 
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According to Haji, entrepreneurship looks the same for both men and women but 
they do not have the same experience. From his perspective, there are more women than 
men who are self employed. The reason, he explained, was because men “are not 
satisfied with self employment. To be self employed you start with only a small income.” 
He added that women weren’t satisfied with small income either, but “life for them is 
different”.   
 

Haji believes that those who pursue education “gain a bigger understanding of 
things”:  

The understanding of someone with only standard 7 is different from that of those 
who continue their education. When you are at school, students don’t know who 
they will become – they just study without thinking about their future. When I 
was at school, I just learned – but I didn’t know that at the end of the day I would 
have this store.
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Male narrative 5. 

 
Martin  

Age 26 years 
Local business owner: Shoe store  

 
Martin is originally from Njombe and lives there today. His father was a doctor 

and his mother received her diploma in teaching. After his father passed away, his 
immediate family became four: mother, the eldest son Martin, and his two younger 
brother. Martin’s father died when he began Form 5, and since that time his mother was 
responsible for covering all his schooling expenses.  Now his mother and him work 
together to cover the school expenses for his brothers. He explained how they divide this 
responsibility: 

I collaborate with my mother to cover these schooling expenses for my brothers. 
The one who is doing a diploma in education, mostly I cover all his expenses. I 
pay his school fees and provide pocket money to him. My mother is the one who 
is taking care of the other one doing record management. So we cover these 
expenses together. 

 
Martin did recall being involved in school projects. For example, he recalled a 

school shop, a garden, and keeping pigs. He gave this example of how the projects 
benefitted the students: 

We grew vegetables to improve the nutrition of our food and our livestock was 
used to provide meat for our food. The shop was there in order to provide students 
with services for things – so that students did not have travel far in order to get 
what they needed for their studies.  
 
Martin credits these projects with helping him start his business today when he 

was unable to get employed:  
When I finished school in 2012, I was home almost a whole year at home without 
a job. I was searching for something that would provide me with income. Then I 
got an idea to open a business that would help me in my life. Having this idea, it 
came from my experience at school. I knew that if I started such a project, it 
would help me. So, I opened this project – and it is benefitting me. 
 
He distinguishes this explicitly from schooling for entrepreneurship, concluding 
his story with, “But I have never had experience with entrepreneurship 
education.” 
  

  Martin continued after finishing ordinary level (O level) secondary school to 
pursue advanced level (A level), and recently graduated with a Bachelors Degree in 
Public Administration from a local university. After graduation, Martin returned home 
while he looked for a job. He applied for positions but was not hired. He travelled to a 
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different city in pursuit of employment, but remained without employment. However he 
did get an idea for business He recounted the story:  

I decided to go look for a job in another city. I stayed there for almost five 
months. But there were no jobs there either. While I was there, I met someone. I 
met with a shoemaker – the one who makes these here in my store. I talked with 
him about the business, and he explained to me. I saw that in this context in 
Njombe, these shoes are new. I thought to myself, if I succeed to get these shoes 
and sell the shoes, it will help me. In this context, this idea is a new idea.  
 

  With financial assistance provided by his mother, Martin made an initial 
investment in forty pairs of shoes. He brought them to Njombe and opened for business. 
As his capital grew, he looked for a better space for operations.  He now has found a 
more permanent space, has hired employees and recently secured formal employment as 
a project supervisor for a construction company.  

  Martin is careful when he gets his profit. First, he deducts all his expenses for the 
month, including his daily expenses. His rent is due every six months, so each month he 
puts a portion of profit aside to be able to cover it. He also uses the profit to cover his rent 
for where he stays. It covers his food and other necessities. If any profit remains, he saves 
it in his bank account. 

  Given the chance, Martin would take advantage of a loan. A loan could help him 
increase his stock and ensure he did not run low on inventory. It would also allow him to 
expand his business to sell phone credit and provide mobile banking (MPESA) to his 
customers.  In this way customers may be attracted to the shop to buy shoes, and end up 
being attracted to the other commodities for sale.  

  There are challenges operating his business, Martin shared. His first challenge is 
with the “nature of customers” in Njombe. They find his products too expensive to 
purchase, and often have seen them priced cheaper in Dar or other cities. While he tries to 
explain that the shoes are not manufactured locally and that it is expensive to transport 
goods to Njombe, customers seem not to understand.  

They come and see that my shoes are beautiful. But, when you tell them the price, 
they think I am overcharging. But I tell them, the reality is that the price that I pay 
where I get the stock in Arusha, then the transport expenses, and here I pay rent 
and pay someone who manages the store… I have to set my price to earn some 
profit so that I can continue my business.  

   
 Secondly, Martin’s shoes are sandals, so his products are seasonal and his business has 
a seasonal income flow. He explained:  

You might find that during a certain season… two or three days go by and you 
don’t sell any shoes. So in a month, you have ten days you don’t sell any shoes, 
you find you have suffered a big loss. At the end of the month, you have to sit 
down and calculate what the income is and what the expenses are. Sometimes you 
see, you’ve spent much more than what you have received in income. Or, you 
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might find you did make a profit – but it is very small. It is difficult or you to 
continue on that level of profit and difficult for you to continue developing your 
business. 
 

  Martin isn’t concerned with many issues that have plagued other local business 
interviewees. To begin, he feels confident going to a bank in an emergency. He knows of 
the places that he could get a loan, such as the community bank. Another challenge 
Martin does not have to face is communicating in English. He said that his business is 
small and his customer base is from the local area, so they speak the same language. Until 
now, tourists are not his customers. Finally, Martin is comfortable paying his license fee 
and has the resources to pay his yearly tax upfront. “From my side, there were no 
problems,” he summarizes his experience at the Tanzanian Revenue Authority.  

When considering education, Martin has concerns with schooling today. He has 
his own recommendations for improving the relevance of school to prepare youth for real 
life, and is skeptical about implementing entrepreneurship education within the current 
conditions. In his words: 

The nature of Tanzanian education is that it prepares someone to become 
employed. So someone who does schooling believes that when he or she finishes, 
he or she must get employed – not self employed. The school environment is not 
supportive for entrepreneurship. Students need to learn theoretically, but they also 
have to practice… to learn at the same time as they practice what they are 
learning. From that point they will know how to run a project from beginning to 
end. When they finish, they will be familiar with how to run a project...  

When we were at school, we had these different projects. These allowed us to 
practice. Now, the schools don’t have these projects. Running the school relies on 
school fees, and nothing else that supplements this income of the school. For 
schools now, they don’t have these school projects that previously had benefitted 
students. Most schools now don’t do school projects. To implement 
entrepreneurship education in these schools would be difficult. 
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 Male narrative 6. 
 

Jacob 
Born around 1985 

Local business owner: Household goods store 
 

Jacob’s parents have passed away. He is one of six left in his family. Most live in 
Njombe. He has started his own family, and he is married with two children. His wife 
often supports him to run the shop. He identified his tribe as Bena, but said the first 
language he learned to speak was Kiswahili.  
 

After finishing Standard 7, Jacob had no job and wanted to earn money for 
his future.  

I knew that in society if you just stay idle, you may get in bad behavior. I 
didn’t want to get in bad behavior so I needed to find something to do. Also 
in order to have a good family, you must have a way to earn money. 
Business was the only job I could do. 
 
 So Jacob began doing business immediately, using skillsets he learned in 

school. 
It was a little bit like what I did in school... They taught us to grow, harvest, 
and sell vegetables. We went home and practiced what we learned. We 
earned money by selling the products. 

 
School does not necessarily lead to employment, Jacob said. He gave this critique 

of formal education, and argued for getting real world work experience as soon as 
possible: 

 It seems good to have education for formal employment, but if you think more 
critically about this you can see it is not good. You can study a long time in 
school and get a good certificate, and when you have arrived at the end of your 
studies there is no work. The one who didn’t go to secondary school, they may 
have a better life compared to one who goes on to University. Life is good for 
someone who has already started a business and started to work.  

 
That one who went to University, he may have a good certificate, but the 
government doesn’t care about them and they may not get a job. You can find 
someone who has studied economics, he knows how to work in an office. But 
when the contract where he works terminates, he suffers. There are so many 
people that have gotten an education and we see them in the street. They learn a 
lot, but the jobs are not there. 

 
Education after primary school in order to start a business is unnecessary, 

according to Jacob. Instead he argues:  
“It may be better, even important to go directly in to business after primary 
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school. It is not necessary to go to secondary because you can spend a lot of 
time studying, but at the end have no employment – nothing.”  

 
Jacob originally got the capital to open his current business from cultivating 

vegetables. This was the first step, and he used the money from selling vegetables to start 
a mobile phone business. Then, as the capital grew, he decided to open a different small 
business for household goods.  

I encouraged myself, and told myself that I could do it. To open this store, I talked 
to the landlord and told him I wanted to open a business. We entered into a 
contract, and then I paid him some money. 

 
For Jacob, being able to trust yourself is part of being an entrepreneur and of 

paramount importance in business. He said:  
Business, if you don’t trust yourself, you cannot do it. If you don’t trust yourself 
that you will be able to sell the goods, it will be difficult. Don’t let fear direct you. 
If you let fear rule you, you will not ever be able to do work. You don’t know 
whether the goods will be bought by customers or not, but you have to say to 
yourself that yes you can sell it. I am an entrepreneur, because I believe an 
entrepreneur is someone who can earn money even with difficulties. I am earning 
money, but I do have difficulties. 

 
Another important aspect of being an entrepreneur is to maintain a “normal life”.  
They don’t have a high standard of life. Someone with a high standard of life you 
cannot call an entrepreneur. An entrepreneur is just doing normal activities in 
order to make a daily living, not someone who has a high income. It is just 
someone who makes a normal income.   
 
This distinction between one who has a normal life and one who has a high 

income sheds light on Jacob’s understanding that an entrepreneur is a way of making 
ends meet but not a way of achieving a higher economic status. 

 
For Jacob, there are many challenges to operating his business. His first challenge 

is having to pay so much in taxes. Secondly, he describes the problem of having to absorb 
this cost of damaged goods. This points to a lack of insurance policies and protection for 
his business. 

Your stock of goods arrives damaged or broken. At the end of the day, who are 
you going to blame? As you are the final person who opens the box, you are the 
one who bears the losses. If you go to the person who transported the goods and 
tell them the goods are broken, they will say that this was the way it came from 
the factory. There is no one responsible for that problem.  

 
Jacob values entrepreneurship, but he also sees the value that comes from being 

employed. He describes a “global education” as one that allows some to be employed and 
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others to become entrepreneurs. It allows students to learn according to their interests and 
what they wish to do after education.  

If you find all people become entrepreneurs, you miss other things. If you only do 
formal employment, everyone is looking for a job. For students to learn it depends 
on what they want to do and their interest. 
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Male narrative 7. 

 
Jabari 

Born around 1975 
Local business owner: Sign Arts 

 
Jabari’s father was originally from Tanga, while his mother grew up in Njombe. 

His father was head of a prison, while his mother was a business woman. Jabari is the 
first born of four siblings, all are still living. The next eldest is a brother who studies at 
Makerere University in Uganda. His younger sister is the second born, and she is a 
business woman like his mother. His youngest sibling is his brother, a sign maker like 
Jabari, and stays in a nearby town.   
 
  Though his mother and father no longer live together, the family collaborates in 
different ways. Mostly it is Jabari and his youngest brother that collaborate as artists. 
Jabari explained:  

Sometimes maybe he gets a job, and he fails to do it, he can send it to me and I 
will do it for him. Or I can explain how to do a job so that he can go and do it. I 
do not collaborate with my sister this way because of the nature of her business 
activities.   
 

  School expenses were paid for him by his mother and father. When he reached 
Form 3, Jabari decided to leave formal education and start working as an artist. 
According to Jabari, his inspiration was a friend who had become very successful doing 
such work. He continued to tell his story: 

Since I was a young child, I recognized within myself that I had this talent. 
Because, uchoraji (these are drawings/paintings) I have known how to do these 
since even before beginning primary school. That is why I chose this type of 
business. 
 

  Aside from wanting to pursue his talent, Jabari also received the advice that there 
would be no jobs even if one finished schooling. This combination of factors pushed him 
into the decision to leave, although it made his parents unhappy. 

My mother had wanted me to continue studying. But I didn’t want to continue 
with school. To avoid making her sad, I decided to live at my friend’s staying in 
Dar es Salaam. I stayed there for three years after leaving school.  
 

  It was in Dar that Jabari believes that he “established the foundation” for his 
business. Staying with relatives, he was able to apprentice to artisans. He had the chance 
to learn from “watching other people and by going to different opportunities to see craft 
products”. He also networked with different organizations that offered business trainings. 
He saw the variety of goods imported to Tanzania, and thought “Rather than having to 
import them from outside, I would like to produce some of those things. Once he felt he 
had enough experiences, he returned to establish his business in Njombe. Jabari feels, 
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“My parents now see the fruits of my labor, and they are happy.” 

  Jabari believes that it is his confidence that keeps him in business. He shared that 
he has been able to maintain a business next to the bus stand, which is an extremely busy 
site, because he “was persistent in my effort. I followed those people who have power, 
and that is why I was able to get this.” Jabari knows that not everyone is able to draw on 
confidence the way that he is, “There are some people who might wish to establish a 
business, but because they are not confident they fail.” 

  The profit from Jabari’s business covers family expenses such as food, clothing 
and health costs. He admits that he also enjoys doting on his only daughter “because I 
love her so much”, and that “a large portion of the money goes to support her.”  

  In his family, Jabari sees himself as a leader because he resolves problems and he 
is curious about and learns from others.  

I am a leader in my family at home because if there is a problem, I am responsible 
for solving it. My wife, my children, my young brother and sisters – they listen to 
me… and when I hear there is someone doing different things than I am, I am 
curious and I want to learn how. 

 
  Jabari wanted a loan. He would use that loan to buy new instruments and tools. 
This would expand his operations, and also allow him to mentor more young artisans. He 
wants to “have many young brothers and sisters to mentor. They could apprentice here, 
and learn how to manage their lives. We could work as a team together.”   
 
  Working as a team is important to Jabari. In fact, Jabari names his first obstacle as 
the lack of collaboration among artisans and the lack of protection for their work. Even 
though he pays taxes and even fills orders for the government, they fail to recognize his 
official business. He explained:  

Even the government doesn’t recognize what we are doing, despite 
the fact that people from government offices bring us work to do 
and rely on our work. For example, I make stamps, poster boards, 
signs and office signs… But the government doesn’t really 
completely recognize us… When you come to Njombe, you see 
artists are spread out around town. When the time comes that 
Njombe will expand its infrastructure (like roads), the government 
can tell those shops in the way that they must move. They destroy 
the structures. So the government insists that we have a business 
license, that we pay taxes. But when that time comes that they need 
to destroy our place of business, they wont remember that we are 
paying taxes or that we have a license. 
 

  Jabari is also concerned about the competition among artisans. He sees it as a 
major problem that “every artist wishes that other artists will fail – they think that this 
reduces competition so that all the customers only rely on him or her.” Organizing 
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together in a collective would reduce some of this competition, Jabari believed, and it 
give them more power to address various issues with the government. “For now,” said 
Jabari, “we are like orphans. Everyone is just looking out for him or herself. There is no 
organization that I can turn to for help in that matter.” 

Beyond issues with the government and the lack of collaboration, Jabari is wary 
of the customers he serves. For his business, a common order is that of a rubber stamp 
that will be used to legitimate documents. Jabari explained consequences that can happen 
when one doesn’t “know the intention of someone who comes to you with a work 
request”:  

Agencies of the government believe that a rubber stamp indicates legitimacy for 
papers and so forth. You can have a commission, but you don’t know the 
intention of that person. Since you need money, you take that job and you make 
that item. But at the end of the day, that rubber stamp is going to be used for bad 
things. So when someone goes and uses that rubber stamp for bad things, he gets 
caught. Then when he is caught, there will be an investigation where that rubber 
stamp comes from. They come and find you, the entrepreneur who did that job in 
order to get money. They come to see that you have been a secondary actor, you 
have assisted in participating in this bad thing. Maybe you can even go to jail.  
 
For Jabari, knowing how to speak English would expand his customer base. He 

would be able to explain his work and understand project requests from more people of 
different nationalities. Knowing English would also help Jabari to apply for loans or other 
opportunities. It is a main reason why he admits to feeling “regret” that he left school. “If 
I could have finished school, it might have prepared me to face my current challenge in 
English… there are some things that I failed to do because my education is low,” he said. 
 

Yet Jabari proudly self identifies himself as an entrepreneur “because most of the 
things that I am doing here, those are things I was not taught at school.” For Jabari, “An 
entrepreneur is someone who even didn’t go to university and didn’t get any education. 
But they still manage his or her life.”  

 
He also acknowledges that male and female entrepreneurs will face different 

challenges. According to his perspective, women are responsible for continuing to 
support the family when the man fails to earn the income. In addition, women are 
perceived differently than men and therefore their behavior is under scrutiny in a way 
male behavior is not. He explained, “Maybe as an entrepreneur I can organize my 
younger brothers and sisters and say to them let us do this thing together. Then we agree 
to make things to go to a certain exhibition opportunity for sales or showing. If among 
the group there is a girl, her relatives may not support her traveling. There may be rumors 
about her travel, on her own, with the group. So you see her relatives are worried that if 
she goes – she will change her behavior, or she will be a prostitute. Things like that will 
be said about her.”  
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 Themes. 

Local business owners have businesses located in Njombe town that had been in 

operation for at minimum six months. Each had a Tax Identification Number (TIN) for 

his or her business and was registered with the Tanzania Revenue Authority. The shortest 

length of time that a participant had operated their business was six months, while the 

longest period was over 24 years at one site. There were three females and seven males 

interviewed. Only one of the three females is married, while six out of eight males are 

married. Eight out of ten had children, two females and six males. The age range of this 

participant group is between 25 and 41 years, with over half the participants between 

ages 28 and 36. Interviews were conducted in Njombe town at mutually agreed on 

locations during visits that ranged from roughly 1-3 hours. 

Educational attainment widely varied. For historical reference, about half of the 

participants experienced primary education during the implementation of Education for 

Self Reliance. One male had left formal schooling during his primary education.  Two of 

the three females, and three males out of eight, had finished formal schooling after 

graduating Standard 7. These two females had pursued additional non-formal education 

options. Four males and one female, or half the participants, had received some level of 

secondary education. Only Martin, age 26, had pursued tertiary education and received a 

Bachelors Degree. In addition to his business, he was formally employed. Only two 

males, both of whom had some secondary education, had received any training on 

entrepreneurship. They had learned through workshops delivered locally by an 

international NGO. However the male who owned the longest operating business 

(seventeen years), and the female who owned the longest operating business (twenty-four 

years), had no experience with entrepreneurship education and had not continued formal 

schooling past Standard 7. Future research questions could investigate the relationship 

between educational attainment and longevity of business; the role, timing, type and 

number of additional training series; and how factors related to gender (including 

marriage and educational attainment) influence the opening and operating of a business.  
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Relational networks affect income generating activities.  

Large and interdependent family networks featured prominently as systems that 

provide essential support to local business owners. For example, after primary education 

Mary was able to pursue training in hospitality because her sister gave her lodging near 

the training facility. Mary now uses some of her profit to support her parents. Sophia was 

also supported by her sister after her mother died, and now contributes profits from her 

business to support her younger siblings and other family members. Martin, who owned 

the shoe store, has been working with his mother (his father has passed away) to cover 

his younger siblings school expenses. Haji was raised by his extended family network, 

and now contributes his profit to the household in which he stays.  In all, eight out of 

eleven local business owners described receiving and giving assistance to their local 

family network.   

The entrepreneur: personal and professional conduct, relationships, and 

business goals. 

Local business owners shared a similar understanding of the entrepreneur as 

caregivers in that both emphasized the social aspects of the entrepreneur and the way that 

he or she engaged with other people. Key qualities that local business owners derive from 

the meaning of the entrepreneur are: one who engages in hard work “to provide for his 

family” (Samuel), one who is “self motivated and who doesn’t depend on others or an 

institution” (Nadira), one who is able to “do something that will sustain you in your 

life… not just staying at home. You keep busy by doing different activities” (Sophia). 

Samuel added that an entrepreneur is “personable and likeable in the community”.  

However, unlike caregiver interviews, local business owners stressed the 

importance of confidence and trust as part of being an entrepreneur. For Nadira and 

Sophia, single business women, “For anything that you do, you must have confidence” 

(Sophia) and “In business, the first thing is to be confident” (Nadira). Confidence allows 

one to “set goals” (Sophia) and to “trust in the self” (Joseph). Aziz also linked confidence 

to completing one’s plans:  “An entrepreneur must be confident. If you have planned that 

you can do something you have to do it.” Aside from having trust in oneself, being 

trustworthy allows one to establish relationships with others and a positive reputation: 
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Be trustworthy. People must believe that you wont cheat or sell fake products. 
People need to trust you. You need a good customer relationship to be successful. 
You need to do things that people like, accept, and believe. (Samuel) 
 
An entrepreneur means you work with people, and you have a relation with other 
business people – or other entrepreneurs. That means I can come to you, you are 
the person who is selling me the stock. I want to borrow from you – if you give 
me stock, I will provide you money later. So I must be honest. An entrepreneur 
must be honest. Also, you must be someone who keeps their word. If you make an 
agreement with someone to do certain things on a day, you make sure that those 
things are done on that day. (Samaki) 
 

Martin’s perspective indicates that he associates the ability to develop such 

confidence and trustworthiness with how one engages in the social and economic context: 

 
I’m confident because I understand that I can have an idea and implement it, and I 
can succeed – that is, if I am able to implement my idea in an environment that 
supports me to do so. So I am confident, because when I think of something – I do 
it, and I succeed… 
 
I can say I am a risk taker, because at the moment I started this business – it was a 
new idea here. I didn’t see anyone else doing this and earning a profit. I didn’t 
know whether it would earn profit. I thought to myself, I can take this product, I 
can go and do business, and I could succeed. So I tried, and the business has been 
good up until this point – and here I am! (Martin) 
 
Both Samaki and Joseph point out that fear can deter one from being able to 

follow through with one’s plans: 

Don’t let fear direct you. If you let fear rule you, you will not ever be able to do 
work. (Joseph) 
 
You cannot be afraid of challenges. You have to overcome the challenges. An 
entrepreneur is a risk taker. If you are afraid of risk, that is a problem. (Samaki) 

 

 The ability to think strategically may serve to strengthen the connection among 

the qualities of having confidence and trust in oneself, building a reputation of 

trustworthiness, the ability to overcome one’s fear, and the willingness to take risks: 

You will need to be tricky, in general. Mjanja. The way that you speak to the 
customer is the foundation of business. You are supposed to have good customer 
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relations, to use kind manner and kind language. Those other things will come 
automatically. (Nadira) 
 
An entrepreneur is someone, or a situation that results from one’s struggle for 
daily necessities, using his efforts and his intelligence… an entrepreneur is 
someone who uses the weaknesses of other businesses in order to expand or make 
improvements to his or her business. So it is done with a good intention. (Samaki) 
 
Finally, local business owners described how being an entrepreneur linked to the 

logistics, processes and outcomes of operating a business, such as: maintaining the 

location, hiring and managing staff, maintaining and growing a customer base, saving 

profit, and balancing the budget.  In addition to overseeing these basic functions, Haji 

understood the entrepreneur as one who “can move from one life standard to another 

through their activities or businesses” and self-identified as an entrepreneur because he 

was “moving up” from where he was. Nadira also referenced being an entrepreneur as a 

strategy that required flexibility and the ability to adapt to changing circumstances:  

 
A normal entrepreneur is not supposed to be involved in just one thing. If you see 
there is a chance to earn an income in another way, you decide to go for it. You 
decide to try something new while you maintain the other activities that you have. 
(Nadira) 

 

Varied paths but a common title: self-identified entrepreneurs. 

  All local business participants, except for one female, self identified as 

entrepreneurs regardless of their reasons for pursuing business, the length of time in 

business, the type of business, or their goals for the future of the business. Their lived 

experience seemed to differ from the universalized discourse that promotes the 

entrepreneur as one who chooses to start a business amidst other desirable alternatives, 

uses profit to expand the enterprise, and aims to hire employees as soon as possible.   

  Most of these local business owners pursued multiple income earning 

opportunities by intentionally diversifying their pursuits. In some cases, the savings from 

a smaller project became the capital for a larger project. For example, Samaki and 

Samuel started in the timber business: 

I got the capital [for this business] from the money that I got from the Timber business. 
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Because I saw that there was a problem with the trees, I had to think of another 
business option. The timber business is not a business where one can settle down.  So 
with the money that I got from the timber business I decided to buy the grinding 
machines in the village. Another portion I used to open this business. (Samuel) 

   

 Participants describe using profit to “send my children to school” (Samuel), “for 

my family” (Jabari) and “for the home” (Haji). When participants describe how they 

might use a loan that had acceptable conditions, many wished to improve the quality or 

quantity of their existing product; upgrade the physical place of business to “improve 

where I work” (Azizi); or expand their customer base by offering products for a different 

business entirely. Martin would use the loan to increase the quantity of shoes he had on 

stock: “I want my store to have full stock of shoes, so that when people come and buy a 

pair I can go to my stock and replace that merchandise… there are gaps in my display. It 

is not good presentation this way currently.”  Samuel, who owned a bicycle repair store, 

shared these goals for his loan: 

I would increase the products that I have, because I have only a small amount of 
products now, with other things that I don’t have such as building materials and 
things for a hardware store. I could also provide fertilizer stock, and I could sell to 
nearby farmers.  (Samuel) 
 

Nadira, a tailor, would use the loan to offer her customers “personal 

accessories like jewelry…  head scarves, lotions, wedding gowns, and anything that 

women might use during ceremonies or events”. She felt certain, “If I expand to 

offer these products, I’m sure I would attract more customers”. These participants 

wanted to enhance their current business operations to better serve and expand their 

customer base. Mary felt it was too early for her to use a loan: “I don’t know what I 

would do with it. My business is now still small, as you see. It has only been a few 

months since I started.”  Her perspective points to the consideration of when 

providing financial and other incubation support to local businesses might be most 

beneficial to grow operations and produce an increase in employment. 
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Only the two artisans, Sophia and Jabari, saw their reasons for entering business 

as a pursuit of personal interest. As Sophia explains, this talent was cultivated outside of 

school rather than nurtured by her formal education: “This was my talent – I didn’t go to 

school and there was no one teaching me. It’s my talent.” Said Jabari, “I ran away from 

school, because I like doing this job so much. When I reached Form 3, I decided to start 

this job because I saw my friend doing a similar job and he was very successful.” 

However, he admitted that another factor that affected his decision was that “people said 

to us, you can go to school – but when you finish, there will be no jobs for you.” They 

also shared their enjoyment of exchanging ideas and working with other artists, and a 

desire to collaborate with others in their line of work. The experience of Sophia and 

Jabari, being unable to explore and cultivate their personal interests and passions at 

secondary school, yet drawing on these resources to open successful local businesses, 

suggests that an important area for reform in education is whether and how there are 

opportunities for students to think creatively and develop their individual aptitudes. 

Facing the major challenges without support. 

Local business owners report a lack of preparation, inadequate information, and 

no support to overcome their major challenges. The primary challenge for participants 

was that of taxation: dealing with tax officials who failed to understand the operations of 

the business and a lack of information (and belief in the reliability) about how tax 

officials determined tax rates. The following excerpt illustrates one local business 

owner’s frustration:  

To pay the tax is no problem, you are required to pay for the development of our 
country. But the problem arises when you try to look at the kind of business that 
you are doing, and the way that they estimate how much tax you have to pay. To 
charge these taxes they look at your sales, and not on your profit. And they are not 
considering the challenges that you face in your business… When you go to them 
for them to estimate your taxes, they do not fully understand what you are selling. 
You come to realize that we are hating the tax officials because they don’t 
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understand what we are saying about operating our business and the challenges 
that we face. 
 
First thing that they require is that you have a Tax Payer Identification Number. 
Then they ask the amount of capital that you have. They ask how much rent you 
pay for the space of business. Then they ask how many people are depending on 
you. As you keep increasing the number of dependents, they also keep increasing 
the amount of tax that you have to pay. They realize that you are able to provide 
for that many dependents, so it must mean that you have the means to do so.  

(Samaki) 
 

 In order to get a Tax Payer Identification Number, one must travel to the Tax 

Revenue Authority in the next town, Iringa. This is a several hour bus ride, if all goes as 

planned. The travel incurs transportation cost, though the registration of the business is 

said to be free. Once one has received the necessary forms from the personnel at the 

office, one returns to Njombe and goes to the local TRA office in Njombe to request to 

open a file for the business. Around this time, the authorities at this office arrange and 

conduct an interview to determine the small business category and estimate how much 

tax is owed.  
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When I personally inquired as to the process of establishing a small business, I 

was told that there was no official printed documentation for the process. Instead, the 

following image shows the hand written instructions provided to me by the local officials 

(shown in the photograph below). I was not provided further information about the 

interview process itself from the office. 

 

Translation: 

1) Pursue or take your TIN number at the 

Iringa Tanzania Revenue Authority 

(TRA)  

2) Once you have received this TIN 

number, return to the TRA in Njombe. 

They will open a file for you in order to 

do an interview 

3) Pay the amount told to you to pay 

 

Things that exist in your file: Original copy of 

the TIN number registration, notes from the 

interview 

 

A second challenge that some local businesses identified was a lack of language 

facility in English. There were four major reasons that understanding and speaking 

English was desirable: for improving customer relationships, expanding the customer 

base, better knowledge about English labeled products, and the ability to use technology 

to order international products. Sophia, who creates crafts she hopes to sell to tourists, 

wants to speak English in order to develop customer relationships and explain her 

products:  

If I were conversant with the language, I could explain better [about my 
products]. I would be able to have a good connection and communicate in a good 
way with them. (Sophia) 
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Vitenge also interacts with tourists, and laments being unable to converse with 

them about his cloths.  

It is affecting my business. I get a lot of foreign customers, but I fail to service 
them. When I want to explain in detail what I sell, I fail to do so. So it has a big 
affect on my business. (Vitenge) 

Azizi sees English as useful to increase his client base at his Salon: “If you cannot 

speak English, you wont be able to serve their needs as customers”. Jabari also wants to 

be able to serve more potential clients: 

That person would be bringing me a good job, but because of misunderstanding I 
miss that job or that opportunity. Or I might understand incorrectly, then I do the 
job in the wrong way. (Azizi) 

Others wanted to provide information about products labeled in English to answer 

customer questions and respond to their concerns:  

The things that we sell, they have instructions and information that are written in 
English. So when customers come and ask for an explanation we fail to give it to 
them. If a customer asks what are the benefits or side effects of products we sell, 
we are unable to explain because it is all written in English. This lowers our sales. 
(Nadira)  
 
For Samuel, knowing English would enable him to use the internet to order 

products to stock his bicycle store:  

I might happen to have enough money to order imported products from abroad, so 
for those who manage to go to school they will be able to order things through 
this network – like the internet. I think if I knew English I could be able to use the 
computer.  (Samuel) 

However, there were participants who felt speaking English “doesn’t affect my 

business at all”(Haji) and that a lack of fluency “does not cause problems” (Samaki). 

Martin – who had a Bachelors degree and thus has been educated in English - also said 

that he does not consider his lack of proficiency in the language to impact sales: 

For this context that I work in, I don’t think not knowing English influences my 
business negatively. The business is small, and most of my customers are from 
the local surrounding area. The customers and I, we speak the same language. So 
not knowing English, it is not a big challenge to business. Most of the people we 
deal with, we speak the same language. (Martin) 
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A third major challenge referenced by local business owners was the difficulty 

budgeting for the unpredictable seasonal circulation of money. Those local businesses 

that serviced customers that relied on a profitable harvest and provided school fees for 

multiple dependents struggled to manage the irregular income flow. Those local 

businesses that provided a seasonal product or service also found it difficult to balance 

stocking the inventory with a season of low income. 

The final common challenge that surfaced was a lack of capital. Except for the 

café owner, who desired more time improving her current operations before using a loan, 

all business owners responded that they would take advantage of a loan, if given the right 

conditions (low interest rates, for example). Such capital they would pursue plans to 

expand, improve, or diversify the products offered in their current business.  

These findings indicate that there is an important role for education programs that 

aim to train and support existing, and future, local business owners. Such programs could 

provide support for navigating the government’s taxation system, for developing English 

language skills, for training in technology and the ability to order products on-line, for 

budgeting to respond to unpredictable income flows and a high risk environment, and 

accessing loans with favorable conditions.  At the same time, at least in the short term, 

implementing and adapting such initiatives would require a deeper analysis of how local 

factors within the existing context discourage, hinder, or prevent individuals from being 

able to apply their learning, carry out recommendations, and make use of programmatic 

support.  

Gender influences operations.  

Data shows that females and males have different experiences as business owners. 

Female local business owners elaborated on how their gender had affected their decision 

and experience starting and operating a business. Sophia and Nadira strongly felt that 

women must be supported to learn how to earn an income. They struggle without 

confidence, they face a lack of education, and they don’t have the same rights in a family 

as men. One example of how these factors affect would-be local business owners is the 

contrast between how male participants spoke comfortably of approaching unfamiliar 
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landlords and signing contracts while female participants said that they had relied on their 

familiar social network to secure space for their business.  

While men emphasized that entrepreneurship was beneficial and important for 

everyone, male or female, they also recognized gendered experiences.  For example, 

females may contend with lower earnings and less freedom to travel. Some men 

recognized that gender affects entrepreneurship in terms of how earning income protected 

women from becoming involved in harmful behavior, how women had to be satisfied 

with lower earnings in this context, and that women were not as mobile because of safety 

concerns and ideas about her propriety. Representative quotes are below:  

 
Of those who are self employed, there are more women than men. Men they may 
become self employed, but this number is lower than the number of women who 
are self employed. Men are not satisfied with a low income. That’s why they are 
not satisfied with self employment. To be self employed you start with only a 
small income. Women aren’t satisfied either, but life for them is different. (Haji) 
 
The challenges are different. For example, in our entrepreneurship work, maybe I 
can organize my younger brothers and sisters, and say to them let us do this thing 
together. Then we agree to make things to go to a certain exhibition opportunity 
for sales or showing. If among the group there is a girl, her relatives may not 
support her traveling. There may be rumors about her travel, on her own, with the 
group. So you see her relatives saying, if she goes – she will change her behavior. 
She will be a prostitute. Things like that will be said. So the qualities necessary 
for an entrepreneurship are the same for males and females, but the challenges 
they face are different. (Jabari) 

 
Our perception is that a women entrepreneurs is an entrepreneur who deals in 
small business, the kind of projects where they wont need to travel. But, to the 
women, men may discourage them and this they may feel that we as men are 
underestimating them, and this then may make her feel inferior. But the way that I 
perceive things, women are capable entrepreneurs. (Vitenge) 

 

Despite recognizing these differences in their experiences as business owners, the 

majority of men did not perceive gender as a factor that affected success or becoming a 

successful entrepreneur. For example, Aziz said: “When it comes to entrepreneurship, it 

doesn’t consider whether you are a male or a female. If you have a business, you have a 

chance to succeed – no matter whether you are male or female.” Martin believed 
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“everybody can become an entrepreneur without considering whether it is a woman or 

man”.  On the one hand, men acknowledged and described how gendered factors, 

including socio cultural perceptions and expectations, disadvantaged females as business 

owners. On the other, they believed that males and females have equitable opportunity 

and potential.   

Opportunity costs and risks of education affect the decision to pursue 

entrepreneurship.  

Local business owners shared their personal experiences of how the decision to 

start a business related to their efforts to access educational opportunities and their 

consideration of the benefits, opportunity costs and risks of schooling.  

Females turned to business because the desired educational opportunities were 

inaccessible. Nadira, for example, was only able to attain a low level of formal education 

and so she became an apprentice to a tailor. Tailoring became her skillset and opening the 

business gave her the financial ability to care for her child. Mary was also unable to 

secure a place in the government secondary education school.  However, she had 

financial and familial support to enroll in non formal education and was able to leverage 

this to gain employment.  She used the salary from this employment to carefully diversify 

her income generating activities. After getting married, she was able to draw on her 

savings to pursue entrepreneurship and earn more income for her family. Notably, she did 

not use it to enroll in additional education. Sophia, on the other hand, did not have 

financial support to continue with tertiary education. She decided to pursue her artistic 

interests while helping her sister to maintain her business.  

There were also males who pursued business when they had no further access to 

formal schooling. From their perspective, this choice reflects an intentional decision to 

make the best of their situation and avoid negative influences. For example, Joseph 

turned to business when he ended his schooling at Standard 7, and frames his decision as 

choosing the best alternative for his future: 

I finished school and I didn’t have a job. But I knew that in society if you 
just stay idle, you can maybe get in bad behavior. I didn’t want to get in bad 
behavior so I needed to find something to do. So I decided to start a 
business. Also in order to have a good family, you must have a way to earn 
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money so that you can do this. (Joseph) 
 
Haji decided to start his business because he did not have the financial resources 

to continue his secondary schooling. “So I started working,” he said. He used the money 

from this salary to open his own business. Martin graduated with a Bachelors Degree, but 

he was unable to find formal employment. After five months without finding a job, he 

decided to open his business.  

 These experiences reflect the local reality that starting a business in this context 

may most likely result when one is unable to access education, when one’s education 

level is not sufficient to secure desirable employment, and when there is a lack of 

employment opportunities. It is a reality that contrasts sharply with entrepreneurship 

education that frames starting a business as an attractive and enviable chance to become 

an important economic actor in development.    

Learning entrepreneurship: Role models, mentors, and apprenticeships.  

For many local business owners, entrepreneurship education was already taking 

place when they worked together with youth who were interested in learning how to run a 

business. Jabari had an apprentice and intended for that apprentice to be prepared to train 

another in the future. In his words, “At the end of the day, there becomes a chain.” Nadira 

shared, “There are some students who I have trained them on issues about 

entrepreneurship. I have trained them to do tailoring and how to make those sweaters.”  

Samuel also described his role in educating others how to become entrepreneurs: 

I employ people and for most of these jobs I have to train the employees. After 
they know what to do, that is when they can work for me. For example the 
grinding machines, I have to train them before they can operate these machines. I 
have to train them how to operate the machine, train them how to give change to 
customers. So I train them first, then I give them the machines to operate.  

(Samuel) 

Martin was eager for the chance to help others learn entrepreneurship.  

I think I have a contribution. I have been doing this business for almost one year 
now. So I have some idea about how to run a business. Someone could come to 
me to seek advice, and I would advise them. They could use this advice and my 
ideas to open their business and reach their goals for themselves. (Martin) 
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Given that entrepreneurship education was already underway outside formal 

schooling, participants seemed uncertain about the role and need for such a reform within 

the existing system. Support for adding entrepreneurship education to secondary school 

reflected perceived deficiencies and inadequacies of the current system rather than a 

belief that it would enhance the existing curriculum. Most participants believed that 

secondary education should prepare students to pursue higher tertiary education and/or to 

secure formal employment. As Sophia explained: 

The purpose of the government providing education is that if a student, he or she 
completes standard 7, he or she can go on to secondary school. After secondary, 
that student will have to go further. But there are some who end their education at 
secondary school. It is a good objective for someone who has finished secondary, 
he can go on to college, or teaching college, or different colleges. Someone can 
continue with form 5 and form 6 and after finishing, can go to University to study 
certain courses… someone might pursue nursing or to become a doctor. (Sophia) 

 However, as Samuel explains:  

When students go from Standard 1 to Standard 7, not all parents are capable of 
sending them to further education. So there are those that finish Standard 7 and 
they are already grown up, but they fail to know how to be self sufficient and not 
depend on others. To be able to take care of themselves. 

Even those who go to Form 4, or even colleges – they might not be able to gain 
employment. So, they need this entrepreneurship education. Those ones who 
continued their education, when they return, they have failed to plan anything that 
would earn them an income. So that education is important. (Samuel) 

Martin, the only local business owner with a Bachelor’s Degree, specifically 

criticized the way that secondary education narrowly focused students towards formal 

employment. He said: 

There is a need and big importance of teaching entrepreneurship education in 
schools. The nature of Tanzanian education is that it prepares someone to become 
employed. So someone who does schooling believes that when he or she finishes, 
he or she must get employed – not self employed. That, I can say, is because there 
is no entrepreneurship subject in our school system. If it were part of the system, 
it could help students to be self employed. Then when they graduate or finish 
schooling, they can create something that gives them employment. So 
entrepreneurship education could play an important role. (Martin) 
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Jabari thought that teaching entrepreneurship education in secondary school 

would be a good idea, but that it might be too late for those leaving after Standard 7. He 

recommended “simultaneous opportunities” that allowed students to opt for 

entrepreneurship as well as for developing their expertise in one area. 

There are some who end their education after primary school, they fail to continue 
with secondary school. Teaching entrepreneurship at school is good, it will help 
students even if they fail to continue with education. Then they can run their life...  

If we say that all people have to learn entrepreneurship that didn’t go to secondary 
school, it means that we wont have experts in a field. If we say that all have to go 
to secondary schools, it means we lose entrepreneurs. So what I see is that all of 
these need to be simultaneous opportunities. There must be a curriculum that 
allows for these things to be integrated. (Jabari) 

Samaki suggested only integrating entrepreneurship into vocational training, or 

creating a “special school”, to serve students who wished to learn entrepreneurship. This 

would avoid any increase on the existing curricular demands for secondary students. 

Summary. 

Local business owners reported relying on and contributing to relational 

networks. They derived meaning from the phenomena of the entrepreneur out of the 

social interactions between the individual and others within the community as well as 

between the individual and customers or others related to their business.  All male 

participants self identified as an entrepreneur, though only two out of three females self 

identified as an entrepreneur – and one qualified herself as a ‘small’ entrepreneur. Only 

one participant, a female, said she did not identify as an entrepreneur. Participants 

reported the major challenges in their business operations as: taxation, limited English 

proficiency and a related desire for more technical skills to access the internet, inadequate 

ability to budget due to unpredictable and unstable income flows, and a lack of accessible 

capital. Gendered experiences led males and females to manage their businesses 

differently. While females linked these experiences to their decision making, 

opportunities and potential; males were of the opinion that both genders had equitable 

chances to achieve success in business. Other factors that affected both genders included 
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the lack of financial resources to pursue additional education, the failure to pass the 

qualifying examinations, and a lack of employment. Only one male, Jabari, had left 

secondary education by choice with the aim of starting his own business.  Finally, local 

business owners believed they currently played a role in helping youth learn 

entrepreneurship but were divided about how to deliver such instruction within the 

existing school system.  
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V. Conclusion 

In all three participant groups, the vast majority of participants self identified as 

entrepreneurs. They described examples from their lived experiences as evidence of their 

learning to become entrepreneurs and experience of entrepreneurship. Notably, those who 

said they were not entrepreneurs (as opposed to not providing a response to this question) 

had undertaken or were in the process of operating a local business. 

 Understandings of the entrepreneur 

organized around three major dimensions: the 

personal behaviors and qualities of the individual 

within social interactions with others, the 

relationships that individuals develop with people 

and other available resources, and the social 

processes involved with financial planning. 

However, each participant group described and 

emphasized different aspects of these dimensions. 

Caregivers emphasized how an individual conducts oneself. They prized hard work and 

taking care of one’s responsibilities.  Teachers, in contrast, emphasized individual 

characteristics such as being creative, determined, and a risk taker. They portrayed an 

entrepreneur as one who is able to identify and take advantage of opportunities.  Local 

business owners offered a combination of behaviors and characteristics. Like caregivers, 

they emphasized hard work and responsibility. Along with teachers, they emphasized the 

importance of being determined and being a risk taker. Beyond these similarities, local 

business owners described entrepreneurs as self-motivated, independent, trustworthy, and 

strategic. 

As important as how participants described their understanding of the 

entrepreneur was how they stated factors that disqualified one from being an 

entrepreneur. For instance, one participant stated that more education reduces the 

challenge of managing one’s life and therefore the likelihood of being an entrepreneur. 

Another stated that being an entrepreneur meant choosing an alternative to staying “idle”, 

and therefore it was a prevention strategy for both boys and girls to avoid becoming 

Figure 6 
Dimensions of the entrepreneur 
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involved in socially undesirable and dangerous behaviors. For one male, holding formal 

employment disqualified him from being an entrepreneur – despite the fact that he 

managed additional income generating activities within the household. 

Gender appeared to be a factor affecting participant responses to whether and how 

they self identified as entrepreneurs. Of those participants running a local business, three 

out of four females either qualified or denied their identification as entrepreneurs. For 

example, Joyce and Sophia described themselves as “small entrepreneur”. Mary 

responded that she was “not yet” an entrepreneur and gave specific reasons, including 

that her establishment was not of a high enough standard and that she had not hired any 

employees. However all male local business owners self identified quickly and positively 

as entrepreneurs. 

Aside from Mary, there were two males who explicitly did not self identify as an 

entrepreneur. The first male, a caregiver, as described pointed out that his employment as 

a security guard prevented him from claiming to be an entrepreneur. He depended on an 

outside employer for a salary. His income generating activity of making and selling coal 

was insufficient. The second male, Ashur the teacher, stated his negative answer within 

the current time frame “for now”. He said that he was not an entrepreneur despite being 

the only participant who had undertaken a profit making business with a partner after a 

market analysis, hired an employee, invested in fixed assets, and maintained operations. 

What seemed important to Ashur was that he had to close the business. Because he had 

not been successful, he could not claim to be an entrepreneur. In sum, the reasons that 

participants gave for not perceiving themselves as entrepreneurs were: salaried 

employment, failure in business, a low quality of establishment and working alone. 

 The relationships that entrepreneurs develop are significant according to all 

participant groups in this study. Each participant group conceptualized these relationships 

with different people or, for teachers, with resources. For caregivers, relationships with 

family, extended relational network, peers and community members were most highly 

valued. Teachers linked being an entrepreneur to relationships in terms of how the 

entrepreneur tapped into resources within the context. Local business owners linked 
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being an entrepreneur to relationships in terms of how the entrepreneur maintained ties to 

family, other business people and customers.  

 Finally, all three participant groups understood financial planning as an important 

aspect of being an entrepreneur. However each participant group discussed different 

goals and outcomes of the financial planning.  For caregivers, financial planning included 

strategically diversifying income generating activities in order to cover the cyclical 

expenses of an interdependent extended family. Teachers focused on financial planning 

in terms of how an individual made personal career goals and planned to contribute 

towards societal change. Local business owners focused on financial planning in terms of 

their goals for the business.  

Many in all three participant groups expressed some suspicion about the 

terminology and wariness about the appropriate role of such instruction within the current 

setting of secondary education. Foremost the participant groups described the opportunity 

costs and risks that affected the decision of whether to pursue schooling opportunities or 

to start income generating activities. Secondly, participants described their concerns with 

the quality of students’ educational experience at secondary schooling. This included 

concerns about material resources, pedagogy and content. Finally, participants shared 

personal anecdotes that illustrated how secondary education did not guarantee 

employment nor did it necessarily benefit students’ lives.  

 Participants had goals and expectations 

for entrepreneurship education, despite their 

skepticism. These goals and expectations 

pertained to how entrepreneurship education 

would utilize and leverage existing models, 

mentors and resources; how entrepreneurship 

education would adapt within particular sites to 

be contextually relevant for students; and how 

entrepreneurship education would add value to a students experience and justify the 

struggle to access formal schooling over learning from lived experience and practical 

apprenticeships.  

Figure 7 
Factors affecting the decision to 
pursue additional formal education 
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Chapter 6: Discussion and Implications 

My research in Njombe, Tanzania shows a discontinuity between the lived 

experience on the part of those interviewed and the international development and 

academic discourse about the phenomena of the entrepreneur and entrepreneurship. On 

the one hand, local understandings of the entrepreneur embed it within a context of social 

and economic processes. The meanings of being an entrepreneur is derived from 

undertaking varied activities, often simultaneously or in quick succession, to provide for 

one’s self and dependents by flexibly responding to contextual realities. Entrepreneurship 

is a valued and respected alternative to formal schooling. Learning about it starts early 

and within the home, then continues during experiences with role models in the 

community. Entrepreneurship comes in many forms and may complement other types of 

earnings from work. Contrary to academic and international discourse that asserts the 

meaning of the entrepreneur as a highly esteemed and influential, independent economic 

actor, many local understandings associate the phenomenon with a lower economic class 

within which individuals are interdependent on a relational network. The popular 

discourse used to advocate for entrepreneurship education also frame the entrepreneur 

and entrepreneurial characteristics as a learnable mindset and body of knowledge that, 

when applied, will usher one into a higher economic class. Entrepreneurship education 

claims to teach ill prepared school age youth and to provide them the necessary assistance 

that empowers them to enter the market as creative, risk taking entrepreneurs who will 

build a lasting business. By studying how to be an entrepreneur and undertaking 

entrepreneurship, youth become a vehicle for growth in the local and national economy, 

and a role model in the community for escaping poverty.  

The data from this research point to three critical factors that affect the meaning 

of these phenomena: the historical context of the educational setting and the existing 

formal school setting; sociocultural priorities; and gender inequity. These factors are 

largely overlooked in the international development and academic discourse used to 

describe the outcomes and advocate for the implementation of entrepreneurship education 

initiatives. This chapter discusses the qualitative data and the implications for programs 

that aim to increase the number of entrepreneurs through entrepreneurship education. 
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Figure 8  

Analytic model  
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I. The historical context of the educational setting 

Most literature that presents the idea of the entrepreneur, entrepreneurship and 

entrepreneurship education investigates how these ideas will be received or initiatives 

implemented within the current conditions of the social and economic context. The 

scholarship address how to translate these ideas; how to measure, evaluate and nurture 

examples of these ideas within different contexts; how to train others to understand the 

concepts and make use of them; and how to remove obstacles that prevent others from 

using the them. This scholarship distills the key issue surrounding entrepreneurship as 

how to ensure the local context will welcome, adapt, and integrate the concept into their 

livelihood pursuits in order to reach the intended results in the economy. Some 

scholarship considers how interventions must account for culture, how the dimensions of 

‘culture’ affect the cultivation of the entrepreneur, or how the economic environment 

affects the likelihood that an individual pursues entrepreneurship. From this standpoint, 

the entrepreneur and entrepreneurship are economic entities that are key players in 

developed economies. They are objectively defined and generally fixed, retain their 

meaning across cultural settings and irrespective of the historical setting, and motivated 

by “universal” aspects of human nature. 

My data illuminate how these local actors understand these phenomena of the 

entrepreneur and entrepreneurship as meaningful within educational processes that are 

socially and historically embedded within the setting. To begin, I present findings that 

show that learning experiences during Education for Self Reliance policies had an affect 

on how participants derive meaning from the entrepreneur and entrepreneurship. Next I 

describe how participants expressed skepticism and suspicion when they encountered 

ideas about the entrepreneur and entrepreneurship that were not embedded in the 

historical context.  Following this, I introduce a subset of participants that did not have 

meaningful learning experiences under Education for Self Reliance, and that 

communicate their understanding of the entrepreneur using language that more closely 

aligns with that of academic and international discourse. Finally, I end the section by 

analyzing the relationship between how participants expressed concerns about the current 

education system and their expectations for the outcomes of entrepreneurship education.  
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Understandings of the entrepreneur derived from Education for Self Reliance. 

 For participants who recalled and placed importance on their experiences at 

school that implemented the philosophy of Education for Self Reliance, their 

understandings of the entrepreneur and entrepreneurship reflected the dominant values 

and purpose of this prior learning to be self reliant as it was described by the first 

president, Julius Nyerere. As discussed in Chapter 2, Nyerere (1968) based his 

educational policy making on his interpretation of African indigenous learning: that 

learning took place as part of an active, ongoing process within families and communities 

and methods of educating had the purpose of preparing young people to live in, 

participate in, and benefit society. His vision was to design an education system that 

would increase equality for all people through experiences that built mutual respect, 

encouraged shared resources, and required collaboration for the “common good” (p. 52). 

Under his leadership, Education for Self Reliance became the overarching national policy 

whereby each student learned ujamaa (self reliance), or the behaviors and abilities to 

fulfill the responsibility that each citizen had to work for the benefit of his or her 

household, village and nation.  He emphasized these elements in contrast to the colonial 

era of the past, when schools established by the colonial system were designed to 

“inculcate the values of the colonial society and to train individuals for the service of the 

colonial state” (p. 46). According to Nyerere (1968), this system focused on rewarding 

only individuals for one’s own efforts and emphasized “individual advancement” (p. 52) 

over collective achievements. Rather than a society that valued all humanity for their 

inherent worth, the colonial system valued only those who had high levels of educational 

attainment and led to a society plagued by citizenry with “intellectual arrogance” (p. 52). 

Though Education for Self Reliance lasted barely 20 years, it is evident that many of 

these basic principles sustained meaning for my participants. 

Learning experiences during this formal schooling retained their relevance to present 

livelihoods for participants in this study.  Caregivers who did not have formal 

employment “relied” (Grace) on the knowledge that they had gained, and asserted that 

“one hundred percent what we learned continues today, until now” (William). Furaha and 

Yasmin further expressed how Education for Self Reliance “helped us to be able to take 
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care of ourselves and to get money for our children’s school fees.”  One teacher described 

how his Education for Self Reliance experience prepared him to “supplement the salary 

of a teacher” (Edward) to provide for his family.  Another teacher, Baraka, shared how 

Education for Self Reliance diversified his sources of income to benefit his relatives: 

Even now when we were at school we used to plant trees – now, I’m planting trees! 
And why I am now planting trees? Because I have already seen the advantage of 
planting trees… Those activities I learned at school and brought them to my home to 
the family level. 

(Baraka) 
 
Local business owners also described how Education for Self Reliance strengthened 

their ability to provide economic stability at home. They explicitly attributed aspects of 

their entrepreneurship to their experience during these early years of formal schooling. 

Jacob described going home to “practice what we learned. After practicing at home, we 

earned money by selling the products.”  For Nadira, Education for Self Reliance provided 

experiences “to draw on” in order to increase her earnings and diversify income sources. 

Learning about farming in school continues to “influence my life”, says Azizi, because he 

is able to run his business while cultivating and selling potatoes. Jacob attributed being 

able to run his business to having done “small business since I was in school – it was like 

what I did in school… we earned money by selling products.” These participants valued 

their entrepreneurship because it enabled them to cover household expenses and to 

provide for their dependents.  

The meaning that participants derive from their experiences with Education for Self 

Reliance surface in their understandings of the entrepreneur and entrepreneurship. For 

example, the entrepreneur exhibited personal conduct such as being self-motivated and 

able to work hard, and keeping oneself fruitfully occupied with the explicit purpose of 

being able to fulfill ones responsibilities to others. Another important aspect of being an 

entrepreneur was how the entrepreneur perceived and interacted with others and with the 

environment, which included showing respect, collaborating, learning from others, and 

helping each other. The purpose and process of the economic component of being an 

entrepreneur, namely strategizing to earn income according to the needs of the relational 

network, were nested within these ideas about personal conduct and social interactions. 



   255 

 

Learning about the entrepreneur and entrepreneurship in this context took place at home 

and as part of the lived experience within the realities of the individual’s environment, 

which also recalls the philosophical underpinnings of Education for Self Reliance. For 

these participants, the meaning of these phenomena was embedded in the historical 

context of Tanzanian policies that reflected African socialism. 

Skepticism about the set of new terminology: Is there a need? 

Because participants derived the meaning of the entrepreneur and entrepreneurship by 

integrating them into their prior experiences and current sociocultural context, they were 

skeptical about the difference between these terms and ones that they already used. They 

were skeptical about whether the terms indicated anything new, and whether 

implementing an initiative titled ‘entrepreneurship education’ would add value to formal 

education for stakeholders or lead to a desirable increase in ‘entrepreneurs’.  Notably, 

being an entrepreneur and doing entrepreneurship therefore did not mean that it was 

necessary to go to formal school or acquire additional training in order to develop new 

abilities to become innovative and take advantage of opportunities to start a business. 

Furaha, a caregiver, told a story that shows why he has suspicions about such 

trainings that teach individuals how to be entrepreneurs but fail to provide ongoing 

support or follow up on outcomes: 

My son, in our village, he went to Dar es Salaam and he has learned to make soap. So 
when he came back, he said he was an entrepreneur. He told me father, I have been 
trained in this and if I had these materials I would be able to make soap. So I am an 
entrepreneur [he said] but the problem is that I don’t have the raw materials that I 
need to make soap. My child doesn’t have capital, he doesn’t have access to raw 
materials, but he calls himself an entrepreneur.  (Furaha) 

 
One teacher explained how his peers would “start laughing” when learning about a 

course on entrepreneurship. He explained:  

Most of them they don’t know what is entrepreneurship – and if you start explaining, 
what is entrepreneurship, they say ‘What for? Just to open a shop and start selling 
something? Is there a need of going to school to start that? If you are not good in 
explaining, you just end up being laughed at and you continue your business. 

(Lincoln) 
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A second teacher described suspicion of the purposes for the new application of the 

term entrepreneurship and why it was not used to describe the ongoing projects and 

activities in Tanzania: 

The community was not aware that this system was supposed to be used as an 
entrepreneurship subject. There were different activities which were established and 
the students were involved in those projects. We didn’t use the word 
entrepreneurship, but we called them development projects in school... They are not 
terming them as entrepreneurship. But when I went to a private school, for the first 
time I saw entrepreneurship… Maybe the difference is because those private schools 
are there for service, but they are also looking for money. That’s why they decided to 
involve that program of entrepreneurship.  

 
Before joining the university the word entrepreneurship to me, it was a new thing. But 
after joining to university is when I saw the word entrepreneurship. I learned different 
courses based on entrepreneurship… But when I explored it at the university level, 
that is when I said, eh? Even at primary school we were doing this but we didn’t 
know it was entrepreneurship. Even at secondary school we were involved in this but 
we didn’t’ know it was entrepreneurship. 

(Baraka) 
 

Both participants point to how participants link the terms ‘entrepreneur’ and 

‘entrepreneurship’ to their prior personal experiences and interpret these terms within 

their own personal context. In doing so, they reveal their skepticism about the purpose 

and behavior of those actors who apply these labels.  

There were local business owners who expressed their skepticism about the 

relationship between business owners, entrepreneurship, and education. Samaki traced his 

entrepreneurship back to before his secondary education, and chuckled as he related these 

early experiences to the term: 

When I was in secondary school I started working in entrepreneurship. But 
before I was in secondary school it is the time when I started that. Sometimes I 
tried to make even charcoal so that I could sell it and get some money for 
expenses at home. I don’t have education in entrepreneurship. But I got the 
experience on that. As I applied, I learned, I did it… Before we did not have this 
vocabulary of entrepreneurship (laughter), we were just saying that I am a 
business man and I do business… So I don’t have an education in 
entrepreneurship, but I have got the experience and at the same time I am still 
learning. 
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 Sophia believed that most of the current business owners she knew had not had 

entrepreneurship education. Rather than their educational preparation, she attributed their 

motivation to start a business as their aim of self-reliance. She also noted the recent 

plethora of courses being offered in entrepreneurship.  

If there are some [business people] who get the entrepreneurship education, they are 
very few… even if now there are companies that advertise entrepreneurship 
education... but most percentage of the business people they never received 
entrepreneurship education. They just decided, let me do this, in order to help myself. 

(Sophia) 

Still, many local business persons expressed support for entrepreneurship education. 

Azizi, who had a Form 4 education and valued his experience of being trained in 

entrepreneurship (after he started his business) by an NGO, stated the following: 

A person should go for entrepreneurship education. The person should first go for this 
education so that he or she would be able to manage different scales of the business. 
The person also needs to know how to manage capital. He also needs to know the 
requirements of the business – what the business needs…  

Entrepreneurship education changed how I saved money. For an entrepreneur, you 
might not be getting much, or you might be getting only a little – but if you don’t 
have entrepreneurship education you will consider yourself as if you are not doing 
anything. But if you have entrepreneurship education you will save that, and at the 
end of the day you will see that you have something reasonable and something that 
will help you to move forward. (Azizi) 

Here Azizi points out two important ideas: that entrepreneurship education directs 

one to think differently about that which one has already been doing; and the benefit of 

learning strategies to save small amounts of profit towards a goal. The question is how 

entrepreneurship education positively and/or negatively reframes ones perception of self 

and engagement with the market, and whether these new strategies for saving reflect the 

goals of the intended beneficiaries.  

Martin, who had earned his Bachelors degree and learned entrepreneurship as part of 

his university coursework, was also of the opinion that entrepreneurship education would 

help students after they finish schooling.  

“There is a need and big importance of teaching entrepreneurship education in 
schools. The nature of Tanzanian education is that it prepares someone to become 
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employed. So someone who does schooling believes that when he or she finishes, he 
or she must get employed – not self employed. That, I can say, is because there is no 
entrepreneurship subject in our school system. If it were part of the system, it could 
help students to be self employed. Then when they graduate or finish schooling, they 
can create something that gives them employment. So entrepreneurship education 
could play an important role… 

Send your child to secondary school. Then if they perform and reach a high level, he 
or she will get a job. But if he fails to continue with education, send him somewhere 
to take entrepreneurship education courses as an alternative. It is important to 
continue with secondary school in order to become an entrepreneur. As one gains 
education, it opens your mind and expands your way of thinking. If you have an idea, 
you will be able to implement it better than someone who has not had advanced 
education. You can implement the idea better, and you will get more profit. 

(Martin) 

 Jabari, who voluntarily left schooling after Form 3, was cautiously supportive of 

entrepreneurship education but opened the debate about what would be the best approach 

to offering opportunities to learn it.  

If we say that all people have to learn entrepreneurship that didn’t go to secondary 
school, it means that we wont have experts in a field. If we say that all have to go to 
secondary schools, it means we lose entrepreneurs. So what I see is that all of these 
need to be simultaneous opportunities. There must be a curriculum that allows for 
these things to be integrated. (Jabari, personal communication, April, 2014) 
 
There is local support for implementing entrepreneurship education that will benefit 

one’s self and family, especially from those who have had access to secondary 

educational opportunities. However, in this context it is not clear whether or how 

accessing such education benefits those who spend years attending school to graduate, 

and, unable to find employment, start a business vs the outcomes of those who do not 

have access to these opportunities and begin earning immediately. More needs to be 

understood about how to provide flexible access to educational opportunities to optimize 

the outcomes for the intended beneficiaries. In addition, requiring additional coursework 

to certify, legitimate and/or create a hierarchy for economic activities that are accessible 

to the general population reinforces ideas of classicism.  If youth find that future 

opportunities depend on their involvement in such processes, these systems will have 

exacerbated gaps in privilege rather than served to increase equity in society.     
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Understandings of the entrepreneur using the current discourse. 

Those who did not experience or place importance on their experience of Education 

for Self Reliance drew on recent discourse used by the international development 

community to explain how they understood the entrepreneur and entrepreneurship. To 

review briefly, during the time that Education for Self Reliance policies were being 

implemented within Tanzania, outside of the country a different ideology rose to 

prominence among economic theorists: neoliberalism., neo-liberalism frames the market 

as a neutral force that is highly efficient system at redistributing resources to a societal 

population (Willis, 2005) and argues that reducing the role of the state will create space 

for the market to generate economic growth. Furthermore, this theory posits that the 

market is able to achieve these universalized economic goals through the individual. 

Therefore, policies should focus on supporting individuals to maximize their active 

involvement in the market – with the assumption that their economic behavior will be 

motivated by self-interest. The World Bank adopted this neo liberal framework when it 

implemented structural adjustment policies in the 1980s for heavily aid-dependent 

countries, including Tanzania. By this time Education for Self Reliance had also come 

under scrutiny for being overly centralized and cost prohibitive, and the lack of funding 

meant that a rapid proliferation of schools had also led to a serious decline in quality of 

the education. In 1986, the government of Tanzania accepted the World Bank’s structural 

adjustment programs in order to receive aid. This dramatically reduced government 

funding to education and shifted many of the expenses to the local population. It also 

opened the way for a swell in privately funded and owned schools that operated under 

limited and inconsistent accountability to the state and to other international bodies.  

Today, the international donor community heavily influences Tanzania’s educational 

policy making and promotes a neoliberal ideology that appears in tension with the values 

of many locals who experienced Education for Self Reliance and to be disconnected from 

their sociocultural and economic contextual realities.   

During interviews, participants under the age of 30 who had not experienced 

Education for Self Reliance or believed it had affected their lives emphasized shared 

principles aligned with the educational policies shaped by neo-liberalism more than those 
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described by participants who had experienced education under the policies of Education 

for Self Reliance. Most of this subset are teachers (four out of five). They attributed being 

an entrepreneur to their individuality, or characteristics that were “inborn” (Joyce).  

Motivation to become an entrepreneur included having a passion to provide goods or 

services that others needed and/or enjoyed, or “seeing that people loved the things I 

made” (Sophia). The entrepreneur was independent, desiring to “stand alone” (Wallace), 

to be “your own boss” (Neema) and to become “financially independent” (Ashur). As an 

entrepreneur, one would achieve class mobility and be able to “move from one life 

standard to another through their activities or businesses” (Haji). Finally, the entrepreneur 

contributes to societal development by “thinking differently” (Joyce) about problems they 

see and aiming “to provide things in society that make changes” (Neema).  Still, 

becoming an entrepreneur did not require entrepreneurship education. Instead, the 

process begins “after thinking, how can I survive?” (Wallace).  This evidence indicates 

that the meaning of the entrepreneur and entrepreneurship for younger stakeholders 

reflects more of the qualities used in modernization theories to frame the modern 

individual and the outcomes associated with developing into a modern economy. 

However, the idea popularized by international development and academic discourse that 

becoming an entrepreneur and doing entrepreneurship requires schooling and results in 

achieving a higher socio-economic status is not supported. 

Participants’ lived experiences within the historical context of Tanzania affected how 

they understand and make meaning out of popularized discourse used by those in 

authority to describe their lives. President Nyerere, as the national leader who led the 

country out of colonialism, developed a strong state ideology that was communicated 

through educational policy making, among other mechanisms. Education for Self 

Reliance became meaningful and applicable to daily lives, and it has sustained its 

influence for many adults to the present time. The younger generation has matured into 

adulthood without experiencing early independence or the educational policies guided by 

African socialism. The question remains how Tanzania’s leaders and those of various 

positions in the general population will decide to draw on these competing ideologies to 

benefit themselves and other local livelihoods.  



   261 

 

‘Wanatumbukia tu kwenye mto’: Dropping students in the middle of a river. 

Education, whether it be formal or informal, has a purpose. That purpose is to prepare 
the young people for their future membership of the society and their active 
participation in its maintenance and development... to prepare young people to live in 
and to serve society, and to transmit the knowledge, skills, and values and attitudes of 
the society. Wherever education fails in any of these fields, then the society falters in 
its progress, or there is social unrest as people find that their education has prepared 
them for a future which is not open to them.  

(Nyerere, 1968, p. 45-46) 
 

Implementing entrepreneurship education within the current educational setting 

with the expectation that students will be ready to break into a globalized market and 

become highly successful business people but without giving them ongoing support was 

likened to “dropping students in the middle of a river” (David). Yet promoters of 

entrepreneurship education use language that positions ‘youth’ as a developmentally 

defined population that has the potential to rescue themselves from poverty by working 

hard to learn what is necessary to become entrepreneurs and do entrepreneurship. Among 

other assumptions previously discussed, such claims rest on the premise that schooling in 

all contexts is an effective tool to actualize youth’s natural entrepreneurial qualities and 

to free their instinctive inclination for entrepreneurship. They also assume that the 

purpose of schooling for the state and the family is to invest in the individual for future 

personal gain, and that the system will reward those who work hard to achieve their 

goals. Educational programs are charged with providing what is necessary for youth to be 

active economic agents, and it is blamed when evidence suggests that students leave 

unprepared to improve their livelihoods and unable to apply what they have learned 

through their experience. From this standpoint, the experience of formal schooling is a 

pivotal and, ideally, highly beneficial factor in the context of young lives.  

In recent years, the international development community has renewed interest in 

the provision of secondary education in sub Saharan Africa. Previously the focus of aid 

funding for education has been directed at helping countries to provide free, universal 

access to quality primary schools for every girl and boy. It is now recognized that such 

rapid expansion came at considerable cost to educational quality and failed to anticipate 
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the resultant demand for secondary education (Verspoor, 2008; Wedgwood, 2005). 

Transition rates are extremely low for primary school graduates who wish to continue to 

secondary school, and particularly so for girls (Vavrus and Bartlett, 2013). Access to 

secondary schools is inequitably distributed across regions, particularly disparate for rural 

and urban areas (Wedgwood, 2005). The academic materials often used for teaching are 

poorly matched to what is presumed that students need before they are able to 

successfully pursue desired livelihoods (Verspoor, 2008). A lack of funding has led to 

severe shortages in books, supplies and other material resources (Vavrus and Bartlett, 

2013). Teachers are in high demand, but often ill prepared and under paid (Wedgwood, 

2005). Privatization has opened the door to a wide range of options for children of both 

elite and disadvantaged backgrounds, but these schools often require costly fees and 

exacerbate inequity (Samoff, 1991). And yet despite these numerous and complex issues, 

countries are advised that a human capital investment approach to the provision of quality 

secondary education is an optimal route towards the desired goals of accelerated 

economic growth and international investment.  

Data from my research lends support to this evidence of the failure of the 

secondary education system in Tanzania at the same time as it brings into question some 

of the assumptions about the process of schooling itself and the relationships implied 

above between secondary education and economic outcomes. As discussed, accessing 

secondary school represents a major opportunity cost and risk for families and their 

children, and it places long term demands on household budgets. Many participants 

reported their own school fees were covered by their external relational network, and 

some reportedly left schooling early when those networks could no longer provide 

support. Students arrive embedded in relational networks and they expect to use their 

learning to benefit their networks as soon as they are able. 

While entrepreneurship education curriculum assumes that instruction of the 

individual will teach him or her to develop particular “universal” characteristics of human 

nature, the experience of low quality education itself may not only fail to nurture youth’s 

“innate entrepreneurial skills” (Volkmann et al. 2009) but actually work against the 

development of these qualities in a way that is beneficial to students within the context. 
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Commonly in Tanzanian schools there are insufficient material resources, outdated 

curriculum, and overcrowded classrooms. Instructional delivery in English may limit 

comprehension for students and even their teachers. Assessments aim to measure factual 

information rather than critical thinking.  Beyond these issues of the school, there are 

risks of sexual violence and coercion that are particularly grave for females.  

My research shows how these characteristics of human nature were valued, 

understood and contextualized in different ways by people in different positions of 

power. For example, self-confidence is one quality that local business owners and 

teachers highly valued, while caregivers did not mention it. There were male and female 

business owners who believed that confidence was something that was “born within you” 

(Martin). Jacob, communicates this idea as “trust the self”, saying “For someone to be a 

successful entrepreneur he or she has to trust the self. Business, if you don’t trust 

yourself, you cannot do it.” A third example, Jabari, links confidence to persistence, the 

ability to access power, and repeats that it is a necessary ingredient for owning a 

business: 

People they ask, how did I manage to get such a place? But it is only confidence that 
helps me to stay. I talked to one person, they sent me to someone else, and they sent 
me to someone else. I was persistent in my effort. I followed those people who have 
power, and that is why I was able to get this. There are some people who might wish 
to establish a business, but because they are not confident they fail. (Jabari) 

Two women believed that women needed more focus because “men are born with 

something extra than women” (Sophia) and that the difference between male and female 

confidence was innate: 

Some of the challenges are similar, sometimes they are different. Some women, they 
aren’t able to express themselves. Men, they can express themselves very well 
comparatively. Women have a certain fear. I think they are born like this. But it is not 
all women, there are some who are confident and then there are some who are not. 

(Mary) 

There were differences of opinion related to whether or not some of these 

characteristics are “teachable”. On the one hand, several business owners believed that 

confidence was “difficult to teach” and “could not” (Nadira) be taught in school. On the 
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other hand, two female teachers, Neema and Joyce, had a different opinion and believed 

that with intentionality a teacher could cultivate confidence. Joyce, a government school 

teacher who also managed several income generating activities, said that one of the most 

important things for students to learn in school was the “self-awareness to know your 

plans”. Neema, a private school teacher, had a similar opinion and emphasized the 

importance of self confidence She modified the entrepreneurship education curriculum 

she was using to expand her instructional time on the idea of self-confidence. In this 

quote she reasons why she modifies her entrepreneurship curriculum so that her students 

from impoverished backgrounds do not think “only rich people can do this”: 

I know our culture, I know they feel inferior. Some of them, they think that they can’t 
do business… Before showing them how to do international business, first of all show 
them what they can do. They are also a human being. No one was born poor, no one 
was born rich. We were all born naked. 

(Neema) 
 

This topic became especially important for and directed at her female students, whom 

she describes as more likely to receive family pressure to marry and less likely to gain 

support to pursue their own livelihoods.  

While opinions varied about whether it is possible to teach confidence, building 

student self-confidence at school was seen as closely related to the quality of the 

schooling. The quality of teaching can affect student confidence, for example, in cases 

where “the student fails to understand what is taught” (Nadira). The school also needs to 

provide a supportive environment, where the school personnel lead by example and the 

instruction reflects the lived reality of the students. Without this, participants believed 

that students will feel inferior when taught entrepreneurship education. In her words: 

It is very easy to damage the mind of a student in such a subject. If the school fails to 
support them, things may turn upside down. They will not be successful. Students 
will feel weak, they become so scared. They will think that they are nothing in this 
world, thinking they are poor, they have nothing, they are not blessed, they have bad 
luck… What will he or she have in the future? You have damaged the brain.  

(Neema) 
 

This teacher, as did other participants, pointed out that the current conditions of the 

access to and provision of quality secondary education posed serious challenges for 
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students. At present, schools were not deemed ready to implement entrepreneurship 

education because “the environment is not supportive” (Martin). One such obstacle cited 

is the low salary and heavy workloads received by teachers due to underfunded, over 

crowded classrooms. To supplement these low salaries, teachers become involved in 

outside income generating activities – which they describe as entrepreneurship. In the 

secondary school experience of one teacher participant, the result is that “the teachers 

don’t teach. Most of them are busy with other activities…. You can find the teachers 

return just one month before the final exam.” (Lincoln).  Other obstacles can be the lack 

of basic amenities such as water and electricity. Lincoln reported that at his boarding 

school, the water supply was “not good” and there was also inadequate electricity. 

Electricity supply – the whole region had that problem. They were using the generator 
for electricity. So if the oil is not there it seems that week or month there was no 
electricity. And maybe sometimes you have electricity at night, from 2am to 4 am, 
then they cut it. So if you want to study, you must wake up. At 2am, you study up to 
4am, and then you sleep. (Lincoln) 

 
Finally, it is important to consider whether implementing entrepreneurship 

education within such conditions adds value to the process and experience of pursuing 

secondary education for the learner. For example, local business owners reported that 

enrolling in and attending secondary school may actually preclude or delay young 

people’s opportunity to gain experience, earn income, and build a professional network of 

references and other business relationships. Jacob shares the following perspective, 

reiterating the skepticism expressed by other participants:  

 
It seems good to have education for formal employment, but if you think more 
critically about this you can see it is not good. Because you can study a long time 
in school and get a good certificate, and when you have arrived at the end there is 
no work. The one who didn’t go to secondary school, they may have a better life 
compared to one who goes on to University. That one who went to University, he 
may have a good certificate, but the government doesn’t care about them and they 
may not get a job. There are so many people that have gotten an education and we 
see them in the street. They learn a lot, but the jobs are not there. 
 
Life is good for someone who has already started a business and started to work… 
It is important, but I have doubts that if you really want to start a business it is 
necessary. It may be better, even important to go directly in to business after 
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primary school. It is not necessary to go to secondary because you can spend a lot 
of time studying, but at the end have no employment - nothing. 

(Jacob) 
 
Caregivers were neither confident of the value of secondary school nor do they 

have faith that graduates will be employed. They recalled numerous examples of young 

graduates of secondary school returning to the village without employment and without a 

plan for their future. Early leavers as well as graduates have varying quality of education, 

and while they attended classes in school their peers may have already established their 

reputations and businesses. 

That secondary school is unimportant – many students graduate there but they 
don’t do anything. They are not employed. 

(Furaha and Yasmin) 
 

A child will start and finish standard 7, up to Form 6, then come back and live 
with us in the village. He didn’t plan for his job career, and at the end of the year 
becomes the same (meaning that there is no difference between the one who has 
been schooled and the one who has not). 

(Beatrice) 
 

I realized that there are a lot of children who join secondary education but they 
just come back and stay idle. They just waiting and waiting for their results, but 
the results don’t come out. So when I saw that this child has passed, my wife and 
I decided that we shouldn’t take him to secondary education.  

 
We decided not to take him, because we thought if he went to secondary school 
he would go and stay there four years – then return only to wait for results. 

(Natan)  
 

Being employed, there are challenges. If you have been given a job somewhere, 
employed, and you are supposed to be paid monthly or yearly, you often will not 
be paid without facing some kinds of challenges. 

(Asha) 
 

‘It’s my talent’: Education for entrepreneurship outside of formal schooling. 

Only two participants decided to intentionally open a business in order to cultivate 

and showcase their talents. Secondary school did not teach or motivate these participants 

to pursue their talents in this context; they cultivated their passion for the work outside of 



   267 

 

school. Learning outside of formal school and the experience of sharing their talents with 

others were the driving forces that led them to desire to own a business. 

These participants, Jabari and Sophia, had a commitment to their product and actively 

desired to operate a long term business. In Jabari’s case, leaving school allowed him to 

pursue art and he was able to receive supplemental business training from an 

international NGO.  

The way I understand entrepreneurship, is that these are extra studies different from 
that which we used to learn in the classroom. So when I say extra studies, I mean for 
example there are art subjects that are not taught in school. Also there are small 
businesses, these people are doing in the street. This is not taught in school. It is a 
kind of special extra education which enable people to manage their lives… 

An entrepreneur is someone who even didn’t go to university, they didn’t get any 
education. But they still manage his or her life... I am an entrepreneur. Because most 
of the things that I am doing here, those are things I was not taught at school. I didn’t 
learn this at school. (Jabari) 

For Sophia, when she no longer had the option to pursue formal education she began 

to help her sisters’ business by selling her crafts.  

This was my talent – I didn’t go to school and there was no one teaching me. It’s my 
talent, on my own. I figured it out. You make it using this thread, this craft string and 
beads. Since primary school I have been making bags for carrying exercise books, 
and making seating cloths for the furniture…. I rushed to make this business so that I 
would not do other bad things after failing to continue with school.  

(Sophia) 
 

Evidence indicates the extent to which the educational setting will affect 

entrepreneurship education initiatives aimed at socially and economically students 

learning in schools. In Tanzania, all levels of schooling place heavy financial strain on 

households as well as extended relational networks. Expenses include school uniforms, 

notebooks and other material resources, transportation and lodging, in addition to the 

school fees demanded by the particular institution. When students reach the age when a 

decision is made as to whether or not to pursue secondary school, the family and 

individual must consider additional opportunity costs and risks. Such considerations 

include the fees associated with the opportunity, any psychological and health risks, the 

quality of the education, the likelihood of graduating, the availability of employment 
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options, and the ease with which youth might more immediately learn a trade or earn 

money from income generating activities or other employment options. The current 

context of formal schooling is not perceived as conducive to implementing 

entrepreneurship education, and there is some concern that experiences there would 

negatively impact the development of the qualities deemed vital to being an entrepreneur. 

Educational opportunities to cultivate and develop personal interests may be more likely 

to present themselves outside of formal schooling and lead youth to desire to start a 

business.  

 
II. Sociocultural priorities: Moving beyond the focus on economic outcomes  

 
“Micro entrepreneurs” differ from the prototypical rich world entrepreneur in 
important ways. Few tap capital markets, innovate, expand or create jobs. They do 
not abandon steady employment to launch themselves into bold ventures. Rather, 
they are conservative in investing in themselves. Evidently, living on the edge 
curtails one’s appetite for risk.  

(Roodman, 2012, p. 28)  
 

Economic arguments in favor of the widespread implementation of entrepreneurship 

education posit entrepreneurship as having numerous macro and micro economic and 

social benefits. In brief, proponents argue that investing in individuals to support them to 

become entrepreneurs will increase employment and reduce unemployment, lead to 

poverty alleviation, national development and economic growth (Kourislky and 

Campbell, 1984; Wilson, Kickul and Marlino, 2007). Furthermore, many advocates for 

entrepreneurship education believe it is possible to develop standardized, ‘best practice’ 

models to teach a normalized conception of entrepreneurship and advocate for doing so 

in varied forms of non-formal and formal education (Henry, Hill and Leitch, 2005; 

Kouratko, 2005). Receiving instruction within institutions for education from designated 

authorities on entrepreneurship prepares students with the particular skills, knowledge, 

abilities and character qualities that lead to them to act as entrepreneurs and to produce 

the desired social and economic outcomes in their setting (Erkkila, 2000). Many 

development institutions and NGOs identify vulnerable populations that face high rates 

of unemployment, such as youth, as ideal targets of such instruction. By investing in 
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these disadvantaged populations, entrepreneurship programs are assumed to provide the 

skills and training that will prepare students to become desirable, legitimate and 

important players in the economy: entrepreneurs. By applying what they have learned, 

young entrepreneur will both harness a mechanism for upward mobility as well as 

contribute to the economy. Motivating and preparing such vulnerable students with the 

‘entrepreneurial mindsets’ will further prepare them to disrupt the cycles of 

intergenerational poverty within their families and communities (Chigunta et al., 2005).  

These assertions make a number of assumptions about the context. First, it assumes 

that students arrive at school without the skills, training, and experience necessary to 

become entrepreneurs as they are understood within the context. Secondly, entrepreneurs 

are assumed to be perceived as key economic actors and associated with a desirable 

higher class. Third, formal education is believed to have a positive affect on one’s desire 

to become an entrepreneur, and adding coursework on entrepreneurship will increase the 

likelihood that students will pursue entrepreneurship as a more legitimate career option in 

society. Finally, these assertions assume that doing entrepreneurship is considered a 

useful and preferable path towards upward mobility. As discussed in the last section, my 

findings challenge these overgeneralizations of the characteristics of young people 

entering the school system, and sheds light on their learning outside of the school system 

as well as the complex affect of educational experiences inside and outside of formal 

schooling on students’ ability to pursue a desired livelihood.  

In this section, I present data that shows how social processes of income generation 

reflect the priorities associated with being an entrepreneur and entrepreneurship. First, I 

will show how the data suggests that goals for entrepreneurship are different than the 

goals typically linked with running a growth-oriented business. Secondly, I will present 

how participants who self identify as entrepreneurs describe the purpose of profit from 

their business. This section ends by summarizing the ways that participants report 

managing the risks and challenges of an uncertain economic context and how it is from 

these processes that local business owners understand the meaning of being an 

entrepreneur and doing entrepreneurship.  
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Understandings of entrepreneurship and goals for the business. 

Local business owners value help and providing work experience to others, but they 

do not have the goal of hiring multiple employees, reducing unemployment and 

contributing to economic development.  Most participants described their experiences of 

entrepreneurship as years of engaging in shifting types of income generating activities. 

Only three reported hiring employees. One teacher, Ashur had employed a daily 

operations manager for his now defunct business, and partially attributed the failure of his 

business to the incompetence of this employee. Joyce, another teacher, described creating 

a three-month probationary system prior to hiring based on a contract, and cited one of 

two major challenges as the “difficulty managing” her employees: 

For three months I observe how they behave as an employee, then after that time we 
do the contract. This way for some of them I can realize that they are not ready.  

(Joyce) 

Samuel was the only local business owner who had hired employees. He underscored 

the training necessary before hiring: 

I employ people and for most of these jobs I have to train the employees. After they 
know what to do, that is when they can work for me. For example the grinding 
machines, I have to train them before they can operate these machines. I have to train 
them how to operate the machine, train them how to give change to customers. So I 
train them first, then I give them the machines to operate. (Samuel) 

Rather than generate steady employment opportunities, it was more common for local 

business owners to invite young people, early leavers or those otherwise unable to access 

formal school and stable long term employment, to participate in short term unofficial 

‘apprenticeships’ at the store. Through such opportunities, the apprentice learned how to 

start, operate and manage the type of store. Azizi shares this example of his method of 

apprenticeship: 

There are some people who I train so that they can give a shave. Then they go and 
establish their own salon. Others just come and work in my salon. They try to ask 
how I have decided to lay out the salon, so when they go to establish their own place 
they can emulate what I have done here. I have trained a lot of youth, and they are 
now able to earn their own income. (Azizi) 
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These findings indicate that the incentives and disincentives that affect whether and 

how business owners decide to create formal employment depends on contextual factors 

such as the existing methods for acquiring help, the type of business and the amount of 

labor involved in providing the goods or services. Other factors may be the legal and 

customary processes required for hiring and managing employees, establishing fair 

compensation, terminating employment, and national labor laws and regulations. 

Entrepreneurship education that aims to increase stable jobs and reduce unemployment 

would need to consider how these contextual factors influence the development of a 

business and the appropriate training that would prepare local business owners to face the 

associated challenges of hiring. 

If the priority of the business owner is not to hire employees, and their goals do not 

focus on the establishment of an enduring business, it decreases the likelihood that the 

business will create long-term jobs and affect unemployment rates. While proponents of 

entrepreneurship advise that a critical component of entrepreneurship education is to 

ensure that students learn how to tap in to their passion, persevere and focus on their 

commitment to growing a lasting enterprise, participants in my study reported strategies 

to reduce the financial risk of a single, niche focused long-term venture. For example, 

Samuel currently operates both a bicycle shop in town and a mill in the village but 

envisions expanding his business to reach more customers in the following manner: 

I have only a small amount of products now. I don’t have other things like building 
materials and [supplies for a] hardware store. I could also provide fertilizer stock, and 
I could sell to nearby farmers. (Samuel) 
 
Similarly, Nadira desires to offer products in addition to her tailoring services: 
 
I would want to bring personal accessories like jewelry into my store. I could buy 
head scarves, lotions, wedding gowns, and anything that women might use during 
ceremonies or events. If I expand to offer these products, I’m sure I would attract 
more customers. (Nadira) 
 
Local business owners in this region shared how frequently businesses opened, 

adjusted their products or services, or closed regularly. Some operated multiple short-
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term income generating activities simultaneously. In the following quote, Azizi provides 

his perspective on the benefits of running his multiple income generating activities: 

Because our businesses are unpredictable. You might expect you will get a profit 
from a business but it doesn’t happen. If it happens that you don’t have enough yield 
from the farm, you will get income from boda boda. If not from the boda boda 
(motorbike taxi), then from the salon, or from my wife’s business. 

(Azizi) 
 

Others opened consecutive small businesses in order to accrue capital to invest in the 

next potentially more lucrative opportunity. 

I got the capital from the money that I got from the Timber business. Because I saw 
that there was a problem with the trees, I had to think of another business option… 
with the money that I got from the timber business I decided to buy the grinding 
machines and operate those in the village. Another portion I used to open this 
business… I saw this was the easiest business. A bicycle business you can settle and 
you don’t have perishable items. 

(Samuel) 
 

I was able to open the store because I had capital from gardening. I cultivated 
vegetables. When I got this money after selling the vegetables, I decided to start a 
mobile business. As the capital grew, I decided to open a small business. 

(Jacob) 
 

For Joyce, the capital to start her initial current main business, a café, came from two 

sources: her teacher’s salary and a copy and stationary business. 

The capital to open the stationary store, I used my salary. For almost three months 
when I was first employed as a teacher, I didn’t get my salary – then we were paid in 
a lump sum. So I decided to use that to buy a copy machine. I used it to make photo 
copies, and this generated a profit. Then I combined this profit with my salary, rented 
a room, and started this [café] business. (Joyce) 
 
Local understandings of the entrepreneur in this context recognize and value the 

abilities necessary to respond to the constant and unpredictable change of the local 

economy.  

A normal entrepreneur is not supposed to be involved in just one thing. If you see 
there is a chance to earn an income in another way, you decide to go for it. You 
decide to try something new while you maintain the other activities that you have.   

(Nadira) 
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Being opportunistic and highly alert to new entry points into the market were 

important aspects of the entrepreneur. The phenomena of the ‘entrepreneur’ and 

‘entrepreneurship’ in such unpredictable economic contexts includes a highly valued 

ability to mitigate risk by starting income generating activities that respond to the 

changes in the market. Such ability is developed over time from within the local 

sociocultural and economic context. 

When you have profit: sociocultural goals in an environment of uncertainty. 

Operating within such an unpredictable economic context shapes how business 

owners are able to uphold the primary priorities for doing entrepreneurship: to strengthen 

the financial stability of their household and relational networks. One difference among 

the participant groups was the degree to which caregivers, teachers, and local business 

owners described their interdependence with a relational network. Caregivers and local 

business owners linked their current and long-term financial security to investment in 

existing local familial and social networks. These relational savings are forms of 

informal financial practices that function within reciprocal relationships, remain 

independent of financial institutions and national legal or regulatory frameworks, and 

function without being bounded by pre-established time constraints (Nkhoma and Weiss, 

2013). Caregivers and local business owners describe benefitting from the support of 

extended relational networks, and they now saw themselves as playing an essential role in 

caring for and providing contributions to other relatives, including unrelated orphans. 

They incorporated making contributions for school fees into the financial planning of 

their income generating activities and/or businesses.   

I use the profit for small expenses at home, to cover costs for my children and family, 
to help my relatives and also my parents. That profit I use to help them.  

(Mary) 
 

If I get any profit, I use it to help my younger siblings, my parents, and my own 
expenses.  

(Sophia) 
 
I use the profit for school expenses for my child. For example, I have my child but I 
am taking care of other children as well. These children have parents who are not 
financially stable and they are in the village. I take in their children and stay with 
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them. Other children I care for are orphans. I keep money so that when it is the season 
that their school fees are required I have the money to pay for them. 

(Nadira) 
 

Now I use profit for the home, and some to buy small things. I stay with my auntie 
and also my grandparents. 

(Haji) 
 

Mostly I use it to send my children to school. I have two school-aged children. 
(Samuel) 

 

I collaborate with my mother to cover these expenses for my brothers. But for the one 
who is doing a diploma in education, mostly I cover all his expenses. I pay his school 
fees and provide pocket money to him. 

(Martin) 
 

When I get a profit, most of it I use for my family. Food, clothing… other things like 
health, if one of us becomes ill. Most of all I use it for my daughter, because I love 
her so much. She is at school, so a large portion of the money goes to support her. 
She is my second child. 

(Jabari) 
 

Upholding this priority means that local actors value learning to be extremely 

flexibility financial planners rather than planning how to concentrate their investments in 

growing and expanding one venture. Participants struggle to cover various expenses at 

the same time as they deal with unpredictable socio-economic and environmental factors. 

Because of these complex circumstances, yearly budgeting was commonly cited as a 

major challenge.  

Local business owners described one critical aspect of the struggle to respond to 

multiple needs as the difficulty of paying for cyclical overhead expenses that are not 

aligned with the seasonal income flow of their customers, many of whom are subsistence 

farmers. According to ethnographic field notes, informal conversations and the input of 

my primary research assistant in Njombe, there are a number of interrelated issues to 

consider. To begin, farmers’ income fluctuates with the market and can be highly 

affected by changing government policies or regulations. Moreover, because farmers rely 

on agricultural production, their food security and income depends on the environment. 
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With an estimated 90% of the population Southern Highlands of Tanzania earning a 

living from agriculture (The United Republic of Tanzania, 2013), this region is 

particularly vulnerable to changes associated with climate change. Studies report that 

local villagers have experienced warmer temperatures and unpredictable, lower amounts 

of rainfall with frequent periods of droughts (Kangalawe, 2012). These changes affect the 

agricultural calendar, and therefore the farmers whose livelihoods depend on the harvest 

and market price. Educational policy makers and agricultural economists would do well 

to work together and design mechanisms that protect and subsidize farmers so that they 

are able to plan for how their yield will cover the school fees of their children. 

This year, the price of maize is low. So I sell at the price of 7000 TZS per debe. But 
last year, the price was good. We were selling at 10,000 TZS. 

(Beatrice) 
 

This year, we failed because the government cheated us by giving us fertilizer that 
didn’t work. This year we are not expecting a big harvest. 

(Natan) 
 
Furthermore, school fees are frequently due at the beginning of the school year, in 

January. This is the rainy season, when crops are growing and have not been harvested; at 

this point the demand and price for crops is high but the farmer’s supply is usually very 

low. It is during the harvest season from June to August that farmers must carefully 

decide what proportion of their crop to sell in order to cover urgent expenses and whether 

they can afford to hold on to their produce.  Waiting to sell when demand is high but 

supply is much lower would give them a better market price. But they must also manage 

their profit to cover school related expenses that continue until the end semester. If they 

owe back payments, or are supporting those in the relational network, these profits ensure 

that children stay registered and enrolled to finish their academic year. While most 

schools offer payment installment plans, better financial management assistance and 

protection for farming families would resolve some of the major challenges to accessing 

affordable schooling.  

These issues, as well as the impact of climate variation and economic challenges, 

affect farmers’ income level and, in turn, their purchasing power. Research has 
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investigated how structural adjustment policies removal of government control over 

farming prices led to much greater fluctuation in prices as private entities entered the 

market and the cost of farming increased (Bryceson, 2009).  At the same time, structural 

adjustment programs removed subsidies from social services, including education. This 

meant that school fees became a central expense in household budgets (Bryceson, 2009). 

More research would illuminate how the timing and aggregate of dependents’ school fees 

has ripple effects on multiple household budgets, investigate the relationship between 

these effects and income generating activities, and consider the implications for designing 

entrepreneurship education.  

Local business owners find that their sales rise and fall with this agricultural market. 

They must juggle the variable factors affecting their customers with their ongoing 

expenses as well as regular investments in the inventory and seasonal products that attract 

customers. 

Life has become difficult. It is difficult to get customers. There are some seasons 
where the products are in the shop, but there are no customers and you aren’t 
selling. There are other seasons where there are customers…. Most of my 
customers are from Njombe and they have money during those seasons when 
they have sold their produce. 

(Nadira) 
 

You might find that during a certain season, two or three days go by and you don’t 
sell any shoes. So in a month, you have ten days you don’t sell any shoes, you find 
you have suffered a big loss. 

(Martin) 
 

Amidst these considerations for local business owners are the risks for which there 

are no accessible insurance options, including theft and fire. Ethnographic field notes 

indicated that the only available insurance was for motor vehicles, which was stated as 

mandatory by law. Application for this insurance appeared to require literacy and 

proficiency in the English language, as the application form was printed in English. 

However local business owners mentioned challenges that insurance and other 

regulations could protect them against, including fire, theft, and damaged inventory: 

Risks happen in different ways and due to different circumstances. For example, 
theft. You can put a security person – although, also this security person can become 
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a thief. Or there can be theft even if he or she is there. Here on this street we came 
together to hire a security guard for our stores. We put a security person so that 
people who intend to steal, they know there is someone here to protect. They may be 
more fearful of committing their crimes here. We did this because there were shops 
here that had theft, so after that we decided to organize and hire a security guard. We 
each contribute money and pay monthly for that security. 

(Sophia) 
 
It can happen that you take your stock of goods from town and you reach here. But 
you find that some of the stock has been damaged, a lot of them are broken. This is a 
challenge I face. Life is that way. At the end of the day, who are you going to blame?  

 
Your stock has arrived, so if you go to the person who transported the goods and tell 
them, say the goods are broken, they will say that this stock was maybe from China. 
This is the way it is from the factory. There is no one responsible for that problem. So 
as you are the final person who opens the box, you are the one who bears the losses. 

(Jacob) 
 

None of the participants in this study who had come to own a local business had left a 

salaried position or decline other employment options in order to passionately choose to 

start a life long dream of creating a business, as is the popularized image of an 

entrepreneur. In the discourse, such ‘opportunity entrepreneurs’ are depicted as 

individuals who perceive favorable circumstances within which they can launch a 

business and that they are confident in their skills and ability to run the business (Schoof, 

2006). They are depicted in contrast to those youth who undertake ‘necessity 

entrepreneurship’, an unfavorable term used in the discourse to describe youth seen as 

having no other alternatives, low levels of quality education, who work because they 

need to contribute to household income (Schoof, 2006).  

Challenging this binary and hierarchical categorization, being an entrepreneur to the 

participants in my study meant starting a business as a respectable and valuable 

alternative to staying ‘idle’ because of a lack of employment options and/or a lack of 

opportunity to pursue further formal education. In this context, being understood as an 

entrepreneur occurs when one responds to the constant and unpredictable changes in 

socio-economic circumstances by being highly strategic and able to cover fluctuating 

expenses. Such local understandings of the entrepreneur associated the phenomenon with 

modesty and frugality, as well as a lower economic status. 
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Someone with a high standard of life you cannot call an entrepreneur. An 
entrepreneur is just doing normal activities in order to make a daily living, not 
someone who has a high income. It is just someone who makes a normal income.   

(Jacob) 
 

The promoted goals and outcomes of entrepreneurship education appear to be 

misaligned with what these local business owners cite as their knowledge gaps, priorities, 

and needs. Moreover, they fail to consider the mechanisms of ongoing support necessary 

to address contextual realities and lead to long term benefit their own lives and the lives 

of their relational network. Participants who self identified as entrepreneurs, and did not 

have an additional salaried position, were not aiming to provide stable employment to 

others because there were preferred mechanisms for getting assistance and because 

managing employees was undesirable. Nor did they prioritize regularly reinvesting profit 

in the growth of the business.  They already made efforts to reduce poverty within their 

families by trying to cover familial and relational expenses rather than by expanding 

operations, yet they still struggled to help younger children access educational 

opportunities in the hopes that the experience of schooling would have a positive impact.  

While advocates from the international development community promote 

entrepreneurship education as a method for increasing the number of entrepreneurs, it 

was not responsible for leading my participants to start an income generating activity. 

Without entrepreneurship education, they showed risk taking and flexibility by 

undertaking initiatives within a climate that is complex and unpredictable, and operating 

without regulations and insurance to protect their efforts. Only the artisans reported that 

their passion drove them to start their enterprise, and they distinctly separated their 

experience schooling from the factors that supported them to pursue their talents. These 

sharp differences must be further understood before launching wide scale initiatives to 

implement universalized models of entrepreneurship education in such contexts.  



   279 

 

III. ‘Gender and the entrepreneur’ or ‘the gendered entrepreneur’ 

Existing scholars who study gender and entrepreneurship critique the male normative 

behaviors associated with the entrepreneur.  Seeking to revise and improve on this deficit 

framework, scholars study female entrepreneurs (who are often classified arbitrarily 

together with other disadvantaged subsets of the population) to describe their assets and 

contributions.  Recent literature also investigates the gendered contextual boundaries that 

prevent women from full participation as entrepreneurs, and the consequences that result 

from the desire for, and the pursuit and achievement of entrepreneurship in the face of 

patriarchal public and private historical power structures. However, there is a gap in 

research on the relationship among being an entrepreneur and doing entrepreneurship, 

and the social processes and barriers that affect one’s advantage or lead to their 

disadvantage.   

In my research, local understandings of the entrepreneur and experiences of 

entrepreneurship are a result of gendered responsibilities, options, and expectations that 

begin within the household and continue across the life span. The meaning of these 

phenomena is different when used by or applied to males as opposed to females. This 

final section will present data on the gendered social processes within the household and 

the educational setting. It will end by showing that gendered experiences affect the 

meaning of doing entrepreneurship, and that males and females understand and apply the 

term differently and for different reasons.  

Within the household: The entrepreneur, caregiving and marriage. 

 Women face a lot of challenges. Even in normal lives, in the life at home, or in town, 
in the villages... women face many more and different challenges than men. I think 
you know, for a woman who lives in the village and gets married while living there, 
you see all the responsibilities are falling on her. This is different for men... 

 
Also for widowed women, whose husband has already passed away. If she doesn’t 
have any education or any business, she will come to live a difficult life. For example, 
in families you may see that once the husband dies they will go and take the property. 
 

(Sophia) 
 

To begin, female caregivers described providing care for numerous dependents and 
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attending to the daily needs of children without the assistance of their husbands as 

important aspects of how they understood themselves as entrepreneurs. Mercy explained 

that her husband had two wives and provided very little to support her and the five 

children in the household. Grace reported care giving for nine total children; six of her 

own children as well as for three orphans born by her husband’s deceased second wife. 

Beatrice’s husband had passed away, and as a single mother she cared for her children in 

addition to one orphaned grandson. The grandson’s father “has no direction” and offers 

no support. Asha’s husband fell sick and died over ten years ago, and left her as a single 

mother to raise the two children. Six out of ten caregivers reported providing a home for 

children who lived without the support or presence of their biological mother or father in 

addition to caring for their biological daughters and/or sons. Four of these six caregivers 

were females managing the households. In this area, boys and girls often grow up in a 

home that is not necessarily that of their biological mother or father and a household that 

is likely to be headed by a female.  

I was raised by mother. I lived mostly with my mother, so I take my mother as both 
my father and my mother… after being raised by my mother, I was then raised by my 
sister in Njombe. And as I said, she has also passed away now. 

(Sophia) 
 

I started to stay with my aunt since 2004 (fourteen years old). [Before that] I was with 
my mother, but she died. My father had more than one wife. 

(Haji) 
 

Notwithstanding the hardships these women face, they arrive at school having already 

benefitted from an interdependent relational network to which they are expected to 

contribute as soon as they are able, which has implications for their future financial 

planning and relational savings. They also arrive with a prior history of gendered role 

models and gendered understandings about the entrepreneur, as well as the expectations 

and purpose of entrepreneurship and employment. Among the six female and four male 

caregivers, only two men reported experiencing formal employment. Neither of these 

men self identified as an entrepreneur. An area of future research would be how students 

from this area have formed and bring understandings from home about the relationship 
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between gender, entrepreneurship, and employment. Furthermore, an important research 

question would investigate how their understandings affect the experience and outcomes 

of entrepreneurship education. 

For caregivers, being able to respond to these challenges appears to be part of a 

gendered identity that surfaces when explain why they self identify as entrepreneurs and 

when they explain the meaning of entrepreneurship. The ability to provide for multiple 

dependents, a responsibility linked to their gender, appeared to strengthen and give 

meaning to female’s identity as entrepreneurs. For example, Mercy attributed her identity 

as an entrepreneur to the following: “Even though her father is not here, I am not running 

in to problems. I can feed my children”. Joy considers herself an entrepreneur because “I 

take care of all of my responsibilities through my own efforts. I take care of my family 

using the income that I get.” Similarly, Rehema contrasts her husband’s formal 

employment to her being an entrepreneur at home:  

I am an entrepreneur. My husband is not here. He works with the government. So I 
have to take care of the house. I make sure that we produce and fulfill the needs of all 
who I am responsible for at this compound. 
 
In contrast, the two male caregivers who self identified as entrepreneurs attributed 

this identity to taking initiative. They state being “able to do something on his own” 

(Furaha and Yasmin) and to “working by oneself” (William). More research would 

illuminate the contrast between how female-headed households and male-headed 

households frame the purpose of income generating activities and the qualities of being 

an entrepreneur.  

One future area of research would investigate the relationship between marriage 

and entrepreneurship for women. For one participant, it appeared that marriage pulls 

women out of the workforce in order to care for the home. Mary had worked in a hotel 

for eight years before she got married, at which point she stayed home and raised her two 

children. While her husband had formal employment as a driver for the local church, she 

raised and sold livestock, including chickens, for the family.  It was after the birth of her 

second daughter that she thought of the idea to use her background in hospitality to open 

a small café. This income goes towards providing for her children, parents, and other 
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relatives. No longer bringing home a salaried income as an employee, she contributed to 

the household income through what is understood as entrepreneurship. Local 

understandings of the entrepreneur and purpose of entrepreneurship illustrate how this 

gendered experience affects the association of entrepreneurship with a lower economic 

status.  

On the other hand, there were participants who described how a husband and wife 

may work together to run a local business. This is the case for Jacob, whose wife “helps” 

in the shop. Vitenge’s experience also illustrated this when he reported that the business 

was ‘joint’ with his wife, and that they share everything: “I don’t hide anything from my 

wife, she knows each and everything that I do.” Samaki states that the business “is mine, 

as a joint venture it means me and my wife”, but when asked to clarify whether his wife 

is also listed as an owner, he says:  

Of course, the owner is me. But in Tanzania… ownership is family! (Laughter). 
Most ownership or the registration name we normally use the father’s name, 
although it’s not fair.   

(Samaki) 
 

Azizi owns a salon and a motorbike taxi service, while his wife “has a shop where 

she sells home supplies and a café”. He asserts that the salon provides them with the most 

income. They are each a member of a different savings group, and he explains, “It is not 

necessary for my wife to know all of the money that I have. These quotes show that more 

needs to be understood around how owning a local business affects gendered 

responsibilities, whether husbands and wives benefit equitably from legal ownership of 

the business, and the relationship between operating a local business and financial 

decision making in the household.  

The entrepreneur and the educational setting. 

Formal schooling emerged from these findings as a gendered educational 

experience that has clear implications for the expectations and outcomes associated 

with entrepreneurship.  One issue that arises for girls who pursue secondary education 

is the possibility of early motherhood. Sophia summarizes her perception of how 
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early pregnancy affects girls’ differently than boys’ access to education, and her 

hopes for future change: 

 In the same situation, women are the ones who face a lot and many different 
challenges. It will be necessary for them to be given the first priority. Women, we are 
facing a lot of challenges. That is why even in previous times, boys and girls, girls get 
pregnant and are stopped from going to school. But boys, they still go to school. For a 
girl, it is the end of their education then. So they see that. But there are those that 
advocate for girls to have a chance to return to pursuing education after they have 
their child. 

(Sophia) 
 

Nadira’s personal experience illustrates how single motherhood can affect female 

lives and push them to start small businesses without education or support.  

I haven’t been married but I had a fiancée. When I was a girl, I got pregnant and 
my fiancée didn’t want to marry me then. He decided to marry someone else. So 
I decided to live on my own and take care of my child.  
 
I decided to be a small business person because my education level was low. So 
I was not able to get employment anywhere. My father had loaned the sewing 
machine to me.  Unfortunately when I got pregnant, he took it back. My family 
did not support me, especially my father. It was very difficult. 

 
Teachers and local business owners also discussed experiences that have “humiliated 

women” (Sophia).  For example, in Mercy’s case, her daughter encountered what she 

called “bad luck” and “evil” at her secondary school.  

Every day her father was receiving a phone call that he needed to go and take 
her back home. So her father came to me and told me that I had to pay to refill 
the motorcycle so that he could go and retrieve her from campus.  

 
We took her and we brought her back home. We sent her to the hospital, and she got 
treatment. She came back and took medicine. She became healthy again.  Then she 
would go back to school. When she went back to school, she would stay there for a 
couple days – but the third day she would fall sick again… I have a daughter, who 
wants to study, and that school has problems. 

(Mercy) 

Mercy’s daughter had pursued her dream of schooling only to encounter an 

experience that forced her to drop out and affected her emotional and physical health. Her 
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interview, when analyzed with other interviews and ethnographic field notes, and situated 

within the research on the context of secondary schooling in sub Saharan Africa, 

indicates the likelihood that the daughter was exposed to sexual abuse at her school.  

Analyzing the role of entrepreneurship education within young livelihoods becomes 

significantly more complex given that sexual abuse and gendered violence has 

devastating long term social and economic affects on the lives of youth, and when 

implementation considerations include an examination of the extensive literature that 

confirms the high rates of sexual violence and exploitation of girls in Tanzania (and more 

widely in sub Saharan Africa) (Lalor, 2004; Wolfe, 2014). According to UNICEF (2011) 

nearly 30% of females between 13 and 24 years old will experience sexual violence, 

including rape, before turning 18. This sexualized violence directly links and adds on to 

long-term socio-economic gender disparities. Scholarship on the consequences of child 

abuse on educational and economic outcomes in adulthood has been well documented in 

wealthier nations, including the United States, New Zealand and Australia (Currie and 

Widom, 2010; Boden, Horwood and Fergusson, 2006; Mullen, Martin, Anderson, 

Romans and Herbison, 1996). Studies show that abuse affects student’s educational 

experiences by decreasing their engagement with learning material, reducing their 

attendance, and/or causing them to leave school permanently. This in turn may lead to 

lower levels of performance and educational attainment. Further, future economic 

outcomes are affected because victims of abuse are less likely to gain secure, high-skilled 

employment and thus achieve lower earnings levels and have less job security. Youth 

who have experienced abuse report low self-esteem. They are more vulnerable to 

exposure to sexually transmitted diseases, including HIV, and less likely to undertake 

preventative health measures that reduce the likelihood of long-term ailments. Finally, 

abuse increases youth’s vulnerability to repeated victimization and to engaging in risky 

behaviors associated with a lack of confidence. For females, abuse increases their 

likelihood for early motherhood.  

The point here is that it is essential to reconsider the appropriate setting and process 

to instruct students on entrepreneurship curriculum that commonly trumpets the value of 

universalized character qualities such as self-confidence and risk taking. School 
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institutions are supposed to provide nurturing, equitable, quality educational 

opportunities to youth; many serve the most economically and socially vulnerable 

subsets. Investigating the relationship between how youth from such subsets experience 

secondary education and their socioeconomic outcomes would inform efforts to teach 

self-confidence and risk taking within the school setting as part of entrepreneurship 

education. These findings point to the need for more research before implementing 

entrepreneurship education within educational contexts with high incidents of sexual 

abuse and gendered violence against students. For example, it may be that females drop 

out of schooling and opt to pursue entrepreneurship as an alternative to the risk of 

pursuing secondary education. Another interpretation would be that females are pulled 

into entrepreneurship because they do not have the self-confidence or ability to take risks 

given their responsibilities, low quality academic preparation, and lack of professional 

network.  A third scenario involves females who desire to pursue secondary education to 

improve their economic livelihood, and are eager to learn entrepreneurship education, 

which thereby inserts them into a context that may heighten their risk of exploitation and 

abuse while decreasing their self confidence and leading to a host of other negative socio-

emotional and cognitive outcomes that affect their future livelihoods. 

 ‘The challenges differ’: Interpreting the perceived relationship between 

entrepreneurship and gender. 

Female and male participants did not perceive the affect of gender on being an 

entrepreneur and doing entrepreneurship in the same ways. Nine out of ten caregivers did 

not associate gender with whether an individual had the opportunity to become an 

entrepreneur, and most shared their opinion that regardless of gender, “anyone can be an 

entrepreneur”.  Sophia and Neema, two females who have both completed secondary 

education, share these perspectives: 

Efforts for both should be equal. Efforts should be provided equally to educate 
men and women… All of them need to be taught equally. Lets say for mixed 
gender schools, where boys and girls study together, I don’t know how to explain 
this – maybe, for men and women, it is innate. For the large percentage, men are 
born with something extra than women. So they have to be taught equally, but the 
emphasis has to be on women. The woman has to be emphasized because of the 
life that we live nowadays, women have a lot of challenges… 
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You see there are also challenges for men, but the challenges differ. For a man, if 
he is not engaging in different income generating activities and he is staying idle, 
he will find that at the end of the day he has become a part of a bad group – like 
those who smoke marijuana, cigarettes, or those who steal. This will happen for 
someone who didn’t want to work or pursue different income generating 
activities. But for someone who has objectives, and he knows that at the end of 
the day he will be called father by his children, he will decide to open something 
from which he will be earning an income. From that, he will have escaped from 
getting mixed up in these bad groups.  

(Sophia) 
 

I think that women, females, girls, need to have somebody who can tell them how 
to be confident in themselves. It’s a problem. They come here, but from their 
families they already have that thing in their mind that, I’ll be a wife. I will have 
children, I will take care of my families. That’s me, I’m a woman.  

(Neema) 
 

Neema shares the following vision of what entrepreneurship education for female 

students from farming families might benefit their livelihoods. 

 
You can see that maybe she is the third born. Her sister is having maybe five 
children, she is at home. If you ask him or her, how is the life of your sister, how 
is she? She says, ‘She is sad!’ They are sometimes having no food !”. So I tell 
them, you see! You are a girl but you can make changes. You can be an 
entrepreneur. You can make them see that a woman can do something.  

 
When you go back I’m sure your parents will ask you to get married. When they 
ask you that, tell them that Father, what if you give me even two years for me to 
involve myself in the agriculture activities and to help in doing this and this – you 
will see what I am capable of doing.   

(Neema) 
 

 In these perspectives, the women frames gendered constraints as a problem of self 

perception that is resolvable through teaching. Neema’s assumptions include that the 

student is not currently involved in profitable agriculture activities, that she faces a trade 

off between getting married and doing agriculture, that she has influence on this decision. 

There were male local business owners and teachers who recognized “the 

challenges are different” (Jabari) between entrepreneurship experiences for men and for 

women. In the following quote, Haji explains that “It’s not the same”.  

Of those who are self employed, there are more women than men. Men they may 
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become self employed, but this number is lower than the number of women who 
are self employed. Men are not satisfied with a low income. That’s why they are 
not satisfied with self employment. To be self employed you start with only a 
small income. Women aren’t satisfied either, but life for them is different. 

(Haji) 
 

While Baraka felt that men and women “have the same opportunities for 

entrepreneurship”, his opinion was that they would face different challenges depending 

on “the project that they establish”.  His perspective indicates that income earning 

activities and the labor market are heavily gendered. He also reveals an awareness that 

women may be more likely to undertake income generating activities, but less likely to 

consider themselves legitimate entrepreneurs. Men, on the other hand, may be less 

inclined to invest their capital in the start of an income generating activity without being 

able to access privileged opportunities such as a certain quality of product, a well 

maintained and stable setting, and a desirable location.  

It depends on the project that they establish. If others establish a project that is girl 
or woman oriented, and others are man oriented – so the challenge is a project 
they establish. For [example] women, they are involved in basket making. So that 
project would be seen more for women rather than men. For males, they are 
making bricks by using machines. You can compare now – this is heavy, that is 
light. Most of the light work is involved with women, and the heavy work is 
involving men.  

But when you are talking about entrepreneurship, the one who is most trying for 
this without knowing, it is women. Especially in developing countries. They are 
being involved in different activities, looking for income, without knowing they 
are entrepreneurs. Women. To me it is what I saw. 

It is easier for the woman to accept the idea of entrepreneurship, rather than a 
man. Because a woman, as a mother, they are able to take risks. As an 
entrepreneur, entrepreneurs are the ones that are able to take risks That’s why you 
find women are looking for different activities to be involved – the man says, how 
much capital will it cost to open this one? In case maybe this wont happen and I 
wont get a profit, and it will affect the family and so forth. 

(Baraka) 
 

We have a negative perception about gender. We see women entrepreneurs as 
someone who deals with small items, like selling things on the road. 

(Vitenge) 
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On the one hand, women may be more expected and willing to start small local 

income generating activities, and therefore to become what is locally understood as a 

‘female entrepreneur’. On the other, their earnings options may be constrained by 

gendered conceptions of appropriate work, and it may be less likely that their endeavors 

are recognized as entrepreneurship. Early pregnancy may place women in a position in 

which they have neither the support of a spouse nor their family to raise the child, and 

undertaking a small business is a means for survival. Meanwhile, the father stays at home 

and continues to benefit from family. A future area of study may be how the phenomenon 

of entrepreneurship means different things when applied to a man than when applied to a 

woman, and how the benefits of self-identifying as an entrepreneur and entrepreneurship 

are different for a man than for a woman. 

The view that “women entrepreneurs just do smaller, simple businesses” 

(Vitenge) is associated with the challenge that travel poses for women.  

Our perception is that a women entrepreneurs is an entrepreneur who deals in 
small business, the kind of projects where they wont need to travel.  But, to the 
women, men may discourage them and this they may feel that we as men are 
underestimating them, and this then may make her feel inferior... 
 

 (Vitenge) 
 

For example, in our entrepreneurship work, maybe I can organize my younger 
brothers and sisters, and say to them let us do this thing together. Then we agree 
to make things to go to a certain exhibition opportunity for sales or showing. If 
among the group there is a girl, her relatives may not support her traveling. There 
may be rumors about her travel, on her own, with the group. So you see her 
relatives saying, if she goes – she will change her behavior. She will be a 
prostitute. Things like that will be said. 

(Jabari) 
 

 One teacher expressed his opinion that “males are more eager to become an 

entrepreneur compared to females” (David). His understanding about entreprneuership 

was directly linked to “education… the knowledge concerning life skills and business… 

you have a plan, reasoning and focus”. He explains: 

The earnestness is higher for males. They are all in the same class, but their need 
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to become an entrepreneur is different. Females are just doing as part of the 
studies, while males are doing as objectives after completion of school. Females 
are doing just as a course, not to do it in practice, that is the difference. 
 
Yet the majority of male participants shared a perception that entrepreneurship 

education was equally accessible and beneficial for both males and females.  

It has benefit for both males and females. When it comes to entrepreneurship, it 
doesn’t consider whether you are a male or a female. If you have a business, you 
have a chance to succeed – no matter whether you are male or female… Any 
person can be an entrepreneur. It doesn’t matter whether you are a male or female. 

(Azizi) 
 

Everybody can become an entrepreneur without considering whether it is a 
woman or man.  Everyone needs an income to make their life better.  

(Martin) 

Entrepreneurship doesn’t select whether it is a woman or a man. 
(Samaki) 

 
No they are just the same, male or female, all they can work. They just can 
perform. There is no difference. Maybe there are some ideas that males can do 
better than females, I’m not sure – but they are just all humans, they can perform. 
 

(Wallace) 
 
In the same ways, entrepreneurship is important for both males and females. In 
the end they have to play their role in society. It is important for all. 

(Ashur) 
 

 The divergence of opinions about the contrast between the meaning of 

entrepreneurship for males and females points to inadequate understanding about how the 

phenomena is embedded in social processes.  

Recent literature has explored the tension in popular entrepreneurship discourse 

between the assertion that entrepreneurship is open to anyone at the same time as it 

creates ‘legitimization’ processes and categories that limit inclusion as an entrepreneur to 

privileged classes (Gill, 2014).  In my study, it is notable that 2 out of 3 female local 

business owners were careful to classify their activities according to an internalized 

hierarchy of entrepreneurship and identify reasons they were not yet legitimate 
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entrepreneurs. Mary, who had training and work experience in hospitality as well as 

launched and operated her own café, said that there was “something missing” before she 

could claim that she was a “full entrepreneur”. She critiques herself, “I don’t have a nice 

place to work, I don’t have people who I employ… and there are not so many 

customers”. Only when she achieves these things can she “consider myself an 

entrepreneur”.  Yet when asked to explain her understanding of an entrepreneur, she 

described a group to which she would clearly belong: 

My understanding about entrepreneur is that it is any person who works or has a 
small business, or a farmer who works to harvest and sells the produce, gets some 
money. That is an entrepreneur.  

(Mary) 
 

  For Sophia, the size of her business was enough to qualify her identity as a “small 

entrepreneur”.  Her reasoning references the big successful businesses that she has seen 

and the important criteria of large capital in order to be a full entrepreneur.  

I am an entrepreneur... but a small entrepreneur.   Small because the way I am 
doing business is different from those who I have seen that are big and they have 
had big success. If you want to be a big business person, you must have a lot of 
capital... everything is money. To be a big business person you must have the 
amount of money that enables you to be a big business person. If you don’t have a 
lot of capital you cannot say that you are a big business person. You don’t have 
the criteria to call yourself that. 

 

 Similar to Mary, Sophia’s criteria for being an entrepreneur when describing 

herself does not affect how she describes her general understanding of an entrepreneur: 

From what I understand, an entrepreneur is a person who is struggling to do any 
business. It could be a small or large business. Because even someone with a big 
business, he started with a small business, before he reached that stage. So 
entrepreneurship is that situation that enables you to do something that will 
sustain you in your own life. 
 
Only Nadira self identifies as an entrepreneur and states succinctly that the reason 

she considers herself as an entrepreneur is: “I am not employed by any institution”. This 

overlaps with her understanding of an entrepreneur:  
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An entrepreneur is someone who is self motivated and who doesn’t depend on 
others or an institution. It is someone who is self employed and employed.  
 

While this limited sample of three female local business persons may not justify 

general conclusions, they do lead to more questions about how local understandings and 

popular discourse of entrepreneurship reconstitute class and gender boundaries (Gill, 

2004). When female caregivers self identified as entrepreneurs, their reasoning included 

their ability to cover the expenses of their dependents.  Yet as business owners, Mary, 

Sophia and Nadira fail to link their similar use of profit to their understanding of an 

entrepreneur: “to cover costs for my children and family, to help my relatives and also 

my parents” (Mary); “to help my younger siblings, my parents” (Sophia); and “for school 

expenses for my child… taking care of other children as well… other children I care for 

are orphans” (Nadira). Further investigation into how and why these understandings 

about the entrepreneur and entrepreneurship differ between female agrarian farmers and 

local business owners will show the relationship among gender, class, and these 

phenomena.  

Other important layers of this research may address how the international discourse 

promoting gender equality has affected women in the workforce and the implications for 

the role of entrepreneurship education in gender equity. In the following excerpt from my 

ethnographic field notes, a male teacher shares with me his perspective on how such 

discourse has been counterproductive and exacerbated gender inequity in the workplace.  

We are walking on campus, and the teacher turns to me to answer my question 
about women in the workforce.  
 
So you find that the government offices or places that are advertising 
employment, they may even say “women preferred’ for the job description. At the 
same time, these places may also have some kind of sexual corruption where they 
hire that women to be the girl and… “what what”. At the same time, a woman 
cannot demand as high a salary as the man. So the employer may wish to hire a 
woman so as to save on the budget – they will think, when a woman will do the 
same work as a man and I do not have to pay as much, why should I not hire a 
woman? 

(Ethnographic field notes, February 2014) 

He continues to explain that in the informal sector, customers will want to see that a 



   292 

 

man has earned a certificate for his work: 

For a man, they will not question whether he can do these things, but they will ask 
him right away: ‘Where is your certificate?.   

(Ethnographic field notes, February 2014) 
 

For a woman, especially one entering a male dominated field such as carpentry, 

customers will doubt her ability to produce quality goods. 

They will question whether she is really able to do this work and build something 
that is really strong and high quality.  Instead, we advise that she makes a few 
things and this becomes the evidence. 

(Ethnographic field notes, February 2014) 

Gendered experiences that affect local understandings of the entrepreneur begin 

within the household, continue within the educational setting, and affect why and how 

males and females undertake entrepreneurship as single or married individuals.  More 

research is necessary to understand how gender affects social processes that legitimate or 

delegitimize males and females to be an entrepreneur. All male local business owners self 

identified as entrepreneurs, without qualifying their title. Their reasoning included the 

ability to “earn money even with difficulties” (Jacob);  “I have used my own efforts and 

intelligence to run my business (Samaki); “because I am involved in different activities” 

(Samuel); “because I am a small business person” (Azizi); “I have a project that helps me 

to get money” (Martin).  These statements were concise and projected confidence. This 

evidence suggests that the meaning of self –identifying as an entrepreneur for male 

business owners may contrast to the meaning for females, and reflect the multi-

dimensional gendered social processes that affect females differently from males.  
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IV. Conclusion 

This chapter has discussed further themes and implications of my research 

findings. I propose that the widespread discourse communicating about the “universal” 

entrepreneur and experience of entrepreneurship are mismatched with the meaning of 

these phenomena for the local actors in the context of my case study. The desired 

outcomes of entrepreneurship education must be reconsidered amidst the historically and 

socially embedded factors that shape the lived realities of the key stakeholders.  

The chapter began with a discussion of the relationship between the historical 

context of the educational setting and the phenomena of the entrepreneur and 

entrepreneurship. For participants that experienced Education for Self Reliance, their 

learning and background understandings from this time in school affected how they 

understood the entrepreneur and experience of entrepreneurship. Being an entrepreneur 

was meaningful to these participants because it was a descriptive title for someone who 

was self-motivated and hard working in order to be self reliant and provide for 

dependents.  Such a person was respectful and respected, collaborative and interested in 

learning from others, and took action to help people. Economic outcomes were rooted in 

these values, and the goals of earning income and generating profit were nested within 

interdependent networks and achieved through social processes. Their experience with 

formal schooling was that it had been immediately beneficial within social context and 

sustained a positive impact on their livelihoods today, and this shaped their expectations 

for entrepreneurship education. However when the concepts of entrepreneur and 

entrepreneurship arose in formal academic institutions or training opportunities, 

participants shared their skepticism because there was no association with previous 

learning experiences and the historical context.  

In contrast, most of the youngest participants had not experienced or did not 

perceive their experience with Education for Self Reliance as having sustained benefit in 

their lives. For them, the meaning of the entrepreneur was that of an individual who had 

an inborn and individual drive to provide goods or services, as well as the goal of being 

in charge of oneself and financially independent. This evidence points to the importance 
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of understanding how phenomena become meaningful to people through social practices, 

educational experiences, and historical context. 

This section also discussed conditions of the current secondary school system in 

Tanzania raised concerns for participants about the implementation of entrepreneurship 

education. Education has shifted away from present time, socioeconomic benefits to the 

government and individual investing in a student as an independent actor in order to 

prepare students for future engagement in the employment sector. However, there is no 

guarantee that student efforts will be rewarded with a higher income or employment. 

Instead, students and their families are involved in an ongoing calculation of the 

cumulative impact of the educational experience, including: financial expense; 

relationship between pedagogy and learning; perceived added value of the curricula; and 

other opportunity costs and risks of enrolling and attending schools.  

The second section addressed the goals and challenges of entrepreneurship as 

described by participants. These contrasted with those proposed by advocates. For 

example, local business persons did not share the goal of providing formal employment 

to others. They were more likely to offer apprenticeships or other learning opportunities 

to young people for temporary periods of time, followed by support or encouragement for 

them to start their own initiative. It was financially less risky for local business owners to 

be ever ready to pursue more lucrative opportunities rather than continually reinvest in 

expanding their original business model. Moreover, business owners placed primacy on 

providing for their social networks by using their profits to cover these varied expenses. 

The challenges that local businesspersons faced were contextually embedded, including: 

unpredictable income flow related to the factors affecting their customer base and a lack 

of insurance and protection. The limited references to secondary education pointed out 

the flaws of the current system that made entrepreneurship a more attractive option than 

continued schooling.  

The third section discussed the meaning of the entrepreneur and entrepreneurship 

in relation to gender. The meaning of being an entrepreneur and doing entrepreneurship 

derived from participants gendered experiences within the household. For females 

especially, caregiving surfaced as an important experience that affected the meaning of 
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the phenomena. Marriage also appeared to affect male and female expectations of 

becoming an entrepreneur, but more must be understood about the relationship between 

the two. Experiences within educational settings affected the meaning of the entrepreneur 

and entrepreneurship for female participants in this study. Finally, males and females 

understood the meaning of being an entrepreneur and doing entrepreneurship differently. 

Males and females applied the terms to the other gender according to different criteria, 

and they self identified as entrepreneurs using different indicators.  Males saw the 

gendered challenges of being an entrepreneur and doing entrepreneurship differently 

from females, and vice versa. 

 

 In the next chapter, there is a discussion of the implications of these findings for 

theory, policy and practice. 
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Chapter 7: Implications for Theory, Policy, and Practice 

 
This study asks how local actors (caregivers, teachers and local business persons) 

understand the phenomena of the entrepreneur and entrepreneurship. It has also addressed 

how these participants as key stakeholders perceive the purpose of entrepreneurship 

education and their expectations for the outcomes of such an initiative. The main research 

focus has been how the historically embedded social processes and interactions shape 

these understandings and expectations, and the implications for educational policy-

making.  Findings show that the meanings of these phenomena in the context of the 

Southern Highlands of Tanzania are not the same as those assumed in much of the 

literature advocating for teaching entrepreneurship education to individuals. To conclude 

this dissertation, I return to the debates outlined in the current literature on 

entrepreneurship education and discuss the theoretical, political and practical implications 

of the results from this study.   

In this chapter, I first discuss the implications of my conclusions for theories about 

how the phenomena of the entrepreneur, and entrepreneurship, become meaningful only 

within a specific context influenced by the historically embedded educational setting, 

local sociocultural priorities, and gendered experiences of income generation. Then I 

argue that this extension of theory indicates a necessary shift in dominant approaches to 

policy and practice, and suggest recommendations.  Finally, I show how these findings 

lead to recommendations for future research on how to improve quality educational 

opportunities and expand desired livelihood options for socially and economically 

vulnerable populations.  
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I. Implications for theory 

Two approaches have dominated the debates surrounding the entrepreneur, 

entrepreneurship and entrepreneurship education: the economic sociological rationale 

derived from theories of modernization and the critical perspective. Scholarship that 

draws from economic sociology perceives entrepreneurship education as providing an 

individual opportunity with the opportunity for upward mobility, an advisable escape 

route from poverty, and an essential activity in the economy that authorities are urged to 

regulate for national development. This approach aligns economic agendas and the 

purpose of education; is based on assumptions about a “universal” human nature and 

pattern of development from childhood to adulthood; and frames activities outside the 

formal economic sector as the government’s responsibility to cultivate, harness and 

direct.  

Critical scholars, on the other hand, historicize entrepreneurship as a tool of 

capitalism that perpetuates inequity, and argue that entrepreneurship education rests on 

the myth of meritocracy in society while reinforcing misconceptions about the 

“universal” stages of modern progress. This approach exposes the preconditions of power 

relations that are assumed by those who are in positions of authority. My main criticism 

of both approaches is that they continue to locate the meaning of the entrepreneur within 

a fixed, essential identity of the individual; make assumptions about the relationship 

between such an individual identity and a career identity; and presume that the meaning 

of entrepreneurship is derived from primarily from goals of development. Both groups of 

entrepreneurship scholars also leave aside questions about how the meaning of the 

entrepreneur and entrepreneurship derives from historically and socially embedded 

experiences and the way in which this has implications for social, cultural and economic 

behavior; how power fluctuates within the interplay among the individual, society and 

state; and the role of entrepreneurship and educational opportunities within the web of 

these relationships.  

A third body of scholarship, which draws on studies of the lived experiences and 

contexts of socially and economically vulnerable young people living in sub Saharan 
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Africa, addresses many of these questions. My research extends this scholarship to 

challenge further assumptions about how boundaries in society are constructed by 

structures of authority: those that divide the home, school and workplace; those that 

divide the child, youth, and adult; those that divide the uneducated from the educated; 

those that divide the unemployed from the formally employed; and those that establish a 

hierarchical divide between a legitimate entrepreneur and those portrayed as pushed into 

undertaking income generation activities.  This research calls into question “universal” 

notions of human nature and development as they relates to the concept of the 

entrepreneur, entrepreneurship, and entrepreneurship education.  

This phenomenological research centered the lived experience of key stakeholders 

in entrepreneurship education in order to learn the meaning of the entrepreneur and 

entrepreneurship within their lived experience, as well as how this meaning affects the 

expected outcomes of entrepreneurship education. Using social constructionism, my 

research showed the importance of three key factors that affect meaning: the historical 

context of the educational setting; the sociocultural priorities evident in the processes 

undertaken by those who self identify as entrepreneurs; and the gendered experiences that 

shape interpretations of, inform the application of, and designate value to the term 

entrepreneur and entrepreneurship. This contributes to theories about the entrepreneur 

and entrepreneurship because the findings and implications challenge ideas that have 

been hitherto taken for granted about what constitutes an entrepreneur, what meanings 

and outcomes derive from entrepreneurship, and who benefits from the outcomes of 

delivering instruction on entrepreneurship education within low quality formal school 

settings. 

Theories that commonly frame the promotion of entrepreneurship education 

emphasize dual, simultaneously existing worlds: the individual’s psychological world and 

the reality of the material world, an approach associated with Western educational 

traditions and challenged by social constructionism (Gergen and Wortham, 2001). In 

much of the existing literature on entrepreneurship education, the central controversies 

have focused on three main areas: how individuals acquire and develop the knowledge 

and skillsets to behave according to the universalized definition of the ‘ entrepreneur’ 
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(psychological); how the extrinsic world motivates and supports individuals to pursue 

legitimated forms of ‘entrepreneurship’ (economics); and the normalized processes by 

which individuals undertake their enterprises in different contexts (sociological) 

(Thornton, 1999). Advocates arguing for entrepreneurship education from within these 

positions aim to design an educational experience that uses curriculum to deliver 

information, provides guided experiences, and/or generally manages a process that molds 

the individual for certain purposes. Such experiences may also attempt to orchestrate the 

optimum setting within which these entrepreneurs will undertake entrepreneurship. In 

addition, proponents of formal instruction on entrepreneurship frame it as occurring 

within externally authorized institution(s) and delivered by a certified or otherwise 

legitimated cast of actors. These popularized initiatives cast schooling as the pivotal 

transition that moves one from childhood to adulthood and dependence to independence. 

Social constructionism challenges these dominant assumptions about reality, what 

constitutes knowledge, and the mechanisms by which ideas are established, legitimated 

and sustained (Lindgren and Packendorf, 2009). Such an approach “invites thick 

descriptions and multiple possibilities” (Stead and Bakker, 2012) for understanding the 

meaning of the entrepreneur and entrepreneurship in different contexts. It emphasizes the 

ongoing social processes that develop understanding and make meaning out of these 

phenomena for communities across time (Lindgren and Packendorf, 2009). The outcomes 

of the phenomena are contextually embedded and evolve in dynamic and complex 

relationships with the setting. Thus, Lindgren and Packendorf (2009) argue that the study 

of entrepreneurship can be characterized as ‘boundary work’ within particular contexts, 

because “individuals and collectives define themselves – and are defined by others – in 

relation to general expectations on how to behave and think” (p. 29). This theoretical 

work is useful because it highlights the social processes at the heart of how ideas become 

meaningful within contexts, it recognizes that meaning making is longitudinal and 

integrates temporal and local social experiences, and it provides insight into how history 

and tradition shapes expectations, interpretations, and purposes. The educational process 

by which the phenomena of the entrepreneur and entrepreneurship become meaningful to 

young people can be better appreciated after analyzing how understandings about the 
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entrepreneur are socially constructed across different settings and relational contexts. 

Historical context of the educational setting. 

The participants in my study derive meanings of the concept of the entrepreneur 

and entrepreneurship from their socially lived experiences within the historical context of 

the educational setting.  Understandings of the entrepreneur and entrepreneurship 

appeared to lead to different meanings depending on participants’ experience of 

Education for Self Reliance. For those that had such experience and valued its influence 

on their lives, the meanings and sociocultural expectations connected to being an 

entrepreneur and doing entrepreneurship recalled ideas about how to be a self reliant 

citizen that had been put forth by Nyerere: provide for dependents through hard work, 

and cultivate equity within the community through respectful relationships that included 

learning from, collaborating with, and assisting each other. Participants also included the 

ability to be strategic about the diversification of income generation activities in order to 

fulfill responsibilities to personal and relational networks. For those that had not 

experienced Education for Self Reliance and did not attest to the valuable role it played in 

their lives, these meanings and sociocultural expectations differed. They were much more 

likely to use the same language as the international development community to explain 

the meaning of being an entrepreneur and doing entrepreneurship. Their understanding of 

the entrepreneur included qualities linked to individual personalities, the desire for 

independence, and the belief that doing entrepreneurship would lead to upward mobility. 

Another aspect of this contrast between two meanings embedded in the historical context 

of the educational setting was the skepticism pertaining to the use of new terminology 

(entrepreneur and entrepreneurship) to describe familiar people and experiences. This 

skepticism also reflect a suspicion of the idea that becoming an entrepreneur requires 

schooling within an institutional system and that, through this schooling and the 

application of the learning to do entrepreneurship, one will achieve a higher socio-

economic status. 

Advantageous educational and income generating experiences that circumvent the 

inequitable and failing secondary education system, as well as offer a valuable alternative 

to formal employment are part of what entrepreneurship means to participants.  
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Entrepreneurship described a meaningful option that factors into participants intentional 

decision making around whether and how to access secondary education. Making the 

decision to pursue formal schooling requires evaluating the opportunity costs, risks, 

processes, relational networks, gendered factors and other contextual considerations that 

affect the expectations of caregivers and the judgment as to whether the education will be 

meaningful within the context. These are complex calculations.  

Caregivers involve their children in learning activities that develop the skillsets 

necessary to be an entrepreneur in this context, preparing them with an alternative if and 

when they are unable to obtain a secondary certificate. As role models within the 

household, they are already teaching some principles and models of financial 

management and income diversification. This is one factor in their calculations to make 

decisions about formal schooling. 

Participants are skeptical about whether entrepreneurship education is necessary 

as formal curriculum, but value their own role outside the formal system in teaching 

students what they perceive as meaningful about being an entrepreneur and 

entrepreneurship. Educators of entrepreneurship education are not limited to the school 

setting, a specific course, mandated curriculum, or even the classroom. Even those 

participants working within the school system as teachers described how the phenomena 

became meaningful because they used the topic to create space for discussion of the 

critical issues that affected students’ well being. The secondary school education system 

in its current condition is unlikely to support delivering entrepreneurship education 

instruction in such a way that it would add value to graduates or early leavers, or increase 

the importance of being an entrepreneur in society. The expected outcomes of 

entrepreneurship education in this context would draw on what students bring to the 

school, and provide the locally available resources and support, to make income 

generation a stronger mechanism to benefit themselves, their social networks, local 

communities, and society - regardless of final educational attainment or certification. 

Prioritization of sociocultural outcomes. 

Secondly, my data showed that the meaning of being an entrepreneur and doing 

entrepreneurship came from the social interactions that reflected their sociocultural 
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priorities. Local business owners value receiving help from others and providing work 

experiences to young people, but they do not have the goal of hiring multiple employees, 

nor do they make a commitment to the business as an enduring enterprise that will 

continue to grow and expand. Offering short-term work experiences to others to support 

their efforts might be included in their efforts, but these are not offered as secure formal 

employment positions within the business.  By offering apprenticeships, local self-

identified entrepreneurs circumvent the challenges of hiring and, in doing so, provide 

important educational and work experiences to young people that are valued and 

meaningful within the context. Being an entrepreneur means planning to cover the needs 

of and fulfill responsibilities to the relational network. This requires being strategic, 

flexible and responsive to the unpredictable economic context; and being able to start and 

run multiple income generating activities simultaneously or in quick succession in order 

to take advantage of opportunities as they arise. Entrepreneurship is also understood as 

co-existing with other forms of income generation such as employment and contract 

work, rather than a mutually exclusive state. 

When they achieve outcomes that reflect their priorities, local business owners 

self identify as entrepreneurs and find entrepreneurship meaningful. Their agency 

contributes to a broader aim of poverty alleviation that is shared by state and international 

actors. Participants value the profits from their income generating activities according to 

the degree to which they provide for the financial needs of their dynamic interdependent 

networks. This understanding of the entrepreneur and the outcomes of entrepreneurship 

also link it to a lower economic status, one that does not lead to upward mobility but 

rather positions a person to be satisfied with his or her position and no longer to feel that 

they are struggling to survive.  

Gendered experiences: Interpretations and applications of the phenomena. 

The third set of factors that the research examines is the gendered experiences 

within the household, formal education, and during the process of operating an income 

generating activity. First, this research illuminates how local understandings of the 

entrepreneur and experiences of entrepreneurship are shaped by gendered responsibilities 

within the household, including caregiving roles and marital status. For females, the 
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meaning of being an entrepreneur is closely associated with their ability to provide for 

dependents and to fulfill all their responsibilities. For males, these meanings hold but 

there is an additional undercurrent of feeling that entrepreneurs take initiative.  Marriage 

appears to be a complex factor in that it may be monogamous or polygamous, with 

varying affects on the household and extended family networks, and these affects have 

implications for the meaning of the entrepreneur. Being married might remove females 

from formal employment and lead them to do entrepreneurship as it is understood for 

females in this context, which is different than how it is understood for males. Or, being 

married might involve the husband and wife together in a business and they would do 

entrepreneurship as it is understood for males in this context. Another possibility would 

be that a polygamous marriage changes the hierarchy of the wife in the household, and 

therefore leads her to be an entrepreneur because of the demands of caregiving that she 

faces. Much more must be understood about the relationship between marriage and 

entrepreneurship in this context.   

Second, this research shows how gender intersects with the relationship between 

access to educational opportunities and the decision to do entrepreneurship. My data 

show that females and males face different opportunity costs and risks, and therefore 

make different calculations, when weighing the decision of whether or not to pursue 

education. For females, becoming pregnant or experiencing sexual violence are just two 

factors that discourage them from pursuing secondary education. For males, the 

likelihood of successfully completing and receiving a certificate, then obtaining formal 

employment, must outweigh the ongoing expenses of paying for secondary schooling as 

well as the loss of experience, network building, and income they would gain from doing 

entrepreneurship.   

Finally, my study shows that gender affects whether and how one self identifies as 

an entrepreneur, the perceived value of entrepreneurship in the economy, and how one 

understands what constitutes a ‘legitimate’ entrepreneur. Gendered constraints are often 

framed as a problem of self perception. At the same time, responsibilities within the 

household, gender inequity in the educational setting, and a gendered labor market are all 

factors that affect female and male perceptions of how and why one is an entrepreneur 
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and the meaning of entrepreneurship. The meaning of a male entrepreneur and a female 

entrepreneur appear differently, and their reasons for doing entrepreneurship are not the 

same or perceived in the same way by others. 

 

II. Policy and practice: Recommendations for educational policy  
 
Plan on human inventiveness. Always plan under the assumption that those 
who become involved in the project later will have or will develop the 
experience and insight to improve on the design.  

(Scott, 1998, p. 345) 
 

The following section extends the theoretical discussion to the implications of my 

research for shifts in approaches to policy and practice, and presents eight 

recommendations for educational policymakers, international development agencies, 

program designers and practitioners. 

1. Address the disincentives to schooling resulting from high opportunity costs and 

risks. Ensure that the content increases the likelihood that the students will be able 

to pursue their desired livelihoods within their local settings. The conditions of the 

existing schooling system will intersect with efforts to implement and adapt 

entrepreneurship education curriculum. Within households and among different 

communities, the perceived purpose and value of formal schooling is socially and 

historically embedded. The fundamental question is whether delivering instruction on 

entrepreneurship in the proposed setting will increase the value of accessing the 

education for the intended beneficiaries and local stakeholders. There are considerable 

incentives and advantages for economically marginalized young people to stop schooling 

and start income generation after primary education. For one, schooling is a financial 

burden to families. If the expenses associated with schooling (which include registration 

fees, transportation, school uniforms, books and other material resources) were 

eliminated or greatly reduced, then children would be more likely to perceive the skills, 

knowledge and relationships gained from receiving entrepreneurship education in school 

as worth delaying or losing the option for practical experience, immediate income, 

building a local reputation and forming professional networks. 
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Policy advocates in favor of implementing entrepreneurship education must 

understand these disincentives, including other opportunity costs and risks that relational 

networks face when deciding to send primary school graduates to secondary school, 

whether public and private options. Yet it can be challenging to understand these 

complex contexts that change and evolve rapidly in response to unstable economies. 

Therefore, it is essential for policy makers to establish regional coalitions that create a 

feedback loop for reform proposals and incorporates the perspectives of those agencies 

and NGOs working to address regional and local socio-economic issues as well as 

community members. Policy makers and these coalitions could work together to frame 

and understand the linkages among the issues that are most prevalent in their community, 

as well as to brainstorm reforms and other short and long term responses that leverage 

local assets, needs, and obstacles. 

2. Contextually embed high value educational opportunities that add on to the  

base that children bring with them to school. Data showed that children begin learning 

about and building a local understanding of the meaning and purpose of being an 

entrepreneur and doing entrepreneurship while growing up within their households. They 

bring a range of economic and socio-cultural learning experiences into the classroom. 

These experiences “carry pivotal meaning” (Flum and Kaplan, 2012, p. 241) in the lives 

of incoming students who are in the process of constructing their identities. Schooling 

includes factors that negatively and positively affect identity construction, and attending 

to the presence of these factors is critical because of how identity construction affects the 

ability to learn (Flum and Kaplan, 2012). Since schools are sites that embed identity 

formation as well as learning within a social context, entrepreneurship education 

initiatives should support students to build strong, positive conceptions of their learning 

about income generation from within the household. Teachers should further provide 

them with scaffolding to bridge these conceptions to the school’s curricular content and 

the local models of being an entrepreneur and doing entrepreneurship. This requires 

schools to build connections between families and school personnel, to prepare teachers 

to respond to the ever changing experiences of the students that enter their classroom 

each year, and to involve local actors outside the formal school system in making the 
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learning meaningful and applicable. While enacting these will require investment and 

training, they are achievable and commonly practiced by many independently run schools 

in other contexts around the world.  

3. Provide the necessary incubation to support graduates and enable them to 

implement what they have learned in school. Participants emphasized that students 

need support to analyze the relationship between the academic curriculum and their lived 

realities. They emphasized giving students the opportunity to build confidence and 

expertise in those areas where they feel they have talent and passion. In addition, provide 

safe facilities that have the tools for students to develop skillsets and gain more practice 

starting, managing and closing varied types of small-scale income generating activities. 

Finally, participants suggest equipping graduates with start up tools and/or additional 

support in order to apply their learning from the program more immediately.  

To do so, schools or programs should first consider the stage at which they aim to 

encourage entrepreneurship and deliver entrepreneurship training. For new and emerging 

graduates, entrepreneurship education may develop relationships with local equipment 

suppliers, financial institutions or resources that could award graduates with a ‘launch 

kit’. For example, one of the youngest male participants in my study, a local business 

owner with Form 3 education, was able to organize his five friends to receive a loan from 

the local branch of Foundation for International Community Assistance (FINCA). He 

used the loan to start his business when he could no longer pay his secondary school fees.  

Secondly, graduates and those already operating a business could be connected directly to 

mentors that work in local agencies that specialize in providing ongoing training and 

support to new business owners. These mentors could also facilitate relationships 

between the graduate and an existing, like-minded, business owner. Finally, 

entrepreneurship education programs might consider strategically cultivating alumni 

networks that encourage peer relationships and expand professional networks that build 

longitudinally. 

4. Invest in safe school institutions. This recommendation echoes the call of 

UNICEF (2006) to recognize that “schools must provide a safe and welcoming 

environment for girls and boys, which is free from the threat of violence” (p. 112).  The 
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school environment affects educational outcomes and therefore is an important element 

of any attempt to evaluate the impact of programs on young livelihoods. Foremost, 

learners need higher quality primary and secondary education experiences that take place 

in safe, highly monitored environments accountable to the national laws of all 

stakeholders (including those of external funders and intermediaries) as well as to 

international law. A range of concerns emerged from my data about how the educational 

setting will affect students learning entrepreneurship education. More basic concerns 

included ensuring that schools have clean water, safe physical facilities, safe relationships 

with school personnel, access to health care, and reliable communication and 

transportation mechanisms to directly connect students and families. Machinery and tools 

used to teach skills and prepare students for vocational employment need to embody 

basic safety precautions and safety gear needs to be supplied to reduce the risk of life 

changing injuries or death. Implementing entrepreneurship education, which stresses the 

role of self-confidence, risk taking, and generating profit, within low quality, low 

accountability educational contexts with high incidents of sexual abuse and violation 

against students may lead to unintended consequences and increase gender inequity.  

Today, decentralization, lack of funding and a proliferation of private school options 

have led to a large vacuum in monitoring and accountability. Children may live far from 

their families without a familiar community of support and without the resources to 

contact or return home. In some cases, the most socially and economically vulnerable 

youth are gathered together in one place to receive instruction from teachers with varying 

levels of preparation and questionable ethics. To protect the rights of these students, 

private and government schools need national and international oversight and 

accountability to local government, national laws and international agreements.  

5. Invest in teachers and school personnel as leaders and role-models for 

students. High quality educational experiences become meaningful when learners build 

relationships with well-trained, professionally supported, sufficiently compensated, and 

otherwise demonstrably valued school administrators and teachers who have intentionally 

selected a career in education. In Tanzania, becoming a teacher in a government school 

requires that graduates of secondary school either enroll in a two year Diploma Course in 
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Education that qualifies graduates to teach in Ordinary Level Secondary Schools, or, if 

they pass the Advanced Certificate Secondary Education Examinations, pursue a three-

year degree in Education at a university. If they accomplish the latter, they are also able 

to teach in a secondary school at the advanced level. The Ministry of Education and 

Vocational Training posts graduates to their first positions in a government school.  

However the current teacher shortage in Tanzania, as well as the numerous options to 

teach at schools that are not solely operated by the government, has created multiple 

pathways to working as a teacher in a classroom. In my study, for example, private 

school teachers had none of the following preparation prior to their employment: 

coursework, a degree in education or government certified teacher training.  

Sumra and Rajani (2006), two Tanzanian scholars writing on behalf of 

HakiElimu, argue that “the most important thing in education is the interaction between 

motivated, competent teachers and their students” (p. 4). They advocate that for teachers 

to be at the center of a “transformation” in the education system. 

Violence, gender discrimination, and at times abuse continue to take place 
regularly. Yet these same schools have many teachers that appear qualified on 
paper, and may pass school inspections that fail to capture these sorts of concerns. 
Overall, therefore, there is an urgent need to strengthen the standards of teaching 
in both primary and secondary schools, and to bring back (as we say in Tanzania) 
the respect of the profession….  

 (Sumra and Rajani, 2006, p. 4) 

 In the case of entrepreneurship education, it is important to consider that many 

private and public school teachers receive vastly different preparation, benefits, and 

compensation. It is particularly important to consider that private actors who offer 

schooling options and choose to implement entrepreneurship education may do so to 

leverage development funding without adequately considering the implications for the 

required material resources and the hiring and preparation of teachers. Sumra and Rajani 

(2006) make this recommendation as part of a broader coordination among the different 

elements essential to quality education. 

6. Create crossover pathways and multiple entry points between the 

academic and vocational education systems. At present in Tanzania, results from the 
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primary leaver graduate exam determine whether the student has the opportunity to enroll 

and attend a government secondary school. The second level of education begins with 

Ordinary Level secondary education, which lasts four years and moves students through 

Form 1-4. Instruction and assessments are delivered in English. This process includes 

yearly and biyearly examinations. Passing the Form 4 exam allows students to pursue 

Advanced Level secondary education, which lasts two years and moves students through 

Form 5 and 6. At any point after graduating primary school, students may choose to 

enroll in vocational education. 

Basic numeracy and literacy acquisition remain a major problem in sub-Saharan 

Africa, and this lack of quality primary education affects learners as they progress 

through these stages of schooling. UNESCO (2012) highlights the importance and 

demand for young people to have multiple opportunities to build these foundational 

skills. To extend this argument, my research shows that graduates and early leavers of 

primary or secondary school need opportunities to hone different skills at different times. 

Failing to pass the examinations in secondary school, and/or choosing to enter a 

vocational school, should not permanently bar learners from returning to complete their 

formal academic schooling. Conversely, pursuing formal academic schooling should not 

preclude additional specialized training as an alternative to tertiary education. Research 

shows that students who complete academic education attain overall higher income levels 

(Kahyarara and Teal, 2008). Underlying these data is the problem that learners may 

receive varying levels of academic education before leaving to enroll in vocational 

education, so although it might be more beneficial in the long run in terms of income 

earnings, they do not return to opportunities to complete their academic education 

(Kahyarara and Teal, 2008). Given the uncertainty of their socioeconomic context, it is 

important to remove the financial and examination barriers to support learners to enter, 

leave, and reenter the system according to the demands of their circumstances, interests, 

and development. 

For example, according to UNESCO (2012), early school leavers in The 

Netherlands are able to return to school on a rolling basis throughout the academic year. 

In addition, the government has invested in multiple alternative educational options 
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geared directly at responding both to the needs of learners who make the choice to drop 

out as well as those who are unable to meet the minimum performance levels at their 

former institution.  

The use of mobile technology may also provide young people who had reason to 

leave school with access to the opportunity to continue pursuing education and/or to 

retake qualifying examinations. Investing in these forms of learning, combined with the 

opportunity to reenroll without penalty, may encourage students who have experienced 

failure in schools or needed to pursue alternative pathways the option to persist and 

potentially overcome short term challenges.  

7. Address the lack of accountability in privatized education. Recently under 

the promise of poverty alleviation, private actors have received international funding to 

provide educational opportunities to socially and economically vulnerable youth. This 

has resulted in a proliferation of nonformal and formal education options, all of which 

depend to lesser and greater degrees on local actors for operation, management, 

leadership and delivering instruction. Reforms that encourage privatization have legal 

ramifications that must be considered within the country context (Belfield and Levin, 

2002).   

The literature on privatization in Tanzania has focused mainly on two issues: the 

extent to which it has provided additional schooling opportunities for students who were 

unable to gain access to a government school and how these opportunities have 

exacerbated other factors leading to increased inequity and social stratification. One 

important issue has hitherto remained largely overlooked: the lack of sufficient 

accountability and the existence of conflicts of interests for private initiatives, many of 

which may be operated by third party organizations external to Tanzania, may or may not 

implement evaluation and assessment mechanisms, and have temporary, international 

funding based on grants or awards.  As Heyneman (2010) points out, the increasingly 

ubiquitous role of NGOs in national education development can be problematic: 

Sometimes these are driven by a genuine sense of altruism and sacrifice. But they 
also can operate without accountability to local political structures and 
institutional interests. Local officials are sometimes treated as an encumbrance. 
Far-away donors are treated as though they were the clients. (p. 520) 
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Steiner-Khamsi (2004) provides a useful analysis of the strong incentives for 

international organizations to invest in private educational initiatives that are helpful to 

consider before approaching methods for accountability. To begin with, high profile 

funding and recognition rewards organizations for exporting ‘best practice’ models, 

materials, consultants, and other personnel. This means that it may be more important for 

the projects to be accountable to external donors or other invested actors than accountable 

to the intended beneficiaries. It is also more economical for an international organization 

to assign the design, supervision and evaluation of a program to those in headquarters or 

institutions far from the field where the resources are plentiful and efficient while relying 

on local staff for implementation and to produce results.  Yet dividing this labor may 

create conflicts of interest when there are serious flaws in a well-funded program that will 

benefit multiple actors - but have little impact, negative impact, or unintended 

consequences for the intended beneficiaries. Particularly under conditions of intense 

competition for funding and in regions of high unemployment, international actors and 

local employees may be unlikely to report serious concerns about the program. Funding 

of education programs must be accompanied by impartial third party institutions of 

monitoring and accountability that deeply understand the educational setting within 

which the program will be implemented, and that are accountable to the intended 

beneficiaries as well as international agreements.  

According to the EFA Global Monitoring Report published by UNESCO (2012), 

it is difficult to gauge the impact of private initiatives because of their tendency to 

overstate a positive impact without having conducted rigorous research to support claims. 

Such claims serve the interests of the private actors but not necessarily those of the 

intended beneficiaries.  Nonetheless, such publications may be picked up and used in the 

literature to argue for policy reform even when their results have not been properly 

evaluated and lack community input and feedback. 

The engagement of some corporations in Education For All activities gives them 
an opportunity to influence public policy in ways that may benefit their business 
interests. While this can be beneficial to education, their interventions should be 
scrutinized as closely as those of aid donors.  

(UNESCO, 2012, p. 12).   
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UNESCO recommends that such efforts should be motivated by the needs 

identified by the country and follow the lead of the national government. A second 

recommendation is to establish larger pooled funding mechanisms to which private 

organizations contribute. The third recommendation is to require private actors to have 

greater transparency of information about their multiple interests and commitments to 

other interests. This allows for increased scrutiny of potential conflicts between business 

interests and EFA objectives.   

My experience in the field is consistent with these recommendations. Private 

actors who design and implement initiatives funded, promoted, executed and evaluated 

by external actors also need to have a greater system of accountability to the intended 

beneficiaries, national and international governance, and a diverse range of stakeholders 

within the education sector. International agencies are in a position to insure this 

accountability for schools funded and operated by international and national actors, and 

some may argue that there is a moral obligation for them to do so, given that this issue 

has been ignored by the call for increased public-private partnerships in education.  

8. Approach educational policy making as contingent upon other sectors in 

society, such as agriculture and health, so that the challenges are more deeply 

understood and solutions address the needs of the intended beneficiaries. Access to 

quality education is contingent upon multiple factors that affect the educational setting. 

This study illuminates the importance of considering what support, services and 

protection educational policies might include to ensure that families that rely on 

agriculture for their livelihoods are able to cover school expenses. Data also shows that 

students need health care during their educational experiences, and depend on the school 

institution to do so. Educational policies that aim to ensure quality education must 

account for the lived experience of families and children beyond the building they will 

learn in, the material resources they will use, and the delivery of the curricula.  
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III. Directions for future research that flow from the limitations of this study 

Important areas for future research on the phenomena of the entrepreneur and 

entrepreneurship, and the role of entrepreneurship education in formal schooling, emerge 

from this study. One area of recommended research explores how to support young 

people in their pursuit of valued livelihoods. A key question is whether labeling the 

experience of being an entrepreneur and doing entrepreneurship as a profession will be 

perceived as a valuable investment of educational resources to students in the long term, 

especially in low resource settings, where such income generation (in various forms) is 

common and formal employment is highly desirable. If potential employers and investors 

within such settings do honor these experiences for how they translate into the workplace, 

what certification or processes of legitimation (other than a secondary school certificate) 

would translate skills and abilities gained from income generation into accreditation for 

the employee? How would such processes affect socioeconomic and gender equity issues 

in the work place? 

A second area of recommended research is how educational policy is integrated into 

other sectors. What are the major issues, such as climate change and privatization of land, 

facing farming families and what are the implications for the provision of education? 

What is currently understood about policies in which educational issues intersect with 

health issues, such as the Law of the Child (2009), at the local school institution level? 

How are such policies upheld? 

Third, more research is necessary on the gendered factors that influence the process 

of a female or male starting income generating activities, the difference in how the term 

is applied for females and males, and how these factors shape perceptions about female 

and male entrepreneurs. A deeper understanding of these gender inequities will have 

important implications for entrepreneurship education. More research would provide 

insight on the gendered factors that influence the process of a woman or man starting 

income generating activities and how these factors shape perceptions about female and 

male entrepreneurs. Such an analysis could investigate whether the implications of self 

identifying as an entrepreneur or undertaking entrepreneurship differ for men and 

women. In addition, such studies could inform the design of entrepreneurship education 
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to include more equitable support and foster equitable benefits for female and male 

students. It clear the role that entrepreneurship education will play in gender equity is 

contextually embedded. More must be understood about how the phenomenon of 

entrepreneurship means different things when applied to a man than when applied to a 

woman, and how the benefits of self-identifying as an entrepreneur and entrepreneurship 

are different for a man than for a woman. 

Finally, extending the research in this thesis could involve changing the sample to 

consider different participant groups, increasing the sample size, and doing a comparative 

study in different locations or countries. A different participant sample may better reflect 

how multiple livelihoods are entwined within the context. Secondly and relatedly, a 

larger sample size would have allowed for the selection of a broader and more equal 

range of male and female teachers with varying levels of teacher training, educational 

attainment, and experiences running a business. More male and female caregiver 

participants could include those who were formally employed or pursued livelihoods 

other than farming, who lived in polygamous as well as monogamous marriages, and 

those with different levels of educational attainment. An expanded group of male and 

female local business owners would ensure a balance of the types of businesses, of those 

who had and had not experienced entrepreneurship education or business training, and 

explored differences among those who ran solo operations, who ran collaborative family 

operated businesses, who welcomed apprenticeships, and who informally, contractually 

or formally hired employees. A comparison among urban, semi-urban, semi-rural and 

rural sites would illuminate how issues such as mobility, globalization, infrastructure and 

access to technology affect the phenomena of being an entrepreneur and doing 

entrepreneurship in this context, as well as have major implications for entrepreneurship 

education.  
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IV. Concluding thoughts 
 

This dissertation began with an introduction of entrepreneurship education as an 

intervention popular in sub-Saharan Africa, because it is believed to address youth 

employment issues, low quality formal education systems that are mismatched with the 

local labor market, and intergenerational poverty. This widespread support within 

international development institutions for entrepreneurship education exists at the same 

time as there is increasing pressure placed on aid dependent governments to take action in 

the face of urgent regional challenges. With youth populations rapidly rising, these 

governments are struggling to make educational policy reforms that are approvable by the 

international donor community and that will target and improve young livelihoods. 

Yet this approach fails to recognize that the phenomena of the entrepreneur and 

entrepreneurship are embedded within historical and sociocultural contexts. The 

theoretical underpinnings of entrepreneurship education are rooted in neoliberalism, 

which places primacy on the individual’s maximal participation in the marketplace as a 

means for achieving universally desirable socio-economic outcomes. The assumptions 

made by international development and academic discourse about the entrepreneur, 

entrepreneurship, and the outcomes of entrepreneurship education cannot be 

universalized and therefore must be reconsidered when considering the outcomes of 

entrepreneurship education in any context, especially those with failing education 

systems that already host a multitude of locally owned and operated businesses. This is 

particularly the case in Tanzania, a country founded on the principles of African 

socialism and having a long history of tension in policy making driven by two competing 

agendas: socialism and capitalism.  

My study showed that the majority of key stakeholders of entrepreneurship 

education, namely caregivers, teachers and local business owners, already self-identify as 

entrepreneurs despite a lack of formal ‘entrepreneurship education’. They referenced 

examples from their lived experiences to illustrate what the phenomena of the 

entrepreneur and entrepreneurship meant within the context. In important ways, this 

meaning contrasted with the standardized archetypes and highest valued level of 
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entrepreneurship in international development and academic discourse. Consequently, the 

expected outcomes of entrepreneurship education also do not align.  

The historical context of the educational setting affected how the entrepreneur and 

entrepreneurship derived meaning for participants. This was particularly pronounced for 

participants that recalled and placed importance on their early experiences at a school that 

implemented Education for Self Reliance. These participants emphasized that being an 

entrepreneur meant being responsible and trustworthy, and doing entrepreneurship 

enabled them to provide economic stability at home through hard work. The purpose of 

this income generation was to provide for dependents, which fulfills a crucial aspect of 

alleviating poverty. The social processes of engaging in contextually embedded 

relationships were critical to being an entrepreneur and doing entrepreneurship, including 

those cultivated with family members, extended relational networks, peers, community 

members, customers, and other business persons. On the other hand, those participants 

that had not had such experience with Education for Self Reliance described the 

entrepreneur as one who was a risk taker, creative, opportunistic and determined. 

Relationships with others were more strongly directed by how to tap resources for the 

business, and the entrepreneur was less defined by how he or she provided for relational 

networks. Yet regardless of participant experiences with this policy, participants 

communicated their feelings of suspicion when they encountered the term ‘entrepreneur’ 

and ‘entrepreneurship’. They expressed skepticism about how entrepreneurship education 

would add value to government or private secondary schooling within the current 

educational setting, citing a variety of disincentives: the opportunity costs and risks of 

accessing and experiencing schooling, the low quality of educational opportunities, and 

the lack of relevance for future livelihoods.  

Sociocultural priorities for doing entrepreneurship were paramount for my 

participants. Profit was used to cover daily expenses as well as to strengthen the financial 

stability of the interdependent extended relational networks. Operating a business within 

this context of uncertainty meant that to be an entrepreneur was to respond to the constant 

and unpredictable change of the local economy. Doing entrepreneurship was a 

respectable and valuable alternative to staying ‘idle’ or to deciding not to pursue 
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additional education. In this context, these phenomena meant to “live well with however 

life faces you”.  

Finally, this research is insightful for how gender intersects with these phenomena 

within the local context. The gendered experiences and social processes that affect the 

meaning of the entrepreneur and entrepreneurship for males and females begin at birth. 

The relationships and responsibilities of caregiving within the household are gendered, as 

is the process and status of marriage. These factors affect the reasons for which males and 

females self-identify as entrepreneurs and do entrepreneurship. The process of accessing 

and experiencing formal schooling is gendered, including a range of opportunity costs 

and risks that affect males and females differently. These factors mediate the instruction 

on entrepreneurship and have important implications for being able to assess the 

outcomes of entrepreneurship education. Male entrepreneurship and female 

entrepreneurship appear to have different meanings and purposes, and males who self 

identify as entrepreneurs do so for different reasons and use different indicators than 

females. While self-identifying as an entrepreneur and doing entrepreneurship may 

benefit males because of these local understandings, it may not have the same benefits for 

females. It is not yet known how these issues, and others yet to be identified, affect the 

outcomes of entrepreneurship education for males differently than females.  

My final eight recommendations flow from these research findings. I emphasize 

that prior to funding new curricular initiatives such as entrepreneurship education, it is 

essential to address the current opportunity costs and risks of schooling. To ignore these 

issues means that additional resources will be invested and distributed to those already 

able to leverage quality educational opportunities while ignoring the obstacles that face 

the least advantaged populations. Relatedly, schools must become safe institutions for 

learning. Learning does not start nor end within the borders of the classroom or school 

grounds; rather it is a continuous endeavor for children who arrive at formal education as 

part of a web of interrelated networks. Leverage the experiences, skills, and knowledge 

that they bring by investing in teachers, school personnel, and leadership that are 

prepared to provide quality, safe educational experiences. Support graduates with the 

skillsets, resources, tools and local network that will increase the likelihood they will be 
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able to apply their learning within the context to pursue their desired livelihoods. This 

requires a heightened accountability for both government and private education, 

particularly given the recent push for more privatization of the educational sector. Private 

initiatives operate in a vacuum of accountability to local beneficiaries. While funding and 

recognition opportunities for developing, researching, and scaling up ‘best practices’ 

within the international development community are abundant for implementing actors 

and many stakeholders, there has been no complementary growth of impartial protective 

mechanisms (legal and otherwise) for some of the world’s most socially and 

economically vulnerable populations.  

 My hope is that these recommendations may significantly influence the efforts of 

those who are committed to improving access to quality educational opportunities in sub-

Saharan Africa. Tanzania’s economy is currently touted as having one of the highest 

growth rates in Africa, yet at the same time it is widely recognized that the benefits of 

this reported growth have not led to widespread poverty reduction – especially for rural 

households (United Republic of Tanzania, 2012; UNESCO, 2014). Entrepreneurship 

education has clearly become an important initiative that may play a key role in this 

struggle, but it must be considered against the backdrop of the existing educational and 

economic setting, and the historical, social, and gendered contexts. Such interventions 

can improve responsiveness and accountability to the intended beneficiaries by carefully 

and systematically attending to the discontinuity between local understandings of the 

entrepreneur and entrepreneurship, and expectations of entrepreneurship education, on 

the one hand; and international development and academic discourse about the outcomes 

of entrepreneurship education on the other. 
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Appendix 
 

Interview Instrument – Caregivers 
Local constructions of entrepreneurship and  

the enactment of entrepreneurship education in Tanzania 
 

You are invited to be in a research study of local constructions of entrepreneurship and the 
adaptation and implementation of entrepreneurship education in Tanzania. You were selected as a 
possible participant because you are a caregiver to a student at the Njombe school. 
 
The purpose of this study is to investigate the local understanding of entrepreneurship and how 
key local actors, such as teachers, shape the adaptation and implementation of entrepreneurship 
education to this context in Tanzania. My research questions ask: 

1) How do local actors understand entrepreneurship? 
2) How do key implementing actors shape the adaptation and implementation of 

entrepreneurship education at the Njombe school? 
 
Can you share with me, in your own words, what the purpose of this interview is? 
 
Procedures 

• Voluntary and open exchange: Participation in this study is voluntary. You can ask 
questions at any time during the interview, and you can decide if at any time you do not 
want to continue the interview.  
 

• One hour time frame. Participation in the interview that will last no longer than 1 hour.  
 

• The record:  In order to record your word for word explanations and ideas and be able to 
refer to them to improve translation, the interview will be audiotaped and then 
transcribed. You will have control over the recorder during the interview, and can pause 
or stop the recording at any time. 

 
• Limitation: There are no right or wrong answers to any of the interview questions. I am 

only asking for your opinions and thoughts. This is not a test or exam. This aim of this 
interview is to understand your perspective, and it is limited to this conversation 
exploring your perceptions and experience. 

 
• Follow up: You will have the opportunity to review the transcript. You will have the 

option to decide what content remains part of the interview. You will have the 
opportunity to provide your feedback and clarification. 

 
• Confidentiality: I promise that I will protect your identity and not share your name with 

anyone. Your opinions, thoughts, perceptions, experiences will remain confidential. No 
part of this interview will be attributed to an individual, but will be combined with the 
opinions, thoughts, perceptions, experiences of other participants in the study.  

 
Can you share with me how you might ask questions? 
What will you do if you no longer wish to participate? 
Are you comfortable audio-tape recording this interview? 
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Start the recording – show the interviewee how to use the recorder. 
May I continue with this interview? 
 
Before beginning: 
Thank the interviewee again and explain that the interview will have four sections and  
The interview will begin by asking about your life in Njombe. The second section will ask 
about your opinions regarding entrepreneurship education at Njombe school. The third 
section will explore your experience with teachers and their role in teaching 
entrepreneurship education. The final section investigates the value of entrepreneurship 
education in this context. 
 
Interview Begins 
If you are ready, then let us begin together. 
 
I. Introduction 

This section will ask you a little bit of background information. 
 
1) How did you come to live in Njombe? 

 
2) Tell me about your family. 

 
3) What was your first language? 

 
4) Do you own land / farming land / animals / a garden? 

Probe: What do you plant? What animals do you raise? 
 

5) How far have you gone in your education? 
Probe: What has been your experience with Education for Self Reliance / EKA? 

 
6) Can you share your activities that provide you with income? 

 
7) Suppose something happened at home, and you needed to borrow money. What 

would you do? 

 

8) Have you ever saved money without other people knowing that you were 
saving it? Why or why not? 

 
9) Do you have experience with entrepreneurship and/or entrepreneurship 

education? 
 
II. Entrepreneurship Education at Njombe 

This section will ask you about your opinions of entrepreneurship education at Njombe. 
 

1) Kindly share why you wanted your child to go to the Njombe school. 
a. Probe: What do you hope your child learns how to do as a result of being 

taught entrepreneurship education at secondary school? 
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2) Tell me about your relationship and forms of communication with the Njombe 

school. 
 

3) When you consider the Njombe school, what do you consider as most important 
about this education for your child / for the students? 

 
4) When your child finishes Njombe school, what do you anticipate they will be able to 

do? 
 
III. Teachers of Entrepreneurship Education 

This section will ask you about teachers of entrepreneurship education. 
 

1) What has been your experience with teachers in school and their role in the 
classroom? 

 
2) Describe for me how you see the role of a teacher teaching students for self 

employment. 
 

3) Tell me about what you would want the teachers to know what your child did 
prior to enrolling in secondary education in Njombe? 

 
4) How would you know that your child had developed self confidence? 

Leadership? Was a risk taker? 
 

 
 
IV. Entrepreneurship.  

This section will ask about your understanding of entrepreneurship and your perspective 
of the value of entrepreneurship education. 

 
1) Describe what an entrepreneur means to you, and kindly share an example of one if 

you have one in mind. 
Probe: Do you consider yourself to be an ‘entrepreneur’? Why or why not? 

 
1) Can anyone become an entrepreneur, or are there particular qualities or 

characteristics that you believe are required to pursue entrepreneurship?  
 

2) If I came to you for advice for my child on whether and how to support their 
secondary education (VETA, formal employment, academic secondary), what would 
you tell me and why? 

 
 
V. Conclusion 

This is the final section. You have the opportunity to share any information that you 
would think is important and to ask any questions. Please be free to do so now. 
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Interview Instrument – Local Small Business Persons 

Local constructions of entrepreneurship and  
the enactment of entrepreneurship education in Tanzania 

 
You are invited to be in a research study of local constructions of entrepreneurship and the 
adaptation and implementation of entrepreneurship education in Tanzania. You were selected as a 
possible participant because you are a local small business person in Njombe, Tanzania. 
 
The purpose of this study is to investigate the local understanding of entrepreneurship and how 
key local actors, such as teachers, shape the adaptation and implementation of entrepreneurship 
education to this context in Tanzania. My research questions ask: 

3) How do local actors understand entrepreneurship? 
4) How do key implementing actors shape the adaptation and implementation of 

entrepreneurship education at the Njombe school? 
 
Can you share with me, in your own words, what the purpose of this interview is? 
 
Procedures 

• Voluntary and open exchange: Participation in this study is voluntary. You can ask 
questions at any time during the interview, and you can decide if at any time you do not 
want to continue the interview.  
 

• One hour time frame. Participation in the interview that will last no longer than one 
hour.  
 

• The record:  In order to record your word for word explanations and ideas and be able to 
refer to them to improve translation, the interview will be audiotaped and then 
transcribed. You will have control over the recorder during the interview, and can pause 
or stop the recording at any time. 
 

• Limitation: There are no right or wrong answers to any of the interview questions. I am 
only asking for your opinions and thoughts. This is not a test or exam. This aim of this 
interview is to understand your perspective, and it is limited to this conversation 
exploring your perceptions and experience. 

 
• Follow up: You will have the opportunity to review the transcript. You will have the 

option to decide what content remains part of the interview. You will have the 
opportunity to provide your feedback and clarification. 

 
• Confidentiality: I promise that I will protect your identity and not share your name with 

anyone. Your opinions, thoughts, perceptions, experiences will remain confidential. No 
part of this interview will be attributed to an individual, but will be combined with the 
opinions, thoughts, perceptions, experiences of other participants in the study.  

 
Can you share with me how you might ask questions? 
What will you do if you no longer wish to participate? 
Are you comfortable audio-tape recording this interview? 
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Start the recording – show the interviewee how to use the recorder. 
May I continue with this interview? 
 
Before beginning: 
Thank you again. The interview will have four sections. The interview will begin by asking 
about how you came to live and work in Njombe. The second section will ask about the 
experiences that you have had with business and entrepreneurship. The third section will 
explore your opinions about the purpose of entrepreneurship education and the role of 
teachers in teaching entrepreneurship education. The final section investigates the value of 
entrepreneurship education in this context. 
 
Interview Begins. If you are ready, then let us begin together. 
VI. Introduction 

This section will ask you a little bit of background information. 
 
10) How did you come to live in Njombe? 

 
11) Tell me about your family. 

 

12) What was your first language? 

 

13) How far have you gone in your education?  

Probe: Can you share your previous experience with education for formal  
Employment / self employment / entrepreneurship education? 

 

14) Can you share how you came to be a small business person in Njombe? 
 
Why did you choose to open this type of business? 

 

15) Would you take advantage of a loan to expand your business?  
Probe: If not, why not? If so, what would you expand upon first? 

 

16) Suppose something happened to the business, and you needed to borrow 
money. What would you do? 

 

17) What would you say are the two biggest obstacles in your business? Why are 
they difficult to overcome? 

 

18) When you make a profit, who uses the extra earnings? What do they do with it? 
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19) Have you ever saved money without other people knowing that you were 
saving it? Why or why not? 

 
VII. Purpose of implementing entrepreneurship education at secondary school.  

This section will ask you about your opinions regarding the purpose of implementing the 
entrepreneurship education model at the Njombe school. 

 
2) Kindly share your opinion about teaching entrepreneurship as part of the secondary 

school education in Njombe. 
 

3) Do you see yourself playing a role in this self employment education?  
 

4) What value do you see in entrepreneurship education for students in Njombe?  
a. Probe: Is this value and your reasons the same for males and female 

students?  
 

VIII. Entrepreneurship. This section will ask about your understanding of entrepreneurship 
and the value of entrepreneurship education in this context. 
 
3) Describe what an entrepreneur means to you, and kindly share an example of one if 

you have one in mind. 
Probe: Do you consider yourself to be an ‘entrepreneur’? Why or why not? 
 

2) If I came to you for advice about starting a business, what advice would you give as to 
the risks / rewards / costs of going into business? 

 
5) Can anyone become an entrepreneur, or are there particular qualities or 

characteristics that you believe are required to pursue entrepreneurship?  
 

6) What is your perspective on the different forms of education for youth (self 
employment, academic secondary, VETA). What do you support most for young 
people in secondary school and why? 

 
IX. Conclusion 

This is the final section. You have the opportunity to share any information that you 
would think is important and to ask any questions. Please be free to do so now. 
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Interview Instrument – School Personnel and Teachers 

Local constructions of entrepreneurship and  
the enactment of entrepreneurship education in Tanzania 

 
You are invited to be in a research study of local constructions of entrepreneurship and the 
adaptation and implementation of entrepreneurship education in Tanzania. You were selected as a 
possible participant because of your involvement at the Njombe school and because you deliver 
entrepreneurship education.  
 
The purpose of this study is to investigate the local understanding of entrepreneurship and how 
key local actors, such as teachers, shape the adaptation and implementation of entrepreneurship 
education to this context in Tanzania. My research questions ask: 

5) How do local actors understand entrepreneurship? 
6) How do key implementing actors shape the adaptation and implementation of 

entrepreneurship education at the Njombe school? 
 
Can you share with me, in your own words, what the purpose of this interview is? 
 
Procedures 

• Voluntary and open exchange: Participation in this study is voluntary. You can ask 
questions at any time during the interview, and you can decide if at any time you do not 
want to continue the interview.  
 

• One hour time frame. Participation in the interview that will last no longer than one 
hour.  
 

• The record:  I will audio tape the interview and later type up the conversation. 
 

• Limitation: There are no right or wrong answers to any of the interview questions. I am 
only asking for your opinions and thoughts. This is not a test or exam. This aim of this 
interview is to understand your perspective, and it is limited to this conversation 
exploring your perceptions and experience. 

 
• Follow up: You will have the opportunity to review the transcript. You will have the 

option to decide what content remains part of the interview. You will have the 
opportunity to provide your feedback and clarification. 

 
• Confidentiality: I promise that I will protect your identity and not share your name with 

anyone. Your opinions, thoughts, perceptions, experiences will remain confidential. No 
part of this interview will be attributed to an individual, but will be combined with the 
opinions, thoughts, perceptions, experiences of other participants in the study.  

 
Can you share with me how you might ask questions? 
What will you do if you no longer wish to participate? 
Are you comfortable audio-tape recording this interview? 
May I continue with this interview? 
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Before beginning: 
Thank the interviewee again and explain that the interview will have four sections.  
The interview will begin by asking about how you came to live and work in Njombe. The 
second section will ask about the experiences that you have had with business and 
entrepreneurship. The third section will explore your opinions about the purpose of 
entrepreneurship education and the role of teachers in teaching entrepreneurship 
education. The final section investigates the value of entrepreneurship education in this 
context. 
 
Interview Begins 
If you are ready, then let us begin together. 
 
X. Introduction 

This section will ask you a little bit of background information. 
 
20) How did you come to live in Njombe? 

 
21) Tell me about your family. 

 
22) What was your first language? 

 
23) How far have you gone in your education? 

 
24) Can you share your activities that provide you with income? 

 
Probe: Do you have business and / or self employment experience? 

 
8) Do you have experience with entrepreneurship and/or entrepreneurship 
education?  

 
 

XI. Purpose of implementing entrepreneurship education at secondary school.  
This section will ask you about your experience as a teacher and your opinions regarding 
the purpose of implementing the entrepreneurship education model at the Njombe school. 
 

7) How did you come to be a teacher? 
 

8) When you consider the Njombe school, what do you consider as most important 
about this education for the students? 

 
9) Describe what you hope students are able to do as a result of this education. 

 
 
XII. Experience with teachers and learning. 

This section will ask you about your opinions regarding the role of teachers in designing 
the learning experience. 
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5) How do you see the role you play in entrepreneurship education at Njombe 
school. What have you done to prepare for this role? 
 

6) Tell me about what you know of students’ experiences prior to enrolling in the 
Njombe school. 

 
7) What communication do you have with parents of participating students? 

 
XIII. Entrepreneurship.  

This section will ask about your understanding of entrepreneurship and the value of 
entrepreneurship education in this context. 
 
1) Describe what an entrepreneur means to you, and kindly share an example of one if 

you have one in mind. 
 

2) Tell me about local options to earn money. What leads one to make a decision to 
pursue one of these options? 

 
3) What value do you see in entrepreneurship education for students at the Njombe 

school?  
a. Probe: Have you seen this to be of equal value for males and female 

students? 
 

4) What do you think is required to pursue entrepreneurship?  
 

5) What is your perspective on the education for formal employment vs. education for 
self employment. What do you support most for young people in secondary school 
and why? 

 
 
XIV. Conclusion 

This is the final section. You have the opportunity to share any information that you 
would think is important and to ask any questions. Please be free to do so now. 
 

 
 

 

 

 
 

 

 

 


