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Introduction – Towards the practical but 
theory-driven approach in entrepreneurship 
education 

Learning is an eternal part of human life ensuring progress and devel-
opment of individuals and any forms of their organization. It is a natural 
process that happens beyond any limits, set by time, place or structure, 
but essential for individuals to confront with the world. The most insti-
tutionalized form of learning is education. As Usher and Edwards (1994, 
p.4) wrote, it is the most important way we relate to the world, to the way 
we experience, understand and attempt to change the world and to the ways 
in which we understand ourselves and our relations with others. 

However, different epochs or even decades bring new focus and new 
challenges, achieving which are expected by society and thus have to be 
learned. Education follows the needs of society, discovers its demands 
and, due to its performativity, prepares to deliver them. The question is: 
what is desired now? and how to make it happen? Among the most dis-
cussed and required competencies of today are the entrepreneurial ones. 
This view is shared by most of international institutions such as European 
Commission or the Organisation for Economic Co-operation and Devel-
opment (OECD), educational institutions, entrepreneurship researchers 
and practitioners. Entrepreneurial competences are debated on all levels. 
Individuals aim to be entrepreneurial, companies and organizations want 
to be entrepreneurial, as well as governments, institutions, cities, regions 
or countries. Entrepreneurship is seen as a very positive force and the 
context of entrepreneurship is getting wider, much beyond traditional 
connotation of a small business and merely setting up a business. En-
trepreneurial attitudes and values are supposed to lead to economic and 
social growth, innovation, job creation and sustainability. They are also 
regarded as a source of self-satisfaction and self-realization for ambitious 

http://dx.doi.org/10.18778/8088-043-6.01 

… how far superior an education that stresses independent action and personal responsibility 
is to one that relies on drill, external authority and ambition …

Albert Einstein
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and conscious individuals who make their dreamed venture creations 
happen. More recently, entrepreneurial processes started to be investigat-
ed from the learning perspective and entrepreneurial learning understood 
as a problem solving process centred on the acquisition, storage and use of 
entrepreneurial knowledge in long term memory (Rae and Carswell, 2001, 
p. 221). Companies and organizations are perceived as learning systems 
and entrepreneurial learning as an essential process to ensure individu-
als and companies’ progress. In a natural way entrepreneurship becomes 
the zeitgeist. The role and the challenge of the research is then to under-
stand better the complexity and dynamics of the entrepreneurial learning 
processes in order to support and enhance any form of entrepreneurial 
activity that brings value to the society and its members. The cult and 
cultivation of entrepreneurship results in interest and need for a sound 
and effective entrepreneurship education.

The premise of this monograph is that entrepreneurship education is 
above all the applied discipline, which serves societies and economies in 
a variety of ways by supporting individuals in becoming socially aware, 
proactive and reflective citizens realizing their ideas leading to their venture 
creations accomplishment and self-fulfilment. In this vein, to learn entre-
preneurship means to participate consciously in meaningful entrepreneurial 
practices as much as it is possible at a particular level of education and life 
stage. Teaching entrepreneurship means to expose learners to situations 
where they can gain numerous different experiences, develop their ana-
lytical and reflective skills, build their self-efficacy and confidence, as well 
as for creating a supportive environment where they can obtain business 
knowledge, and form creative teams and networks. The applied profile of 
entrepreneurship education goes together with its social utility. Entrepre-
neurship education encourages learners to take entrepreneurial actions and 
stimulates their entrepreneurial thinking. Participating actively and con-
sciously in economic and social reality gives some sense to the learner and 
brings back benefits also to other society members.

This practical approach naturally sheds the light into the concept of ac-
tion and experience-based entrepreneurial learning. However, actions per 
se, in the sense of just doing or accomplishing something, are not enough. 
As it will be argued, they should be accompanied with reflective thinking 
to realize their potential and result in entrepreneurial knowledge creation. 
This means that actions need to be followed by powerful reflections ena-
bling learning to become deeper and sense-full, and resulting in both in-
dividual and collective development. Actions should also respect moral or 
ethical code and not harm any element of the entrepreneurial ecosystem, 
both in its social and economic dimensions. Setting up a new business and 
implementing new innovations are only desired when the entrepreneur 
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is able to take responsibility for their consequences. Therefore entrepre-
neurship education should focus on learning through thoughtful, con-
scious and responsible doing. This is the guiding principle underpinning 
the theoretical choices and directing the discussions on entrepreneurship 
education in this monograph.

In consequence, in this monograph the importance of two concepts is 
claimed to be important in entrepreneurship education theory and prac-
tice. These two concepts are entrepreneurial experience and entrepreneurial 
responsibility. They both have a potential to enrich the discussion on en-
trepreneurial learning and enrich teaching practice. The choice of expe-
rience and responsibility as the important elements of entrepreneurship 
education and entrepreneurial learning is a consequence of reflections af-
ter reading the classic educative and philosophical and educative writings 
of Dewey, Freire, Revans, Mezirow, Jarvis, Kolb, Bandura, Zimmerman, 
and many others, as well as investigating the state of the art in entrepre-
neurship education field. 

Surprisingly, both responsibility and experience are not sufficiently 
present in the discussion on how and why to learn and teach entrepre-
neurship. Although the value of experience is broadly recognized in en-
trepreneurship education, as it will be explained later, it is often misinter-
preted or understood in too narrow or simplistic way, and the agenda of 
how to teach entrepreneurship through or by entrepreneurial experience 
remains ignored and trivialised. Responsibility is even less present while 
discussing aims and contents of entrepreneurship education. It appears 
only fragmentary while debating on ethics in entrepreneurship or while 
attempting to adapt corporate social responsibility into the small business 
context. In fact, economies and societies need entrepreneurs, but entre-
preneurs who are not only able to use their knowledge and skills to make 
their ventures functioning but also who are responsible for the actions 
they take and for any consequences related to these actions. Innovative-
ness and creativity, often perceived as core of entrepreneurial mindset, are 
essential but only if accompanied with responsibility to act ethically and 
for a good purpose. 

What is argued in this monograph is that learning focused on gaining 
meaningful experiences and creating responsibility in learners foster their 
entrepreneurial identity and enable them to take actions which “make 
the world better”, even on a very microscopic scale. This approach directs 
attention towards how individuals may contribute to economy and society 
while exploiting opportunities and putting their ventures into life. Peda-
gogy articulated within the framework of experience and responsibility 
is also connected with the idea of individuals’ emancipation through the 
intellectual development.
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This monograph is a result of the conviction that there is a need to in-
troduce some new aspects of entrepreneurship education and clarify some 
concepts that could develop further the field and lead to new practices. As 
Morris (2014) notices, despite the unquestionable progress in entrepreneur-
ship education as a field of study, there is still a growing gap between the 
demand for and growth of entrepreneurship education and what is known 
to work effectively in entrepreneurship education. The continuum of theo-
ry-practice in entrepreneurship education is not fully recognized on both 
ends. What is shared is that there is no canonical way of teaching entrepre-
neurship and that learning process is very diversified, as there are different 
learning paths and profiles of students. What is missing is a theory driven 
practice. New learning theories or concepts result in some shifts in focus 
of research but not necessarily always lead to new practices of teaching. Al-
though the entrepreneurship education should be practical at its core, some 
theoretical concepts or frameworks are not translated into practical teaching 
solutions ready to apply in the classroom. The idea is then to explore, clarify 
and bring into entrepreneurial learning the concepts that are practical but 
built on the deep research practice. Both experience and responsibility are 
the concepts often brought by many entrepreneurs in more and less formal 
discussions. However, without interpreting them through theoretical frame-
works, they become too literally and too simplistically understood and so 
lose potential as an explicative medium.

Facing the new challenge – the power and art 
of relationships

From the contemporary perspective, learning means experiencing pro-
found changes by the learner and making the learner more conscious 
individual being able to direct his or her life. In an entrepreneurship ed-
ucation context, educators face the problem of what and how to teach 
to make students prepared and committed to become entrepreneurs and 
considering it as a valuable career option or even life strategy and philos-
ophy. Looking back in history, it is easy to identify that in the past a good 
start into business was guaranteed by propriety of land and accumulation 
of capital. More recently knowledge has become a powerful tool to gain 
competitive advantage over others. Knowledge meant data, information, 
technology, expertise as well as their creative and useful usage. Nowa-
days, while knowledge has become much more accessible and global, it 
seems that other factor starts to determine a business success. This ele-
ment might be relationships. The world becomes more dynamic and in-
terconnected than ever. The entrepreneurial opportunities multiply and 
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are more accessible for more individuals despite their origin, background 
and capital at disposal. At the same time entrepreneurship researchers 
highlight the critical role of context of entrepreneurship (see for example 
Welter, 2010). They emphasize the importance of interactions between en-
trepreneurs and their environment. In this sense, becoming an entrepre-
neur is a process where individual learning takes place in a certain social 
context, certain environment and with certain resources. The success of 
entrepreneurs depends on their ability to observe, understand and react 
on what is happening around them. The identity of an entrepreneur, his 
or her attitudes and motivation are born and developed in a particular 
environment shaped by other individuals, networks and institutions. As 
Kyrö (2008, p. 42) writes: ‘Proactive behaviour in complexity assumes that 
learning is simultaneously individual and social, relating to the dynamics 
between individual and collective human processes.’ 

The power of creating valuable relationships becomes important 
to exploit business opportunities. Being able to make relationships en-
sures a better access to actual information, enables flexibility and broad-
er catalogue of life and professional choices. Often it seems to be much 
easier to obtain even very specialized knowledge than to get to know 
people who are meaningful to make a business successful. Relationships 
are created with all of stakeholders of entrepreneurial ecosystem: em-
ployees, customers, suppliers, capital providers, and competitors. In the 
same vein, an entrepreneur is no longer perceived as a lonely individual, 
bold enough to set up the business, but as a part of some entrepreneurial 
ecosystem and community, profiting from it and bringing back some 
value to it. This means that entrepreneurs should not be analysed in 
a separation from their relationships.

The significance of the entrepreneur’s environment and its crucial mean-
ing for shaping entrepreneurial processes provoke changes in teaching agen-
da. The role of higher education institutions, being part of the social and 
cultural landscape, need to be redefined. Next to teaching business literacy, 
socialization processes need to be better recognized and enhanced in ed-
ucation. The contemporary world is understood as global and hyper-con-
nected. More focus on dialogue, social interactions in different contexts and 
group settings appears to be a way to enhance social skills and self-aware-
ness, and develop reciprocity of relationships between student, teacher and 
all other group members. This has a chance to be achieved by construc-
tion, not assimilation. Entrepreneurship is a dialogic process by nature. It 
is interactive, intellectual and authentic. The nature of entrepreneurship 
makes experience-based entrepreneurial learning particularly relevant as 
experiencing does not happen in a vacuum but in a particular context and 
situation. Relationships facilitate experiencing process.
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Entrepreneurship education. Theory versus practice battle

Entrepreneurship is en vogue. Entrepreneurship education is even 
more en vogue. The past years have seen a remarkable growth of inter-
est in entrepreneurship education all over the world and its legitimi-
zation among other research disciplines. The interest in entrepreneur-
ship education has its roots in American students’ initiatives and their 
determined calls for more practical approach to teaching business and 
inclusion of entrepreneurship courses in university curricula. Now-
adays entrepreneurship education is cultivated at almost all univer-
sities all over the world, not only at business schools but any higher 
education institutions of various backgrounds, including engineering, 
medical or art schools. The popularity and accessibility of entrepre-
neurship courses reflect its nature. Entrepreneurship is about diversity. 
As Landström (2010, p. ix) notices: entrepreneurs start their ventures 
from all kinds of backgrounds, with a variety of business ideas, and their 
way of starting a venture varies considerably. People differ; emerging 
companies vary so the entrepreneurial processes, leading from idea 
generation to its exploitation, have to be various. The challenge of 
entrepreneurship education is to cover all these diverse processes and 
accept heterogeneity.

Because of this challenge entrepreneurship education experiences 
theoretical and practical struggles. There is a growing need for more 
intellectual foundations, both at the theoretical and methodological 
levels (Fayolle, 2013). A lot has been done to advance and legitimize 
the discipline. Worldwide, higher education institutions implement-
ed courses and even degrees in entrepreneurship. However, there is 
also still a noticeable gap between the growing demand for entrepre-
neurship education and the understanding of teaching and learning 
of entrepreneurship (Morris, 2014). There are some other problems 
entrepreneurship education struggles with. Just to mention three of 
them, which seem to be reasons for this gap. First of all, there is still 
no sound theoretical grounding in entrepreneurship education. Prac-
tice of teaching entrepreneurship is not often supported by and does 
not derive from theoretical foundations. There are also not enough 
critical stances to what has been achieved so far in theories and what 
is actually taught in practice. Secondly, existing theories do not match 
pedagogies actually used in classrooms, so there is a gap between what 
theories suggest and what is taught. Although the need to educate 
through entrepreneurship is broadly recognized, there is an inconsist-
ency between what is taught and what entrepreneurs actually do (Edel-
man et al., 2008). As Neck et al. (2014, p. 5) write, in entrepreneurship 
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education a »theory-practice« continuum and tension continues to ex-
ist. Thirdly, despite huge advancement of the field in recent years, it 
rather bases on drawings from general education than creates its own 
solutions to educative problems, thus has not formed own identity 
and specifics. Profiting from established theories and concepts is not 
a limitation, but an asset, as this is a natural consequence of the situa-
tion when the discipline is young and needs to catch up fast to receive 
recognition and legitimization. The problem is the lack of deepness 
of studies and excessive easiness with which even very complex con-
cepts are applied. The solution to this could be trying not to rush in 
research, but tracing back the roots and carefully exploring what is 
already achieved in broader sense, not only in education but also in 
philosophy, psychology or sociology. Only after, investigating specifics 
of entrepreneurship education is possible.

From the outset, entrepreneurship education was different than oth-
er management oriented educations. It was also more directed towards 
human development and enterprising self. On the theoretical level, en-
trepreneurship education was action oriented and focused on teaching 
how to act as entrepreneurs. In contemporary entrepreneurship, particu-
larly important are the concepts of learning by doing (Cope and Watts, 
2000) and experimental learning (Kolb, 1984, Politis, 2005). In the ac-
tion-based approach, the learning process is associated with “doing” (Fiet, 
2001) and entrepreneurship means putting ventures into life. Educators 
through their courses or trainings stimulate students’ actions (Rasmus-
sen and Sorheim, 2006). They induce entrepreneurial intentions and give 
students tasks leading them to generate knowledge, instead of passively 
receiving the information (Ewell, 1997). The contemporary view on en-
trepreneurship education puts emphasis on learning, where the learner is 
a key element, and which is aimed at increasing the number and quality 
of entrepreneurial opportunities. 

Action-based entrepreneurship education corresponds to the con-
structivist approach to education. According to Löbler (2006), the con-
structivist approach in practice takes place when learning is a self-gov-
erned on-going process where teaching supports learning, thus the 
learner is an active producer and the teacher is an assistant. In this sense, 
the learner acts and takes responsibility for the learning process. The 
constructivist approach is often combined with an idea of transform-
ative learning (Mezirow, 1991, 1995, 1999, 2000) where transformation 
leads to more entrepreneurial thinking and behaviour. Transformative 
learning is regarded as deep learning, where participants, due to criti-
cal reflection, give meaning to and understand meaning of the learning 
process and their lives.
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How does the practice of entrepreneurship education look like? 
Entrepreneurship education is not just business literacy. The scope of 
teaching interventions in entrepreneurship is very broad and more and 
more often realized beyond traditional curriculum. Next to traditional 
courses basing on lectures and business planning, the activities include: 
setting up own businesses, meeting with entrepreneurs (as potential 
role models and mentors), talking with entrepreneurs (for example in-
terviewing them), working with entrepreneurs and experts (in form of 
common projects or traineeships), contacting accelerators, incubators, 
technology centres or start-up centres, forming entrepreneurs’ clubs or 
associations, pitch competitions, participating conferences, workshops 
or meetings enabling creation of networks and new relationships. Teach-
ing entrepreneurship does not mean communicating abstract informa-
tion and providing merely theoretical concepts but supporting learning 
process by initiating practical activities.

Entrepreneurship education is one of the branches of education 
that relates to venture creation and entrepreneurial mindset. Taking 
into consideration that entrepreneurship education has been devel-
oped for no more than a few decades and general education for sev-
eral centuries, the former cannot ignore the rich output of the latter. 
It means there is a need for tracing the roots of education and phi-
losophy of education for the backbone and inspirations. It is a lim-
itation to develop the field of entrepreneurship education without 
going back to the roots of education. This may implicate risks of 
misinterpretation of basic concepts, unnecessary simplifications and 
redundancies. The entrepreneurship education is very often regarded 
as very specific and different from other disciplines. Consequently, 
it is still weakly connected with general education and it happens 
that entrepreneurship educators are “inventing the wheel”, instead of 
digging deeper into classic educational writings. Much entrepreneur-
ship research is based on evaluation of methods and tools applied in 
practice, although these methods or tools were not developed in line 
with any educational theory but rather are based on creativity and 
experience of teachers. They are not further decontextualized and are 
not theorized either. They often work well in the classroom but they 
lack the necessary theoretical grounding to make entrepreneurship 
education a mature discipline. To develop entrepreneurship education 
both knowledge on entrepreneurship domain and general education 
is required. Although most of entrepreneurship scholars teach, they 
focus rather on entrepreneurship than on entrepreneurship education 
research and occasionally investigate topics related to entrepreneurial 
learning and education. 
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“All true learning is experience, everything else is just 
information” – Albert Einstein

The common wisdom says that human beings learn by and through 
experiences. From the research perspective, the value of experiences can-
not be overrated. Experience is closely linked to learning processes and 
developing intellectual capacities of the learners. It gives authentic dimen-
sion to the learning and provides the voice to the learners. Experiential 
learning1 accepts differences and contradictions. It means exposition and 
confrontation with different situations and different contexts. Through 
experiences, knowledge is generated and acquired but not in isolation 
to emotions or personal motivation and will. Looking at knowledge from 
an experience perspective, it does not have to be universal but rather rela-
tive, that is along with the postmodern view, personalized, subjective and 
local. It is not as much directly transmitted but rather individually created 
(which needs some effort), interpreted (which needs some attention) and 
structured (which needs some systematic approach and competences). 
Experiences come from the past and are used at present to ensure a better 
future. Students, usually young people without long life history, lack expe-
rience. The role of education is then first to enable students to create their 
experiences or expose them to different situations, and then also to make 
these experiences meaningful and appropriate. Although the value of ex-
perience is intuitively understood in general, as a research concept, ex-
perience has rarely been thoroughly investigated in the entrepreneurship 
education field. In consequence, the practice of a sound experience-based 
education is missing or is marginalized.

The idea of this monograph is that the theory of entrepreneurial 
learning might be built upon the concept of experience and experi-
ential pedagogy. The book attempts to introduce experiential learning 
as an equal and legitimate form of educating alongside others form of 
learning and teaching entrepreneurship. To a large extent, the American 
pragmatism movement inspires this approach to learning and teaching. 
It is particularly influenced by John Dewey’s claims about important 
relations between the processes of actual experiences and education. Ap-
plying the lenses of pragmatism prioritizes the significance of personal 
experience, allows identifying more effective learning tools and supports 
more future-orientated education. As it will be elaborated in the second 
chapter, there are different notions and connotations of experience. The 

1 Both experiential learning, learning from experience, and learning through experience 
are treated as equal terms. 
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concept has evolved over time and exists in countless intellectual tradi-
tions and streams. The dualistic character of experience, i.e. its action 
and reflection orientation, should be more reflected in entrepreneurship 
education. It is not enough to create pedagogy on only one of these 
concepts or on two concepts separately, since both of them take part in 
the development of the learner and ensure progress. To learn from ex-
perience, an individual acts and reflects, and as the result of acting and 
thinking the new knowledge is generated.

“Man is condemned to be free; because once thrown into 
the world, he is responsible for everything he does. It is up 
to you to give a meaning” – Jean-Paul Sartre

In general sense, education should serve developing a more socially just 
world (Itin, 1999; Breunig, 2005), where individuals take responsibility 
for what they do and are conscious of the consequences of their behav-
iours, in order to make the world a better place to live for all. The socially 
just world is not just a high-flown slogan, which sounds very promising 
but remains only as a nice composition of words. Education should re-
fer to the actual problems of societies and communities and ensure their 
continuity and sustainable development. Education cannot be just a tech-
nical art of providing knowledge but has to contribute to communities 
that learners derive from. It cannot be delivered in isolation to human 
needs and problems. To achieve that, more responsible students who are 
conscious of the learning process are needed. Moreover, the accumulated 
knowledge should not only take form of facts, numbers, theories or histo-
ry, but also include some actions to enable collecting experiences. Knowl-
edge is being passed from generation to generation, from past to future 
through experiences of responsible individuals. Responsible accumulating 
and sharing experiences enable progress of societies. Social flavour of ed-
ucation is particularly important but not always considered in everyday 
practice of teaching. 

Entrepreneurship belongs to and depends on society. Among many 
roles and functions that entrepreneurship serves, it might be also regarded 
as a kind of method to address social needs (Sarasvathy and Venkatara-
man, 2010). Entrepreneurship education brings value for the economy 
but also society and individuals (O’Connor, 2012). However, entrepre-
neurship and entrepreneurship education discourses have so far to large 
extent remained immune from responsibility–focused discussion. Setting 
up a new business and implementing new innovations are only desired 
when an individual is able to take responsibility for their consequences. 
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Entrepreneurship education brings valuable results for society and the 
economy and it has to include responsibility issue in its contents and 
methods. There is no need for more entrepreneurs, but more responsible 
ones. The idea of the monograph is to present individual responsibility 
concept in entrepreneurship education and suggest some steps to intro-
duce it into learning and teaching practice.

The outline of the monograph

The monograph consists of four chapters. The first chapter presents 
a discussion on the current research status of entrepreneurship education. 
It discusses challenges and paradoxes of contemporary entrepreneurship 
education, as well as philosophical approaches to entrepreneurship edu-
cation and their evolutions. It also includes review of pedagogies in en-
trepreneurship education and common problems emerging in practice of 
teaching entrepreneurship. The first chapter examines the learning process 
as the core of entrepreneurial processes and entrepreneurship education. 
It also introduces the cognitive, conative and affective constructs in en-
trepreneurial learning.

The second chapter of the monograph relates to the theoretical under-
pinnings of experiential learning. It includes the discussion on experience 
in the light of works of great philosophers, psychologists and education 
theorists. It traces the philosophical foundations of experience-based 
learning and education from Ancient Greece up to 21st century, with 
a particular attention on American pragmatism and Dewey’s concept of 
experience. It also presents the psychological side of experience-based 
learning and education, including: behaviouristic idea of learning from 
consequences, cognitive development through experience, cognitive load 
theory, social psychology, social learning theory self-regulated learning. 
Among contemporary learning theories related to experience, the chapter 
covers the issues of: learning as a cycle, action learning, transformative 
learning, problem-based learning, humanistic approach to learning from 
experience, modern constructivism and learning. Basing on philosoph-
ical, psychological and educational theoretical grounds the fundaments 
of experience, experiential learning and experience-based education are 
discussed.

The third chapter concerns the theory of entrepreneurial praxis, that 
is the theory deriving from investigating the concept of experience and 
its components in context of entrepreneurship and entrepreneurship ed-
ucation. It discusses the intersections between entrepreneurship educa-
tion and experience, action, reflection, and knowledge. In this chapter 
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all major experience-based learning frameworks presented in entrepre-
neurship education field are described and synthesized. The critical stance 
on experiential learning in entrepreneurship education leads to translat-
ing its research dimension into teaching practice.

The final chapter of the monograph is devoted to the concept of re-
sponsibility and its meaning for entrepreneurship education. It explains 
the reasons behind responsibility–based learning and education for social 
purpose. It introduces the concepts of the entrepreneur as homo ethicus, 
as well as the idea of retrospective and prospective entrepreneurial re-
sponsibility. The chapter initiates the first steps to build the concept of 
entrepreneurial responsibility in entrepreneurship education.

The heart of this monograph is to revisit existing knowledge on expe-
riential pedagogy and then combine it with somehow forgotten concept 
of responsibility in order to enhance the fundaments of entrepreneurship 
education. This monograph aims to contribute to the dynamically devel-
oping field of entrepreneurship and entrepreneurship education. This con-
tribution is a refreshed, experience and responsibility-based, view into the 
learning process. Including these two concepts into theory and practice 
of entrepreneurship education and also investigating them from different 
perspectives may result in rethinking and advancing the way entrepre-
neurship education is executed.

Research approach and its limits

The monograph insists on the process approach to entrepreneurship 
and entrepreneurial learning. Learning is understood as a directed pro-
gression that can be enhanced and facilitated at each stage. It is seen as 
an open process, not only as the contents or outcomes, but rather the 
way to achieve them. There are many factors influencing learning pro-
cesses and well as their various forms and categorizations. They relate 
to learners and their personal characteristics and learning styles, the 
learning environment, and the learning per se. All constructs of intelli-
gence and personality are engaged in learning – cognition, affection and 
conation. Learning appears on different levels. It may be intentional or 
incidental, implicit or explicit. It may happen through reasoning, as-
sociation or observations. It is impossible to refer to all of them, as the 
catalogue is endless.

Traditionally, learning can be looked through three different main-
streams. Till the 1960s, the dominant view of learning processes was 
behaviourism. In behaviourism, learning is based on the learners’ re-
sponses to environmental stimuli (Skinner, 1976) and transmission 
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of knowledge from a more expert teacher to a more novice learner. 
Radical behaviourism is laid on the assumption that human behaviour 
might be explained in terms of its functional relations with environ-
mental events (Heward and Cooper, 1992). Behaviourism became less 
popular when researchers tried to match it less with stimuli but more 
with mental activity thus thinking. In consequence it was pushed back 
by cognitivism. In cognitivism the learner takes more responsibility 
for learning process and is more active actor. The learning process 
takes place as a result of processing information, “connecting the dots”, 
that is when the mental connections are made. In more recent years, 
late 80s and 90s, more attention was brought to constructivism and so-
cial constructivism in learning. This came together with a conviction 
that social aspects of learning should also be taken into consideration 
in discourses on learning. In constructivism, learners are constructing 
their own understandings and interpretations about the world, con-
stantly confront their views and reflect, thus knowledge is gained and 
structured through experiences and reflecting on them. As a mental 
representation, learning processes are subjective and depend on envi-
ronment. In natural ways, in the constructivist perspective social in-
teractions and cultural aspects become more critical. The change from 
behaviourism to constructivism in education means the change of the 
role of teacher from instructor to mediator and knowledge from being 
transmitted to being created. To synthetize the trends in perceiving 
learning, there is a clear tendency to put learners more in the centre of 
this process, make them more active, participative, individualistic, au-
tonomous and independent, but also allow them to be responsible for 
learning. Taking into consideration traditionally regarded as rivalry 
views of constructivism, behaviourism and cognitivism, it is difficult 
to make a clear-cut position of this monograph. The understanding 
of the concept of experience may be drawn from each of these ap-
proaches. However, the final concept of entrepreneurship education is 
closer to constructivism and its assumptions. Following Löbler (2006), 
the constructivist paradigm may serve as a theoretical grounding for 
entrepreneurship education. It does not mean that a mixture of pro-
gressive and traditional tools cannot be implemented in practice.

This monograph does not trace back an already a bit obsolete dispute 
whether entrepreneurship can be taught (Kirby, 2004; Fiet, 2001) but takes 
it for granted. It is assumed that the entrepreneurial competences, atti-
tudes and knowledge may be gained, enhanced and further developed 
through learning and education. The focus of the monograph is to reflect 
on what is expected to be achieved through entrepreneurship education, 
how entrepreneurship can be best taught and how to develop responsible 
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and entrepreneurially aware entrepreneurs. There is not much separa-
tion between learning and teaching, but as Kyrö (2008) suggests they are 
combined in one process. An inclusive view on learning process might be 
more promising if the focus is put on entrepreneurial learning facilitators 
which entrepreneurial experiences and responsibility are.

The monograph is an attempt to look at entrepreneurship education 
as a research field by drawing from entrepreneurship, philosophy, psy-
chology and general education. However, obviously, it does not cover all 
potential issues related to experience– and responsibility-based education. 
It presents a subjective view on learning, pedagogy and education. First 
of all the subjectivity relates to the choice of intellectual traditions, phi-
losophers, social scientists and educators. The monograph includes only 
a selection of threads, concepts and theories related to the concepts in 
question. However, any trials of including all of them would be doomed 
to failure. The synthetized collection is offered with some logic, in terms of 
chronology and meaning, which is gradually unveiled during reading. 

The presented view of entrepreneurial learning is rather broad. Learn-
ing is part of life, not a separate phenomenon, occurring only in a class-
room or only at school or university. It is a lifelong process. It is valu-
able and efficient if the generated knowledge comes from experiences, 
i.e. actual and purposeful actions supported by reflective and analytical 
thinking. Learning cannot be limited to any space or time. It is on-going 
process with no time horizon and no particular place to happen. At the 
same time, learning cannot be a random experience. It needs to be intend-
ed, systematic and, importantly, should consciously give meaning to the 
learner. The meaning of experience, as Saunders (1992) notices, cannot 
be simply provided to the student by the teacher. It has to be created by 
the learner through experience. Therefore, there has to be a continuing 
dialogue between what a learner does and what a learner thinks. Only 
through this dialogue the learning process is complete and a new knowl-
edge can be generated. Accepting this view enables to touch the essence 
of learning, but at the same time challenges many learning theories and 
teaching methods.

Investigating intricacy of entrepreneurship education does not mean 
that the imperative is to discover one universal method of teaching. The 
existence of different perspectives on learning and pedagogy are the con-
sequence of not only development of research but also of differences in 
human needs, expectations, motivation and potentials of the learners. It 
would be naïve to think that one approach would suit all learners. Con-
trary, the complexity and dynamics of human nature make it impossible 
to find one universal and effective way how to learn and teach. There are 
multiple facets of learning and the challenge is to feed them all to some 
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extent. As Fayolle (2010) writes: There is no magic method, only methods 
which are more or less well adopted to a set of factors such as the pedagogical 
objectives, the characteristics of the audience, the institutional, cultural and 
organizational constraints. 

Above all, the monograph is not dogmatic in any sense but it is an 
invitation to the discussion on entrepreneurship education and its foun-
dations. It tries to provide some answers to numerous questions, but also 
leaves a lot of them open, thus stimulates further reflections and research, 
exploring different nuances of experiences and responsibility and their 
roles in entrepreneurship education. The monograph rather provokes 
to think than gives ready-made solutions. It invites to seek some new 
ways to move forward with the understanding of entrepreneurial learning 
and conducting entrepreneurship education.

The audience

The potential audience of this monograph is quite broad. It is recom-
mended to entrepreneurship educators conducting research on various as-
pects of learning process and to practitioners trying to excel their teaching 
practices and reflect on their sense and meaning. It might be of interest 
to all who are concerned about both education and entrepreneurship. The 
monograph is aimed to look at entrepreneurial learning and education 
through two concepts that potentially may enhance its understanding 
– entrepreneurial experiences and responsibility. This can provide some 
more ideas how to improve teaching both “about”, “through” and also 
“for” entrepreneurship (Heinonen and Hytti, 2010). 
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Chapter I
The essence of 
entrepreneurship education

Introduction

In recent years entrepreneurship education has received an increased 
attention for its value for development of individuals, societies and econo-
mies but also some criticism for lower than expected theoretical advance-
ments and problems with evaluating its effectiveness in practice. This cre-
ates potential for further endeavours to work on new educational theories 
and to discover new pedagogies.

From the outset entrepreneurship education was alternative, compar-
ing to its older relatives in management education. It represents a rather 
constructivist approach to learning, putting more stress on action-ori-
ented learning (learning by doing), experiential learning (learning by 
experiencing) and problem-based learning (learning by solving prob-
lems), and situating the student and the learning process in the centre of 
attention. Among entrepreneurship research scholars, there is an overall 
agreement that more traditional pedagogy alone is not enough to devel-
op entrepreneurial thinking and doing. As a result there is an increased 
demand for more innovative models of teaching and types of pedagogy 
that would facilitate and enhance entrepreneurial learning process. Tra-
ditional methods and approaches are regarded as not suitable for entre-
preneurial context, which is characterized by high volatility, complexity 
and uncertainty. The situations where entrepreneurs find themselves are 
unique, emotional and not always involving only rational thinking. They 
demand insights and critical reflections. The entrepreneurial learning 
process takes place if there is a room for practice, as practice confronts 
the learner with the real business life. 

It is becoming clear that entrepreneurship, or certain facets of it, can be taught. 
Business educators and professionals have evolved beyond the myth that 

entrepreneurs are born, not made. 
Donald Kuratko (2005, p. 580)
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One of the biggest challenges in entrepreneurship education is that there 
are two streams of knowledge on how to learn and teach entrepreneurship ed-
ucation, not necessarily bringing the same results. One stream is more formal 
and is developed through a theory of entrepreneurship education (usually by 
borrowing from other educational disciplines) and the second, less formal, 
derives from its practice. It is difficult to reunite and combine them into one 
and coherent knowledge, theory-based and practical at the same time. More-
over, entrepreneurship education still lacks some methodological rigor; it is 
highly fragmented both in respect to theories and pedagogies.

The chapter starts with the review of current research status of entrepre-
neurship education. It discusses challenges and paradoxes of contemporary 
entrepreneurship education. This chapter presents philosophical approaches 
to entrepreneurship education and their evolution, as well as revisits peda-
gogies used in entrepreneurship education and common problems appear-
ing in practice of teaching entrepreneurship. It takes the perspective of the 
learning process as a core of entrepreneurial processes and entrepreneur-
ship education. Therefore, it includes the characteristics of entrepreneurial 
learning process, and effectuation and bricolage as some representations of 
learning processes. Entrepreneurial learning could be interpreted as learning 
how to identify, evaluate and exploit opportunities (e.g., Lumpkin and Licht-
enstein, 2005; Venkataraman, 1997). The chapter also includes a discussion 
on entrepreneurship education and entrepreneurial intentions and opportu-
nities. Entrepreneurs do not operate without emotions and they make their 
decisions in line with their motivation and will. They act both rationally and 
irrationally. To understand the role of different personality and intelligence 
constructs in learning, the cognitive, conative and affective sides of entrepre-
neurial learning are described in last section of this chapter.

Current research status of entrepreneurship 
education 

Challenges and paradoxes of contemporary 
entrepreneurship and entrepreneurship education  
fields of study

In discussions about the status of entrepreneurship education in 
terms of research, it seems to be important to start by referring back 
to the condition of entrepreneurship as a field of study, for the simple 

1.1.

1.1.1.
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reason that entrepreneurship education in natural ways draws from 
achievements in entrepreneurship domain. The starting point is to find 
an answer to the question on what makes entrepreneurship a separate 
and distinctive domain? Despite a few decades of the presence of en-
trepreneurship on research arena this dilemma stays valid, as the field 
is not yet fully structured, has problems with forming its boundaries 
and is still building its academic identity. Scholars provide countless 
answers trying to find utmost convincing argument legitimizing entre-
preneurship on the research map. What they share in general is that 
difficulties with answering are related to the dynamics of human behav-
iour (which is difficult to predict) and the complexity of entrepreneurial 
processes (which are difficult to capture due to their diversity). Plural-
ity of answers is a result of multi-, inter- and cross-disciplinary profile 
of entrepreneurship research. When the question about the object or 
the core of entrepreneurship research is asked, a long list appears, em-
bracing answers such as: a process, entrepreneurial individuals (with 
their qualities, values, actions and behaviours), objects created (venture 
innovation, product, market, company), an environment (ecosystems, 
networks). Not only a young scholar just entering the field might get 
confused trying to sort out the entrepreneurship realm.

The intention is not to represent an orthodox position and to sup-
port traditional and rigorous division of disciplines. On the contrary, 
drawing from other disciplines brings necessary progress and advance-
ment. However, a phase of progressive atomization of science and re-
search is taking place for more than a couple of years now. It is accom-
panied by a very narrow specialization of research themes, making the 
field highly fragmented and contextualized. It seems to be a right mo-
ment then to call for some solutions to avoid incommensurability of 
research and eliminate the feeling of being uprooted from mainstream 
entrepreneurship, which is, paradoxically, impossible to identify une-
quivocally. This very dynamic and challenging moment in the history 
of science requires more critical reflections on its consequences for re-
search output. It is also justified by a tremendously growing number of 
articles and journals on entrepreneurship, which are impossible to fol-
low, and an overwhelming stress of many scholars to lose an integral 
picture of the domain. The scientific ferment, taking place currently 
throughout academia, strengthens the need for more simplification 
and unification of the bases of entrepreneurship.

A broad scope and diversity research is essential for building grounds 
for any academic domain. However, richness of concepts and approaches 
in entrepreneurship, even if typical for emerging field and in line with 
post-modernistic tendency to hybridize different systems and orders, 
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makes the field blurry, not to say, too blurry. As a consequence of perme-
ation of different logics represented by different disciplines intertwining 
with entrepreneurship, many borrowings and incorporations, the field 
might suffer from opposite to intended results, such as: loss of individ-
uality and autonomy, and lack of responsibility for the discipline devel-
opment. The suggestion of Johnstone (2006) should be followed that the 
time has come to give back the borrowings from other disciplines and 
start entrepreneurship to contribute to their development. Achieving that 
would suggest that entrepreneurship researchers share some universal ba-
sics built upon one or a set of coherent concepts providing roots to major-
ity of sub-domains and approaches.

The field still lacks the “common denominator” which could be 
a starting point or at least a point of reference for many different 
studies in entrepreneurship. In other words, the challenge is to find 
more universal and generic concepts, which could be a springboard 
for further research. Opportunity concept could immediately serve as 
one of the best examples of this kind of concepts. However, although 
opportunities changed the entrepreneurship domain, there is a grow-
ing wave of doubts whether opportunities should be regarded as basic 
units of analysis in entrepreneurship research, or maybe it should be 
actions as Klein (2008) suggests or ventures as Davidsson advocates 
(2013). In fact, opportunities per se are not panacea for all entrepre-
neurship problems. The basic problem is still the lack of common un-
derstanding of opportunity construct, as well as a lack of convincing 
measures of opportunity concept. What represents the domain better 
is the opportunity process and investigations of how opportunities 
emerge and evolve. However, again, the phases of this process with 
their diverse dynamics, fuzzy boundaries and multi-stages are not fully 
clear, despite more than a decade of an intensive research. The re-
view of the entrepreneurship literature shows no impressive progress 
on the intersection between individuals and opportunities (Davids-
son, 2013), although they are believed to find their meaning in context 
of human action (McMullen et al., 2007). One of the reasons might 
be the fact that mainly analytical approach has been applied to study 
opportunities, which required full clarity and refinement of precise 
argumentation. 

Entrepreneurship education struggles with analogous problems and 
challenges to entrepreneurship. The tradition of entrepreneurial educa-
tion as an academic discipline is not long. The first programs of entre-
preneurship education was created in the 1940s at Harvard University 
but their real expansion took place in the 1980s, first in the US and then 
in Western Europe. The first entrepreneurship course was led in the US 
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by Myles Mace at Harvard’s Business School in February 1947. It was 
attended by 188 out of 600 students of the second year of MBA (Katz, 
2003). In 1994 more than 120 000 students in the US were involved in 
courses related to entrepreneurship or small business (Katz, 1994). Inter-
est in teaching entrepreneurship has become greater when the university 
authorities and society become interested in small businesses as a driv-
ing force of economic progress and the concept of the knowledge-based 
economy. In the 1980s, business schools in the US and Europe continued 
to prepare students to work mainly at the level of senior management in 
large or global corporations. Klapper and Tegtmeier (2010) reported that 
one of the earliest researches on teaching entrepreneurship was conduct-
ed in the early 1980s, and it has resulted in several publications issued at 
Baylor University. Another important event for the institutionalization 
of entrepreneurship education was a conference held at Harvard Uni-
versity titled Entrepreneurship: What It Is and How to Teach It in 1985. 
However, the real explosion of entrepreneurship education took place 
in the 1990s.

Nowadays, entrepreneurship education is in the flourishing phase, 
both in theory and practice (Fayolle, 2013). The value and need for en-
trepreneurship education, as well as it its basic assumption about being 
teachable, is rather not disputable. Nevertheless, the pedagogy – methods, 
ways and strategies of teaching entrepreneurship are still not developed 
enough. What most researchers and practitioners agree on is that entre-
preneurship education needs active and innovative approaches to teaching 
and learning. In fact, on the theoretical level, entrepreneurship education 
has borrowed many concepts from general education discipline, like the 
concept of the experimental learning (Kolb, 1984), the action learning 
(Revans, 1980), the transformative learning (Mezirow, 1991; Mezirow, 
1995) or the self-regulated learning (Zimmerman, 1990). However, the 
problem is that practitioners rarely draw their inspiration for educating 
from theories or they interpret them in a too simplistic way. In describing 
their methods they use theoretical concepts but not deeply enough to fol-
low their full sense and meaning. One of the examples could be experien-
tial pedagogy term. This results in an evident gap between the theory and 
practice of entrepreneurship education.

The aim of entrepreneurship education does not seem to be controversial, 
although it is articulated with different foci. In general, it is to make the learn-
ers more entrepreneurial. The problem is that the process behind becoming 
more entrepreneurial and nature of effective teaching interventions support-
ing entrepreneurial activity are not recognized enough. As it was emphasized 
in the Introduction, the challenge that entrepreneurship education is strug-
gling with is that it has to be built on deep theoretical foundations but at the 
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same time has to meet the criteria of relatively easy application and be related 
to actual entrepreneurial processes taking place in a continuously changing 
environment. The problem is to reconcile the past with the future. As Neck 
and Greene (2011, p.55) write: The current approaches to entrepreneurship ed-
ucation are based on a world of yesterday—a world where precedent was the 
foundation for future action, where history often did predict the future. This 
means that entrepreneurship education offered today, although based on the 
research on past ventures, has to be relevant for the actual problems of aspir-
ing entrepreneurs and their future.

The next important challenge in understanding entrepreneurship ed-
ucation is to match and integrate its two different facets. Although the 
general aim of entrepreneurship education is to make individuals more 
entrepreneurial, the reasons and ideology of this aim may be very var-
ied. Dualistic character of entrepreneurship may be noticed depending 
whether more neoliberal or more human and social values are regarded 
as the founding ones. The first facet follows high growth objective and 
a need for technology development that is to realize economic objec-
tives of entrepreneurship. From this side promotion and support for 
innovation, technical advancement, economic progress is desired. From 
the other side, entrepreneurship serves the development of human and 
social values. In this sense, entrepreneurship education goes beyond the 
conventional understanding of starting up a business and also focuses 
on active individuals consciously behaving in entrepreneurial way and 
creating new opportunities (Hjorth, 2003). The development is aimed at 
strengthening active citizenship, emancipation and democracy. Never-
theless, these two different facets are possible to reconcile, if the rhetoric 
of “either or” is replaced by including both within teaching interven-
tions. This may be an argument for what Pittaway and Cope (2007) call 
holistic education. From this view, including both social and economic 
aspects ensures completeness and adequacy of education. In the class-
room it means providing courses both on venture creations, social en-
trepreneurship and ethics.

Philosophical and practical approaches 
to entrepreneurship education and their evolutions

Transformations in perception of education 
The last decade or two brought many transformations in a way ed-

ucation and the role it plays in a modern society are perceived. The 
changes may be noticed in the way basic concepts and issues discussed 

1.1.2.
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in education field are understood, like: knowledge, learning, teaching 
practices, learning outcomes and their evaluations, role of teachers and 
learners etc. Table 1.1 shows two polar views on education. The first is 
a traditional one where learning is more passive, teacher-centred with 
standard practices and instructions. The second is more post modern-
istic, where learning is progressive, active, learner-centred and where 
innovation and creativity matters. The trend is to move from a tradi-
tional type of education towards a more modern one. It does not mean 
that education in the future will follow the second view completely. The 
education system seems to be in transformation stage towards this di-
rection, however not necessarily achieving it. These are the tendencies, 
being result of changes of social, political and economic environment. 
However, these trends are particularly true and up-to-date for social 
sciences and humanities, as these fields are more flexible in adapting 
new approaches, methods and tools. By following this table, it becomes 
clear that “new” education has to be built on some new fundaments and 
there is not enough done to translate it into practice. It also becomes 
evident how well the specific nature of entrepreneurship education suits 
the profile of modern education.

Criteria Traditional view Postmodern view

Knowledge Universal, 
Objective, 
Transmitted;

Relative, 
Contextual, 
Subjective,
Constructed;

Learning Oppressive,
Teacher focused,
Pre-defined,
Passive,
Outside-directed,
Mass learning;

Progressive,
Learner and learning 
focused,
Natural,
Active,
Self-directed,
Personalization  
of learning;

Role of education Preparation for a particular 
profession,
Education answers the needs 
of the state,
Education enables survival;

Emancipation, development 
and liberation of learners,
Education answers the 
needs of societies and 
communities,
Education enables sense 
making;

Outcome of education Effective learning; Self-development of the 
learner, his or her transfor-
mation and satisfaction;
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Criteria Traditional view Postmodern view

Role of teacher Instructor and expert, 
Teacher dominates and
controls;

Assistant,
Mediator, 
Partner,
Voice given to learners
Learners and teacher co-cre-
ate learning space and are 
responsible for it;

Role of reason Dominance of rationality and 
reason in learning;

Acceptance of irrationality 
and emotions in learning;

Learning practices Standard practices, 
Instructions, 
Discipline,
Established order;

Innovative practices, 
Building relationships
Autonomy,
Constructed order;

Educative contents Facts,
Assessments and judgments;

Interpretations and 
meanings, 
Constructions and 
deconstructions;

Criteria of evaluation Correctness; Authentic nature of learning 
experience;

Risk/uncertainty Avoiding risk and striving for 
clarity and harmony;

Accepting uncertainty,
disharmonies and 
contradictions.

Table 1.1. Characteristics of changes from traditional education towards more 
contemporary one

Source: own compilation.

Higher education institutions around the world offer many courses, 
specialization, and even degrees in entrepreneurship. However, the effec-
tiveness of academic education does not only depend on the curriculum. 
Kyrö (2008) notes that the focus of entrepreneurship education is mov-
ing out from contents towards learning and teaching. Entrepreneurship 
education therefore requires the inclusion of learners into the learning 
process, and from educators to create the framework for such a process 
and facilitate it. 

Constructivist approach
In general, there are two approaches to education: constructivism and 

a more traditional one (sometimes also called transmission approach). Con-
temporary approach to entrepreneurship education suggests that entrepre-
neurial learning is constructivist in its nature. In the traditional approach, 
education is teaching-centred and knowledge is transmitted to the learner 
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in a rather passive way. In practice this means more static lecturing and lack 
of deeper interaction-based interventions. This approach leans on knowl-
edge provision and memorization. In the constructivist approach, educa-
tion is learning-centred (Krueger, 2009). As Löbler (2006, p.19) notices, 
students create and govern their own learning process, which is open for any 
content, style, goal, experience, etc., and allows them to take every opportunity 
to answer the question in concern. This approach is more focused on deeper 
understanding than knowing and acquiring information. It is also related 
to developing awareness and consciousness, taking critical stance, question-
ing and reflecting. The constructivist approach to education is consistent 
with postmodern view on learning.

Models of entrepreneurship education
Entrepreneurship education has a quite broad meaning. It comprises 

differently directed types of learning: learning to understand entrepre-
neurship, to become entrepreneurial, and to become an entrepreneur 
(Heinonen and Poikkijoki, 2006; Hytti and O’Gorman, 2004). All of them 
have different objectives, diverse contents and distinctive pedagogies. Re-
lating to this division, Hytti and O’Gorman (2004) propose a model of ed-
ucation, describing different roles of enterprise education. Their concep-
tual schema is based on three interdependent mindsets that focus on:

− ‘Learning about’ which is aimed at increasing the understanding 
of what entrepreneurship is about and its role in economy and 
society,

− ‘To become entrepreneurial’ in order to make individuals responsi-
ble about their learning, careers and lives, 

− ‘To become an entrepreneur’ – to act as an entrepreneur and to man-
age to start up new business;

The basic questions determining the philosophy of all of these three 
types of entrepreneurship education are presented in Table 1.2

Learn to Understand
Entrepreneurship

Learn to Become More
Entrepreneurial

Learn to Become an
Entrepreneur

What do entrepreneurs do?
What is entrepreneurship?
Why are entrepreneurs 
needed?
How many entrepreneurs 
do we have?

I need to take responsibility of 
my learning, career and life
How do I take responsibility?

Can I become an 
entrepreneur?
How to become 
entrepreneur?
How to manage the 
business?

Table 1.2. Three basic models of entrepreneurship education
Source: Hytti and O’Gorman (2004).
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To this catalogue of learning types also “learning through entrepre-
neurship” might be added. This approach could be part of “to become 
entrepreneur” type of learning or learning by doing as it involves devel-
oping entrepreneurial skills by active involvement and hands-on learning 
(Leitch and Harrison, 1999; Cope and Watts, 2000).

European Commission approach to entrepreneurship 
education

Entrepreneurship education is shaped by the changes in society and 
economy, by the advancements in the research but also it depends on in-
ternational institutions taking a role in defining the educative policy and 
investing in developing and disseminating best practices. One of these 
institutions on the European landscape is European Commission.

European Commission understands that entrepreneurship education 
is much more than teaching how to set up and run a company. In one 
of its communications (2006) Commission states: Entrepreneurship refers 
to an individual’s ability to turn ideas into action. It includes creativity, in-
novation and risk taking, as well as the ability to plan and manage projects 
in order to achieve objectives. This supports everyone in day-to-day life at 
home and in society, makes employees more aware of the context of their 
work and better able to seize opportunities, and provides a foundation for 
entrepreneurs establishing a social or commercial activity.

European Commission’s understanding of entrepreneurship is broad and 
relates entrepreneurship education to strengthening the entrepreneurial at-
titudes, skills and knowledge, enabling to exploit business opportunities. 
The need for support for entrepreneurship education and its reinforcement 
on all levels of educations, that are: schools, vocational education insti-
tutions and higher education institutions, is highly stressed by European 
Commission (see: the Entrepreneurship 2020 Action Plan, the Rethinking 
Education Communication). Investing in education is treated as one of the 
highest return investments that Europe can make (European Commission, 
2013, p. 1) and positive correlation between entrepreneurship and economic 
growth is highlighted (European Commission 2006). Being entrepreneur-
ial is regarded as essential for business start-ups, any venture creations but 
also in working inside already existing companies and organizations, in all 
sectors, private, public and social sphere. Entrepreneurship education can 
take both formal and informal form but the European Commission rec-
ommends that entrepreneurial learning should be provided to all young 
people before they leave compulsory education. Interestingly, entrepreneur-
ship education does not have to take form of a specific school subject, but 
it may have a form of a cross-curricular subject throughout the education. 
Therefore, it should not be isolated from other teaching programs. Also, it 
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needs to include elements of following pedagogies: experiential learning, 
project-based learning, problem-based learning and learning by doing.

EU members are encouraged to include the entrepreneurial compe-
tences in their national curriculum. In fact, the need for a more advanced 
and accessible entrepreneurship education is fully recognized by national 
and regional authorities of all EU countries. There is growing awareness 
of the concept of an entrepreneurial university (Etzkowitz, 2004) and the 
necessity to enhance entrepreneurship education practices in order to stay 
competitive among other higher education institutions and to make the 
subject attractive for students. Adopting the broad definition of entrepre-
neurship enables universities to enhance their sustainable development 
towards entrepreneurial processes and activities. 

Pedagogies in entrepreneurship education

Evolution of entrepreneurship pedagogy
General approach to entrepreneurship education and its constructivist 

flavour, supported by international organizations, is translated into teach-
ing practices that is entrepreneurship pedagogies. When the evolutions of 
pedagogies in entrepreneurship education is discussed, Krueger (2007) 
identifies four types of pedagogies emerging in time: 

− Teacher-centred, 
− Teaching-centred, 
− Learner-centred,
− Learning-centred. 

Major assumptions and examples of tools for each of pedagogies are 
included in Table 1.3.

Key focus of pedagogy Key assumption Example of key tool

Teacher-centered Teacher transmits to passive 
students

Memorization (lectures 
on entrepreneurial facts)

Teaching-centered Recognizes learning as 
a process

Skills and Drills (e.g. writing 
business plan)

Learner-centered Learners have “ownership” of 
learning

Case studies (assessing 
business plans)

Learning-centered Learning is situated, students 
and teachers alike

Problem-based learning (e.g. 
self-managed field projects)

1.1.3.

Table 1.3. The evolution of pedagogy
Source: Krueger (2007, p. 126).
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Taking the discipline development approach, Harrison and Leitch 
(1994) offer other views on the change of entrepreneurial pedagogies. 
They propose a three-stage model of the evolution of entrepreneur-
ship education. Chronologically, the first stage related to the approach 
where entrepreneurship education was regarded as a part of manage-
ment education. The second stage was a consequence of emerging en-
trepreneurship as a separate field and a need for entrepreneurial compe-
tences, which are different in small and large companies. Management 
and entrepreneurship education became separated. In the third stage, 
reconceptualization of entrepreneurship education as a field takes place. 
The interest in leadership and organizational structures provoked some 
grounds for the reintegration of management and entrepreneurship 
education.

Teacher-centred versus learner-centred views of education
The evolution of entrepreneurial pedagogies progresses from teach-

er-centred view to learner-oriented strategy. In entrepreneurship ed-
ucation this comes together with a conviction that content-oriented 
approach where knowledge is transmitted from the instructor to the 
learner is not appropriate to the uncertain and continuously changing 
environment of an aspiring entrepreneur. The comparison of teach-
er-centred and learner-centred views is included in Table 1.4.

Teacher-Centred Paradigm Learner-Centred Paradigm

Knowledge is transmitted from professor to 
students.

Students construct knowledge through 
gathering and synthesizing information and 
integrating it with the general skills of inquiry 
communication, critical thinking, problem 
solving.

Students passively receive information. Students are actively involved.

Emphasis is on acquisition of knowledge 
outside the context in which it will be used.

Emphasis is on using and communicating 
knowledge effectively to address enduring 
and emerging issues and problems in real-
life contexts.

Instructor’s role is to be the primary 
information giver.

Instructor’s role is to coach and facilitate. 

Teaching and assessing are separate. Teaching and assessing are intertwined.

Assessment is used to monitor learning. Assessment is used to promote and diagnose 
learning.

Emphasis is on right answers. Emphasis is on generating better questions 
and learning from errors.
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Teacher-Centred Paradigm Learner-Centred Paradigm

Desired learning is assessed indirectly 
through use of objectively scored tests.

Desired learning is assessed directly through 
papers, projects, performances, portfolios, 
and the like.

Focus is on a single discipline. Approach is compatible with interdisciplinary 
investigation.

Culture is competitive and individualistic. Culture is cooperative, collaborative, and 
supportive.

Only students are viewed as learners. Instructors and students learn together.

Entrepreneurship education pedagogies
Contemporary entrepreneurship education pedagogies could 

be reduced to active and engaging pedagogy, which goes together 
with the development of action-bound theories in entrepreneurship 
field. Under this name there is a room for pedagogies used in en-
trepreneurship education like: action-based learning or learning by 
doing, experiential learning and problem-based learning. All these 
pedagogies link learning with doing and focus on behavioural nature 
of entrepreneurship. Their basic assumption is that actions enable 
learning. However, as Lackéus (2014) notices, despite their popularity, 
action-oriented approaches are hardly used in practice. This would 
mean, that probably action-oriented approaches are not recognized 
enough by the educators or there are some important challenges in 
implementing them.

Constructivist character and the transformative nature of the en-
trepreneurial learning process, room for autonomy and focus on ex-
periencing make action oriented approach challenging to apply in 
practice. It takes form of experiential learning, problem solving, 
project-based learning, and creativity (Jones and English, 2004; Jo-
hannisson, 1991; Johannisson et al., 1998). However, it is demanding 
to have teaching interventions of this nature in the classroom. While 
stepping out of the classroom, the catalogue of teaching interventions 
becomes wider. Outside the classroom, students are able to collect 
lived, authentic experiences. Through creating relationships, they 
gather learning events and insights, learn how to be autonomous and 
independent but at the same time close to the society or communi-
ty they belong to. Learners have to be responsible for their learn-
ing process and manage it to some extent by themselves. They are 

Table 1.4. Comparison of teacher-centred and learner-centred paradigms
Source: Hubba and Freed (2000).



The essence of entrepreneurship education 40

self-directed while making entrepreneurial choices and their entre-
preneurial decisions. 

The discussion presented in the prominent journals related to en-
trepreneurship education leads to the conclusion that successful en-
trepreneurship education requires action-based approach and that re-
search needs to focus on uncovering the dynamics of entrepreneurial 
learning process being result of taking actions by the learners. The 
underlying idea of making this approach practical is that exposing 
learners to diverse experiences and enabling their transformation en-
hance entrepreneurial behaviour and thinking. 

➢ Action-based learning
As Leitch and Harrison (1999, p. 92) define, action-based learning 

is learning by reflecting on the actions being taken in solving a real 
organizational problem with managers of similar position also expe-
riencing challenging situations. It means learning by experiencing 
something and reflecting on it. Action is not only what happens to an 
individual, but also what this individual does with it by interpreting 
and reflecting. In the action-based approach to entrepreneurship ed-
ucation, the learning process is associated with “doing” (Fiet, 2000). 
Entrepreneurship means making venture creations happen; there-
fore educators through their teaching interventions should stimulate 
learners’ behaviours. The actions of entrepreneurs do not happen in 
vacuum but are the results of some interactions with others. Follow-
ing Kyrö (2008, p. 42), who writes: Proactive behaviour in complexity 
assumes that learning is simultaneously individual and social, relating 
to the dynamics between individual and collective human processes. She 
identifies two elements of entrepreneurial learning: an action-oriented 
proactive holistic attitude towards a complex and changing world and 
a holistic view of the human individual and social processes. 

Action-based approach to entrepreneurship education corresponds 
to the logic of constructivism. As Löbler (2006) explains, construc-
tivist approach takes place when learning is a self-governed on-going 
process where teaching supports learning thus the learner is an ac-
tive producer and the teacher is an assistant, and activities are based 
on doing, thinking and talking together while having fun. From the 
constructivist point of view, entrepreneurship education should re-
sult in some change, which is supposed to occur in learners in order 
to make them more entrepreneurial. Constructivist approach is of-
ten combined with the concept of transformative learning (Mezirow, 
1997; Mezirow et al., 2000) where in entrepreneurship education 
context transformation leads to more entrepreneurial thinking and 
behaviour. 
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➢ Problem-based learning
Under action-oriented pedagogy umbrella term, one of the strong-

est positions has problem-based learning concept. The concept is based 
on supporting students to find solutions to open-ended problems. These 
problems are usually articulated within cases or narratives taken from 
the real world and typical to the learners’ field of studies. The solutions 
to the problems are not obvious and often create cognitive conflict in 
learners. In entrepreneurship education context, problem-based learn-
ing is believed to enhance entrepreneurial thinking. As Krueger (2007, 
p.132) explains: … the particular value of problem-based learning (PBL) in 
entrepreneurship pedagogy is that PBL requires learners to move from an-
swer-finding to question-creating, to take personal (cognitive) ownership 
of their projects. Faced with very high uncertainty, extreme time pressures 
and competing demands on their time and effort, problem-based learning 
mirrors what an entrepreneur faces on a daily basis. As students proceed, 
their reflections invariably lead them to that realization: the necessity for 
further improving their personal role identity as an entrepreneur.

Problem-based learning is grounded in critical and constructive 
thinking. It is an active type of learning, which takes place in a spe-
cific context (Barrows, 1996). Learners receive open-ended problems 
and strive for understanding the problem and providing some solutions. 
They take responsibility for their learning and are aware of learning 
process. Educators take rather a position of facilitator than dissemina-
tors. Team learning plays an important role in learning, which is often 
enhanced by interactions with experts in the field. The teaching inter-
ventions are less structured and less predefined.

➢ Experiential learning in the context of entrepreneurship education 
will be discussed broadly in chapter three of the monograph.

Entrepreneurship education as a method
One of the most recent approaches to entrepreneurship education 

treats it as a method. Neck and Greene (2011) argue that the meth-
od of teaching is more important than its contents. They juxtapose 
teaching entrepreneurship as a process and a method (Table 1.5). For 
them, entrepreneurship education has to go beyond understanding, 
knowing, and talking. It has to be practice oriented and involve learn-
ers in using, applying, and acting. Neck and Greene offer alternative 
view on education where learning a method becomes more important 
than learning the contents. The method includes way of systematic 
thinking and acting. Suggested techniques embrace practices of start-
ing businesses, serious games and simulations, design-based learning, 
and reflective practice.
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Entrepreneurship as a Process ...........................................Entrepreneurship as a Method
Known inputs and outputs ................................................................. A body of skills or techniques
Steps ......................................................................................................................................... Toolkit
Predictive ................................................................................................................................ Creative
Linear ...................................................................................................................................... Iterative
Precision ...................................................................................................................Experimentation
Tested ................................................................................................................................... Practiced

Table 1.5. Teaching entrepreneurship as a process and as a method
Source: Neck and Greene (2011, p.62).

Common problems in practice of teaching 
entrepreneurship 

After the initial period of recognition of entrepreneurship educa-
tion and introducing it into university curricula, which mainly took 
place in last two decades, now more efforts are given to ensuring an 
access to and high quality of entrepreneurship education. The idea 
is to enable all students, regardless of their university background 
and level of studies, be exposed to entrepreneurship education. This 
goes together with moving entrepreneurship from an extra-curricular 
course to general courses. In turn, accessible and high quality entre-
preneurship education generates more entrepreneurial society mem-
bers, increases employment and encourages innovation and creativi-
ty. Students and graduates, who have experienced entrepreneurship 
education, are carriers of entrepreneurial identity throughout their 
lives. However, despite an unquestionable progress in implementing 
effective entrepreneurship education, some problems might be identi-
fied. Below problems are particularly adequate for environments that 
do not have much experience in entrepreneurship education.

General problems:
➢ Limitations in understanding the role of entrepreneurship ed-

ucation are related to associating entrepreneurship only with the 
context of business, whereas entrepreneurship education means 
using knowledge, skills and competences in a vast range of con-
texts and situations. Moreover, entrepreneurship still happens 
to be perceived as a part of business or management education 
whereas it is a key competence for all students not only those stud-
ying business, management or economics. Interesting results might 
be achieved if students of different backgrounds, including arts, 

1.1.4.
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humanities, or engineering, form one team and work to-
gether on venture formation.

➢ Separation of research and education. Entrepreneurship edu-
cation is a specific academic discipline drawing from both fields 
of entrepreneurship and education. However, entrepreneurship 
teachers happen not to be researchers in the field. Lack of engage-
ment in entrepreneurship education research and not following 
pedagogical advancements, result in substantially lower quality of 
entrepreneurship education. 
Also, some university programs are not based on entrepreneurship 
research findings. For teachers, this means allocating their time 
to many research areas, which decreases the quality of their re-
search and teaching. Some of the publications in this field are writ-
ten in local languages and in national journals. There is a strong 
need to progress research for advancing entrepreneurship educa-
tion, particularly in methodology. 

➢ Traditional understanding of the entrepreneurial learning 
process. The idea of entrepreneurship education is about cre-
ating commitment to learning, as well as acting and thinking in 
an entrepreneurial way. This needs a development of a strong 
students’ learning culture. By immersing in an entrepreneuri-
al culture, students gain numerous and extensive experiences 
through entrepreneurial processes. Learning process is centred 
around personal shift (in frames of references, points of views, 
assumptions, patterns of behaviour) and making meaning of the 
learners’ lives (sense-making concept). In the context of entre-
preneurship education, this means developing an entrepreneur-
ial mind-set and creating or renewing self-perception of being 
an entrepreneur. The concept of entrepreneurial transformative 
learning is emerging in the field and has the potential to be de-
veloped together with more constructivist approach to entre-
preneurship (Krueger, 2007; Krueger, 2009). They both focus 
on structuring an entrepreneurial learning process with its dy-
namics rather than on specific structures and both see the learner 
as the initiator of entrepreneurial process in a relational context. 
Entrepreneurship education is in need of permanent renewal. In 
some countries still, a rather transmission approach dominates in 
entrepreneurship education. Thus learning is mostly dependent 
on and governed by the teacher. In practice, it means providing 
traditional lectures where students’ contribution is very passive 
and the learning outcomes are evaluated according to memori-
zation skills. 
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➢ Missing components. What is often missing is an emphasis 
on entrepreneurship as a driver towards active citizenship and 
democratic empowerment. This approach to entrepreneurship 
cannot be found in many universities. Also social and sustaina-
ble entrepreneurship is not included or treated very marginally 
in entrepreneurship courses curricula. Inclusion of these themes 
helps to teach students that outcomes and impacts of their ac-
tions belong to whole community or society they live in. Entre-
preneurship is connected to creation, innovation, creativeness, 
and problem solving. These are universal values, which contrib-
ute to sustainable socio-economic development of nations, are 
desired in society and ensure long-term integration and cooper-
ation of regions.

In developing countries, where entrepreneurship education is not ad-
vanced and founds limited, the problems may also refer to:

➢ Scarce and dispersed teaching resources. At some universities 
the problems with entrepreneurship education are the result of 
lack of a sufficient number of qualified teaching staff. Academics 
do not have much experience in teaching entrepreneurship as 
they usually were not trained in entrepreneurship and do not 
have many international experiences which could enrich their 
teaching practices. Very often entrepreneurship educators have 
research interests other than entrepreneurship and entrepreneur-
ship education. They are obliged to give entrepreneurship cours-
es to fulfil their teaching hours. In some countries, weak mobility 
of teaching staff (in and outside the country) often results in 
replication of obsolete teaching methods and lack of entrepre-
neurship research centres does not bring any advancements in 
entrepreneurship education.

➢ Need of professional development program. Teaching staff does 
not receive appropriate training to deliver entrepreneurship edu-
cation. In some environments there is no tradition of conducting 
regular research seminars with invited guests from outside the 
university or making career development plans with academic 
staff. As a consequence, teachers and researchers do not have 
many opportunities to enter inter- and cross-disciplinary collab-
orations with peers from other regions and countries. Research 
groups or consortia between different research and education 
institutions are not flourishing.
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Learning process as a core of entrepreneurial 
processes and entrepreneurship education

The characteristics of entrepreneurial learning process

Process of learning and entrepreneurship
The late 1980s and 1990s brought an interest in understanding entrepre-

neurship as a process. This new orientation was a consequence of starting 
to regard entrepreneurship more as a management field than the one de-
riving from economics. Entrepreneurship began to be understood as a cre-
ation of new ventures, organizations, goods or services and the process of 
emergence. The research efforts focused on reconstructing venture creation 
process that has been characterized as complex, multi-phased, multidimen-
sional, evolutionary and comprising conceptualization and execution. More 
recently, the entrepreneurial process started to be identified with and related 
to learning process, both on individual and collective level (organizational 
learning, team learning). In this vein, learning exists within entrepreneur-
ship (Corbett, 2005; Politis, 2005). This approach resulted in the concept of 
entrepreneurial learning and the idea that entrepreneurs learn to act and 
think in entrepreneurial way. In entrepreneurship context learning may 
be regarded an enacted practice of gaining and applying entrepreneurial 
knowledge and skills. As Higgins et al. (2013) notice, entrepreneurs are en-
gaged in a process of questioning their ideas and assumptions, they look 
for alternative solutions by being involved in social interactions and the mi-
cro-practices of knowledge. Similarly, Rae and Carswell (2001, p. 221) define 
entrepreneurial learning as a problem solving process centered on the acquisi-
tion, storage and use of entrepreneurial knowledge in long term memory (Rae 
and Carswell, 2001, p. 221). It is composed of the intrinsic human processes 
of how people develop entrepreneurial capabilities and practices (Rae, 2000, 
p.145). Such an understanding of entrepreneurship education influenced 
both entrepreneurship and entrepreneurship education fields. However, 
entrepreneurship still has not been investigated enough from the perspec-
tive of learning process. Entrepreneurial learning has become a new area 
of study, deriving from the intersection of entrepreneurship and education. 
It became mainstreamed field in the first decade of 21st century, especially 
after the special issue on entrepreneurial learning and knowledge published 
by Entrepreneurship: theory & practice journal in 2005. Some papers in-
cluded in this issue indicated that entrepreneurial learning is experiential 
in its nature. Learning started to be understood as a process of changes in 
human behaviour and understanding of the world, being result of collecting 
experiences. 

1.2.

1.2.1.
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The understanding of entrepreneurship as a learning process has some 
consequences. Taking entrepreneurial learning lenses, entrepreneurship is 
a never-ending process. It is a process of becoming entrepreneurial, which 
is facilitated by the number and quality of entrepreneurial experiences. It 
means accepting that entrepreneurship does not have clear borders. As 
Cope (2005, p. 374) writes: Rather than trying to define “who an entrepreneur 
is,” it is argued that it is more productive to view entrepreneurship as a con-
textual process of “becoming”. Also, assuming that entrepreneurship involves 
learning process leads to conclusion that both successes and failures are 
important in entrepreneurship, as both generate learning. It does not make 
sense, therefore, to research only successful entrepreneurs.

Distinctiveness of entrepreneurial learning 
In entrepreneurship and entrepreneurship education context learning 

has at least double connotation. The learning process enables entrepre-
neurs to turn their ideas into business and develop them as entrepreneurs. 
However, it also means part of entrepreneurship education where learners 
through process of entrepreneurial learning become more entrepreneurial 
individuals or even aspiring entrepreneurs. The first meaning of entrepre-
neurial learning relates to entrepreneurs and it takes place throughout their 
professional lives; whereas the second relates to entrepreneurs to be or indi-
viduals who aspire to become more entrepreneurial. The first connotation 
of entrepreneurial learning belongs more to entrepreneurship field, whereas 
the second more to entrepreneurship education. In the first case entrepre-
neurial learning is part of entrepreneurial process and becomes a method 
to exploit high quality entrepreneurial opportunities. In this sense, entrepre-
neurship might be regarded as a learning process, which requires a theory of 
learning (Minniti and Baygrave, 2001). In the second case entrepreneurial 
learning is an aim per se, as its sense is to make learners more entrepre-
neurial. Although in each of these two cases the recipients are different, the 
process of entrepreneurial learning in both senses ends up with generating 
entrepreneurial knowledge and concerns developing entrepreneurial iden-
tity. In some way, and to some extent, entrepreneurial learning executed 
by entrepreneurs might be a general indicator for entrepreneurial learning 
realized through education. Instead, entrepreneurship education may fa-
cilitate any entrepreneurial processes. If the research finds an answer to the 
question how entrepreneurial learning takes place, it will allow to answer 
the next question on how to teach this process.

Types of learning
Corbett (2005), after Greeno et al. (1996), distinguishes and de-

scribes three types of learning: behavioural, cognitive and situative 
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(see Table 1.6). The researcher considers experiential learning as both 
cognitive and situative as learners by using their cognitive abilities 
transform their experiences (which are situative) into new knowledge. 
Corbett (2005, p. 482) gives a convincing argument why behavioural 
learning is not adequate for entrepreneurship and even calls behav-
ioural theories as antithesis of entrepreneurship: Behavioral theories 
may prove quite useful when an organization is trying to attain opera-
tional excellence in its processes or manufacturing. However, theories of 
this ilk reward those that follow the routine and status quo; these the-
ories explain well the activities in organized and defined environments 
with clear goals, feedback, and reinforcement. This is the antithesis of 
entrepreneurship. 

Behavioural learning Cognitive learning Situative learning 
(social learning)

Task Behavioural learning 
involves learning to 
make associations and 
learning new skills.

Cognitive learning 
involves the tasks of 
reasoning, problem 
solving, and planning. 
It often involves 
reorganization of 
concepts already 
in the individuals’ 
understanding.

Situative learning 
occurs through the 
active participation 
in group activities. 
Learning is the 
strengthening of those 
practices through 
interaction with others.

Environment Behavioural learning 
works best in an 
environment that is 
well organized and one 
where there is a routine 
to follow.

Cognitive learning 
works best in 
an environment 
that fosters an 
understanding of 
concepts and principles, 
and one that makes 
use of reasoning and 
problem solving skills.

Situative learning 
occurs in an 
environment when 
individuals participate 
with others in social/
group settings to foster 
confidence in their 
learning.

Note Behavioural learning 
includes clear goals, 
feedback, and 
reinforcement.

Cognitive learning 
is an active process 
of construction 
rather than a passive 
assimilation of 
information or rote 
memorization. Ability 
grows out of intellectual 
activity not absorption. 

Learning often occurs 
from people of different 
social or cultural 
backgrounds. 

Table 1.6. Three types of learning
Source: Corbett (2005).
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Entrepreneurial learning from the cognitive perspective
Studies on entrepreneurial learning are closely connected with the 

development of cognitive approach in psychology. As Krueger (2003, 
p. 105) writes: Understanding entrepreneurial cognition is imperative 
to understanding the essence of entrepreneurship, how it emerges and 
evolves… Research into entrepreneurial cognition offers a way to bring 
the entrepreneur back into entrepreneurship. In similar vein, Corbett 
(2005) explains that: The cognitive body of research contributes to our 
understanding of entrepreneurship by helping to explain how each in-
dividual’s mental makeup is related to his or her ability to identify and 
exploit an entrepreneurial opportunity. Other researchers sharing cog-
nitive approach in their studies on entrepreneurships are for example 
Robert Baron, Connie Marie Gaglio, Jerome A. Katz, Ronald K. Mitch-
ell or Lowell W. Busenitz. 

From the cognitive perspective, an entrepreneur is an individual 
who makes decisions due to accumulated earlier knowledge and men-
tal structures enabling its adequate usage while making judgments 
leading to exploiting entrepreneurial opportunities. The use of knowl-
edge means putting acquired earlier information into purposeful ac-
tion and mental structures include for example heuristics or expert 
scripts. In cognition approach the research interests lays in recon-
structing the process by answering how an individual is able to ac-
quire, process and use information in a way that results in venture 
creation and more enterprising self. In this sense, the basic question is 
how the entrepreneur constructs and uses the entrepreneurial knowl-
edge. Taking into consideration strong opportunity focus in entre-
preneurship, answering this question gives more understanding how 
individuals learn to see opportunities and make decisions to pursue 
them (Krueger, 2003).

Being aware of the achievements of cognitive psychology that inves-
tigates structures and cognitive processes enables better understanding 
of the individual entrepreneurial mechanisms. The means of receiving 
and perceiving the reality decide on the entrepreneurial action. Cogni-
tive psychology is engaged in discovering how individuals get to know 
an environment and how they exploit the knowledge resulting from 
this exploration. Therefore, it describes cognitive mechanisms and 
the ways individuals discover environment. It characterizes mental 
processes of how an individual combines and uses information, and 
how this affects decision-making and consequently entrepreneurial 
activities.

The cognitive approach emphasizes individualism of entrepreneuri-
al thinking process. It does not seek a collective portrait of personality 
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of an entrepreneur. It looks for answers to the question on how entre-
preneurs think and why they behave in certain ways (Mitchell et al., 
2002). The cognitive approach helps to understand why the reactions 
of two people to the same event may vary. The entrepreneurial cog-
nition is understood as knowledge structures which individuals use 
to evaluate or take decisions related to venture creations and their 
development (Mitchell et al. 2002, p. 97). This approach examines how 
entrepreneurs link seemingly unrelated information to produce new 
goods or provide new services. 

Entrepreneurial thinking theories

The development of cognitive approach and focus on entrepre-
neurial learning brought an interest to the ways entrepreneurs think 
and take decisions. The special attention was given to entrepreneur-
ial heuristics and entrepreneurial logic of thinking – bricolage and 
effectuation.

Heuristics
According to Baron (1998), what differentiates an entrepreneur 

from non-entrepreneur is a way of thinking. The entrepreneur uses 
heuristics, which are mental and subconscious mechanisms of making 
decisions. These simplified rules of inference allow him or her to make 
decisions faster and in a more effective way. A different way of think-
ing of entrepreneurs is not a result of differences in their traits, but 
rather is the consequence of functioning in situations characterized by 
a high degree of risk and uncertainties and also dealing with a huge 
amount of information.

Heuristics in the area of decision-making and judgments became 
an important issue of cognitive psychology. Individuals rely on mental 
scripts and heuristics to make sense out of reality (Berglund, 2005). In 
the context of entrepreneurship heuristics may be helpful in investi-
gating the way entrepreneurial decisions are taken. They are especially 
informative in conditions of complexity of the reality in which ration-
ality is not always a guiding principle, because the careful and logical 
attempts to understand the environment might prove non effective 
and efficient. Such an environment is a typical environment for en-
trepreneurial actions. The importance of heuristics for entrepreneurs 
is confirmed by empirical studies. For example, basing on models of 
irrational decision-making, Busenitz and Barney (1997) prove that en-
trepreneurs more often than managers use heuristics.

1.2.2. 
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Effectuation
The theory of effectuation describes a new logic of thinking and 

acting by entrepreneurs. It was created by Saras Sarasvathy to help 
to understand how experienced entrepreneurs make decisions. The 
theory offers an alternative perspective on the entrepreneurial pro-
cess, in which the available resources define the purpose of the action, 
rather than are accumulated according to previously chosen goals. 
The theory paves the way for the concept of action-bound theory in 
entrepreneurship.

According to Sarasvathy (2008), there are two different approaches 
to taking actions, solving problems and making decisions, especial-
ly in an uncertain environment. The first one is effectuation and is 
based on the premise to the extent we can control the future, we do not 
need to predict it. The future is unpredictable yet controllable. Entre-
preneurs create opportunities. They do not begin with a specific goal 
but with given means and seek to create new ends. The goal appears 
over time and depends on entrepreneurs’ imagination and their rela-
tionships with others (Chandler et al., 2007). Entrepreneur is choos-
ing between alternatives taking into consideration the affordability 
of experimentation and by creating alliances with future customers 
and suppliers. The second approach is causation and is based on the 
premise to the extent we can predict the future, we can control it. This 
approach is rooted in prediction as entrepreneurs start with an effect 
to be created. Entrepreneurs make rational choices. They evaluate al-
ternatives and choose a solution most suitable for them that is gener-
ating the greatest profit. Decisions taken by them concern primarily 
the resources that can be used to make ventures happen.

From the point of view of entrepreneurship education it is very 
important to stress that effectuation is a way of thinking and kind of 
strategy that can be learned. It is pragmatic logic. Sarasvathy offers 
a method of overcoming the various stages of solving problems, stress-
ing that educators are able to teach it and learners or entrepreneurs 
can learn it. The process starts by asking learners who they are, what 
they know and who they know, and then to determine the level of pos-
sible losses. At the time of taking entrepreneurial activities learners are 
encouraged to meet new people who may become shareholders which 
leads to the creation of new resources and new goals. This starts a new 
cycle, enriched with these resources, or goals. The result is a new com-
pany, products, or new markets.
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Bricolage
The logic of effectuation to some extent is similar to the entrepreneur-

ial bricolage that is an entrepreneurial behaviour of creating something 
out of nothing or out of very limited resources. Entrepreneurs combine 
different resources they have at hand to meet their challenges (Baker and 
Nelson, 2005).

Entrepreneurial intentions and opportunities 
in entrepreneurial learning process

Entrepreneurship education and entrepreneurial 
intentions

The other perspective on entrepreneurial learning may be achieved if 
entrepreneurial intentions are taken into consideration. The aim of en-
trepreneurship education is then to induce or strengthen entrepreneurial 
intentions of learners, as well as to make these intentions more realistic 
(Krueger, 2009). Since entrepreneurial intentions are so strongly associat-
ed with the perception, that is subjectively perceived reality, it is possible 
to shape and even change them through education.

Figure 1.1. Effectuation logic
Source: Sarasvathy and Dew (2005).

1.3. 
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Research on entrepreneurship should lead to implications, as its 
objective is to predict and support the entrepreneurial behaviour. In 
the context of entrepreneurial intentions, the task of entrepreneurship 
education is to incite or strengthen entrepreneurial intentions, as well 
as making them more realistic (Krueger, 2009). Since entrepreneurial 
intentions are so strongly associated with the perception, it is possible 
to influence them and even to change them through education.

In practice, there have been many studies trying to link entrepre-
neurial intentions with education. Moreover, education has also be-
come one of the determinants affecting the level of entrepreneurial 
intentions. For example, Lena and Wong (2003) in their studies fo-
cused on the relationship between new business ventures and attitude 
to entrepreneurship education. After investigating 1,500 students they 
found that the more positive attitude towards entrepreneurship edu-
cation, the more business ventures appear in the future. The study of 
Rasheed (2000) shows that students who have experienced education 
in entrepreneurship have a higher motivation to achieve their goals, 
a stronger sense of self-control, and a stronger sense of self-efficacy. 
Similarly, Kolvereid and Moen (1997) who studied students from Nor-
wegian business schools emphasize the positive relationship between 
education in entrepreneurship and entrepreneurial attitude, both in 
the case of actual business behaviour and intentions. The study of 
Clark et al. (1984) brings similar results. Although most of the studies 
stress a positive relationship between entrepreneurship education fo-
cused on enhancing entrepreneurial intentions and plans for business 
start-ups, there are also some studies that indicate the opposite. For 
example, Oosterbeek et al. (2008) argue that entrepreneurship educa-
tion programs have a negative impact on entrepreneurial competence 
and business plans. In case of entrepreneurship education also the 
cultural context is of great importance. Lee et al. (2005) indicate that 
in countries with poorly developed entrepreneurial culture, its influ-
ence is stronger than in countries in which culture can be regarded 
as mature.

Entrepreneurship education may affect the intentions directly or 
indirectly, by influencing the perceived feasibility and perceived will-
ingness (Linan, 2004). It may be assumed therefore, that entrepreneur-
ial intentions are affected by the broadly understood entrepreneuri-
al knowledge. The collection of entrepreneurial knowledge may be 
the result of learning contents. It may also derive from accumulated 
experiences. 
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Entrepreneurship education and entrepreneurial 
opportunities

The other perspective of entrepreneurial learning may be applied if 
entrepreneurial opportunities are discussed. Certainly there is no one 
type of entrepreneurial opportunity and one way of identifying them. 
The entrepreneurial opportunity concept is very capacious and ambig-
uous. However, the review of the literature on entrepreneurship con-
firms that opportunities are a key issue in entrepreneurship research 
and further work on their understanding is justified and desirable. Un-
derstanding opportunities and their identification should therefore be 
transposed to entrepreneurship education. The ideal situation seems 
to be able to educate how to identify, evaluate and exploit opportunities. 
This would increase the presence and effectiveness of the entrepreneur-
ship in society and economy. The opportunity concept is in the area of 
interest of entrepreneurship education. However, the transposition of 
the opportunities to entrepreneurship education is still poor. This need 
is articulated by many authors. For example, Kirby (2007) notes that the 
development of entrepreneurship education requires the development 
of the competences to recognize opportunity. For Carrier (2007), iden-
tification of different types of opportunities is a basic entrepreneurial 
competence that should be taken into account at the beginning of en-
trepreneurial education.

There is no clear answer whether it is possible to learn competenc-
es necessary to perceive business opportunities. While De Tienne and 
Chandler (2004 ) recognize that it is feasible, the study of Saks and Gaglio 
(2002) indicates the opposite. In-depth interviews conducted by Saks and 
Gaglio with 14 well-known professors in entrepreneurship led to the con-
clusion that although learning business opportunites evaluation is pos-
sible, learning how to recognize or create them is rather difficult, if not 
impossible. Despite this fact, almost three quarters of respondents ex-
pressed the hope that students actually learn to identify potential business 
opportunities. Carrier (2005) argues that we should be more creative and 
put a stronger emphasis on the creation of a business, rather than assess-
ing copied ideas.

The basic assumption in entrepreneurship education is that including 
individual competencies or skills to entrepreneurial opportunity processes 
is possible. The question is what kind of competencies should be strength-
ened through entrepreneurship education. The involvement of individual 
in entrepreneurial opportunity process may take the form of: systematic 
and rational searching, exploring the dynamics between cognitive prop-
erties of the individual and the outside world, or enacting opportunity. 
Differences in approaches to entrepreneurial opportunities encourage 
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to reflect on the universality of methods and teaching tools. Since indi-
viduals are so different, the same stimuli does not work for all. Therefe-
ore, the desired competencies can relate to identifying and formulating 
problems, making choices between alternatives, being alert to changes in 
the environment, possessing ability to reflect, and also experiencing the 
“real” situation in order to understand the mechanisms of own behaviour 
better (Kyrö et al., 2011).

Refering to the problem of entrepreneurial competence to the typology 
suggested by Kyrö et al. (2011), there are three types of approaches to op-
portunities: problem solving-oriented approach, cognitive approach and 
action-oriented approach. 

Individuals with a problem-solving approach should be encouraged 
to be active and involved in tasks demanding seeking solutions and ra-
tional thinking. For this group of individuals, it is important to develop 
the ability of formulating the problem and following it until its solution. 
In entrepreneurship education, the most relevant issue seems to be the use 
of techniques of problem-based learning. A good idea also seems to be 
learning to write a business plan.

For individuals with cognitive approach to opportunities, interventions 
aimed at stimulating cognitive mechanisms prove to be the most effective. 
Awareness of cognitive processes, their potential and limitations, should 
increase the willingness and readiness of this group of individuals to ex-
plore opportunities. In education, the most supportive techniques might 
be mind mapping and concept mapping, as they help to understand and 
develop ideas as well as to identify relationships between them.

In the case of action-oriented approach, students should enhance 
their competences in the field of entrepreneurial opportunities by being 
exposed to teaching experiments. For them it would be recommended 
to create the conditions enabling them to participate in a real entrepre-
neurial process, during which they could implement their own ideas 
into life.

In order to strengthen the necessary competences, students should be 
offered a variety of teaching methods taking into consideration whether 
opportunities are sought, discovered or created. In case of opportunity 
seeking, learning is causal and learner uses the existing knowledge. He or 
she applies planning approach, based on the formulation of the problem, 
and then the consequent search for the solution. In the case of opportu-
nity discovery, learning is active in nature and is based on experience. 
Knowledge is a result of assimilating information and adapting it to the 
existing one. In case of creating opportunities, learning process is sim-
ilar to Sarasvathy’s effectuation. Students are engaged in activities, and 
through their experiences they make further decisions.
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Entrepreneurial opportunities concept dominates in the modern ap-
proach to entrepreneurship and as a theoretical concept has a chance 
to contribute significantly to the progress in entrepreneurship as a re-
search field. For Dutta and Crossan (2005) previous researches on en-
trepreneurial opportunities are too limited and still a lot remains to be 
discovered. There are, however, also warnings not to overuse the term. 
Short et al. (2010) warn that entrepreneurial opportunities should not 
become a concept that defines everything but does not mean anything 
and thus loses its meaning.

The cognitive, conative and affective 
constructs in entrepreneurial learning

Personality and intelligence of the learner consists of three constructs, 
next to cognitive, also affective and conative one. Koiranen (1999) in de-
fining entrepreneurship refers to the mental constructs, defining it as 
a cognitive, affective and conative process striving to add value by crea-
tion and growth. The original concept of cognitive, affective and conative 
structure of the mind, determining the personality and intelligence of an 
individual, derives from the work of Snow et al. (1996). 

As Kyrö et al. (2012) explains, conative structure is associated with 
motivation (desire to succeed), which directs individual’s volition. The 
affective construct concerns the temperament and emotions, and also at 
a deeper level values and attitudes. Cognitive construct is connected with 
the processes associated with obtaining and processing information. It is 
associated with declarative knowledge (how to connect different concepts) 
and procedural knowledge (application of knowledge).

Affection and entrepreneurship
Recent research starts to illuminate that emotions play significant role 

in the opportunity process (Welpe et al., 2011; Foo 2011; Grichnik et al., 
2010). All these studies are based on the assumption of interplay between 
cognition and affection. For example Hayton and Cholakova (2012) 
claim that affect and cognition are interwoven in an iterative process and 
through that process entrepreneurs feel, think, and finally act. Affective 
and cognitive processes come with the arousal of different parts of the 
brain (Cohen, 2005; Hayton and Cholakova, 2012) but as Baron indicates, 
their interaction is continuous (Baron, 2008). For Baron (2008) affection 

1.4. 
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may influence cognition through its impact on perceptions of the external 
world, creativity, the tendency to engage in heuristic processing, mem-
ory, the cognitive strategies individuals use in coping with intense and 
persistent stress, interpretations of others’ motives. None of the authors 
however, consider the role of conation in the interplay between affection 
and cognition.

The need for understanding the role of affection in entrepreneurial 
processes is strongly articulated by many authors, including Cardon et al. 
(2005, 2009). However, there is much confusion around affection and 
emotions concept in entrepreneurship literature. Cardon et al. (2012) re-
gard affection as subjective concept concerning dispositional affect (per-
sonality that is more stable), specific emotion (intensive and short term 
one), and mood (low intensive but lasting, being result of some stimuli). 
They find emotion and affect semantically equal. Baron (2008) distin-
guishes between state affect and dispositional (trait) affect. The former is 
connected with changes in current moods as a result of external events; 
the latter refers to stable tendencies to experience specific affective reac-
tions, both producing parallel effects in many situations. This corresponds 
more to Snow’s et al. (1996) division of affection into temperament and 
emotion.

Conation and entrepreneurship
Entrepreneurship research, drawing for its conceptual understanding 

on cognitive psychology (Kickul et al., 2009; Palich and Bagby, 1995), of-
ten undermines the differences between conation and affection (as me-
ta-analysis of Sitzman et al. (2010) well indicates) or manages to leave 
affection outside the actual conceptual discussion (Liu, Xu and Weitz, 
2011). Motivation in entrepreneurship research is regarded as one of basic 
characteristics of entrepreneurs and investigated mainly in terms of push 
or pull factor (Vanevenhoven, 2013). What we know about motivation is 
that it may influence entrepreneurial process through risk taking, locus 
of control, self-efficacy, goal setting (Shane et al., 2003) and it usually goes 
with affection, as like Seo et al. (2004) state understandings of motiva-
tion fails if we do not consider human emotions. This interplay has been 
studied for example in regard of motivational effect of passion (Cardon, 
2009) or in context of self-regulation providing linkage through which 
motivation and emotions integrate (Seo et al., 2004). Despite the fact that 
entrepreneurship might be regarded as an act of individual volition, the 
role of volition construct in entrepreneurial process remains unexplored, 
although the need has been already claimed, for example by Bygrave 
(2000, 2002). What we know is that motivation seems to influence the 
volition (Snow et al. 1996).
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Thus, it should be highlighted that not all streams of research follow 
the conceptual understanding of tripartite personality and intelligence. 
Most of these studies assume and concentrate only on the interplay be-
tween affection and cognition, ignoring conation, and more specifically 
the role of volition in entrepreneurial processes. Some research also does 
not differentiate enough between the constructs. For example, in their 
meta-analysis of the self-assessment of knowledge, Sitzman et al. (2010) 
regard learner motivation and self-efficacy as affective learning outcomes. 
This indicates that either affection is used as a synonym for conation or 
then it subsumes both conation and affection.

Personality and intelligence constructs and learning 
process

The discussed constructs are present during learning process. They 
are all valuable as they guide our willingness and interest to learn (Kyrö, 
2008). However, they are not often studied and even if they are not stud-
ied simultaneously. Especially affection construct is ignored in learning 
models. Ruohotie and Koiranen (2000) claim that in entrepreneurial 
education, be it formally planned or taking place in everyday life, the 
key processes concern motivation and volition that is the conative as-
pects of learning. However, as already argued by Dewey (1951), emotions 
are essential factors in learning. Dewey saw man as a living being in 
interaction with the world and in a confrontation with things. This is 
how meanings, emotions and interests are born. Gibb likewise under-
lines how the affective aspects relating to our values and attitudes should 
take a more explicit place in learning practices (Gibb, 2002). Pittaway 
and Cope (2007) found that emotional exposure played a major role in 
creating an environment for effective entrepreneurial learning. For Feys 
et al. (2011) cognitive and affective processes are needed in self-regula-
tion. Therefore Shrivastava (2010) calls for a more holistic pedagogy that 
integrates emotional and cognitive learning to be able to change human 
behaviour. 

The directions for future research
When affection is embedded in all situations and each individu-

al has his/her own temperament, this leads us to an assumption that 
there are individual differences in the interplay between cognitive, 
conative and affective aspects in the learning process. This follows 
a stream of research emphasizing students’ differences in entrepre-
neurship education as identified by Bechard and Gregoire (2005) in 
their meta-analyses of entrepreneurship education research or by Kyrö 
et al. (2011) concerning students’ different approaches to opportunity 
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process. This assumption, too, gains empirical support from recent re-
search by Kickul et al. (2009) on differential models of cognitive style 
on entrepreneurial self-efficacy and the new venture creation process. 
Thus we can assume that affective, conative and cognitive processes 
interact in the entrepreneurial learning process, yet there is little evi-
dence of how this interplay takes place. 



Chapter II
The foundations of 
experience-based learning 
and education

Introduction 

Experience is something that happens to individuals and, in vein of 
empiricism, is a source of some knowledge to individuals. This makes 
experience a desirable concept in education. However, seeing education 
from the experience-based perspective is rendered difficult, as the notion 
of experience is itself problematic and it is not a self-explanatory concept. 
Experience is both a philosophical and psychological construct but also 
everyday practice that happens to all people. 

As a consequence, there are many perspectives the concept of expe-
rience may be investigated from, like: philosophical, aesthetic, political, 
cultural, social or historical. This chapter of the monograph provides 
a general overview of experience-based education and experiential 
learning from the perspective of philosophy, psychology, pedagogy and 
educational studies. The purpose is to revisit and synthetize the meaning 
of experience for learning processes, in order to relate it to entrepre-
neurship education in the next chapter.

The philosophical foundations of experience-based learning and 
education have been analysed from historical perspective in two time 
lines: from Ancient Greece up to 20th century and in 20th century that is 
mainly in form of American pragmatism and Dewey’s concept of expe-
rience and experience-based education. The historic review starts from 
Plato and Aristotle. In the next centuries, experience started to appear in 
works of other philosophers: Locke, Rousseau, Hegel, Kant or Deleuze. 
However, until the late 20th century, experience was never in the center 
of interest of education. This has changed together with American 

Education is found in life-experience. 
John Dewey (1946, p. 53).
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pragmatism and progressive education movement in USA, especially 
after popularisation of the concept of experience-based education ini-
tiated by Dewey. 

Experience appears also in psychology. The psychological foundations 
of experience-based learning and education are built on behaviouristic 
idea of learning from consequences (Thorndike, Skinner), cognitive de-
velopment through experience (Piaget), cognitive load theory (Sweller), 
social psychology and experiential learning (Lewin), social learning the-
ory (Bandura), self-regulated learning (Zimmerman). Taking into consid-
eration pedagogy, the works of Freire and his concept of experience-based 
education have been revisited. Finally, the concept of experience may be 
found in contemporary education theories. In this chapter the particu-
lar attention is put on learning as a cycle and different learning styles 
(Kolb), action learning (Revans), transformative learning (Mezirow), hu-
manistic approach to learning from experience (Malcolm) and modern 
constructivism.

The selection of referred philosophers, psychologists or education the-
orists is arbitrary. They were chosen based on the criterion of contribution 
to the development of experience-based education and their potential to en-
rich further discussion on experience-based entrepreneurship education.

The philosophical foundations of 
experience-based learning and education 

Philosophy of education and experience – historical review 
from Ancient Greece up to 20th century

The central role of education and learning in the development of 
humans as individuals and in the progress of societies does not have 
to be argued and justified. Some forms of teaching existed from the 
beginning of human kind and they were systematically formalized, in-
stitutionalized and broadly discussed in social, cultural, political, phil-
osophical, economic and historical contexts. In general, there are two 
basic perspectives through which education may be perceived and an-
alysed. The first one emphasizes the individual and focuses on human 
development that is intelligence and personality, knowledge, traits, 
skills and competences. The second sees education as a social process, 
therefore embeds it in a society or community frame of reference. Both 

2.1.

2.1.1.
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perspectives acknowledge the connection between education/learning 
and life, either of an individual (for personal liberation, pursuing in-
terests, establishing living and its maintenance) or a group (to ensure 
its continuity and progress). In this sense, life means a continuous 
learning process, which can be enhanced and enriched through educa-
tion of any kind, be it formal or informal. In the process of educating 
the accumulated knowledge is transferred and disseminated between 
the society’s members. Individuals learn though their own and others’ 
experiences. The sense, outcome and value of all learning processes 
is knowledge creation and usage. Taking it for granted, the question 
is how to make this process a meaningful and useful passage for the 
individual and how through creating new knowledge, ensure develop-
ment of the society? This fundamental question is guiding through-
out chapter two and becomes a reference point in further discussions 
about entrepreneurship education.

The domain of philosophy of education is full of various ideas, con-
cepts or approaches giving some clues how to answer this question. 
However, due to its abundance, it also lacks enough intellectual co-
hesion enabling to answer in one and an uncontroversial way. What 
might not be developed enough in philosophy of education are the 
rigors of work and the depth of scholarship (Phillips and Siegel, 2013). 
Majority of philosophers have asked numerous philosophical ques-
tions on education and learning. However, as they have represent-
ed different traditions and schools, and the field is being developed 
through the ages, the acknowledgement of what has been achieved 
so far is hard to reach. The difficulties are also connected with social 
changes taking place in parallel to the advancement of the domain, 
but which the domain needs to grasp. Philosophy of education cannot 
be developed without following society’s progress and in separation 
from its intellectual, cultural and economic standing. The general im-
pression about the field might be that everything has already been 
discussed and written about but at the same time that nothing is clear 
enough to provide guidelines how to teach to meet expected outcomes. 
The applied side of philosophy education still needs more attention 
and considerations. 

Next to the enormous richness of philosophy of education, the chal-
lenge is also to accept that its borders are not tight enough. What 
may confuse is that next to philosophy of education there is also an 
enormous field of general education, and it is often hard to distinguish 
between the achievements of educational theorists and philosophers 
of education. Moreover, many socially engaged intellectuals and re-
formers, who are difficult to categorize to any of these two groups, also 
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raised the problems of education. As Phillips and Siegel (2013) notice, 
the understanding of education was greatly influenced by develop-
ments of many intellectual trends, like for example: Marxism, psy-
cho-analysis, existentialism, phenomenology, positivism, post-mod-
ernism, pragmatism, neo-liberalism, feminism, or analytic philosophy. 
The overall field of education is also very vast and mingled. When 
trying to make a systematic review of any educational concept, the 
solution is to swing between domains of education and philosophy 
of education and to choose threads according to preselected criteria 
and research needs. As it was argued in the Introduction of the mono-
graph, the idea of this chapter is to learn about the role and the mean-
ing of experience in education, not to systematize the field of philoso-
phy of education or general education. Therefore, from the beginning 
the intention is to filter the domain of philosophy of education and 
select those philosophers and thoughts that directly tackled with or 
might be adapted into experience-based education and experiential 
learning.

Historically, the challenge of a sound education, its meaning, sense, 
occurrence, objectives and methods have been a topic of many phil-
osophical debates. First philosophies of learning emerged in ancient 
Greece. It is assumed that one of the earliest philosophical discussions 
on education was initiated by Plato and included in his The Republic 
(especially Book III) 380 BC. In this great writing Plato distinguished 
two types of educations and two types of educational methods, one 
suitable for warrior guardians (more moral oriented, teaching obe-
dience and courage, including music and gymnastics) and one for 
kings and philosophers (enhancing philosophical disposition and 
strengthening characters, including mathematics and dialectics). 
The Republic includes also the famous cave analogy, which is known 
as the Platonian theory of knowledge. The chained prisoners in the 
dark cave see only shadows of the objects behind them illuminated 
by fire. They are isolated from the real world, they cannot experience 
it and instead create their own one. Using Plato’s words, The shadows 
of artifacts constitute the only reality people in this situation would 
recognize (515C1–2). 

As humans, we cannot be similar to the prisoners and possess only very 
limited knowledge of the reality around us as by doing it, we make false 
assumptions about its sense and logic. Therefore, we need to try to gain an 
access to the reality by experiencing, reasoning and accumulating knowl-
edge, that is by learning. Plato, being an idealist and rationalist, believed 
that knowledge about the world could be gained through self-reflection 
contemplation and own judgments.
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Aristotle who represented a very humanistic approach to education 
and propagated intellectual development of individuals also highlight-
ed the importance of education and learning. He was distinguishing 
between two polar types of knowledge: theoretical (episteme) and expe-
rienced (empeira) one, although including also techne knowledge as an 
arch between these two and being understood as the knowledge gained 
through experiencing accompanied with reasoning. His famous divi-
sion of knowledge to theoretical, practical and technical has had the 
long-standing consequences on understanding of differences between 
disciplines and brought the concept of experience into the light. Al-
though Aristotle might be regarded as a father of “learning by doing” 
concept in education (as he believed in role of habits in learning), his 
understanding of experience (he used the term praxis which will be ex-
plained further in the monograph) was not limited to physical actions. 
He believed that the habits should be accompanied by reasoning thus 
proper attention and reflection. 

Up to the end of 19th century, only few great philosophers like: Locke, 
Rousseau, Hegel or Kant, gave broader attention to the issue of experi-
ence in education. However, none of them made experience a key concept 
around which more sophisticated theory was built. 

During the Enlightenment, John Locke with his famous tabula rasa 
concept developed in the Essay Concerning Human Understanding (1690) 
was an advocate of great value of experiences in human life. In this essay 
(Book II, Chapter 1) Locke writes: Let us then suppose the mind to be, as 
we say, white paper, void of all characters, without any ideas: How comes 
it to be furnished? Whence comes it by that vast store which the busy and 
boundless fancy of man has painted on it with an almost endless variety? 
Whence has it all the materials of reason and knowledge? To this I answer, 
in one word, from EXPERIENCE. In that all our knowledge is founded; and 
from that it ultimately derives itself. 

As he explains in Some Thoughts Concerning Education (1693), edu-
cation has a great role in shaping humans. It fills “empty mind” with ex-
periences that in turn form the mind. Locke believed that a child’s mind 
is developed by experiences, however, mainly deriving from the outside 
world. Knowledge arises from accumulating experiences and questioning 
them. In this way, exposition to many various experiences ensures an in-
dividual development.

The 18th century brought much more interest in philosophy of edu-
cation and pedagogy. Jean-Jacques Rousseau in his pedagogic treatise 
Émile, ou De l’éducation (1762) included reflections on nature of ed-
ucation in the context of individual-society dimension and provided 
some instructions how to educate a child to be a good citizen. He 
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created the principles of natural education (learning comes naturally 
with growth and development of a person) and described one of the 
first systems of education. He was distinguishing two types of educa-
tion (giving to both essential role): public and individual one. He was 
also highlighting an important role of environment for education and 
stressing the individual character of learning and its dynamic char-
acter. Rousseau was clearly noticing the merits of experience and the 
need of individual reflection. According to him a child learns through 
experiencing, so the obligation of adults is to provide various experi-
ences to him or her. Without accumulating experiences a child cannot 
grow and reach a higher intellectual level. In the treatise Rousseau 
writes: …the real order of experience begins by setting up a light, and 
then shows the road by it, commencing with a regulated and digested, 
not a misplaced and vague course of experiment, and thence deducing 
axioms, and from these axioms new experiments. (p. 25). 

Importantly, for Rousseau gaining experiences should not be a blind 
trial and error practice but a conscious and systematic process enabling 
a passage from one valuable experience to the next one.

In Germany later Enlightenment era brought Hegel’s contribution 
to the domain of philosophy of education, although education was 
not of primary interest for this prominent thinker. His input to edu-
cation was connected with the concept of Bildung, that is a concept of 
self-development of mind or spirit (Geist) that occurs through experi-
ence and is perceived as a social and historical process (Wood, 1998). 
For Hegel, experiences are processes rooted in conflicts through 
which individuals discover consciously their identity and selfhood 
(Wood, 1998) and learning is experiential in its nature. Education is 
connected with morality and ethics and is rather regarded as labour 
than a natural process of evolving (Lilge, 1974). Similar to Aristot-
le, Hegel believed that education makes humans ethical. However, 
he was noticing that although experiences give individuals a better 
understanding of the world, they never bring complete and perfect 
knowledge about it.

In 18th century, which is often described as the age of pedagogy, 
another very influential philosopher shared his ideas about education. 
Immanuel Kant in his famous Über Pädagogik (1803/1900) stated the 
views on education and pedagogy. For him education foremost teaches 
character of a man and teaching morality is an important element of 
educating process. In all his writings Kant prioritizes knowledge. He 
refers knowledge to experience in a new way. In his Critique of Pure 
Reason (1781) he states: All our knowledge falls with the bounds of ex-
perience. However, although for Kant experience may be a source of 
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knowledge, knowledge exists before experience. He argues that an idea 
is nothing other than the concept of a perfection which has not as yet 
been experienced (1900, Introduction). If the concepts and institutions 
would be the same as ideas about them, there would be no place for 
experience: experience would never have existed at all, if at the proper 
time, those institutions had been established in accordance with ide-
as. Kant asserts that experiences are determined and structured by 
minds. In this sense, experiences of humans have some common basic 
characteristics. 

All these prominent personas of philosophy: Plato, Aristotle, Locke, 
Rousseau, Hegel, Kant included to some extent the concept of expe-
rience into their philosophies of education. Although they represent 
different times and philosophical traditions, even contradictory in their 
fundaments, they all see the value of experience and experiencing which 
is not merely reduced to acting but is realized through activating reason 
and thinking.

Following the chronological order, American pragmatists were next 
who dealt with the issue of education and experiences. Contrary to prede-
cessors, for these philosophers the concept of experience became a central 
point of deliberation. The monograph gives priority to late 19th main and 
20th century contribution to the understanding of education as during this 
time experience concept has received central consideration. Therefore, in 
the next subchapter the attention is given to American pragmatism and 
its most prominent representative John Dewey.

The role of experience is also appreciated by the later neorealist 
philosopher Gilles Deleuze, for whom knowledge is a dynamic process 
of inquiry that is broadened by experiencing and practicing (Semet-
sky, 2009). Experiences equip individuals with capacities to affect and 
be affected (Semetsky, 2009). Moreover, experiences are public, not 
private. For the learning and education to be valuable and effective, 
experience needs to embed three criteria of critical, clinical, and cre-
ative (Semetsky, 2010).

Before moving to American pragmatism and the pragmatist conception 
of experience, one more issue should be noted. The relation between phi-
losophy of education and the practice of teaching has not always been rec-
ognized. There are some attempts to categorize the teaching into five main 
streams, which are: perennialism, idealism, realism, experimentalism, and 
existentialism. The basic characteristics of all these streams are included 
in Table 2.1. However, these are teaching philosophies, not philosophies 
of education. These two should not be confused.
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Perennial-
ism Idealism Realism Experimen-

talism
Existential-

ism

Reality
(Ontology)

A world of 
reason and 
God

A world 
of mind

A world 
of things

A world 
of experience

A world of ex-
isting

Truth of 
knowledge 
– epistemol-
ogy

Reason and 
revelation

Consistency 
of ideas

Correspond-
ence and 
sensation

What works, 
what is

Personal 
subjective 
choice

Goodness 
(axiology)

Rationality Imitation of 
ideal self, 
person to be 
emulated

Laws of 
nature

The public 
test

Freedom

Teaching 
reality

Disciplinary 
subjects and 
doctrine

Subject of 
the mind 
– literary, 
philosophi-
cal, religious

Subjects 
of physi-
cal world 
– math, sci-
ence

Subject mat-
ter of social 
experience 
– social stud-
ies

Subject mat-
ter of choice 
– art, ethics, 
philosophy

Teaching 
truth

Discipline of 
the mind via 
drill

Teaching 
ideas via 
lecture, dis-
cussions

Teaching for 
mastery of 
information 
– demon-
strate, recite

Problem 
solving, 
project 
method

Arousing 
personal 
responses 
– questioning

Teaching 
goodness 
(values)

Disciplining 
behaviour 
(to reason)

Imitating 
heroes 
and other 
exemplars

Training in 
rules of con-
duct

Making 
group deci-
sions in light 
of conse-
quences

Awakening 
self to re-
sponsibility

Why schools 
exist

To reveal 
reason and 
God’s will

To sharpen 
the mind and 
intellectual 
processes

To reveal the 
order of the 
world and 
universe

To discover 
and expand 
the society 
we live in to 
share experi-
ences

To aid learn-
er to know 
themselves 
and their 
place in so-
ciety

What should 
be taught

Eternal 
truths

Wisdom of 
the ages

Laws of phys-
ical reality

Group inquiry 
into social 
problems and 
social scienc-
es, method 
and subject 
together

Unregiment-
ed topic 
areas

Role of the 
teacher

Interprets, 
tells

Reports, 
person to be 
emulated

Displays, 
imparts 
knowledge

Aids, 
consultant

Questions, 
assists stu-
dent in per-
sonal journey
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Perennial-
ism Idealism Realism Experimen-

talism
Existential-

ism

Role of the 
student

Passive re-
ception

Receives, 
memorizes

Manipulates, 
passive par-
ticipation

Active par-
ticipation, 
contributes

Determines 
own rule

School’s 
attitude to-
ward change

Truth is eter-
nal, no real 
change

Truth to be 
preserved, 
antichange

Always com-
ing toward 
perfection, 
orderly 
change

Change is 
ever-present, 
process

Change is 
necessary at 
all times

20th century: American pragmatism and Dewey’s concept of 
experience and experience-based education

Pragmatism was a philosophical movement initiated in USA around 
the year 1870. The most characteristic feature of this tradition is a strong 
practice orientation and striving for truth by a method of thinking that 
clarifies concepts and hypotheses (through scientific inquiry). Pragmatism 
is then both a theory of truth and a method to reach it. 

Pragmatism, also known under the name of instrumentalism, is con-
nected with activity. Ideas are born out of human actions (being active) 
and individuals learn by doing. Practice and the utility of the consequenc-
es are criteria for truth. The truth is action, as it has to be checked for 
practical consequences in order to be valuable. The ideas are true as long 
as they bring some value to our lives. One of the first writing on pragma-
tism was an article of Charles Sanders Peirce titled How to Make Our Ideas 
Clear (1878). The basic and most famous explanation of the novelty of the 
approach and its logic is included in a series of lectures on pragmatism 
Pragmatism: A New Name for an Old way of Thinking published by Wil-
liam James in 1907. James equipped pragmatism with a special mission 
to reconcile previous contrasting philosophies of tough empiricists basing 
on facts and dogmatic idealists believing in human values. In this sense, 
pragmatism is a method that allows perceiving science, morality and 
religion as not competing ones. Free will and determinism do not have 
to bring opposing practical consequences (Hookway, 2013). Clarifications 
of concepts and hypothesis take place by determining their practical con-
sequences. Pragmatism turns down the dualism of epistemology and met-
aphysics to accept more naturalistic view of knowledge. This knowledge 

Table 2.1. Five basic teaching philosophies
Source: Van Cleve and Young (1976).

2.1.2.
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derives from an active interaction and adjustment between organisms and 
their environment. The reality has to be experienced by the learner.

In this light, it is clear that what is distinctive for the pragmatism is 
the conception of experience. Referring pragmatic concept of experience 
to education, the essence of experiential education has its intellectual 
roots in progressive educational movement in USA. Pragmatism and 
a pragmatic approach to education were developed by John Dewey, re-
garded as one of the most important philosophers in modern history of 
USA. After the 1930s pragmatism has started to be ousted by analytical 
philosophy but it came back to the scene in the 70s and was further de-
veloped by Richard Rorty or Hilary Putnam and received back a lot of 
recognition and appreciation (Hookway, 2013). 

Experience and education – John Dewey
Grounding experiential education in pragmatism entitles to refer to its 

most seminal representative – John Dewey (1859–1952), one of the most 
leading figures who shaped the philosophy of pragmatism and instrumen-
talism, and one of the founders of functional psychology. However, Dewey 
also, if not above all, provided one of the most compelling and powerful 
contributions to the development of experience-based education. Dew-
ey very ably matched pragmatism with education and the theory with 
practice. He developed the concept or the method of pragmatism and 
incorporated it to education. He believed in the relationship between the 
cycle of life experiences and the processes of learning. By initiating the 
progressive education tradition he influenced pedagogy in the 20th cen-
tury all over the world. His theory of knowledge based on the concept of 
experiential learning changed how contemporary education is understood 
and provided.

Progressive education movement
Progressive educational movement started in USA at the end of 19th 

century. The term progressive was used in order to differentiate it from the 
curricula of the 19th century and earlier, which in consequence has started 
to be regarded as traditional. The movement resulted both in developing 
the philosophy of experience-based education and introducing actual ed-
ucation reforms. From the outset, progressive education was connected 
with the ideas of freedom, human development, active participation and 
democratic society. It was a coherent part of the broad catalogue of chang-
es, which started to take place in order to reconstruct American society 
at the end of 19th century and to strive for modernity and progress prom-
ised by upcoming 20th century. Progressive educators stressed the role of 
individuality and autonomy of a person, with their own traits, abilities, 
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capabilities, skills and ambitions. An interest moved towards individuals’ 
critical but socially engaged intelligence used in taking actions. The cult 
of individuality, acceptance for differences and consideration of personal 
characteristics and motives are central to progressive education. However, 
they need to be accompanied with socially engaged intelligence, devel-
oped through exposure to experiences and critical thinking.

For progressive educators learning is a never-ending process, which 
starts from current experience and leads to new ones. The process is very 
individual and learner-centred, however at the same time, it is always 
interrelated with a group (understood at different levels, as a team, com-
munity, society), thus is cooperative and collaborative in nature. Learning 
leads to personal development but also to democratization of society and 
its growth.

The main claims of progressive education includes the need for:
➢ Broad understanding of education as responsible for intellectual and 

moral development of a learner,
➢ Attention to learning by doing and “hands on” experiences,
➢ Active implementation of a purposeful and reflective learning,
➢ Community-oriented and engaged citizenship approach to learning,
➢ Support for human freedom and emancipation,
➢ Enhancing human development in all aspects, also emotional and 

artistic,
➢ Appreciation for diversity and individuality in learning, in opposi-

tion to universal and mass learning,
➢ Developing intrinsic motivation of learners,
➢ Low standardization of education.

One of the ways to characterise progressive education is to contrast it 
with a traditional one. When comparing these two traditions of education 
Dewey (1946, p. 83) made a note: Traditional education tended to ignore 
the importance of personal impulse and desire as moving springs. But this 
is no reason why progressive education should identify impulse and desire 
with purpose and thereby pass lightly over the need for careful observation, 
for wide range of information, and for judgment if students are to share in 
the formation of the purposes which activate them.

The important difference between traditional and progressive educa-
tion is in their time orientation. The progressive education is more ori-
ented on solving actual problems of society whereas traditional education 
more focuses on the achievements and cultural heritage of previous gener-
ations. The first considers the present as a benchmark, whereas the second 
one tracks back without referring much to the contemporary context. The 
progressive approach assumes that the reality and all its elements con-
stantly change; therefore the education needs to be dynamic and flexible 
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enough to acquaint with the changing world and make the most of op-
portunities emerging in present life. Only relating to present issues and 
problems brings interests of learners. They may personally refer and react 
to the gained knowledge and make sense of it by applying in their lives. 
Some more differences between pedagogy of traditional and progressive 
education are included in table 2.2. 

Traditional education Progressive education

Imposition from above Expression and cultivation of individuality

External discipline Free activity

Learning from textbooks and teachers 
(instructors)

Learning through experience, varied sources

Acquiring isolated skills and techniques by 
drill 

Acquiring skills as means of attaining ends

Preparation for future 
Following achievements and heritage of past 
generations

Making the most of the opportunities of 
present life

Static aims and materials Acquaintance with a changing world

Table 2.2. Traditional versus progressive education 
Source: adapted from Dewey (1946).

What is not that common for a doctrine, the progressive education 
was put into practice with success. In 1919 the Progressive Education 
Association was founded with a very ambitious plan to reform school 
system of the time in USA. For the purpose of being close to practice 
of progressive education, its leading propagator John Dewey opened the 
laboratory school in 1896 next to the University of Chicago where he was 
affiliated on that time. The school was regarded as a scientific “laboratory” 
where educational innovations and experiments took place, which aimed 
at starting the revolution in American education system. 

Despite many years having passed, the influence of the progressive ed-
ucation movement is still present and fundamental for the contemporary 
American and worldwide education. Even if not existing in its original 
and radical form, the pragmatic approach and experience orientation in 
learning remained a regular element of education.

The prominent role of individual and experience 
The father of progressive educational movement, John Dewey was 

not only an exceptional educational theorist and reformer, but also great 
philosopher and psychologist. Deep and numerous discussions on the 
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issues of education and experience might be found in most of his writ-
ings, among which the most influential are (in a chronological order): My 
Pedagogic Creed (1897), The School and Society (1900), The Child and the 
Curriculum (1902), Democracy and Education (1916) and Experience and 
Education (1946).

For Dewey, both learning and experiencing are life processes connected 
with human development. He understands experience as an experiment 
and education as a continuous process of active growing through experi-
encing. The role of education is to equip the learner with valuable experi-
ences and by doing it enhancing his progressive intellectual growth. The 
process of an active growing is possible only through collecting meaning-
ful experiences. For Dewey education is a development within, by, and 
for experience (Dewey, 1946, p. 17). The process starts with finding the 
material for learning within experience, which is followed by progres-
sive development of previous experiences in order to achieve a fuller and 
richer and also more organized form, a form that gradually approximates 
that in which subject-matter is presented to the skilled, mature person (1946, 
p. 87). Learning is a process of constructing and reconstructing experienc-
es. Education facilitates this process and enables linking theory and prac-
tice. Linking education and experiences, Dewey (1946, p. 21) argued that 
a coherent theory of experience, affording positive direction to selection and 
organization of appropriate educational methods and materials, is required 
by the attempt to give new direction to the work of the schools.

Education is a continuous experiment and educative process means 
growing. However, “growth” per se is not enough. The specification of 
the direction in which growth takes place and the end towards which it 
tends to is needed. Dewey makes educators responsible for indicating the 
direction of learners’ growth. He (1946, p. 32) clearly writes that it is the 
business of the educator to see in what direction an experience is heading.

Dewey combined education and learning processes with social and 
psychological life. According to him, experiencing does not have to be 
solely cognitive exercise but an intellectual capacity for a self-develop-
ment of a learner. Experiences depend on reality and its perception by 
the learner. Humans interact with the world. Experiences appear as an 
outcome of interactions between learner, his environment, available re-
sources and impulses. As Dewey (1946, p. 34) writes: Experience does not 
occur in a vacuum. There are sources outside an individual which give rise 
to experience. 

However, at the same time all genuine experiences change the envi-
ronment. Change is omnipresent and has to be accepted and coped with. 
Dewey recognized two sides of experience: active and passive one. Ex-
periences depend on reality but also have their active side which changes 
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in some degree the objective conditions under which experiences are had 
(Dewey, 1946, p. 34).

However, although both sides appear together in one experience, they 
do not need to be analysed in separation.

Experience does not “go” exclusively to the individual’s mind but is 
shaped by previous experiences. The experience goes on inside an indi-
vidual to influence the formation of attitudes and purposes (Dewey, 1946). 
Experiences have to be of personal interest of learners. Learners should 
feel a natural passion about them and follow unforced engagement. How-
ever, at the same time every experience lives on in further experiences. 
The essence of experience-based education is to select the kind of pres-
ent experiences that live fruitfully and creatively in subsequent experiences 
(Dewey, 1946, p. 17).

From the learning perspective, experiences should not be random or 
accidental. They should include a systematic inquiry or problem solv-
ing as these practices enable meaningful learning. Therefore, Dewey 
proposes a concept of intelligent inquiry, where trial and error method 
does not cause learning, but where intelligent problem solving is a result 
of working with means-consequences. What is crucial in experience is 
its consequences, so what learners take from the learning process. This 
“take away” is a result of intelligently processed experience. Importantly, 
Dewey regards education as the scientific method of inquiry, which ena-
bles to study reality and broadens scope and contents of experiences. He 
strongly believes in freedom of intelligence and power of thought: The 
only freedom that is of enduring importance is freedom of intelligence, that 
is to say, freedom of observation and of judgment exercised in behalf of pur-
poses that are intrinsically worth while… this external and physical side of 
activity cannot be separated from the internal side of activity; from freedom 
of thought, desire, and purpose (Dewey, 1946, p. 69). 

Although Dewey puts the learner in the centre of the learning process, 
he links individuals with a society. In order to achieve that, the education-
al environment is needed. However, there has to be integration between 
the learner and what is being learned. Experience has a transactional char-
acter. It is always a result of transaction taking place between an individual 
and what, at the time, constitutes his environment, whether the latter con-
sists of persons with whom he is talking about some topic or event, the sub-
ject talked about being also a part of the situation (Dewey, 1946, p. 41). 

The quality of experience
For Dewey, not all experiences have the same value. Dewey (1946, 

p. 13) writes: Experience and education cannot be directly equated 
to each other. Some experiences might be mis-educative. Any experience 
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is mis-educative that has the effect of arresting or distorting the growth of 
further experience

There are experiences that are defective and not linked with future ex-
periences and those valuable which are present in subsequent experiences. 
The most valuable experiences are those that are not only connected with 
future experiences, but also are shared, thus communicable and useful in 
solving social problems. 

Dewey provides some principles leading to the theory of education 
based on experience. He distinguishes two basic criteria of discrimina-
tion between experiences that are educative and those that are not. These 
two principles for interpreting the quality of experience in its educational 
function and power are:

− Principle of continuity or experiential continuum, as for Dewey 
there is a continuity in experiencing;

− Principle of interaction, which he explains in the following words: 
It assigns equal rights to both factors in experience – objective and in-
ternal conditions. Any normal experience is interplay of these two sets 
of conditions. Taken together, or in their interaction, they form what 
we call a situation.

These two principles are not separate from each other but they inter-
cept and are united. They are the longitudinal and lateral aspects of expe-
rience (Dewey, 1946, p. 42).

Continuity and interaction of experiences
Dewey’s experience is not only progressive but also continuous. Expe-

riences should serve as an aim of future problem solving and application. 
For Dewey experiences are the moving force. They help to avoid difficult 
situations in future by forming a habit of learning from experience and 
enhancing learner’s intelligence. Experiences interact among themselves 
but also influence and shape the objective conditions under which future 
experiences are gained. Likewise, they modify the experiencing individual 
(1946, p. 26–27): Every experience enacted and undergone modifies the one 
who acts and undergoes, while this modification affects, whether we wish it 
or not the quality of subsequent experiences.

Just habits of gaining experiences are not enough as they are thought-
less actions. They need to be followed by thoughts, thus intellectual part of 
a human nature has to be activated. Dewey advises to stop blindly bowing 
impulses and desires but allow inhibition through reflections and judg-
ments. For the philosopher, thinking is the method of inquiry and intelli-
gent learning (Dewey, 1916). Interpreting further Dewey, there are no two 
heterogenetic elements – action and thought but one, that is experience. 
The distinction between reflection and action only has a functional or 
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instrumental character, within broadly understood experience. Similarly, 
Dewey claimed that theory and practice are united. Theory should be 
applicable to be a good one.

Education as a contribution to society
Dewey combines knowledge with experiences and education with so-

cial democracy. He sees education as an individual, collective and social 
process bringing knowledge to society. Experience is an individual’s reac-
tion to situation but collecting experiences also regulates social processes 
and should be useful in a broader sense for communities. Strong individ-
uals are independent, realize their ambitions and think critically but also 
need to cooperate with other individuals in society and community. The 
objectives of education cannot be isolated from society and communities 
and should prepare learners to function and participate actively in social 
life and citizenship. Education prepares for social changes and goes much 
beyond actual society. The sense of experience is linked with the society’s 
or community’s identity. It should serve the society as, according to Dew-
ey, all experiences are ultimately social. It should involve contact and 
communication, and prepare for responsible citizenship. Sharing expe-
riences and being able to communicate them well becomes an important 
competence of individuals. Moreover, an individual is able to construct 
and reconstruct society he or she exists in by applying systematic and 
thoughtful experiencing and education.

The role of education is to support individuals to fulfil their own poten-
tial through which they may contribute to society. Combining the individ-
ual and social aspect of experiencing, education is a regulation of the pro-
cess of coming to share in the social consciousness; and that the adjustment 
of individual activity on the basis of this social consciousness is the only sure 
method of social reconstruction (Dewey, 1897, para. 60).

The role of the educator
According to Dewey, the difference between the learner and teacher 

is that the teacher already knows the content of teaching intervention. 
He notices that experiences of young learners and those who produce 
learning materials are usually very different. Books, apparatus and equip-
ment represent the products of the more mature experience of elders. 
Therefore, educators’ attention should be put on learner’s response and 
perception of provided content, not the content per se. Teachers should 
be interested and aware of the learners’ concerns about learning and take 
more long-term perspectives on the process and outcomes of learning. 
The educator, comparing to representatives of other professions is obliged 
to have a long look ahead (Dewey, 1946). This long-term perspective is 
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also needed to facilitate the conditions and environment the learning 
takes place in. The surroundings of the learner should support him or 
her to gain valuable experiences: A primary responsibility of educators is 
that they not only be aware of the general principle of the shaping of actual 
experience by environing conditions, but they also recognize in the concrete 
what surroundings are conducive to having experiences that lead to growth 
(Dewey, 1946, p. 35). 

Learning model proposed by Dewey might be called a learner-centred. 
The role of the educator is to be on the alert to see what attitudes and ha-
bitual tendencies are being created (1946, p. 33). Educator should be able 
to judge what attitudes are actually conducive to continued growth and what 
are detrimental (1946, p. 33). He also has to represent deep understanding 
and show sympathy towards the learner as this gives an idea of what is hap-
pening in the learner’s mind along learning process (Dewey, 1946, p. 33).

Dewey’s philosophy of experience and experience-based education was 
an inspiration for many other educators, philosophers and psychologists. 
They also changed the education system in USA and other parts of the 
world. Up to today there are many continuers of Dewey’s views on ed-
ucation. The ones, which become part of the history of education, are 
for example Dewey’s student and successor William Kilpatrick or Maria 
Montessori.

The psychological foundations of 
experience-based learning and education

Psychologists, especially in the stream of cognitive and behavioural 
psychology, also broadly discuss the problem of education and learning. 
In context of learning, behavioural psychology is interested in the results 
of learning on individuals’ behaviour (particularly its changes), much less 
on their thoughts or observations, as they are too subjective. Learning is 
achieved through experiencing and experimenting, and behaviours are 
acquired through conditioning, which in its classical form is understood 
as an association between an environmental and a naturally occurring 
stimulus. Cognitive psychology tends to stress importance of mental pro-
cesses, internal states as thinking and reflecting. The attention is given 
to the human brain, which is responsible for collecting data, storing them, 
processing and interpreting. Both behavioural and cognitive streams en-
rich understanding of experience and learning through experiencing.

2.2.
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Like in the previous philosophical discussions, the issue of experience 
is present in many intellectual movements and doctrines of psycholo-
gy. One of the most prominent representatives in this field are: Edward 
Thorndike, Burrhus Frederic Skinner, Jean Piaget, Kurt Lewin, Albert 
Bandura, Berry Zimmerman. They all discuss the issue and significance of 
experience in their discourses. Interestingly, some of their findings come 
from observing and making experiments on children or animals, and later 
on translating into adult learning practice.

Behaviouristic idea of learning from consequences

Edward Thorndike, Burrrhus Frederic Skinner and their 
behaviouristic idea of learning from consequences

Edward Thorndike (1874–1949) was a famous American psycholo-
gist, especially recognized for his learning theory and development of 
operant conditioning (instrumental learning). He is considered to be 
one the first researchers who applied psychology to the area of learn-
ing. His main works include: Animal intelligence: An experimental 
study of the associative processes in animals (1898), Educational Psychol-
ogy (1903), Introduction to the Theory of Mental and Social Measure-
ments (1904), The Elements of Psychology (1905) or The Fundamentals 
of Learning (1932).

Thorndike is an author of famous in psychology Law of effect, the law 
which states that if the behaviour is accompanied by pleasant conse-
quences, it is more probable to be repeated and it will not be continued 
if unpleasant effects are noticed. Thorndike (1898) came to this conclu-
sion by studying animals behaviour, predominantly cats (but also dogs, 
monkeys and others). He used to observe cats trying to escape from 
cages (“puzzle boxes”) in two situations, one in which they knew and 
one in which they did not now about food outside the cage. Animals 
using trial and error method were choosing the way to get out of the 
cage. However, the learning process was more effective if the animals 
knew about the reward.

Particularly relevant for the logic of this monograph is Thorndike’s ap-
proach towards learning from the consequences, i.e. through experienc-
ing. Cats tried to escape from cages by trying different ways and methods, 
often making mistakes and repeating the previously taken paths. This is, 
according to Thorndike, the way in which also humans learn, first trying 
blindly (by trial and error) different options but then systematically learn-
ing with experiences. If the results of the taken behaviour are desirable, 
the learning process runs more effectively. Individuals learn by making 

2.2.1.
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connections between behaviour and its consequences. They continue their 
behaviour depending whether its result was positive or negative for them. 
Some consequences reinforce behaviour whereas others weaken them, 
and individuals are able to change their actions in light of anticipated 
consequences. Thorndike illustrated his observations with the curve of 
learning, which in light of his many observations proved to be true for 
many species. The learning curve shows that to complete a particular be-
haviour more time is needed at the beginning, but while practicing time 
shortens up to its minimum. 

What is also important in Thorndike’s theory of learning is the role he 
designates to motivation that is influenced by previous events and experi-
ences. The learning can be effective only if it is purposeful and the learn-
er knows its sense and meaning. For learning practice to be successful 
learners should be able to make connections (associations) between what 
is learned and what they have experienced.

Thorndike’s theory is very mechanistic and behavioural. It puts em-
phasis on the stimuli-response effect. The trial and error method is dif-
ficult to accept in more advanced learning theories. However, it gives 
also a good grounding for appreciation of experience in learning process 
and understanding it as a gradual and incremental process. The theory 
of Thorndike influenced understanding of learning from psychological 
perspective. It was further developed and popularized by many others, 
among them a famous American psychologist and behaviourist Burrhus 
Frederic Skinner (1904–1990).

Burrhus Frederic Skinner is often recognized as one of the most cel-
ebrated American psychologists and a great promoter of a practical ap-
proach to psychology. He is particularly appreciated by enriching theory 
of psychology with radical behaviourism and by publicizing experimen-
tal psychology. Currently, he is especially recognized due to developing 
operant conditioning, which was built upon classical conditioning, but 
dealing with voluntary behaviour. He made an impact on learning theory 
and practice. His views on education are introduced in The Technology of 
Teaching (1968). Skinner was agreeing with Thorndike that the behaviour 
that is being reinforced is more probable to continue, and believed in 
power of consequences in explaining behaviours. Skinner’s theories were 
based on supposition of an influence of an environment on the behaviour. 
To change the behaviour one has to change the environment he or she is 
in. The role of education is to improving the stimuli from outside to en-
hance learning process.

Although the behaviouristic theories are not that dominant anymore in 
the field of education, their influence on the development of psychology 
of learning cannot be denied. 
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Cognitive development through experiences

Jean Piaget and cognitive development through 
experiences

The idea of learning as a part of developmental psychology, that 
is in general terms the study of the process of human changing, was 
promoted by Swiss psychologist Jean Piaget (1896–1980). Piaget put 
focus on human cognitive development and tried to understand the 
nature of knowledge. For this psychologist, intellectual development 
is possible through experience and experiencing. Learners construct 
their own understandings of what is around them and by collecting 
experiences (which correct their understanding of reality) adjust their 
views. Piaget was interested in reconstructing the process of knowl-
edge growing, being the result of experiencing, learning by doing and 
reflecting. Knowledge is created and internalized, and experiences 
help to build mental schemes and are important factors of human 
development.

Piaget’s understanding of learning process is considered as con-
structivist one. His research belongs to cognitive constructivism 
stream. Individuals create cognitive structures (mental representa-
tions) as the result of some stimuli from outside (environment). Cog-
nitive development is the result of both biological processes and envi-
ronmental experiences.

Piaget’s focus was mainly put on children learning. The child is creating 
its own mental construction of the world on the basis of accumulated ex-
periences, by experiencing it. Cognitive development is achieved through 
different stages, each with its own specifics. During these stages, a child 
creates cognitive schemas enabling its intellectual development. Intellec-
tual development of a child differs from an adult because they are think-
ing in a different way. Children learn and develop through cumulating 
experiences that can be understood by previous experiences. They learn 
through assimilation and accommodation. The cognitive development of 
a child takes place in four stages:

1. Sensorimotor stage that takes place between 0 and 2nd year,
2. Preoperational stage that takes between 2nd and 7th year,
3. Concrete operational stage that takes place between 7th and 11th year,
4. Formal operational stage that takes place over 11th year.

During the sensorimotor stage of development children are getting 
to know the world through sensory experiences and objects around. 
They start to communicate with others and notice the influence on their 
movements. In the next stage, preoperational one, children follow and 
imitate adults’ behaviour (they pretend play). Children behave in an 
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egocentric way, limit themselves to one (own) perspective and do not 
consider others much. They consciously start to use language to com-
municate. In concrete operational stage children start to think in more 
logical and individual way, although they still have problems with more 
abstract issues. In the last stage, children start to notice more perspec-
tives of one problem and think in a more abstract and theoretical way. 
They become adults and they learn like adults.

Although Piaget concentrated on learning process among children, 
his influence on understanding of learning process cannot be neglected. 
In broader sense, Piaget’s theories indicate that learning process should 
be adequate to the stage of the development of learners and experienc-
es they accumulated so far. In the light of Piaget’s views, it is also im-
portant to consider not only the results of the learning but the whole 
process leading to the results, that is its mechanism, course, nature and 
determinants. 

Cognitive load theory

Cognitive load theory (CLT) has been developed within cognitive 
psychology by John Sweller in the late 1980s (Sweller, 1988; Sweller, 
1991; Sweller 1994). The idea of the theory was to be able to create 
learning contents in a way that they provide information at a pace 
and level understandable by the learner (that are able to be absorbed 
by learner’s mental capacity). The theory has instructional character. 
It rests on the division of memory into: sensory memory, working 
memory (short term memory) and long-term memory. The process of 
processing information involves long and short-term memory. Learn-
ers are only conscious of the information being kept and processed in 
working memory and rather not conscious of information gathered by 
long-term memory. There are two basic assumptions regarding human 
memory around which CLT is built on. The first one states that learn-
ers have a limited capacity of working memory when processing new 
information. The second one is that learners have unlimited long-term 
memory. In practice the theory promises that learning might be less 
effective if learning materials block learners’ working memory, and 
more effective if long-term memory is activated. Taking this under 
consideration, the learning process needs a change in the schemat-
ic structures of long-term memory. Information is kept in long-term 
memory due to the schemas that is mental structures enabling organ-
izing knowledge. Although schemas are stored in long-term memory, 
they are constructed in working memory. 
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Sweller (1998) introduces three sources of cognitive load (mental pro-
cessing power): 

− intrinsic, related to complexity of concepts,
− extraneous, related to instructional design,
− germane, related to the effort involved in the processing and con-

structing schemas;
Extraneous and germane cognitive load may be influenced by in-

structional guidance. The idea is to reduce extraneous cognitive load 
and encourage processes associated with germane cognitive load. Im-
propriate and too complex learning materials may lead to cognitive 
overload.

Relating cognitive load theory to the discussion on experience, 
to some extent the effectiveness of an instructional guidance depends 
on the learner’s experience in the field that is taught (Kalyuga et al., 
2003). Not experienced learners do not have appropriate schemas and 
require more precise instructions, whereas in the case of less experi-
enced ones too much instructions may lead to cognitive overload. This 
leads to the conclusion that instructions are more effective for novic-
es and may even have negative outcome for learning of experienced 
learners. This idea is known as the expertise reversal effect (Kalyuga 
et al., 2003).

Social psychology and experiential learning

Kurt Lewin’s idea of social experiences
Kurt Lewin (1890–1947) was a German-American social and or-

ganizational psychologist who appreciated a lot of experiential learn-
ing, but is also well recognized in psychology for developing action 
research, field theory and the concept of group dynamics. In Lewin’s 
field theory human behaviour is the function of both the person and 
the environment:

B = f (P, E)

Individuals’ behaviour depends both on personal characteristics and 
their social situation. By stating that Lewin stood against the famous dis-
pute in education called nature versus nurture. Lewin claimed that only 
nature (inborn qualities) or only nurture (the way experiences form indi-
viduals) could not explain individuals’ behaviours. They are both needed 
to shape an individual.

2.2.4.
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Inspired by the Gestalt psychology, Lewin devoted a lot of attention 
to perception and social experience. Learning for him means perceiving. 
It is based on insights (which are perceptual processes) but also structur-
ing and restructuring the perceived areas (Wolman, 2012). Learning and 
behaviours of individuals depend on both the persons and the environ-
ment in which they execute the behaviour or where the learning takes 
place. The environment can be described through social and psychological 
parameters. Individuals and their ideas cannot be understood without 
social and psychological context. First-hand experiences do not give the 
most accurate understanding of reality. The link between the image of 
other individuals (within the group) and stereotype existing within this 
group needs also to be made.

Social learning theory

Albert Bandura and vicarious experiences
Another illustration of learning process, noticing the role of experienc-

es, is provided by social learning theory. Social learning theory advocates 
that behaviour is learned from the environment through observing the 
actions of others, i.e. observational learning. The theory was created by 
the Canadian psychologist – Albert Bandura (born in 1925). The research-
er is particularly recognized in entrepreneurship field for his construct 
of self-efficacy, being regarded as a basic entrepreneurial capability (see 
Bandura, 1977, 1982, 1986, 1989, but also for example De Noble et al., 1999 
or Boyd et Vozikis, 1994). 

According to Bandura (1977), human behaviour is learned observa-
tionally through modelling. Individuals develop and learn through ex-
periencing. They observe others (so called models), process information 
and form ideas how behaviours are performed. Further on, the coded 
information leads to further actions and imitations. As well as observing 
others, individuals can learn from direct experience, direct instructions 
or observing consequences of the behaviour. In case of direct experience 
or observation the learner has to do with “live model”, i.e. actual demon-
stration of the behaviour. If the learner receives detailed description 
how to behave, it takes form of “verbal instruction”. Finally, the learn-
ing process can be activated by symbolic stimuli occurring by means 
of the media. Regardless of the stimuli, observed behaviour can lead 
to strengthening or weakening the learner’s performance of the particu-
lar behaviour or to learning new patterns of behaviour.

In light of Bandura’s views, individuals learn and change by vi-
carious experiences that are experiences based on observing other 
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individuals’ behaviours and their consequences for them. They are 
the equivalent source of knowledge and understanding of relationships 
as direct experiences, but they enable to learn faster. Bandura (1989, 
p. 32) explains the significance of vicarious experiences in following 
words: What gives significance to vicarious influence is that observers 
can acquire lasting attitudes, emotional reactions, and behavioral pro-
clivities toward persons, places, or things that have been associated with 
the model’s emotional experiences. 

Social learning theory is regarded as an example of cognitive ap-
proach to learning that includes its social context. In fact, it integrates 
behavioural and cognitive theories of learning to provide one more gen-
eral model. It bridges behavioural and cognitive approaches. According 
to Bandura (1989b) human behaviour should not be explained through 
one-sided determinism. Instead, he proposes that behaviour and learn-
ing is influenced by three types of interactive determinants: 

− Cognitive (like knowledge or attitudes), 
− Behavioural (like skills or self-efficacy),
− Environmental (like other individuals or social norms). 

The learning process is not built of particular stages but it is a result 
of continuous and bidirectional interactions between individuals, mod-
els and environment. The strength of each determinant may change in 
particular situation and time. They also do not have to appear simul-
taneously. Bandura’s understanding of social learning, named triadic 
reciprocal causation model, is illustrated on Figure 2.1.

Behaviour
actions and decisions

Person
internal competencies,  

cognitive, emotional, physical 

Environment
External, Spaces,  

Laws, Objects

Figure 2.1. Bandura’s triadic reciprocal causation model
Source: Bandura (1977). 

Taking cognitive perspective, observational learning is not taking 
place without cognitive processes (mental states). The observational 
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learning and modelling process happen when four elements are pres-
ent: attention, retention, reproduction and motivation. First, the learn-
er has to pay attention to the model and his behaviour. He or she has 
to be able to retain the behaviour in memory and being able to repeat 
it (imitate). 

From behavioural perspective, all behaviours receive some respons-
es; either reinforcement or punishment, both might be internal and 
external type. Individuals tend to model and adopt the particular be-
haviour if in consequence it leads to some outcomes that they value. 
Behaviour is learned from environment. Environmental factors take 
form of others, situations, roles and relationships. As Bandura (1989, 
p.3) states: Human expectations, beliefs, emotional bents and cognitive 
competencies are developed and modified by social influences that con-
vey information and activate emotional reactions through modeling, in-
struction and social persuasion. 

Interestingly, individuals have both passive and active role in learn-
ing process. They are both products and producers of their environment 
(Bandura, 1989).

Self-regulated learning

A concept of self-regulation also gives some insights about the 
learning process. Self-regulated learning derives from social cogni-
tive theory and was developed by American educational psycholo-
gist Barry Zimmerman (1990, 1994, 1995, 2000, 2001, 2002, 2008). 
In light of Zimmerman’s works, to be effective, the learning process 
needs self-regulation. Self-regulated learning is based on the concepts 
of learner’s metacognition and motivation. It is a self-directed pro-
cess in which learners take control and responsibility for their own 
learning. He or she sets the goal for the learning, develops the strat-
egy to achieve it and pursue its completion. Self-regulated learning 
is a group of behaviours. Learning is a planned process regarded as 
essential to achieve success. 

An important aspect of self-regulated learning is transformation. 
Change accompanies learning process. During self-regulated learning, 
learners transform their mental abilities into skills. The transforma-
tion considers cognitive, behavioural and motivational aspects.

Self-regulated learners are metacognitively, motivationally, and be-
haviorally active participants in their own learning (Zimmerman, 1990, 
p. 4). They engage and organize all elements of their intelligence and 
personality: cognition, conation and affection. Learners have an ability 
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to understand their social and learning environment. They feel re-
sponsible for their learning experiences. Personal initiative in learning 
makes individuals active and autonomous learners. They are aware 
whether they possess knowledge and skills or not (Zimmerman, 1990). 
They consciously and purposefully select the learning contents. Reg-
ulated learning happens to all learners but with different degree. As 
Zimmerman (1990, p. 5) notices: Undoubtedly, all learners use regulato-
ry processes to some degree, but self-regulated learners are distinguished 
by (a) their awareness of strategic relations between regulatory processes 
or responses and learning outcomes and (b) their use of these strategies 
to achieve their academic goals.

A crucial element of self-regulation learning is motivation. In 
self-regulated learning, learning and motivation are understood as 
interdependent processes that cannot be separated from each other. 
The motivation of self-regulated learners makes them influence their 
learning environments in order to correspond to their needs (Kolove-
lonis et al., 2011). They approach teachers or instructors more often, 
ask questions, look for extra sources of knowledge.

An important characteristic of self-regulated learning is what Zim-
merman (1989), after Carver and Scheier (1981), calls “self-oriented” 
feedback loop. Information is processed through three types of loops: 
personal, behavioural and environmental. Zimmerman proposes cy-
clical model of self-regulated learning (Figure 2.2). The stages include 
forethought phase (task motivation, self-motivation beliefs), perfor-
mance phase (self-control, self-observation), self-reflection phase 
(self-judgment, self-reaction). The process starts with setting the goal 
and mapping out essential task to attain it. Learners are guided by the 
vision of outcomes and are in general positive about the results. They 
chose the strategy enabling them to be effective. The performance 
phase means actual learning. Learner observes the results and control 
the process to optimize learning process. Self-regulation also includes 
self-reflection. This phase takes place after the completion of learn-
ing. It serves self-judgments as a learner (whether learning experience 
was positive or negative and why). It also includes self-reaction that is 
reaction to self-judgment. Motivation for future learning endeavours 
is built. Learners take into consideration and are influenced by their 
previous learning experiences to proceed to the next ones (Zimmer-
man, 2011).

Although Zimmerman does not focus directly on experiences per se, 
students chose their self-regulated learning strategies in light of their 
prior experience and the concept is based on a strong link between per-
forming and reflecting, which is the essence of experiencing.
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Performance phase
Self-control 

task strategies, self-instruction, 
imagery, time management, 
environmental structuring, 

help-seeking, interest incentives 
&self-consequences

Self-observation 
Metacognitive monitoring & 

self-recording

Forethought phase
Task analysis
Goal setting

Strategic planning
Self-motivation beliefs

Self-efficacy
Outcome expectations

Task interest/ value
Goal orientation

Self-reflection phase
Self-judgment
Self-evaluation

Causual attribution
Self-reaction

Self-satisfaction/ affect
Adaptive/ Defensive

Figure 2.2. Process of self-regulated learning
Source: Zimmerman and Moylan, 2009. 

Pedagogy of experience 

Understanding experience may be also enriched by studying pedagogy. 
The most famous and influential person in experience-based pedagogy is 
Paulo Freire (1921–1997), a Brazilian educationalist and philosopher who 
developed a critical pedagogy concept and was stressing the liberating 
power of education. Similarly to Dewey, Freire continued the topic of 
progressive educational practices. To some extent his views are similar 
to Dewey’s ones, although they were raised in completely different envi-
ronment, the researchers did not meet, and Freire never directly referred 
to Dewey in his writings. Sometimes Freire is even called “the Latin John 
Dewey” (Aronowitz, 1993). However, they both share perspective on the 
core interest of this monograph – experiential learning, both believed in 
power of active and conscious citizenship (or belonging to community), 
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strength of critical thinking and the sense of social change through edu-
cation. They also both were socially engaged intellectuals who were ad-
vocates of lived experiences as a mechanism for learning. What was new 
in Freire’s approach was to include political flavour into the educational 
debate. His dominating motive was to help the poorer, “the oppressed”, 
to come out of their situation and overcome social problems. In his view, 
education should be followed by political action. 

Freire’s philosophy on education and pedagogy are embedded in many 
writings, like Pedagogy of the Oppressed (1970), Pedagogy of Freedom 
(1970), Cultural action for freedom (1970), Education for critical conscious-
ness (1973), Education, the practice of freedom (1976), The politics of edu-
cation: culture, power, and liberation (1985), Pedagogy of freedom: ethics, 
democracy and civic courage (1998), Teachers as cultural workers: letters 
to those who dare teach (1998). 

Freire was criticizing what he called “banking” education which he 
regarded as oppressing. In this model of education learners are passive 
and receive ready “deposits” of knowledge, which they need to keep by 
memorizing. In Teachers as cultural workers: letters to those who dare teach 
Freire writes: I have said so many times, teaching cannot be a process of 
transference of knowledge from the one teaching to the learner. This is the 
mechanical transference from which results machinelike memorization, 
which I have already criticized. Critical study correlates with teaching that is 
equally critical, which necessarily demands a critical way of comprehending 
and of realizing the reading of the word and that of the world, the reading of 
text and of context (Freire, 1998, p. 22). 

For Freire knowledge is a social construct and there is no final act 
of knowing (Breunig, 2005). It is shaped through social interaction 
between the members of a community. He believed that education 
should be built on dialogical problematization but also activism. Ed-
ucation should lead to some action, to the empowerment of the op-
pressed and the poor. Both teachers and students are agents of social 
change (Breunig, 2005). To Freire, education does not happen merely 
in the classroom but lasts in all other aspects of the learners’ life and 
is political.

For understanding Freire’s pedagogy three categories seem to be 
crucial: conscientization, praxis and dialogue. Conscientization is the 
process of developing a critical consciousness and awareness of social 
reality through reflections and actions in order to be able to transform 
this reality. Learners critically think and evaluate their situations and 
their experiences taking into consideration a social context they be-
long to. Consientization next leads to praxis that is informed actions. 
Being aware of one-self and knowing the situation and context provoke 
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new actions. There is a continuous cycle of actions and reflections lead-
ing to next actions and reflections, all giving rise to change of world. 
Only through thoughtful actions social changes and progress may be 
achieved. In this sense Freire was an advocate for transformative capac-
ity of education. Freire is also known to promote dialogue in learning. 
The dialogue means both dialogue between teacher and learner, between 
learners themselves, between formal and informal education, between 
action and thought, between theory and practice.

In this monograph the attention is given to praxis concept. Freire 
is not the one who invented this term but he brought it to education. 
To understand praxis, it is first necessary to move back to ancient 
Greece. Praxis is usually considered through the lenses of synthesis 
and interrelation of theory and practice. It appears in the discussion 
initiated by Aristotle, who contrasted three basic activities of man: 
theoria (truth-oriented), poiesis (production-oriented) and praxis 
(action-oriented). Hence, praxis is not as simple as practice. In an-
cient Greece praxis concerned doing or acting, however not in a way 
of executing physical work. It meant acting appropriately, thus truly 
and justly in a social-political situation (Carr and Kemmis, 1986). The 
Greeks associated praxis with ethical actions. They distinguished be-
tween actions which are directed towards making something (poietike 
or poiesis), and making something well (praxis) (Blenkin et al., 1992). 
Carr and Kemmis (1986, p. 33) defined praxis and separated it from 
poietike: Praxis is distinguished from poietike because it is informed 
action which, by reflection on its character and consequences, reflexively 
changes the ‘knowledge-base’ which informs it. Where poietike is ‘mak-
ing-action’, praxis is ‘doing-action’.

Therefore, praxis is more creative, dialogic and sense-oriented. It 
is guided by a moral disposition to act truly and justly, called by the 
Greeks phronesis (Carr and Kemmis, 1986). Phronesis is a practical 
wisdom that is rooted in experience and enables to choose appropri-
ate course of action (Blenkin et al., 1992). It makes people act rightly 
according to their understanding of reality and leads to better life. 
Interestingly, similar dualistic view of experience exists up to today in 
some languages. 

Much later the concept of praxis started to appear in works of great 
philosophers, like Marx, Hegel or Gadamer. Hegel was not in favour of 
splitting theory and practice and perceived human existence as process 
of moving. He was interested in the dilemma how the subjective free-
dom of a person can orientate itself as a mediated relation at a certain 
historical moment to a historically determined state. For Marx praxis 
was a very critical activity and more revolution oriented. The concept of 
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praxis appeared to be central to his philosophical vision of transform-
ing the world through revolution. Gadamer concentrated on dialogic 
specifics of praxis by perceiving it as a path to a better understanding of 
reality. This dialogue (called also hermeneutic circle) is according to him 
achieved by linking the general (history and tradition) and individual 
experiences. 

For Freire praxis is a way to support the uneducated in emancipat-
ing themselves. He (1970, p. 13) explains praxis through the process 
of learning: The act of knowing involves a dialectical movement that 
goes from action to reflection and from reflection upon action to a new 
action. For the learner to know what he did not know before, he must 
engage in an authentic process of abstraction by means of which he can 
reflect on the action-object whole, or, more generally, on forms of orien-
tation in the world. 

Action and reflection are two sides of the same phenomenon. Ac-
tion without reflection is just activism and reflection without action 
is just verbalism (Freire, 1998). Thus, similarly as the Aristotle distin-
guished praxis from poiesis, Freire distinguished praxis from activ-
ism and verbalism. Verbalism is an empty word, “blah”, word without 
action, and transformation cannot happen with action. Transforma-
tion is also impossible with just activism, because without reflection, 
there can be no commitment to transformation, it is an empty action. 
Only with both action and reflection praxis is achieved, which enables 
transformation to take place. 

Freire (1970, p. 50) also highlights dialectical character of the relation 
between subjectivity and objectivity: … one cannot conceive of objectivity 
without subjectivity. Neither can exist without the other, nor can they be 
dichotomized. The separation of objectivity from subjectivity, the denial of 
the latter when analyzing reality or acting upon it, is objectivism. On the 
other hand, the denial of objectivity in analysis or action, resulting in a sub-
jectivism which leads to solipsistic positions, denies action itself by denying 
objective reality. Neither objectivism nor subjectivism, nor yet psychologism 
is propounded here, but rather subjectivity and objectivity in constant dia-
lectical relationship.

Taking the advantage of understanding praxis in philosophical ped-
agogy of Paulo Freire, it is possible to synthetize that praxis is a hu-
man action and a word “human” makes it not just a mechanical act but 
add thoughtful orientation. In praxis material and ideal worlds meet 
and co-exist together. As Carr and Kemmis (1986) notice, praxis in-
volves dialectical thinking. It is an open and questioning form of think-
ing which demands reflection back and forth between elements like: 
part and whole, knowledge and action, process and product, subject 
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and object, being and becoming, rhetoric and reality, or structure and 
junction. Translating it into education practice, the epicentre of praxis 
is action but for the learning to happen it has to be accompanied with 
reflection. Action and reflection cannot be polarized but investigated for 
their unity, mutual constitutiveness and interaction. This suggests that 
entrepreneurship education focused on better understanding of learning 
process should position praxis, understood as some continuum between 
action and reflection, as a primary concept to explore.

The concept of experience in contemporary 
education theories 

The 1980s brought a view of cyclical process of experiential learn-
ing. In this decade concepts like action learning or transformative 
learning were popularized among scholars and entered into teaching 
practices. They changed the understanding of the learning process, its 
objectives, frames and techniques. The emerging learning theories fo-
cused on understanding better how adult individuals learn. They were 
related to a more active approach in educating than before. By being 
teacher-centred the pedagogy moved its interests towards learners and 
learning process. Knowledge started to be constructed by the learn-
er and the research interest focused more on the cognitive processes 
while learning.

This chapter includes selected theories from a large catalogue of what 
has been achieved in education in 20th century. Again, they were chosen 
taking into consideration whether they are meaningful for understand-
ing the growing role of experience in education. 

Action learning 

Action learning is usually associated with modern education. The 
concept is a result of the conviction that new knowledge and progress 
derive from practice and experience, rather than from already exist-
ing knowledge. Such an understanding of learning reflects profession-
al background and life story of its founder, Reginald “Reg” Revans 
(1907–2003), a British astrophysicist and professor of management but 
also a management consultant and practitioner. Revans developed his 
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concept by supporting managers in coal mines, hospitals and many dif-
ferent industries, but also observing work of Nobel prize winners at the 
University of Cambridge. His professional life was full of interesting 
turns but always connected with the practice of doing something. This 
approach gave the grounding for the theory.

The objective of action learning is not only learning as such but also 
bringing the change that is aimed at resulting in improved actions and 
better outcomes in the future. Using Revans’ (2011, p. 12) words action 
learning should be used to make a useful progress, not to resolve puzzles 
(p. 24). The change is brought through learning, which is mutual, dia-
logical, strategic and purposeful. 

Action learning is an educative process that involves doing. For 
the action learning to occur, firstly the problem has to be realized by 
a group of individuals, called by Revans the action learning set. Next, 
the solution for this problem has to be sought and, through interaction 
with others and/or environment, some steps have to be taken to ap-
proach it. The problem has to be real, important and quite complex 
and should lead to real and valuable actions. It has to be relevant to the 
situation and connected to individuals who solve it. Action learning 
does not stop at this stage. The process cannot be ended without the 
follow-up of the problem solution and further learning from its out-
comes. It includes the reflective analysis of the results and the ways 
to achieve it. An important element of action learning is that the par-
ticipants realize their own deficiencies and gaps in knowledge and try 
to overcome them.

The cycle of action learning is quite simple. It is a step-by-step ap-
proach. However, two issues need to be stressed. Firstly, the solutions 
for the problem come from the previous experience of the person(s), 
ability of critical thinking and reflecting, analytical skills and logi-
cal thinking. What is interesting, experiences cannot be evaluated 
as wrong or good ones, they are beyond any assessment. Secondly, 
action learning can take place if the individuals involved take respon-
sibility for the results of problem solving. Therefore, two key issues of 
this monograph, experience and responsibility, meet in action learn-
ing concept and allow for the renewal of learning. Action learning 
needs a problem, some accumulated experience to solve it and re-
sponsibility for the results and for the further learning. Developing 
the answers for the problem means also development of a person. 
Giving responsibility brings more commitment to the problem and 
to the learning, and giving autonomy for seeking the solution results 
in more creativity. 

To describe action learning, Revans developed the formula:



The concept of experience in contemporary education theories 91

L = P + Q

where:
L – stands for Learning, 
P –  stands for Programing (programmed knowledge which is more 

traditional knowledge),
Q – stands for reflective questioning to create insight.

This formula means that for the action learning to take place, the tra-
ditional, programmed (usually expert, specialist) knowledge has to be 
accumulated and then related to the problem through questioning. In 
other words, programmed knowledge is what is known and question-
ing brings what should be known. Therefore, problem solving is based 
on questioning and relating to previous experiences. Questions enable 
to tackle the nature of the problem and lead to its solution. Questioning 
is a result of insights and reflections. Both questioning and program-
ming have to be balanced during learning in order to avoid a discour-
agement or an overload. 

Action learning creates environment for the personal development. 
Participants are not only interested in techniques of achieving the solu-
tion but are eager to understand the problem and themselves as learners 
and individuals. They are conscious of the learning process, its meaning 
and value. In achieving results more important than the expertise is 
the practice of doing and reflecting. Action and reflection are the core 
attributes of action learning.

As the result of the action learning the problem is solved, some re-
newal, reform or transformation takes place. Opportunities get exploit-
ed successfully. Action learning has numerous benefits for the learners. 
It develops many skills of the learners, the dissemination of knowledge 
and experience is guaranteed and learning culture is built and contin-
ued. Learning concerns both individual learning and, due to its dia-
logical nature, also group learning. Revans stresses the importance of 
relationships between individuals. According to him learning means 
changing self, changing others (by advising) and changing the external 
world (by deciding and taking actions). This also may be understood as 
influencing upon self, upon peers and the world (Revans, 2011).

Interestingly, Revans’s works are much more related to business prac-
tice than to managerial education. He himself also mostly treated action 
learning as a method or program for business development and improve-
ment, not a theory. Nowadays, action learning is mostly discussed in the 
context of organizations as a powerful tool to solve problems of organiza-
tions or to create leadership. In entrepreneurship research action theory 
was not used much. Some few examples include Jones and Holt (2008) 
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or Taylor and Thorpe (2004). The literature on action approach in entre-
preneurship education is not rich. One of the reasons why action-based 
entrepreneurship is not broadly implemented at higher education insti-
tutions is not the lack of trust in this type of education among scholars 
but rather lack of funds to finance this usually outside the classroom, 
extra-curricular activities. 

Transformative learning and critical reflection

The role and need for transformation in learning was already raised 
by Paulo Freire and provided grounding for his concept of conscienti-
zation. The reasoning behind this view was that knowledge and learn-
ing equip learners with more power of freedom enabling to make 
meaningful changes in their lives. Therefore Freire focused mainly 
on social transformations and their impact. However, the most in-
fluential theory devoted to transformative learning belongs to Jack 
Mezirow (1923–2014), an American sociologist and educational theo-
rist. He created comprehensive and coherent theory how transform-
ative learning takes place and how it changes the learner. Many of 
his views came from the extensive studies he conducted on women 
who decided to continue education after longer breaks. Mezirow also 
greatly contributed to the understanding of the role of experience in 
adult learning.

Mezirow understands transformative learning as a cognitive and de-
velopmental process of giving meaning of one’s experience. The idea of 
transformative learning is connected with a great autonomy of think-
ing processes of the learner. It is a learner-focused learning theory. The 
result of the transformative process is learner’s new or revised inter-
pretation of gained experiences (Mezirow, 1996). In this vein, Mezirow 
defines learning as the process of making a new or revised interpretation 
of the meaning of an experience, which guides subsequent understanding, 
appreciation, and action (Mezirow, 1990, p. 1). Mezirow believes in ra-
tional transformation (Taylor, 1998) and has little concern for emotions 
or intuition.1 The learner rationally assesses the world and its own po-
sition in this world.

Transformation is based on a conscious and meaningful change, which 
Mezirow (1978) calls structural. The meaning structures the change. The 

1 Mezirow’s assumption about the rationality in transformative learning was later 
on criticized and proposed to be replaced by emotions.

2.4.2.
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change is usually provoked by some strong reactions to experiences (for 
example a disorienting event or crisis); rarely does it just come from ac-
cumulation of experiences. The reactions are strong enough for learners 
to start using different frames of references, values or beliefs than before. 
The learner’s view of world changes as well as his or her relationships and 
interactions with environment. The learner needs to try out new roles and 
adapt to new perspectives. This calls also for integration back to commu-
nity or society.

Mezirow matches transformative learning with critical reflection 
and experiences. He explains it in following words (1990, p. 14): Per-
spective transformation is the process of becoming critically aware of 
how and why our presuppositions have come to constrain the way we 
perceive, understand, and feel about our world; of reformulating these 
assumptions to permit a more inclusive, discriminating, permeable and 
integrative perspective; and of making decisions or otherwise acting 
on these new understandings. More inclusive, discriminating permeable 
and integrative perspectives are superior perspectives that adults choose 
if they can because they are motivated to better understand the meaning 
of their experience.

Perspective transformation is possible only if the learner is critically 
aware of his understanding of the world and own position in this world. 
Transformative learning cannot take place without experiences. However, 
they are only important if the learner understands it and if it leads him 
to his own interpretations, views and opinions. In transformative learning 
matters how experiences are (re)formulated. As Taylor (1998, p. 52) sums 
up: Fostering transformative learning is not just about making sense of ex-
perience through dialogue; it also involves creating experiences that can help 
facilitate understanding among the participants involved. 

Transformative learning includes reflection and analytical skills. In-
sightful reflection enables transformation, as experience followed by 
reflection leads to the change. Analytical skills allow rational thinking, 
which is a catalyst for transformation and allow communicating about 
the change. 

According to Mezirow (1978), there are ten phases of transformative 
process:

Phase 1. A disorienting dilemma
Phase 2. A self-examination with feelings of guilt or shame
Phase 3. A critical assessment of epistemic, sociocultural, or psychic 

assumptions
Phase 4. Recognition that one’s discontent and the process of transfor-

mation are shared and that others have negotiated a similar change
Phase 5. Exploration of options for new roles, relationships, and actions



The foundations of experience-based learning and education 94

Phase 6. Planning of a course of action
Phase 7. Acquisition of knowledge and skills for implementing one’s plans
Phase 8. Provisional trying of new roles
Phase 9. Building of competence and self-confidence in new roles and 

relationships
Phase 10. A reintegration into one’s life on the basis of conditions dic-

tated by one’s perspective.
The process starts with a problem that must be solved by choosing 

best solution (phase 1). The problem comes from experience and either 
has to fortify the current understanding of the issue or leads to its re-
vision and reformulation. The learner critically assesses all aspects of 
the problem (phase 2 and 3) and by employing rational way of thinking 
(phase 4–5) plans actions and resources needed to execute them (phases 
6–9). The process ends with integrating what has been achieved within 
the process.

Transformative learning represents constructivist and develop-
mental view on learning. Crucial elements of transformative learn-
ing theory are meaning structures, which are defined by Mezirow as 
broad sets of predispositions resulting from psycho-cultural assump-
tions which determine the horizons of our expectations (Mezirow, 1991). 
Transformation is a cognitive process. The theory is also grounded 
in the nature of human communication (Taylor, 1998), not instruc-
tional learning. Transformative learning is a communicative learning, 
which means that learning is involved in understanding experiences 
(Taylor, 1998).

Transformative learning is not a universal type of learning. It requires 
an experienced teacher who creates environment for transformative 
learning and a learner with experiences and ability to reflect on them. 
Mezirow (1991) pays attention both to the role of learner and teachers/
instructors in the process of transformative learning. He suggests that 
teachers should create adequate conditions, giving learners a sense of 
safety, openness and trust to make communication possible. Learners 
should be able to follow freely their individuality, be autonomous but at 
the same time participative. The practices should encourage reflectivity, 
critical thinking and support analytical skills. 

Mezirow’s main contribution to the field of education was an in-
troduction of the concept of transformative learning lean on experi-
ences, critical reflection and rationality. However, he also contributed 
to the field by introducing two different types of knowledge: pro-
grammed knowledge and questioning (Revans, 1983). Mezirow (1985) 
distinguished three types of learning: instrumental, dialogical and 
self-reflective.
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Learning as a cycle and different learning styles

David Kolb and experiential learning model and different 
learning styles

Discussions on adults learning should not take place without men-
tioning great American educational theorist David Kolb (born 1939) 
whose contribution to experiential learning cannot be overemphasized. 
He is particular famous for his Experiential Learning Model (ELM) and 
learning style inventory. 

According to Kolb (1984), much influenced by before mentioned 
learning models of Dewey, Piaget and Lewin, learning means trans-
forming experiences into knowledge. In this transformation the par-
ticular role plays the practice of reflecting on experiences. As Boreham 
(1987, p. 89) noted, for Kolb the term ‘learning from experience’ really 
means learning from reflection on experience. For Kolb experiential 
learning is not an alternative to behavioural or cognitive theories of 
learning but rather, as he notes (Kolb, 1984, p. 21) a holistic integrative 
perspective on learning that combines experience, perception, cognition, 
and knowledge. All learning involves experience. Learning is seen as 
an emergent process of creating knowledge but also a holistic process 
of adaptation to the world. Kolb focuses on process-oriented character 
of learning, rather its dynamics than its static contents or outcomes. 
For him learning is a never-ending process, as the lack of possibility 
to modify our understanding of the world in light of gained experience 
is contrary to the sense of learning. He explains: When viewed from 
the perspective of experiential learning, the tendency to define learning 
in terms of outcomes can become a definition of non-learning, in the 
process sense that the failure to modify ideas and habits as a result of 
experience is maladaptive (Kolb, 1984, p. 26). 

The starting point for Kolb (1984) was noticing similarities between 
the models of learning proposed by Lewin, Dewey and Piaget, which re-
sulted later in six propositions about experiential learning. These prop-
ositions are following:

– Learning is best conceived as a process, not in terms of out-
comes – Ideas are not stable elements of thought but they are 
always shaped and re-shaped through experience, therefore two 
thoughts cannot be the same as they are always influenced by 
experience. The outcomes of learning are only historic record, 
not knowledge to use in future.

– Learning is a continuous process grounded in experience – Con-
sciousness is continuous and so are experiences. In consequence, 
knowledge is consequently and continuously created through 

2.4.3.
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experiences. It means that, quoting Kolb (1984, p.38), all learning 
is relearning and that everyone enters learning situation with more 
or less articulate ideas about the topic at hand. Education means 
not only providing new ideas and concepts but also modifying 
existing ones.

– The process of learning requires the resolution of conflicts between 
dialectically opposed modes of adaptation to the world – Learn-
ing is based on conflicts and requires polar abilities. Kolb dis-
tinguished two dimensions of the learning process. The first di-
mension is continuum between experiencing concrete events and 
abstract conceptualisation. The second one is situated between 
active experimentation and reflective observation. This means 
that the learner moves in varying degrees from actor to observ-
er, and from specific involvement to general analytic detachment 
(Kolb, 1984, p. 31).

– Learning is a holistic process of adaptation to the World – Learning 
is perceived as a process of adaption of individuals to the condi-
tions of both physical and social environment. It is a refined and 
scientific method of adapting to the world. Learning is holistic, as 
it does not belong solely to cognition or perception. It refers to hu-
man intellect, emotions, senses and behaving. Learning happens 
in all possible situations and settings and by no means it is only 
related to school or in-class practice. 

– Learning involves transaction between the person and the environ-
ment – Transactions taking place between the learner and the en-
vironment reflect the double meaning of the word “experience”. 
Experiences are individual and subjective; they refer to internal 
state of the person. But they are also objective and environmen-
tal. Experiences are active and change the to some extent condi-
tions of the environment they come from.

– Learning is a process of creating knowledge – Knowledge is the 
result of the transaction between objective and social knowledge 
(earlier accumulated by experience), and personal knowledge 
gained through individual experiences. Knowledge is produced as 
a result of transaction between objective and subjective experienc-
es. Being the consequence of grasping and transforming experi-
ences, it is constantly created and recreated by learners.

Kolb’s core contribution into learning theories is Experiential Learn-
ing Model (ELM). The theory is based on the dual dialectics of ac-
tion and reflection, and experience and abstraction (Kolb and Kolb, 
2008). Learners learn through experiencing, reflecting, abstracting and 
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experimenting. ELM is a dynamic, cyclical theory of learning composed 
of four stages, which follow one after another. The stages include:

➢ concrete experience,
➢ observation of and reflection on that experience,
➢ formation of abstract concepts based upon the reflection,
➢ testing the new concepts;

Experiential
Learning

Cycle

Testing in new 
situations

Concrete 
experience

Observation 
and reflection

Forming 
abstract 
concepts 

Figure 2.3. Four stages of learning. Kolb’s Experiential Learning Cycle
Source: Kolb (1984).

According to Kolb (1976, p. 21), the experiential learning model pre-
sents how experience is translated into concepts, which in turn are used as 
guides in the choice of new experiences. The logic of the Kolb’s four-stage 
learning cycle, illustrated as Figure 2.3, is following. Concrete experience 
(deriving from events) gives the ground for observation and reflection. 
The reflections are assimilated and in order to be useful they are formed 
into abstract concepts. The implications being result of abstract concepts 
are tested in new situations and are foundations for new experiences. 
The learner systematically follows each stage of the cycle and the role of 
the teacher or instructor is to provide links between these stages. 
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Kolb (1984, p. 30) further explains that effective learning demands from 
the learner four types of abilities, corresponding to four stages of learning 
process. These abilities are:

➢ concrete experience abilities – the role of the learner is to be able 
to involve themselves fully, openly and without bias in new experiences, 

➢ reflective observation abilities – the role of the learner is to be able 
to reflect on and observe their experiences from many perspectives, 

➢ abstract conceptualizing abilities – the role of the learner is to be 
able to create concepts that integrate their observations into logically 
sound theories, 

➢ active experimentation abilities – the role of the learner is to be able 
to use these theories to make decisions and solve problems.

Next to describing four stages of learning process and linked 
to them four abilities demanded from learner, the experiential learn-
ing model provides also information on how the learner acquires and 
transforms information from experience. Kolb proposes that informa-
tion may be grasped through direct and immediate experiences (ap-
prehension) or a recreation/interpretation of them (comprehension). 
Transformation of experience takes place through extension (active 
test of experiences) or intention (inner reflecting on experiences). 
Putting together these two dimensions – grasping and transforma-
tion allows differentiating four different types of knowledge: divergent 
(grasping by apprehension and transforming by intention), assimila-
tive (grasping by comprehension and transforming by intention), con-
vergent (grasping by comprehension and transforming by extension) 
and accommodative (grasping by apprehension and transforming by 
extension). 

Kolb (1974) also describes four different learning styles of learners. This 
typology, being a result of research and clinical observation, is known as 
Learning Style Inventory (LSI). It includes divergers, assimilators, conver-
gers and accommodators:

➢ Divergers are individuals who view situations from many perspec-
tives and rely heavily upon brainstorming and generation of ideas.

➢ Assimilators are individuals who use inductive reasoning and have 
the ability to create theoretical models.

➢ Convergers are individuals who rely heavily on hypothetical-deduc-
tive reasoning.

➢ Accommodators are individuals who carry out plans and experi-
ments and adapt to immediate circumstances.

The basic characteristics of four learning styles are included in Table 2.3 
They are also presented on the Figure 2.4, which is more advanced illus-
tration of ELM.
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Accommodating Diverging

Converging Assimilating

Abstract 
conceptualization

(AC)

Active 
Experimentation

(AE)

Concrete experience
(CE)

Reflective 
observation

(RO)

Figure 2.4. Experiential learning model and basic learning styles
Source: Kolb (1984).

Characteristic Divergers Assililators Convergers Accomodators

Dominant 
learning ability

Concrete 
experience 
and Reflective 
Observation

Abstract Con-
ceptualization 
and Reflective 
Observation 

Abstract Con-
ceptualization 
and Active Ex-
perimentation 

Concrete Experi-
ence and Active 
Experimentation 

Best conditions 
for performing

In situations 
when a 
generation of 
idea is needed

In situations 
when 
understanding 
a broad range of 
information and 
putting them 
into logical form 
is needed

In situations 
when finding 
practical uses 
for ideas and 
theories is 
needed

In situations 
when carrying 
out plans and 
involving in new 
and challenging 
experiences is 
needed

Interests Broad cultural 
interest, 
Gathering 
information, 
Arts, History

Ideas, theories 
and abstract 
concepts, 
Information and 
Science

Technics and 
application
Technology and 
specialisations

“hand-on” 
experiences 
Action-oriented 
careers, e.g. 
business, 
marketing, sales

Personal 
characteristics

Imaginative 
and emotional 
introverts

Rational 
introverts

Extraverts with 
ability to solve 
problems and 
make decisions 

Extraverts 
trusting “gut” 
feelings rather 
than logical 
analysis
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Characteristic Divergers Assililators Convergers Accomodators

Learning 
optimum

Work in groups, 
listening with 
an open mind 
and receiving 
personalized 
feedback

Readings, 
lectures, 
exploring 
analytical 
models

Experiments 
with new ideas, 
simulations, 
laboratory 
assignments, 
and practical 
applications

Learning from 
experiences, 
Team working 
to complete 
assignments, to 
set goals, to do 
field work, and 
to test out differ-
ent solutions

Table 2.3. Learning Style Inventory
Source: Kolb et al. (2001).

Peter Jarvis’ critics on Kolb’s model of experiential 
learning

One of the most recognized continuators but also critics of Kolb’s mod-
el of experiential learning is Peter Jarvis (1987, 1995). Jarvis reproached 
Kolb for not deepening the problem of knowledge. For him learning has 
to be situated and contextual. His idea was to prove that there is more 
than one response to the particular learning situation. He used Kolb’s 
model and rebuilt it. 

Jarvis was focusing on different responses to learning. He distin-
guished three different paths of learning: non-learning, some non-re-
flective learning, and reflective learning. The trajectories of each path 
are presented on Figure 2.5. Starting from non-learning, which is rep-
resented by boxes from 1 to 4 on Figure 2.5, in this path an individual 
is not responding to learning situation or responds in a very limited 
way through patterned behaviours. In case of non-reflective learning, 
the learning may happen in different ways. For example, there are some 
experiences that occur without much thinking and conscious practice 
(boxes 1–3 to 6 to either 4 or 9), or when individuals are acquiring some 
manual skills (boxes 1–3 to 5 to 8 to 6 to either 4 or 9). The other exam-
ple of non-reflective learning is memorisation (boxes 1–3 to 6 to 8 to 6 
to either 4 or 9). Also in reflective learning, learning process can occur 
in different ways, like: 

− Contemplation (boxes 1–3 to 7 to 8 to 6 to 9), when experience leads 
to intellectual decision about it,

− Reflective practice (boxes 1–3 to 7 to 5 to 6 to 9), when reflection 
relates to action (reflection in and reflection on actions).

− Experiential learning (boxes 1–3 to 6 to 5 to 7 to 8 to 6 to 9), when 
pragmatic knowledge is learned.
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The person (1) Situation (2)

Experience (3)

Evaluation (8)Practice 
Experimentation (5)

Reasoning and  
Reflecting (7)

The person:
Reinforced but relatively 

unchanged (4)

Memorisation (6)

The person: 
Changed and 

Experienced (9)

Figure 2.5. Jarvis’ model of experiential learning
Source: Jarvis (1994).

Learning Styles by Honey and Mumford
Basing on works of Kolb (1984), Honey and Mumford (1986) created 

four distinct learning styles: Activist, Theorist, Pragmatist and Reflector. 
The definitions of particular styles are included in Table 2.4.

Learning style Definition

Activist  Activists involve themselves fully and without bias in new experiences. 
They enjoy the here and now, and are happy to be dominated by imme-
diate experiences. They are open-minded, not sceptical, and this tends 
to make them enthusiastic about anything new. Their philosophy is: “I’ll 
try anything once”. They tend to act first and consider the consequenc-
es afterwards. Their days are filled with activity. They tackle problems 
by brainstorming. As soon as the excitement from one activity has died 
down they are busy looking for the next. They tend to thrive on the chal-
lenge of new experiences but are bored with implementation and longer 
term consolidation. They are gregarious people constantly involving 
themselves with others but, in doing so, they seek to centre all activities 
around themselves.

Theorist Theorists adapt and integrate observations into complex but logically 
sound theories. They think problems through in a vertical, step-by-step 
logical way. They assimilate disparate facts into coherent theories. They 
tend to be perfectionists who won’t rest easy until things are tidy and fit 
into a rational scheme. They like to analyse and synthesize. They are keen 
on basic assumptions, principles, theories models and systems thinking. 
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Learning style Definition

Their philosophy prizes rationality and logic. “If it’s logical, it’s good.” 
Questions they frequently ask are: “Does it make sense?” “How does 
this fit with that?” “What are the basic assumptions?” They tend to be 
detached, analytical and dedicated to rational objectivity rather than 
anything subjective or ambiguous. Their approach to problems is con-
sistently logical. This is their ‘mental set’ and they rigidly reject any-
thing that doesn’t fit with it. They prefer to maximise certainty and feel 
uncomfortable with subjective judgements, lateral thinking and any-
thing flippant.

Pragmatist  Pragmatists are keen on trying out ideas, theories and techniques to see 
if they work in practice. They positively search out new ideas and take 
the first opportunity to experiment with applications. They are the sort 
of people who return from courses brimming with new ideas that they 
want to try out in practice. They like to get on with things and act quick-
ly and confidently on ideas that attract them. They tend to be impa-
tient with ruminating and open-ended discussions. They are essential-
ly practical, down to earth people who like making practical decisions 
and solving problems. They respond to problems and opportunities ‘as 
a challenge’. Their philosophy is “There is always a better way” and “If 
it works it’s good”.

Reflector Reflectors like to stand back to ponder experiences and observe them 
from many different perspectives. They collect data, both first hand and 
from others, and prefer to think about it thoroughly before coming to 
a  conclusion. The thorough collection and analysis of data about ex-
periences and events is what counts so they tend to postpone reaching 
definitive conclusions for as long as possible. Their philosophy is to be 
cautious. They are thoughtful people who like to consider all possible 
angles and implications before making a move. They prefer to take 
a  back seat in meetings and discussions. They enjoy observing other 
people in action. They listen to others and get the drift of the discussion 
before making their own points. They tend to adopt a low profile and 
have a slightly distant, tolerant unruffled air about them. When they act 
it is part of a wide picture which includes the past as well as the present 
and others’ observations as well as their own.

Table 2.4. Different learning styles according to Honey and Mumford.
Source: direct quotation from Honey and Mumford (1986). 
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Humanistic approach to learning from experience

Malcolm Knowles and his humanistic approach to learning 
from experience

The next important figure for the discussion on experiential learn-
ing is Malcolm Knowles (1913–1997), a famous American theorist and 
practitioner of adult education, especially recognized for coining the 
term andragogy2 and developing theory of andragogy, i.e. adult learning. 
Knowles developed a humanistic approach to learning, which referred 
to great extent to self-directed learning and experiences. Learning in his 
view is a long-life process of continuing inquiry (Knowles 1980, p. 40). 
He believed that the mission of education is not to produce knowledge-
able individuals (through transmitting knowledge) but competent ones, 
i.e. ones who are able to apply acquired knowledge in different contexts. 
This view on education was the result of perceiving the world as full of 
accelerating changes.

The concept of andragogy came into life with an observation that chil-
dren and adults learn in a different way. The learning of adults is specific 
enough to develop a separate field devoted only to them – andragogy. 
According to Knowles the andragogy is based on five assumptions about 
self-concept, experience, readiness to learn, orientation to learning and 
motivation to learn. The idea is to help adult learners learn, although 
they stay responsible for their own learning and they are conscious of the 
learning process. The assumptions about andragogy concern the nature of 
adult learner. They are as following (Knowles, 1984, p. 12):

1. Self-concept: As a person matures his or her self-concept moves 
from one of being a dependent personality toward one of being 
a self-directed human being.

2. Experience: As a person matures he or she accumulates a growing 
reservoir of experience that becomes an increasing resource for 
learning.

3. Readiness to learn: As a person matures his or her readiness to learn 
becomes oriented towards the developmental tasks of his or her so-
cial roles.

4. Orientation to learning: As a person matures his or her time per-
spective changes from one of postponed application of knowledge 
to immediacy of application, and accordingly his or her orientation 
toward learning shifts from one of subject-centeredness to one of 
problem-centeredness.

2 In fact, German educator Alexander Kapp used the term andragogy earlier, in 1833.

2.4.4.
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5. Motivation to learn: As a person matures the motivation to learn 
becomes more internal.

Particularly interesting is Knowles’ view that adults need experiential 
learning. According to the researcher, experience is especially relevant 
for adult learners, as with age individuals accumulate higher number of 
experiences, they are more conscious of them and are able to (self) reflect. 
Experiences are the source for learning resulting in generating knowledge, 
which is possible to apply in practice. They are acquired actively, inten-
tionally and purposefully. The learning process is learner-centred, auton-
omous, self-controlled and needs to be relevant to (professional) life of the 
learners. Learners by gaining experience thus learning build their identity. 
As Knowles appreciated group and collaborative learning, he considered 
individuals to be the source of learning through exchanging experiences 
to each other. Experiences may enrich learning practices and be shared 
between adult learners. The role of educator is helping individuals to de-
velop the attitude that learning is a lifelong process and to acquire the skills 
for self-directed learning (Knowles 1980, p. 28). The learning techniques 
recommended by Knowles (1980) and related to experiential learning are: 
laboratory experiments, discussions, problem solving cases, simulation 
exercises, field experience etc. 

Modern constructivism and learning

The late 1980s and 1990s brought attention to constructivism and so-
cial constructivism in learning. Constructivism is a learning theory and 
theory of knowledge whose fundaments were created by many before 
mentioned researchers, like: Piaget (regarded as the founder), Vygotsky 
or even Dewey. The theory states that humans construct their own and 
subjective understanding of the world they live in, through experienc-
ing their ideas and reflecting upon them. Constructivism changed the 
view on the nature of knowledge (as the one created, not absorbed) 
and nature of learning (as reflected and experience-based). Comparing 
with behaviourism, it started to be regarded as more natural process of 
learning and better corresponding to the needs of the learner. Currently, 
there are many schools of constructivism, like social constructivism, 
radical constructivism, or critical constructivism. The development of 
constructivism in learning was to large extent supported by advance-
ment of cognitive psychology.

The main idea of constructivism is that learners themselves create 
knowledge. They do not just acquire knowledge by repetition, imita-
tion and memorization. Learners are engaged in learning and actively 

2.4.5.
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participate in the process of generating knowledge. They are involved in 
creating their own understanding of the world and construct meanings 
to what they have learned both in personal and social aspect. The learners 
experience and reflect on the experiences. They continuously test own 
hypothesis about world, they constantly compare their views and try 
to adapt them to own situation. Individuals confront what they know 
with the ideas that they come in contact with (Richardson, 1997).

In constructivism, knowledge arises as a result of interactions of 
a learner with environment and its stimuli. Individuals interpret these 
stimuli. Created knowledge is then subjective and contextualized. This 
means that there is no knowledge independent of the learner but the 
meaning he or she assigns to experiences. In constructivism knowledge 
receives more personal and social meaning. Constructive learning means 
both individual and collaborative learning. Learners individually and col-
lectively assign meaning to a phenomenon, idea, activity or an object that 
they experience. 

The change from behaviourism to constructivism in education means 
the change of the role of teacher from instructor to mediator and knowl-
edge from being transmitted to being created. Learners are more in the 
centre of this process, which makes them more active, participative, in-
dividualistic, autonomous and independent, but also allows them to be 
responsible for learning. As Krueger (2007, p. 125) writes: The construc-
tivist approach to human learning enhances learning how to learn, as 
students move from changing their deep cognitive structures to a metacog-
nitive capability for understanding the changes they are making and the 
changes they need to make to become more expert. Having a strong sense 
of how they “connect the dots” affords human beings the ability to direct 
their own learning. 

Cooperstein and Kocevar-Weidinger (2004), after Good and Brophy 
(1994), mention four main principles of constructive learning. These rules 
are as following:

1. Learners are not passive elements of learning process but construct 
their own meanings. The process of transferring knowledge is not 
easy. They need to take a conscious effort to make sense out of re-
ceived information to be able to use knowledge in some new con-
texts. The effort lies in being able to create or discover the knowledge 
that would suit their belief system. 

2. Learning should stand on prior knowledge. Learners have to match 
prior knowledge with new information in order to make some 
sense of it. They analytically compare and critically question what 
they learn, break or accept assumptions, all in order to achieve 
progress. 
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3. The learning process is reinforced by social interaction. When con-
structivist learning is situated in social setting learners take a chance 
to share and confront their ideas with co-learners, especially in case 
of some conflicts that have to be solved. Learning in groups enables 
to vocalize the knowledge and discuss it. 

4. Meaningful learning is developed through authentic tasks. The tasks 
should be selected in a way to influence these activities that are pos-
sible to encounter in real life. 

One of the models of learning or pedagogy in constructivism is discov-
ery learning, which is close to learning by doing concept. Discovery learn-
ing is inquiry-based type of learning, which means that it is a method 
in which learners are instructed and facilitated to create problem-based 
knowledge on their own. The main assumption about this method is that 
discovering oneself information and being able to apply it in practice 
teaches learners solving problems and thus is very important for their 
development and independence in thinking but also learning outcomes. 
Learners do not receive ready solutions but need to find themselves an-
swers to the questions they struggle with. In seeking explanations, they 
have to creatively relate different information and facts, and refer to the 
experiences and knowledge they gained before. By doing this, they are 
able to remember more and exploit the knowledge in practice. Next to in-
quiry-based and problem-based focus, also experiments, cases-based and 
simulation-based learning are considered to be part of pedagogy of dis-
covery learning. Discovery learning seems to be more appropriate for 
adults thus experienced learners. These types of learners possess enough 
cognitive skills and motivation to engage into learning and find meaning 
in their lives. The concept of discovery learning originates from the works 
of Jerome Bruner (1967). 

The fundaments of experiential learning and 
experience-based education 

The repetitive and overwhelming conclusion deriving from the analysis 
of philosophical, psychological and educative writings related to the topic 
of experience and learning is that experience is a complex phenomenon, 
which cannot be investigated merely as doing something or as participat-
ing in something. Experiencing goes beyond just happening or trying. Ex-
periences mean the actual life-experiences of individuals and they cannot 

2.5.



The fundaments of experiential learning and experience-based education 107

be given, they have to be collected and accumulated by the learner. Expe-
rience has two interconnected facets; one is more mechanical – resulting 
from taking actions and one mental – resting on reflecting. It involves 
both acting and thinking. The meaning of experience is difficult to grasp 
as it has both active and passive nature. 

Everybody experiences but learning from experiences has to be 
learned and taught, which opens door for education. Applying the ex-
perience concept into learning is promising but also challenging as it 
refers to the natural human way of discovering the world. Experien-
tial learning means connecting learning with real life. Experience is in-
volved in all learning. It is at the same time the fundament and stimuli 
for learning practices. Both past and current experiences and both per-
sonal and collective experiences decide on how learners learn. Experi-
ential learning is a natural process that happens beyond any limits, set 
by time, place or structure; but essential for individuals to confront with 
the world. Experiential learning is built upon the ideology of conscious 
individuals being able to learn and be responsible for self-development. 
Experiential learning is a long-life process of gaining and accumulating 
new knowledge. It gives grounding for learning and new knowledge 
creation, ready to be applied in any context.

Experiences have a positive return. The outcome of experiential learn-
ing is a constructed knowledge. Important aspect of experiential learning 
is that the knowledge is subjectively created by the learner and depends 
on the context of the learning process. The process of creating knowledge 
is continuous, thus the outcome is never the end stage of the process. It is 
liquid. The notion of experience includes exploitation of created knowl-
edge in the future. Without possibility to apply knowledge in the future 
its value decreases and the possibility to gain experiences is lower. The 
experiences need to be relevant and continuous. In this sense, learning 
is a transition between different and relevant experiences leading to the 
thoughtful action taking. The more experiences an individual possesses, 
the more chances they will find their application in life. Apart from the 
number of experiences, their quality matters. However, the quality of ex-
perience is not assigned to the experience. It depends on the reflective 
skills of the learners, as well as the meaning that they will attribute to these 
experiences and their application in future. This again supports the argu-
ment of an important role of education in learning from experiences.

The process of learning from experiences depends on the level of ma-
turity of the learners, i.e. their previous experiences and ability to learn 
from them. Children and adults learn in a different way, as they possess 
different number and quality of experiences. This is particularly impor-
tant for education practices. It seems to be inadvisable to expect that for 
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example university students, who are usually young people, share the 
same experiences as the experts in the fields they are educated in. More 
focus should be put on teaching reflective and critical thinking next to the 
process of gaining experience (which to some extent goes naturally with 
age and education).

Experiential learning should also lead to some transformation of the 
learner. Learning means transforming experiences into knowledge but 
also transformation of an individual. Ideally, it leads to some change, 
breaking old assumptions, creating new knowledge and quality. The pro-
cess might include some conflicts, disparities, or disagreements.

Experiential learning also has a transactional character. The transac-
tion takes place between the learner and the environment. It is a two-
way relational process. It means that the learner and the environment 
influence each other and in consequence the created knowledge is de-
rivative of individual and social (collective) knowledge. Experiential 
learning is interested not only in experiences per se but also their con-
sequences for future. Transactional character of experiences is connect-
ed with the fact that learners link their past with the presence leading 
to the future.

The fundaments of experiential learning and experience-based educa-
tion need to be built on concepts like: action, reflection, knowledge and 
experience. These concepts should not be investigated in separation but 
rather by referring to each other. They are intertwined in one process. 
Focusing on just one aspect of this process is always a limitation. As 
Freire suggested, putting attention only to action means investigating 
just activism and stressing only reflection – verbalism. Studying both 
actions and reflections without including an outcome of their inter-
action, that is knowledge, is also an important shortage. The learning 
process has to be knowledge-oriented. Knowing better is a sense of 
learning. Basing the process on experiences allows including and syn-
thetizing all these elements. Experiences are the vehicle for learning of 
all types. In this sense, all learning is experience-based. Experiences are 
needed for reflective observation, active experimentation and abstract 
conceptualisation.

The complexity and ambiguity of experience is not enough recognized 
by entrepreneurship education research. While there are some parallels 
between the directions of development of different disciplines describ-
ing the notion of experience, there are also some important shortages 
on the entrepreneurship side. We arrive here to the essential claim of 
this monograph that in the entrepreneurship field experience is still 
often understood incompletely and even superficially. Although both 
doing and reflecting are recognized as an essence of entrepreneurial 
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learning, the coexistence and interplay between actions and reflections 
are marginalised or neglected. There are separate studies on the role of 
action in entrepreneurial learning and ones on the merits of reflections 
in this process. Nevertheless, it often happens that neither actions nor 
reflections are embedded in a broader sense of experiencing. This seems 
to be an important shortage that entrepreneurship and entrepreneurship 
education struggle with by treating experience as an important element 
of entrepreneurial behaviour or mindset but not investigating its struc-
ture and dynamics. To prove that claim, the next chapter describes first 
how action, reflection and experience are understood in entrepreneur-
ship education domain. Knowing it, it is possible to suggest some steps 
to overcome the lack of coherence and consistency in understanding 
entrepreneurial experience as a basis of entrepreneurship and entrepre-
neurship education. As a separate consideration, in the next chapter, the 
synthesis of action and reflection is offered and the concept of entrepre-
neurial praxis is introduced. 





Chapter III
Towards the theory of 
entrepreneurial praxis

Introduction

Experiential learning has an established place in the tradition of educa-
tion, both in theory and practice. Soaking into philosophical, psychologi-
cal and educational disputes about experience and experiencing in chapter 
two, finally brings us to the stage of building fundaments of experiential 
learning in an entrepreneurship context and experience-based entrepre-
neurship education. After the review of different perspectives on experi-
ence and relating it to what we know about entrepreneurship education 
from chapter one, we may conclude that entrepreneurship has experiential 
nature and can be understood and investigated as an experiential learn-
ing process. However, despite a widespread recognition of experiential 
approach, its cross-discipline grounding is not well-recognized by entre-
preneurship and entrepreneurship education disciplines.

This chapter questions the practices embodied in current education-
al practice within experiential learning and further introduces the con-
cept of entrepreneurial praxis. First, it discusses different elements of the 
learning process in experience-based entrepreneurship education. In 
particular the relationships between entrepreneurship education, action, 
reflection and experience are investigated. Next, the selected advanced 
experiential learning approaches to entrepreneurship and consequences 
of entrepreneurial experiences are presented. The attention is given to dy-
namic learning perspective of entrepreneurship and critical experiences 
presented by Cope (2005) and experiential learning in the context of en-
trepreneurial opportunities by Corbett (2005). The chapter also includes 
entrepreneurial learning as an experiential process by Politis (2005, 2008). 

For apart from inquiry, apart from the praxis, individuals cannot be truly human. 
Paulo Freire
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This part of the chapter ends up with enumerating some lessons from 
contemporary understanding of experiential learning in entrepreneurship 
context. Finally, the chapter includes the discussion on the potential of 
praxis in entrepreneurship research. It identifies major characteristics of 
entrepreneurial praxis and presents entrepreneurship as a research field 
built on entrepreneurial praxis.

What is claimed is that experiencing has to be a method of learning in 
order to bring benefits for the learner. 

Different elements of the learning process 
in experience-based entrepreneurship 
education

This monograph offers a relatively new and not deeply enough inves-
tigated concept through which entrepreneurship and entrepreneurship 
education may be understood. It reinterprets the philosophical concept 
of praxis in context of entrepreneurship and further explores its meaning 
for entrepreneurship education. Investigating entrepreneurship as praxis, 
i.e. as the interplay of thinking and acting, enables to overcome some un-
necessary disagreements in entrepreneurship an entrepreneurship educa-
tion. It offers a more integrating dialogue and cohesion in the disciplines. 
Applying praxis enables to overcome this problem and to use one concept 
through and along different schools and approaches.

The result of this chapter is the view on entrepreneurial learning pro-
cess through the lenses of praxis, that is the synthesis and interplay of 
action and reflection. What has been claimed after reviewing selected 
writings in philosophy of education, general education and psychology 
in chapter two, is that there are no two heterogenetic and separate ele-
ments of learning: action and reflection, but one process where they are 
intertwined and interrelated. The difference between action and reflec-
tion only has functional or instrumental character and their value comes 
when they appear together within a broadly understood experience. This 
perception of the learning process is influenced by great philosophers 
and educators like Dewey (pragmatic conceptualization of experience), 
Piaget (cognitive development), Lewin (social experiences), Bandura 
(social learning theory), Zimmerman (self-regulated learning), Freire 
(concept of praxis), Kolb (experiential learning model), Revans (action 
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learning), Mezirow (transformative learning), Knowles (humanistic 
approach to learning). However, so far this way of understanding the 
learning process has not been broadly theorized and applied in entre-
preneurship education and entrepreneurship fields. Although the fields 
tend to stress importance of action and reflection, it does not discuss 
them in a comprehensive way. What is missing is a convincing frame-
work or theory of entrepreneurial learning process, basing on which 
entrepreneurial learning could be better understood and some recom-
mendations for entrepreneurship education practice could be formulat-
ed. To start building this kind of theory, the concept of entrepreneurial 
praxis is introduced and discussed.

Investigating entrepreneurship education in the context of praxis con-
cept enables to overcome some unnecessary disagreements in the field 
of entrepreneurship and entrepreneurship education. Praxis offers more 
integrating dialogue as it corresponds to both cognitive and humanistic 
approach to education. The challenge of both fields built on the praxis 
concept is to identify and understand the meaning of action and reflection 
and links between them. In order to achieve that, the foundations of these 
two poles have to be clarified and related to the concept of experience. 
Therefore, the chapter starts with a discussion on the relationships be-
tween entrepreneurship education and action, followed by the discussion 
on the links between entrepreneurship education and reflection, and ends 
up by synthetizing the experience-based learning in entrepreneurship 
education.

Action in entrepreneurship education

Although the issue of fragmentary and insufficient approach to the 
concept of experience in entrepreneurship education was already raised 
in chapter two, the problem is more complex – even actions, considered 
separately to experience, are not brought into discussion enough on en-
trepreneurship. As Corbett and Katz (2012, ix) notice, it is supremely ironic 
that for a field defined by an action, the discipline of entrepreneurship has 
had such an inconsistent tradition of actually studying action. 

As it was already stressed, entrepreneurship education, both in the-
oretical and practical endeavours, tends to have a definite action focus 
but in fact the research results as well as practice of teaching are still 
not satisfactory. Putting more attention on action-oriented learning 
is a result of a conviction that focusing on doing makes education 
closer to entrepreneurial practice. Action orientation in entrepreneur-
ship education illustrates the behavioural stream in entrepreneurship 
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– entrepreneurs respond to the consequences of their entrepreneurial 
actions and act again. Actions mean some entrepreneurial behaviour 
in a particular moment and situations, and leading to venture crea-
tion. As a result, entrepreneurship education is based on the assump-
tion that entrepreneurs or aspiring entrepreneurs learn by doing (Fiet, 
2000). In consequence, educators put attention on trying to translate 
actions into teaching practice. Usually it means developing pedagogies 
of experiential learning, problem solving, or project-based learning 
(Jones and English, 2004) but in fact it means engaging students in en-
trepreneurial projects. Although having the opportunity to work in an 
entrepreneurial environment is very beneficial for students, learning 
entrepreneurship should not stop at this point, as the fundamental aim 
of learning is to generate some knowledge, not only to make students 
active. However, the existing studies on action approach in entrepre-
neurship education are often not enhancing the practice, as they are 
not comprehensive. The theory cannot support practice yet. Unfortu-
nately, still not enough is known how acting and learning interact in 
entrepreneurial processes and how from this interaction knowledge 
is generated. One of the main problems is that in light of previous 
discussion on experience focusing merely on actions is a significant 
limitation and simplification. In this case, the learning process is mis-
interpreted and perceived in a too mechanistic view. Learning cannot 
be seen as solely as “actual doing” as the doing part is intentional and 
deliberate. Being active and engaging in actions is only one part of the 
learning process, although it is as essential as allowing to learn from 
experience. The other problem with action-oriented approach to en-
trepreneurship is also that despite huge support, it is not commonly 
applied (Lackéus, 2013). It calls more effort and engagement from stu-
dents, teachers, as well as the education institution. In fact action ori-
entation in entrepreneurship education is not only understood enough 
but also stays at declarative level.

Reflection in entrepreneurship education 

For the learning to occur, an action should be accompanied with a re-
flection. Actions and reflections may appear parallel or consecutively 
one after another. They are tightly linked and interdependent. Actions 
form some kind of an external experience whereas reflections might be 
regarded as an internal experience; both belong to the complete learning 
process. In general, reflecting is a process of self-introspection to real-
ise something. The role of reflection in experiencing and learning was 
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stressed by previously mentioned prominent educators, such as: Dewey, 
Kolb or Mezirow. For example, Dewey (1976, p. 6) defines reflection as 
active, persistent, and careful consideration of any belief or supposed form 
of knowledge in the light of the grounds that support it and the further 
conclusions to which it tends.

Learning comes through reflection on the taken action but not just 
through any sort of thinking. It is activated by significant higher order 
mental processes. Reflection has to be critical and analytical to offer 
new knowledge and new understanding of the world, even if it would 
mean resigning from previous logic or breaking existing assumptions. 
It also has to bring some consequences for learners and give a meaning 
for them. Similarly to actions, reflecting needs to be intentional, de-
liberate and purposeful. Reflecting is a conscious process. Reflections 
enable achieving personal aims and taking transformative and con-
structive actions in future. They lead to changes bearing consequences 
for learners’ lives.

Reflection enables a passage from what has been done to the new 
experience. It links different experiences so they do not appear as iso-
lated events but rather form a continuum of experiences, as suggested 
by Dewey (1946). Learning is activated by the intertwined processes 
of gathering experiences and reflecting on them. Moreover, the quality 
of experience and learning depends on the deepness and accuracy of 
reflection. Reflection enables an evaluation of the experience and its 
relevance for the future.

Entrepreneurship education argues for a more reflectively based 
learning. In entrepreneurship education context, reflection was dis-
cussed for example by Cope and Watts (2000), Cope (2003), Pittaway 
and Cope (2007), Jones (2010), Neck and Greene (2011) or Higgings 
et al. (2013). 

The term reflection is capacious. Neck et al. (2014, p. 16) adapted Brock-
bank and McGill (2007) offer six types of reflections. All of them are useful 
in generating knowledge from experiencing. The typology includes:

− Narrative reflection (description of what happened),
− Emotional reflection (focusing on feelings and emotions),
− Percipient reflection (perceptions and their influence on experiences),
− Analytical reflection (processes or elements of the events and their 

connections and interrelations),
− Evaluative reflection (assessing experiences and identifying the cri-

teria for their evaluation),
− Critical reflection (considering the experience and approach, iden-

tifying alternatives or contradictions; reflecting on what was learned 
about self in the process).
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Experiences in entrepreneurship education 

The idea that entrepreneurs learn from experiences comes from ob-
servations that very often, the second or subsequent business venture is 
actually more successful than the first one (Politis, 2008). This means 
that during experiencing some knowledge about business emerges and 
is efficiently used in the next ventures. At first glance, the value of expe-
rience is recognized in contemporary entrepreneurship education and 
the experience-based pedagogy celebrated. Entrepreneurship education 
is believed to bring the best results if equipped with entrepreneurial 
competence, the learner takes action leading to gaining experiences, 
enabling to generate new knowledge and being the foundation for some 
transformation of the learner. Learners learn in the entrepreneurial en-
vironment by taking entrepreneurial decisions leading to entrepreneur-
ial actions, i.e. through experiencing. However, looking more carefully, 
experiences are considered superficially and are investigated mainly 
from one side – emphasising doing over reflecting. Although both sides 
of experience, action and reflection, are considered in research practice, 
the former dominates and the latter is still marginalised. They are rarely 
considered as one process and there are not enough attempts to recon-
cile these two perspectives, even if it usually means copying the ideas 
from general education. The entrepreneurship education does not suf-
ficiently consider the reflective part of experiences and does not draw 
enough from older philosophies, psychological and educational tradi-
tions, for example from pragmatism. Experiences should be treated as 
a mechanism for developing knowledge through learning. The problem 
is that there is still not enough known about how the entrepreneurial 
knowledge is actually gained. The challenge is that there are numerous 
trajectories of entrepreneurial development, not one predefined way of 
becoming an entrepreneur and learning how to successfully start up 
a business. 

Appreciation of experiential learning in general education brought an 
interest of entrepreneurship and entrepreneurship education scholars. As 
a result, experience-based learning started to be identified tightly with 
entrepreneurship and entrepreneurship education. The basic assumption 
of experiential learning in entrepreneurship context is that entrepreneurs 
learn from their past experiences, thus entrepreneurial knowledge may 
be generated through experiences and the entrepreneurial learning takes 
form of experiencing.

3.1.3.
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Advanced learning perspectives 
in entrepreneurship field

Dynamic learning perspective of entrepreneurship and 
critical experiences

Cope (2005) is one of the first researchers who offers a more advanced 
learning perspective of entrepreneurship and integrative conceptual-
isation of entrepreneurial learning process. He highlights dynamic and 
contextual character of entrepreneurial learning and indicates its three 
aspects: dynamic temporal phases, interrelated processes, and overarching 
characteristics. The researcher is interested in both learning prior to busi-
ness start-up and learning during the entrepreneurial process. In learning 
before venture creation process important role play:

➢ entrepreneurial preparedness – personal and business skills and at-
tributes gained before the new venture creation; 

➢ learning history – prior experiences and learning that prepared en-
trepreneur to start their venture; entrepreneurs looks backward and 
inward, reflecting on the adequacy of past experiences, and predict-
ing how they can be applied in entrepreneurship in future. 

➢ learning task – what entrepreneur has to learn;
Cope recognizes the role of significant “events” or “episodes” in en-

trepreneurial learning. Individuals learn from critical experiences. Crit-
ical experiences can be both negative and positive in nature, as facing 
exceptional challenges and overcoming uncommon problems stimulates 
learning process. Critical experiences are not the only source of learning 
for entrepreneurs. They also constantly learn while running their compa-
nies. Learning then has more routinized, regular and repetitive character. 
However, in the case of entrepreneurial learning, learning from critical ex-
perience is more promising than the accumulation of more routinized and 
habitual “incremental” learning (Cope, 2005, p. 382). Cope (2005, p. 392) 
sums up: Entrepreneurial learning is not characterized by the notions of 
stability, consistency, or predictability. Rather, it has been demonstrated that 
the concepts of metamorphosis, discontinuity, and change more appropriate-
ly encapsulate the dynamics of this phenomenon.

Cope raises the problem of complexity of interdependence between 
reflection and action. In this relation there is place for critical experienc-
es as they produce “reflection – for – action”. Similarly to Dewey, he sees 
more benefits in focusing on the present and the future, not in the past. 
Individuals should learn from past experience keeping in mind solutions 
for more contemporary and future problems.

3.2.

3.2.1.
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Experiential learning in the context of entrepreneurial 
opportunities

The potential and importance of experiences is visible while discuss-
ing experiences from the perspective of opportunities, the core concept 
through which entrepreneurship is contemporary understood. The num-
ber and quality of experiences influence the number and quality of oppor-
tunities. The more valuable entrepreneurial experiences one has, the more 
probable that he or she identifies attractive opportunities and exploits 
them successfully.

Depending the experiences one has, he or she identifies different 
opportunities. Collection of experiences combined with information 
possessed defines the choice of being an entrepreneur. Following that 
idea, opportunities per se are not enough to become an entrepreneur. 
They need to be approached with at least the initial amount of experi-
ences to be recognized and evaluated and become part of experiencing 
to be exploited. Adopting the premise that an opportunity is expressed 
through real actions (Dimov, 2011) shifts the focus to the entrepreneur 
as an experiencing actor.

One of the most influential theories on entrepreneurial opportunities 
was proposed by Alvarez and Barney (2007). Basing on teleological the-
ories of human action, researchers made a distinction between discovery 
and the creation of opportunity, concentrating on the nature of opportu-
nities, entrepreneurs and the decision-making context. They suggested 
that in discovery and creation, there is a different set of actions that 
are most effective. In fact, these actions are dependent on experienc-
es accumulated. Experiences are useful both in creating and discover-
ing opportunities. In the first case, experience enables to match even 
seemingly unrelated events, the second supports creative endeavours 
of individual.

Corbett (2005) examines experiential learning in the context of op-
portunity processes. He advocates the role of learning within entrepre-
neurial processes. First, he notices that knowledge is a static concept, 
which might be activated if put into use, for example by cognitive mech-
anism or heuristics. However, this activation does not mean learning. 
For Corbett, the cognitive mechanisms used by entrepreneurs in pro-
cessing information into knowledge leading to entrepreneurial action 
are the result of learning process. He finds previous studies focusing 
more on storing and using information, but ignore transforming it and 
acquiring it thus learning. For Corbett, following Kolb (1984), learning is 
a social process by which knowledge is created through the transformation 
of experience (Corbett, 2005, p. 474). 

3.2.2.
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Corbett claims that experience is central to the learning process and 
introduces experiential learning theory in context of entrepreneurship 
and exploiting entrepreneurial opportunities. Experiential learning theory 
is process oriented. Its relevance to entrepreneurship research Corbett 
(2005, p. 482) explains in following words: By transforming experience into 
new knowledge, ELT allows individuals to discover new outcomes from their 
learning, which is just what entrepreneurs do when they are attempting 
to uncover new means—ends relationships.

Corbett adapts earlier introduced theory of experiential learning of 
Kolb into entrepreneurship. He comes up with the idea that different 
learning modes proposed by Kolb (1984) are more effective during dif-
ferent stages of the opportunities process. In other words, differences in 
learning influence the opportunity process – what type opportunities are 
discovered by whom. It means that individuals with a particular learning 
mode are more likely to be successful in particular phases of entrepre-
neurial process. The learning modes: convergent, assimilation, divergent, 
accommodative were introduced in chapter 2. As an illustration of the 
process of opportunity identification and exploitation Corbett chose the 
model introduced by Lumpkin et al. (2004). In this model entrepreneurial 
process consists of four subprocesses of preparation, incubation, evalua-
tion and elaboration, and one event. Corbett matches the subprocesses 
with the learning modes in following pairs:

– preparation with convergent mode,
– incubation with assimilation mode,
– evaluation with divergent mode,
– elaboration with accommodative mode.

Corbett’s research has had a big influence on entrepreneurship research 
and provoked more investigation on the relation between learning and 
venture creation. His research convinces that all learners can find a role 
within the process of opportunity identification and exploitation. How-
ever, even more important might be that all individuals who want to get 
engaged in venture creation are able to do so. Corbett explains that al-
though we all have a tendency toward one learning mode, not all stages 
of opportunity process are essential for launching a business.

Entrepreneurial learning as an experiential process

Politis (2005) notices an important shortage of previous research try-
ing to relate experiences and company’s results. She stresses that experi-
ences through the process of transformation lead first to entrepreneurial 
knowledge and only then they can influence company’s performance. 

3.2.3.
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However, this influence may have indirect character. She also criticises 
that researchers imply a too static perspective on the process of entre-
preneurial learning. She notes that not enough attention is given to the 
ways or methods entrepreneurs, through experiences, create entrepre-
neurial knowledge that enables them to start and manage their ventures. 
She also highlights the difference between “entrepreneurial experience” 
and “entrepreneurial knowledge”. The first one means direct experience 
– participation or observation, whereas the second wisdom that derives 
from experience. 

Similarly to Kolb (1984) and Corbett (2005), Politis understands experi-
ential process as the process within which experiences of the entrepreneur 
are transformed into knowledge. She offers a conceptual framework ex-
plaining the process of experiential entrepreneurial learning and includ-
ing entrepreneurs’ career experience, the transformation process, and en-
trepreneurial knowledge as its three essential elements (see Figure 3.1).

Although in her work Politis often refers to Kolb’s Experiential Learn-
ing Model, she is making a note that entrepreneurial learning does not 
have to follow its predetermined sequence of a four stages learning cy-
cle. She perceives it as a more complex process within which individuals 
transform their experiences into knowledge in different ways. Learning 
is influenced by many types of factors and is contextual. This perspective is 
not stressed enough in Kolb’s understanding of experiential learning. 

The framework proposed by Politis clarifies that the entrepreneurial 
learning process is influenced by:

➢ the link between entrepreneurs’ career experiences (start-up experi-
ence, management experience, and industry-specific experience) 
and the development of entrepreneurial knowledge (A). The more ca-
reer experiences an individual has, the more effective he or she is in 
identifying and exploiting entrepreneurial opportunities and coping 
with newness and uncertainty.

➢ the way of transforming an experience into knowledge in relation 
to the created knowledge (B). Solely prior experience or only an act 
of transformation does not mean learning from experiences. Expe-
riences have to be acted upon. They have to be continuously created 
and recreated. Experiences might be transformed either through 
exploration (taking new actions, experimenting) or exploitation 
(taking actions basing on prior knowledge). Both modes are equally 
good. If the entrepreneur relies more on exploration in transforming 
experience into knowledge, the more effective he or she is in identi-
fying and exploiting entrepreneurial opportunities. If the entrepre-
neur relies more on exploitation, the more effective he or she is in 
coping with newness.
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➢ a set of factors shaping entrepreneurs’ style of transforming experiences 
into knowledge (C). This set of factors includes: the outcome of pre-
vious entrepreneurial events, the predominant logic or reasoning of 
the entrepreneur, and the entrepreneur’s career orientation. 
The outcome of the previous entrepreneurial event might be a fail-
ure or a success. Failures give more ground for experimentation, 
whereas successes strengthen confidence and persistence. If an indi-
vidual experienced more entrepreneurial failures, he or she is rather 
transforming experiences into knowledge through exploration. If an 
individual experienced more entrepreneurial successes, he or she is 
rather relying on exploitation.
Taking into account Sarasvathy’s (2001) two logics of reasoning: 
causation and effectuation, if the entrepreneur relies more on ef-
fectuation, he or she more often uses explorative mode of trans-
forming an experience into knowledge. If the entrepreneur relies 
more on causation while reasoning, he or she more often uses an 
exploitative mode.
Also different kinds of career motivations can influence types of 
learning. Entrepreneurs with a transitory or a spiral career orienta-
tion choose a rather explorative mode of transforming an experience 
into knowledge. Entrepreneurs with a linear or an expert career ori-
entation choose a rather exploitative mode.

Politis’s study has an important implication for learning and teaching. 
She questions the assumptions that education and training have a strong 
impact on creating entrepreneurial knowledge. Instead, she proposes 
focusing on teaching critical thinking, creativity and being reflective. 
These may increase motivation and ability to create entrepreneurial 
knowledge.

Similarly, Krueger (2007) highlights the importance not only of experi-
ences per se but of how individuals process their experience. The nature of 
the experience, whether it was positive or negative, is less important than 
what learners have learned at a deeper level through this experience. In 
other words, not only being exposed to entrepreneurial activity matters, 
but also the quality of that experience.

The consequences of entrepreneurial experiences
The attempts to understand how through experiences new entrepre-

neurial knowledge is raised are not sufficient. According to Politis, there 
might be two reasons for that. First is that experiences are treated as 
stocks. It was already Reuber and Fischer (1999) who noticed that it is 
better to talk about the stream of changing in time experiences instead 
of stock at a particular moment.
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There is a difference between experiences and knowledge deriving from 
them (Politis, 2008; Reiber and Fischer, 1999). These two concepts are relat-
ed but the transformation has to take place in order to obtain some knowl-
edge from experiences. The transformation may take form of exploitation 
or exploration (March, 1991; Politis, 2008; Minniti and Bygrave, 2001). In 
exploitation, entrepreneurs take similar actions to the actions taken before 
and use pre-existing knowledge, whereas in exploration they create new 
knowledge being the result of taking new actions. The second reason is that 
a too static approach is applied to investigate entrepreneurial experiences. 
Politis (2008, p. 45) explains that learning process merely refers to the logic 
of explaining the casual relationships between entrepreneurs’ previous experi-
ence and the performance of the subsequent venture. Little attention is hence 
devoted to how entrepreneurs, through experience, develop entrepreneurial 
knowledge that enables them to recognize and act on entrepreneurial oppor-
tunities and to organize and manage new ventures. 

Transformation process
– Exploration
– Exploitation

Factors influencing the 
transformation process

– Outcomes of previous events
– Predominant logic or reasoning

– Career orientation

Entrepreneurs’ career 
experiences

– Start–up experience
– Management experience

– Industry-specific experience

Entrepreneurial knowledge
– Opportunity recognition

– Coping with the liabilities 
of newness

A

B

C

Figure 3.1. Conceptual framework of entrepreneurial learning  
as an experiential process

Source: Politis (2005).
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Lessons from contemporary understanding of experiential 
learning in entrepreneurship education

Synthetizing and drawing conclusions from the major writings on ex-
periential learning in entrepreneurship context:

1. Entrepreneurial learning is a dynamic and continuous process, 
which may be disrupted by some discontinuities in form of signif-
icant events, which turns to be critical and a powerful source of 
learning. Entrepreneurial learning includes both unexpected epi-
sodes and routines or regularities. This makes the learning process 
concept only partly predictable and universal.

2. Learning is a never-ending process. It is impossible to conclude what 
are the results of learning, as the results become the grounds and 
source of future experiences and knowledge. Infinity of learning 
and its process orientation go together with understanding entre-
preneurship as a phenomenon of emergence and entrepreneur as an 
emergent identity. 

3. Experiences play an important role in entrepreneurial learning 
process. Entrepreneurial learning is experiential in nature. How-
ever, experiences do not influence entrepreneurial processes di-
rectly. They rather activate entrepreneurial knowledge that has 
a potential to impact venture creation. Through learning, expe-
rience becomes useful and meaningful in the entrepreneurial 
process.

4. Acquiring knowledge is not enough to learn. The essence of entre-
preneurial learning is creating, forming and reforming, entrepre-
neurial knowledge. Created knowledge leads to new experiences 
and new ventures.

5. Similarly, not only gaining experiences is important but also trans-
forming them. The transformation takes place through learning. 
Entrepreneurs have to make sense of their experiences and advance 
their entrepreneurial competences.

6. Experiences are subjective in nature. They are part of the entrepre-
neurs’ life stories. Exploring the entrepreneurs’ learning processes 
means uncovering life experiences and their meanings for entrepre-
neurs’ life.

7. Learning in entrepreneurial context also means adaptation. The 
entrepreneur constantly has to adapt to the chaotic, uncertain 
and ever changing world. Their actions need to be adjusted to the 
uncertain environment that they operate in. Adaptation allows 
for development and progress. It compels intelligence, analytical 
and critical thinking. 

3.2.4.
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8. Both entrepreneurship and learning are socially situated processes 
and are related to change. Experiences are important in transform-
ative type of learning. Entrepreneurial experience is not entrepre-
neurial knowledge, but the latter is transformed and generated 
from the former. This transformation may take a form of exploita-
tion and exploration, and the success of learning depends on the 
appropriate balance between these two forms.

9. Experiential learning is influenced by the environment of the 
learner. It can be facilitated and enhanced by educators. To be 
powerful, the relationship between the learner and the educator 
needs to be based on non-judgement. Experiential learning de-
mands the active role of the learner. It is a participative process 
that needs engagement of the learner.

10. Experiential learning is not only progressive but also emancipatory. 
It liberates learners allowing them to choose freely a career path 
coherent to their accumulated experiences.

11. Experiential learning seems to be a particular adequate for entre-
preneurship education as at its core, entrepreneurship relates to tak-
ing action leading to gaining entrepreneurial knowledge. However, 
experiencing in not a blind trial and error method but should be 
a systematised, especially in its reflective part.

The relatively fresh idea of experiential learning, which could be much 
more further developed within entrepreneurship studies, is that learning 
means human adaptation. This perspective comes from psychology and 
education and could bring some new light on the entrepreneurial be-
haviour. The ability to adapt to changes in changing environment could 
illuminate entrepreneurial profile. Therefore entrepreneurship could not 
only be perceived as a force destroying old patterns and replacing them 
with new one as Etzioni (1987, p. 175) suggests. 

Highlighting experience as a key concept in learning corresponds 
to both cognitive and humanistic approach to education. The process 
of learning is not purely cognitive; also the affective and conative side 
of personality and intelligence interfere. Nevertheless, the results of 
the learning are cognitive in nature. Experiential learning and educa-
tion are considered to be part of constructivist paradigm of learning 
(Kyrö, 2005), however the theories and frameworks deriving from both 
cognitive and behavioural paradigms increase its understanding and 
usability. Experiential entrepreneurship education does not have to be 
analysed only from the perspective of constructivism. Studies on the 
psychological understanding of experience bring the conclusion that 
behavioural and cognitive approaches have to combine in a construc-
tivist setting.
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For educators, some suggestions regarding entrepreneurship education 
could be synthesised in few points:

1. Educators should not expect mastery or perfection from learners, as 
they are not achievable and even impossible to define. Instead, they 
should expect progress, understood as a change into more entrepre-
neurial behaviour and thinking.

2. A good student is not the one who does not make a mistake but 
the one who is able to deal with them. Educators should encourage 
students to take action but also try not to make it a blind try and 
error. Experiencing in not blind trial and error practice method but 
should be a systematised way of learning from actions, thus also 
need development of its reflective part.

3. The quality of learning and teaching depends on both the student 
and educator. Thus it depends on the relationship between them. 
The cooperation between the learner and educator should be built 
on partnership, trust and responsibility.

4. The necessary element of successful learning is learners’ motivation. 
The role of the educator is to build engagement prior to providing 
entrepreneurial knowledge. Building engagement and motivation, 
creating entrepreneurial knowledge stock by experiencing thus re-
flective actions, continue learning to excel.

5. Another issue worth considering before starting experiential education 
in entrepreneurship is to realise the profile of learners. The question 
is whether learners have grown up and are mature enough to be put 
into the world created by the adults. It is Dewey (1946) who notices 
that the knowledge and skills of mature persons does not have to have 
directive value for the experience of individuals who are not mature. 
Dewey (1946, p. 8) writes: Basing education upon personal experience 
may mean more multiplied and more intimate contacts between the ma-
ture and the immature that ever existed in the traditional school. 

Towards the entrepreneurial praxis

Characteristics of entrepreneurial praxis

The idea of this monograph is to attempt to look at entrepreneurship 
differently, through the eyes of entrepreneurial learning. The logic behind 
this proposition is as follows. There is still lack of a “common denominator” 

3.3.

3.3.1.
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which could be a starting point or at least a point of reference for many 
different studies in entrepreneurship. It may be assumed that all existing ap-
proaches, perspectives or lenses through which entrepreneurship so far has 
been investigated are particular cases of greater sense of entrepreneurship. 
There is an access to the greater sense of entrepreneurship only through 
these particular cases. They are all embodiments of the greater sense of 
entrepreneurship. All these cases appear in discourse, however the greater 
sense of entrepreneurship is transcendent as it goes beyond them. They are 
all right in their logics and are in line with general sense of entrepreneurship 
but their simple accumulation is not enough to understand the complexity 
and dynamics of entrepreneurship as they are intertwined and interrelated. 
The proposition is to include into entrepreneurship discussion the concept 
of praxis, which due to the context of investigation could be named entre-
preneurial praxis. Entrepreneurial praxis could be the concept linking many 
perspectives on entrepreneurship.

Praxis has been already introduced and discussed in chapter two while 
discussing philosophy of education in Ancient Greece and philosophy of 
Freire. It was presented as the synthesis and interplay between action and 
reflection, thus the core of experiencing. Being a relatively fresh concept 
in entrepreneurship, praxis needs first to be characterised by its qualities 
and specifics in this new context. 

First of all, entrepreneurial praxis is a process. This process takes places 
in different layers of reality: the world of objects, the world of percep-
tion, and the world of imagination. The most distinctive characteristic 
of entrepreneurial praxis is that it takes form of the constant dialogue 
between these different layers of reality, between entrepreneurs’ actions 
and reflections, all leading to an entrepreneurial idea exploitation. The 
transition between the layers, thus crossing the structures of reality, fulfils 
the understanding of reality and enables its better exploitation. Thus the 
entrepreneurial praxis concept is based on the assumption of multiplicity 
of reality and human ability to cross its layers in order to complete their 
entrepreneurial ideas. 

Entrepreneurial praxis is a conscious and critical process of improve-
ments based on trying and reflecting which supports dialogue. Powerful 
reflection requires previous and consecutive action. Reflected action ena-
bles a mindful and responsive mindset. Awareness of oneself and of reality 
exposes the entrepreneur to the entrepreneurial opportunities. The critical 
approach and interpretation of oneself and reality empower the judgments 
and provoke questions. Entrepreneurs ask questions or create situations 
for the solutions that might be found only in doing. Thoughts are applied 
by doing. However doing here is not just a mechanical act, not even be-
haviour, but it involves creativity and information. The actions are aimed 
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and purposeful. Through praxis entrepreneurs transform reality. They un-
derstand the objects they create but also these objects’ understandings. 

What is important from entrepreneurship point of view, is that praxis is 
very much situation oriented. Results of praxis take place in a real, not an 
imaginary, reality. As Carr and Kemmis (1986, p. 190–191) describe: Prax-
is has its roots in the commitment of the practitioner to wise and prudent 
action in a practical, concrete, historical situation (…). The significance of 
praxis is that it is a response to a real historical situation in which an actor 
is compelled to act on the basis of understanding and commitment. 

In case of entrepreneurial praxis, this practical, concrete and histor-
ical situation is the entrepreneurial process leading to business idea ex-
ecution in particular time and in particular space. Entrepreneurs refer 
to the situation they find themselves – they interpret and make judg-
ments about the reality and act accordingly. Then they can observe and 
analyse the consequences of their actions to make better choices and 
decisions in the future. In this sense in praxis retrospective thinking 
leads to prospective action.

Praxis through subjectivity leads to objectivity. Venture creation can-
not be perceived either as a purely subjective process, or as an objec-
tive one, but rather is an event in which subjectivity and objectivity are 
unified. Praxis materializes, thus it relates to objectively existing object 
(achieved through mechanistic process) but at the same time influences 
the object. It does not fully belong to natural world. The difference of 
subjectivity and objectivity is often used in entrepreneurship discus-
sion as a cleavage point for ontologically different discussions, such as 
a debate whether entrepreneurial opportunities objectively exist and are 
discovered by entrepreneur or they are subjective and created by entre-
preneurs (e.g. Alvarez and Barney, 2007). Praxis includes both subjec-
tivity and objectivity.

Important aspect of entrepreneurial praxis is also its actors’ commit-
ment and responsibility. In entrepreneurial praxis actions are aimed, cre-
ative, informed and committed. Entrepreneurial responsibility is not just 
a state of mind or just a reaction to the situation, it is more a conscious 
response to what happens around an individual. This reply derives from 
inner conviction about rightness of thinking and obligation to act in 
a specific way. As Kurczewska (2014, p. 215) explains: Without taking ac-
tion, responsible behaviour is not complete. It stops on intentional or declar-
ative level but does not lead to any actions which are translated into changes 
in material world. In this sense entrepreneurial responsibility would mean 
moral obligation to follow business ideas leading to venture creation with 
all attending circumstances and all available resources, with the best possi-
ble efforts made. Thus a responsible entrepreneur is an acting man, taking 
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responsibility for the opportunity he discovered or created, identifying with 
this opportunity and finally exploiting if it meets his evaluation criteria. He 
is conscious of the consequences of his behaviour for himself, for the team, 
community and society.

Importantly, praxis leads to liberation of entrepreneurs. The liberation 
is achieved by sense making. Interaction of reflection and action is a result 
of trying to make sense out of the world. Praxis is socially constructed and 
reconstructed. It is meaningful for the entrepreneur and in consequence it 
gives the entrepreneur the feeling of emancipation. The above discussion 
on the characteristics of entrepreneurial praxis leads to the question how 
entrepreneurship may be redefined as a field built on praxis.

Entrepreneurship as a research field built 
on entrepreneurial praxis 

In order to launch a discussion on entrepreneurship as a research 
field built on entrepreneurial praxis, it is necessary to refer back to the 
question on what makes entrepreneurship a separate and distinctive do-
main. One of the most convincing arguments is that entrepreneurship 
investigates the individual and social processes, which are not fully em-
bedded in any other disciplines; although they partly may belong to oth-
er domains. Hence, more studies on integrating material and social 
worlds are certainly welcome in entrepreneurship research. However, 
after some reflections, the uniqueness of the entrepreneurship phenom-
enon lays in covering and integrating material, social, but also mental 
worlds. Out of the mental world, through social interaction, entrepre-
neurial ideas come into existence in the material world. To prove that 
uniqueness of entrepreneurship concerns its ability to cross different 
layers of reality, it is sufficient to look closer at the concept of oppor-
tunities. Opportunities belong to mental sphere as they are born in the 
mind of the entrepreneur. They are also socially constructed through in-
teractions with networks, experts, clients, suppliers and other stakehold-
ers of an entrepreneurial process. Opportunities are social structures of 
relations. Whether they are created or discovered (Alvarez and Barney, 
2007), opportunities to be exploited require an intertwined process of 
acting and thinking in order to appear in the material world. Therefore, 
entrepreneurship is a process of construction and changing throughout 
reality. It is a process full of reflexivity, awareness and creativity, but also 
the process requiring actual actions.

What is claimed here is that following this cross-reality path is possible 
through praxis. Therefore, conducting research on entrepreneurial praxis 

3.3.2.
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is a unique occasion to investigate how idealism through social inter-
action gives material effects. Moreover, this process of crossing between 
realities is accompanied by metaphysical experiences, which completes 
the understanding of being and becoming entrepreneur. Thus, having 
a concept embracing these different layers of the world but also blending 
and consolidating these realities would be beneficial for the field. It could 
be a starting point for a new perspective on theory building.

The next characteristic making entrepreneurship phenomenon unique 
is a broad time dimension. The essence of entrepreneurship lies in tem-
poral dynamics (Bird and Page West III, 1997). Entrepreneurs, by using 
past experience, act in the present with current resources in order to cre-
ate a better future in the form of new products, services, market etc. In 
this sense they are individuals who are able to match past, presence and 
future. The utility of praxis in constructing reality might be supported if 
it is perceived through the prism of continuity and change. Praxis enables 
continuity in time and allows changes of the dynamics between actions 
and thoughts.

Entrepreneurial praxis is not simply a practice of an entrepreneur; it is 
a mutual dependence and integration of the entrepreneur’s thoughts and 
actions. Uncovering the interplay between reflecting and acting offers rec-
onciliation of different views on entrepreneurship coming from different 
realities, like idealism or materialism. The result of praxis takes place in 
the inner and outer world. Through praxis, subjectivity and objectivity are 
united which restricts many ontological and epistemological discussions 
in entrepreneurship research, such as mentioned earlier controversies 
around objectivity and subjectivity of opportunities.

In the entrepreneurship field, praxis means intertwined process of di-
alectical movements that go from action to reflection and from reflec-
tion upon action to a new action, resulting in entrepreneurial venture. 
Therefore, reflection and action should not be polarised and investigated 
separately in entrepreneurship research. They appear together, stay inter-
twined and interdependent, and are equally important in entrepreneurial 
processes. Entrepreneurial process is praxis and by praxis an entrepreneur 
transforms reality. This suggests that entrepreneurial actions take place if 
they are preceded by critical thought. Actions take form through thinking. 
It does not mean that there is a linear relation between acting and think-
ing but rather each builds upon the other.

The entrepreneurship field is focused on processes of becoming (By-
grave, 1989/2003; Kuratko, 2005) and emergence. They relate to processes 
of creating something out of nothing, ex nihilo. Entrepreneurial praxis is 
also a process. Following process approach, it is necessary to investigate its 
dynamics understood as changes but also interplay between actions and 
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reflections. However, the interest of the discipline should be put on this 
interplay, not only on actions and insights separately. The challenge is 
to be able to reconstruct an entrepreneurial process that is both: generic 
– all processes that are “entrepreneurial” are covered, and distinct – only 
entrepreneurial processes do this (Moroz and Hindle, 2011).

The entrepreneurial praxis concept corresponds to human approach in 
entrepreneurship research. Entrepreneurs are the source of understand-
ing of reality and have an ability to transform it according to their own 
plans, visions, ideas and imagination. The transformation is achieved by 
the ability to conduct an internal and critical dialogue, based on subjective 
perception, but leading to objective outcomes – changes in reality. Entre-
preneurial results are the effect of inner negotiations of the individual. 
Entrepreneurship is expressed through praxis.



Chapter IV
Responsibility and 
entrepreneurship education

Introduction

The final chapter of the monograph is devoted to the concept of re-
sponsibility and its meaning for entrepreneurship education. It explains 
the reasons behind responsibility-based learning and education for social 
purpose. It introduces the concepts of entrepreneur as homo ethicus, as 
well as retrospective and prospective entrepreneurial responsibility. The 
chapter initiates first steps to build the concept of entrepreneurial respon-
sibility in entrepreneurship education.

Responsibility seems to be an important aspect of entrepreneurial 
processes. In entrepreneurship research, the topic of responsibility has 
been discussed mainly from the perspective of social responsibility and 
sustainable development. Less attention has been given to responsibility 
as a moral issue that guides entrepreneurial behaviour. However, it seems 
that responsibility plays some role in venture creations thus studying it 
could bring more accurate understanding of entrepreneurial processes. 

By entrepreneurial responsibility a moral responsibility is understood. 
It is a responsibility for both past decisions and actions, as well as their 
consequences in future. It is a reactive force, being realised in entrepre-
neurial actions and dependent on individual who are in interactions with 
others. Responsibility is a criterion of evaluation of entrepreneur’s deci-
sions and their consequences in form of actions. It is a kind of reaction 
to the circumstances and attitude towards. Entrepreneurs are creators of 
not only the value in economic terms but also values in ethical sense.

In this chapter education is viewed in light of responsibility. It is 
claimed that entrepreneurship education should be aimed at teaching 

The price of greatness is responsibility.
Winston Churchill
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learners taking personal and cognitive responsibility for ventures. The 
chapter ends with suggestions regarding implementing entrepreneurial 
responsibility into entrepreneurship education practice. The suggestions 
include: 

− enhancing consciousness of importance of entrepreneurial respon-
sibility among learners, 

− creating learning environment of freedom and autonomy, 
− combining individual responsibility with a collective one, 
− implementing project and task oriented courses, 
− teaching consequences of one’s decisions and actions, 
− including ethical and moral aspects of entrepreneurial decisions and 

actions into curricula, 
− showing illustrative cases, 
− embedding teaching of entrepreneurial responsibility in experi-

ence-based pedagogy,
− including psychological aspects into entrepreneurship education, 
− changing the role of educator from instructor to facilitator.

Reasons behind responsibility-based 
learning. Education for social purpose

Before immersing into entrepreneurial responsibility topic, it is impor-
tant to ask again what is the aim of entrepreneurship education. Most of 
the answers focus on functional and preparatory role of entrepreneurship 
education that is to prepare learners to become more entrepreneurial and 
to be able to operate and survive on the competitive market (to become 
entrepreneurs). According to European Commission (2015) the purpose 
of entrepreneurship education is to develop entrepreneurial capacities and 
mindsets. Despite broad understanding of both terms, entrepreneurial 
capacities and entrepreneurial mindset, this view is shared by many re-
searchers and educators. The question is whether there is an actual need 
for more entrepreneurs or for more “better” entrepreneurs, whereas the 
“better” means entrepreneurs who effectively contribute to the develop-
ment of society and economy. The second question is whether there is 
a need for many more entrepreneurs or for entrepreneurially thinking and 
acting individuals but not necessarily business owners. In other words, 
should entrepreneurship be introduced as a profession or more as a life 
philosophy?

4.1.
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The aims of entrepreneurship educations are stated in different ways. 
Van Gelderen (2010) argues that the primary aim is to develop capaci-
ty among learners for autonomous action so the learner is able to enact 
business opportunity. According to Hill (1988), it should be focused on in-
creasing awareness and understanding of the process of business ventures. 
For Jones and English (2004), it is a process of teaching individuals how 
to recognize commercial opportunities, building their self-efficacy, and 
transferring entrepreneurial knowledge and skills. All these referred goals 
of entrepreneurship education, although they accentuate different aspects 
of entrepreneurship, are correct. However, most of these understandings 
of the purpose of entrepreneurship education are limited to one view. 
They prioritize number of entrepreneurs over their quality. Shane and 
Venkataraman (2000, p. 218) defined the field of entrepreneurship as the 
scholarly examination of how, by whom, and with what effects opportuni-
ties to create future goods and services are discovered, evaluated and ex-
ploited. This definition changed the field of entrepreneurship and became 
the most cited one. In a natural way, entrepreneurship education in defin-
ing its goals followed Shane and Venkataraman’s definition. As a result, 
most of approaches to entrepreneurship education accept that successful 
entrepreneurship education means that the learner creates or discovers 
opportunity, is able to evaluate it and finally exploit it. Not questioning 
the unquestionable role of opportunities in entrepreneurial processes, but 
many studies do not address the problem of the nature of opportunity and 
its value in human terms. The attention is put on identifying opportunities 
with the objective that the more the better. In evaluating opportunities the 
focus is on quality of opportunities in economic terms – whether they are 
economically viable. Referring to the mentioned above goals of entrepre-
neurship education one may ask:

− Are all autonomous actions of entrepreneurs good for society?
− Are all identified and enacted business opportunities valuable for 

society?
− Is awareness and reflectivity of the entrepreneur the sufficient con-

dition of the “goodness” of entrepreneurial process?
An important but scarcely investigated research topic in entrepreneur-

ship is the moral and ethical considerations around entrepreneurial op-
portunity process (Harris et al., 2009; Hannafey, 2003). While teaching 
various techniques of grasping and developing business opportunities, it 
is rarely mentioned that every opportunity creates some responsibility for 
the person who discovered or created it. Setting up a new business and 
implementing new innovations are only desired when the learner is able 
to take responsibility for their consequences. However, the majority of 
the discussions on entrepreneurial knowledge and skills are held without 
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many considerations on how these will be used. Also when transforma-
tion as a part of entrepreneurial learning is considered, the element of 
responsibility is missing in most of the frameworks trying to explain the 
complexity and outcomes of this process. The topic of responsible gener-
ation of business ideas and enacting them is ignored both in theory and 
practice of teaching.

Next question to be asked in entrepreneurship field
Tracking back the evolution of entrepreneurship as a research field, 

the question what does an entrepreneur do (behavioural school of entre-
preneurship) has dominated over the question who is the entrepreneur 
(trait school of entrepreneurship). The breakthrough was the article by 
Gartner (1989) “‘Who is the entrepreneur?’ Is The Wrong Question”, in 
which he questioned the existence of the universal set of qualities and 
personal traits of entrepreneurs. According to Gartner (1989), the ques-
tion of who is an entrepreneur was not adequate, because answering it 
does not bring a coherent definition of an entrepreneur and does not en-
rich the understanding of entrepreneurship. The author proposed to look 
at entrepreneurs from the behavioural perspective, i.e. to refer to how 
they behave and he discussed their entrepreneurial competences. How-
ever, defining entrepreneur or entrepreneurship through doing seems not 
to be sufficient. Actions may bring harm and not desired consequences. 
What is needed in economy and society is the responsible behaviour of 
entrepreneurs, i.e. entrepreneurs who are responsible for the actions they 
take and for any consequences related to these actions. Innovativeness 
and creativity, often perceived as the core of entrepreneurial mindset, are 
essential but only if accompanied with responsibility to act ethically and 
for a good purpose. Actions should also be taken with a respect to moral 
or ethical code, not to harm any element of entrepreneurial ecosystem, 
both in its social and economic dimensions. Setting up a new business and 
implementing new innovations are only desired when the learner is able 
to take responsibility for their consequences. Therefore entrepreneurship 
education should focus on learning through thoughtful, conscious and 
responsible doing.

Change in direction of thinking about entrepreneurship 
education

An important aspect to reflect on in entrepreneurship discourse is to be 
conscious whether we focus on entrepreneurs as they are wished to be 
or describe them as they actually are. Both views are needed but these 
two pictures do not have to be identical. However, in entrepreneurship 
research rather positive than normative approach dominates. Researchers 
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rather try to better understand entrepreneurial behaviour and entrepre-
neurial processes. However, enhancing entrepreneurial policy and entre-
preneurship education calls for more guidelines and suggestions enabling 
their execution, therefore value-laden opinions. The research is aimed not 
only to diagnose the world but also contribute to make it better. Entre-
preneurial processes, at least to some extent, are able to be dependent 
on entrepreneurship education, which may stimulate them in order to be 
more effective and valuable. 

The existence and performance of a company is not only the result of 
economic powers and market play, but it also, if not above all, represents 
the decisions of its owners (entrepreneurs) who are guided by morals and 
personal ethos. The responsibility of an entrepreneur then is much more 
than maximizing profits and realising strategy of a company. It does not 
mean that profits or a strategy are not important. They are critical, but the 
sense of entrepreneurship and entrepreneurial identity is beyond profit 
making. The entrepreneur has free will and decides to behave and en-
act in a particular way. Entrepreneurship is a derivative of entrepreneur’s 
personal code of behaviour and ethics. Unfortunately, so far in research 
moral or ethical considerations regarding business concerned rather large 
organizations than small business and individual entrepreneurs (Spence 
and Rutherford, 2003).

Entrepreneurs generally put emphasis on ethical behaviour (Bucar and 
Hisrich, 2001). According to Harris et al. (2009), the existing literature re-
garding ethics and entrepreneurship may be categorized into three broad 
topics of: entrepreneurial ethics, social venturing, and entrepreneurship 
and society. 

The entrepreneurial ethics theme calls for searching answers for the 
following questions (Harris et al., 2009):

• How do entrepreneurs differ from non-entrepreneurs with respect 
to ethics?

• How do entrepreneurs make ethical decisions?
• What particular ethical dilemmas arise from entrepreneurship?
• How does technological innovation impact entrepreneurial 

ethics?
• How do organizational ethics develop in a new venture?
• How does stakeholder theory apply to new ventures?

In social venturing theme researchers ask (Harris et al., 2009):
• What is social entrepreneurship?
• What distinctive ethical issues arise in social ventures? How is per-

formance measured?
• What about disenfranchised entrepreneurs?
• How do social ventures differ from traditional ventures?



Responsibility and entrepreneurship education 136

• What is the role of ‘purpose’ in social entrepreneurship? In tradi-
tional entrepreneurship?

When entrepreneurship and society intersection is concerned the ques-
tions are following (Harris et al., 2009):

• What role does entrepreneurship play in social welfare?
• What is the role of entrepreneurship in macroeconomic development?
• What other societal roles does entrepreneurship play?
• How do entrepreneurs enact social change?
• In what ways can entrepreneurship be socially unproductive?
• What are the ethics of opportunity exploitation?

There are two different ways through which entrepreneurship is viewed 
in societies. One relates entrepreneurship to rivalry, competition, capital-
ism and exploitation. This view is more popular in countries with high 
economic and social inequalities. The second perceives entrepreneurship 
as a tunnel to growth, innovation and (self) development, but also a way 
to solve many social problems. Democratic education serves social pur-
pose and builds the capacity for democratic renewal. These two different 
views on entrepreneurship influence the way entrepreneurship education 
is perceived and designed. The first view corresponds more to education 
aimed at professionalization, whereas the second to the view of education 
for social purpose. The characteristics of education for professionalization 
and education for social purpose are included in table 4.1.

Criteria Education for professionalization Education for social purpose

Focus Focus on individual and individual 
actions

Focus on community and society, 
collective actions

Goal Employment and career,
Self-development

Development of society members 
leading to progress of societies;
Empowering and liberating society 
members

Society As a context As a core

Profession As a goal As a mean for social change

Values Individualistic Collective

Knowledge Mainstream,
Brought and transmitted from 
”outside”

Created from the needs of society

Table 4.1. Education for professionalization and for social purpose
Source: own compilation.
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The fundaments of entrepreneurial 
responsibility

Williams (2004) distinguishes two approaches to moral responsibility. 
One view interprets it as responsibility for actions as stemming from our 
ability to exercise self-control. Moral responsibility is possible because 
individuals have free will and freely choose their actions independently. 
The second approach positions attributions of responsibility in terms of 
on-going relationships with one another (Williams, 2004). As Williams 
enumerates, this view highlights the aspects of mutual accountability, 
moral education, and assessments of character. Both approaches seem 
to be important for entrepreneurial responsibility.

Responsibility is not merely a state of mind or the reaction to the 
situation, it is a more a conscious response to what happens around an 
entrepreneur. This response derives from inner conviction about the 
rightness of thinking and obligation to act in an adequate way. Respon-
sibility is reflected in executing actions that are coherent with entre-
preneur’s identity, values and ethics. A distinctive feature of respon-
sibility is that it is taken for actions despite the consequences. Actions 
are necessary conditions for the responsible behaviour to be completed. 
Responsibility does not stop on an intentional or declarative level but 
leads to actions. In this sense entrepreneurial responsibility means mor-
al obligation to follow entrepreneurial opportunities leading to venture 
creation with all attending circumstances and all available resources, 
with the best possible efforts made. A responsible entrepreneur is an 
acting individual, taking responsibility for the discovered or created op-
portunity, who exploits it if it meets his ethical evaluation criteria. He is 
conscious of the consequences of his behaviour for himself, for the team, 
community and society. 

Entrepreneurial responsibility might be developed among learners. 
The study of Kurczewska (2013, 2014) conducted on university stu-
dents shows that the evolution of responsibility in authentic entre-
preneurial learning starts with enhancing responsibility for self and 
self-development. Together with commitment, learners start to care 
about others and learn to take but also to share responsibility. Next, 
their responsibility refers to a broader audience – the community and 
society, they exist in. The escalation of entrepreneurial responsibility 
starts with self-centred learning, then it transforms into a more so-
cial and collaborative learning and finally becomes entrepreneurial 
learning.

4.2.
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Dehumanization of responsibility in entrepreneurship 
research

In entrepreneurship research, responsibility is almost solely discussed 
from the point of view of social responsibility of companies, which, in 
turn, is adapted from the concept of corporate social responsibility. Sur-
prisingly, despite an obvious human character of responsibility, it is as-
sociated more with firms rather than individuals. Much less is known 
about individual or moral responsibility, thus the nature and role of en-
trepreneur’s responsibility. Moreover, even if the term moral entrepreneur 
appears, it is regarded as a person running a social enterprise, although 
it should be related to all entrepreneurs regardless of the type of busi-
ness they run. In this sense all companies are social, as morality, ethics 
and social awareness should represent all entrepreneurs. Of course it may 
be argued that responsibility of companies (especially small ones which 
are usually the focus of entrepreneurship research) are the derivatives of 
responsibility of their entrepreneurs. However, it seems to be a too big 
simplification as the values, attitudes or motives always belong to the indi-
vidual who may only transpose it into the company’s philosophy, mission 
or strategy. Entrepreneurial responsibility is not a corporate social respon-
sibility. It is also not limited to firms with primarily social objectives. Sep-
aration between social entrepreneurship and entrepreneurship in terms 
of responsibility seems not to be right. The differences between corporate 
social responsibility, social entrepreneurship and entrepreneurial respon-
sibility are presented in Table 4.2.

Criteria Corporate Social 
Responsibility (CSR)

Social 
Entrepreneurship (SE)

Entrepreneurial 
Responsibility (ER)

Coverage Big companies having 
a social component 
in their missions or 
strategies 

Firms with primarily 
social objectives

All firms and ventures

Occurrence CSR starts when profits 
are high enough to 
invest in socially aware 
projects

SE starts from the 
idea generation 
and is focused on 
solving some social 
or environmental 
problems 

ER is present at every 
stage of entrepreneurial 
process, from idea gen-
eration till opportunity 
exploitation and man-
aging the venture; 
it does not have to be 
related with any social 
or environmental issues

Aim and its 
nature

CSR is part of a strategy 
of the company to im-
prove social image and

SE is part of the identity 
of the firm (usually 
quite strong)

ER is a natural attitude 
guiding entrepreneurs 
in their choices
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Criteria Corporate Social 
Responsibility (CSR)

Social 
Entrepreneurship (SE)

Entrepreneurial 
Responsibility (ER)

Aim and its 
nature

promote a brand
Primacy of business 
goals

Primacy of social goals Accordance with human 
actions

Driving force Growth and wealth Social mission and 
change

Ethics and morality

Result Progress of economies Progress of societies Progress of humans and 
societies

Form Usually philanthropy 
and charity

Business activity 
solving social problems

All decisions and 
activities are taken 
with ER
ER is based on the 
idea of giving back to 
community

Operational 
areas

Traditional business; Beyond traditional 
business, like: poverty 
alleviation, health care, 
education, environmen-
tal preservation, com-
munity regeneration, 
welfare projects

Traditional and non-
traditional business

Scale Big scale
Huge promotion
Global reach

All scales No scale
No promotion
Local reach (usually)

Values Corporate values, pre-
defined by strategists 
and marketing special-
ists according to firm’s 
profile, type of custom-
ers and firm’s objectives

Individual values 
translated directly into 
firm’s values

Individual values of the 
entrepreneur which 
derive from his ethics 
and morality

Scope A separate part of a 
company deals with 
CRS
Relates to particular 
activities of a company, 
usually exposed to 
audience

Integral part of a firm
Relates to social 
problems

Natural attitude
Relates to each decision 
taken by entrepreneur

Personal 
costs

Do not exist Exist and are taken into 
consideration

Exist and are taken into 
consideration

Table 4.2. Differences between corporate social responsibility, social entrepreneurship and 
entrepreneurial responsibility

Source: own compilation.
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Why the discussion on entrepreneurial responsibility 
should be enhanced?

Responsibility should not be neglected from entrepreneurship research 
and discussion, as it is important at each stage of entrepreneurial pro-
cess. Responsibility shapes the nature of ventures but also influences the 
intentions to start up a business. The morality of entrepreneurs decides 
on spotting the opportunity, its evaluation and the decision whether to ex-
ploit it. The effect of the entrepreneurial process is a creation of a value. 
This value is a derivative of entrepreneur’s values and identity being linked 
with responsibility. However, as Hannafey (2003, p. 102) wrote: The pres-
ent research is unclear about the precise ethical meaning of entrepreneurial 
responsibility and obligation.

Discussions in entrepreneurship mirror their times. In the world that 
is becoming more and more complex, disharmonic and diverse, creating 
endless opportunities, full of unexpected events and numerous changes, 
individuals need more guidelines. Crisis of state and church, traditional 
providers of some ethical guidelines, provokes more discussions on re-
sponsibility and morality. This need is enhanced by the loss of confidence 
in transparency and honesty of markets and institutions. As a result, many 
individuals are lost and miss some directions or protocol. Business ethics 
may differ by country due to different historical, social or economic sit-
uation (Vogel, 1992). Responsibility is more universal and thus might be 
regarded as a part of entrepreneurship education.

As Fischer et al. (2005) notice, the nature of entrepreneurship is 
to break existing rules and stretch the frontiers. Entrepreneurs bring new 
ideas, products, technologies and innovative production methods. These 
new situations provoke lots of ethical dilemmas and the need for some 
universal guiding principles. In a dynamic environment, while operat-
ing in uncertainty, entrepreneurs need to confront and cope with the un-
known, equipped with some reference point helping them to take right 
decisions. Entrepreneurs are perceived as change agent, but the change 
has to bring a positive outcome in universal sense. Therefore, entrepre-
neurial action should mean appropriate actions.

What should also be clarified and distinguished is the difference be-
tween duty and responsibility. Duty is the issue that must or has to be 
done, such as in case of entrepreneurs paying taxes or paying employ-
ees. Responsibility is the thing that has no obligation, but an individual 
does it because it is important to him or her. It is a voluntarily act being 
the result of an individual choice. Caring for customers, employees and 
products is a responsibility. Responsibility and care go hand-in-hand 
and might be accompanied with some sacrifice. It has a deeper value 
than duty. 
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Entrepreneur as homo ethicus

David McClelland (1961) was one of the first researchers asking about 
ethics and responsibility in entrepreneurship. In his motivation theory 
he associates achievement with taking responsibility for finding solutions 
to problems, finalizing tasks, realizing objectives etc. Entrepreneurs are 
successful if they feel responsibility for achieving assumed goals. Pos-
sessing the knowledge and being able to find a solution for company’s 
problems or challenges means that the entrepreneurs also have to take 
responsibility for any consequences of their actions.

All human relations wear a notion of responsibility. Therefore taking 
responsibility is not an individual disposition or attribution but always 
an issue related to and evaluated by others. Entrepreneurs take decisions 
affecting many other individuals, such as employees, customers, suppliers, 
or business partners. The challenge is that there is usually no absolute 
“right” and “wrong”. Decisions are shaped by interactions between indi-
viduals and the socio-cultural environment.

Entrepreneurial ethics is still merely taught at the universities. If it is 
included, it is usually limited to learning about business ethics and corpo-
rate social responsibility, presented either from historic or philosophical 
point of view or through cases (often negative ones). What is missing is 
developing programs and methods that not only increase awareness of the 
problem of responsibility and ethics, but also equip students with some 
standards, solutions and courage to be responsible for their decisions and 
actions. So it is not just learning about but also, if not mainly, for. This 
means that education would not only provide knowledge and understand-
ing but also influence attitudes and behaviours.

The intersection between entrepreneurship research and the entrepre-
neurial responsibility concept is interesting and promising. It exists at 
each stage of entrepreneurial process. The ethical dilemmas of entrepre-
neurs may relate to:

− The ownership of business idea and contribution to the idea devel-
opment,

− The usage of all types of resources,
− Entrepreneurial team dynamics (recruitment, composition of the 

team, fairness in distributing tasks and their evaluation, relation-
ships between team members, salaries, dividing shares),

− The way business ideas are presented to potential investors,
− Relationships with customers (for examples how the base of custom-

ers is build),
− Relationship with suppliers, partners and other co-operators,
− Product development and pricing,

4.2.1
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− Marketing and advertisement (the way products or services are 
presented), 

− Closing up business or dealing with bankruptcy,
− Balancing between professional and private life;

In each of these cases entrepreneurs may struggle as they conflict more 
capitalistic vision of rapid growth and money earning as usually ethics 
drives business less than potential profits. 

What does it mean to be entrepreneurially responsible?
Cook-Sather (2010, p. 556) wrote: Responsibility refers to the social force 

that binds one to the courses of action demanded by that force. To be respon-
sible is to be answerable or accountable for something within one’s power, 
control, or management; it is to be able to make sense of and respond within 
one’s sphere of association; it is to take action based on one’s sense of connec-
tion and answerability to the self and to others. 

Synthetizing this definition and positioning it in entrepreneurship 
context, responsibility is a reactive force, answerable and realised in en-
trepreneurial actions and dependent on the individual but in interac-
tions with others. Responsibility is a relational concept, shaped by social 
force. It means that ethics of an entrepreneur, his values and attitudes, 
are coinciding with values and attitudes of society. Their functionality is 
built through social interactions and relationships. Without social world 
around entrepreneur morality thus discrimination between right and 
wrong would be problematic. Entrepreneurs are social agents but they 
might be also perceived as moral agents.

Responsibility is a criterion of evaluation of entrepreneur’s decisions 
and their consequences in the form of actions. It is also kind of reaction 
to the circumstances and attitude towards. Entrepreneurial responsibility 
is not only awake when some problems emerge but it is an everyday atti-
tude and a factor taken into consideration in entrepreneurial decisions. 
Responsible entrepreneur knows his roles as being entrepreneur means 
being conscious of own responsibility. Being responsible means being able 
to distinct between right and wrong, not only from individual perspective 
but in a much broader sense.

Entrepreneurs, as all individuals, have free will. It means they may or 
not think and behave in responsible or irresponsible way. In their choic-
es they are guided by rationality but also intuition and personal values. 
Entrepreneurs rely on their judgments when taking decisions. Being re-
sponsible means being reactive. Not thoughts but reactions of entrepre-
neurs are important. Entrepreneurs are evaluated by their performance. 
Responsibility “materializes” in the situation when the entrepreneur faces 
conflicting solutions to some issues which are desirable but different in 
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terms of ethics or in the situation where two different principles guiding 
entrepreneur are conflicting ones. What should be stressed is that en-
trepreneurs are not ethical or unethical per se but their entrepreneurial 
decisions and actions lead to both ethical and unethical consequences.

Values and entrepreneurship
The issue of entrepreneurial responsibility is linked to values. Previ-

ous entrepreneurship research regarding values mostly focused on cul-
tural values (Davidsson and Wiklund, 1997; Hofstede, 2003; Mueller 
and Thomas, 2001; Schwartz, 1992; Noseleit, 2008; Liñán et al., 2013). 
Personal values have been studied much less in the entrepreneurship 
field, although they have the potential to explain entrepreneurial pro-
cess better (Holland and Shepherd, 2011). Entrepreneurs are creators of 
not only the value in economic terms but also values in ethical sense. 
Individual values might be regarded as the lenses through which entre-
preneurial actions, their desirability and feasibility, are evaluated. They 
induce valences of perspective outcomes, influence decisions (Holland 
and Shepherd, 2011) and play a role of guiding principles while making 
choices. They influence motivated behaviour (Schwartz, 2006).

Retrospective and prospective entrepreneurial 
responsibility 

The word “responsibility” comes from the politics and even in phi-
losophy, to great extent, it has been discussed in political context. Sur-
prisingly, the word does not have long philosophical traditions (Ricoeur, 
2000). It started to be discussed more widely no sooner than in 18th 
century. However, from the perspective of personal concern and free 
will, it was brought into light only in 20th century (Williams, 2015). 

Understanding of the concept of responsible actions calls for go-
ing back to ethics, to begin with Aristotle’s Nicomachean Ethics, or 
Ethics and Poetics. In light of Aristotle’s views, actions are done not 
for doing per se but to serve some purpose (Ackrill, 1978). All actions 
should come along with eudaimon that is “the highest good” all hu-
man activity is oriented towards. Aristotle made a distinction between 
voluntary and involuntary (or non-voluntary actions). The first ones, 
led by desire or practical motive, bear a notion of responsibility for 
their results. However, the moral virtue depends on an individual (an 
agent), not an action.

Responsibility concerns ethical dimension of entrepreneurs’ actions. 
Entrepreneurs hold responsibility for the decisions taken in the past 

4.2.2.
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but also take responsibility for future consequences of their actions. 
These two forms of responsibility might be called retrospective and 
prospective entrepreneurial responsibility. Prospective responsibili-
ty refers to issues entrepreneurs decide to deal with and roles (also 
duties, obligations) entrepreneurs have. Retrospective responsibility 
refers to what entrepreneurs have already accomplished or fail to ac-
complish, to their accountability. These two forms of responsibility 
are linked. Without prospective responsibility, individuals do not hold 
retrospective responsibility.

Towards entrepreneurial responsibility 
in entrepreneurship education

There are still not enough considerations in entrepreneurship dis-
course considering that business ideas, opportunities and ventures may 
be valuable and invaluable, constructive and destructive, useful and 
harmful, bringing progress and depleting. The statement that entrepre-
neurship means only growth should not be repeated without relating 
to the ethics of entrepreneurs and their responsibility for the conse-
quences of all actions that they take in their business life. In the broad 
discussion on entrepreneurial opportunities where the sense of entre-
preneurship lies in pursuing opportunities it is ignored that this pursuit 
should not take place regardless of the ethics and morality of entrepre-
neur. Not every opportunity should be exploited but only the opportu-
nity that an entrepreneur is able to take responsibility for, whether it re-
lates to social entrepreneurship or not. A similar situation of ignorance 
of ethics and responsibility issue may be noticed in entrepreneurship 
education field.

The links between education and responsibility are obvious. It was 
already Dewey (1946) who linked education with democracy under-
stood not only as freedom but also as responsibility. Responsibility 
is an intellectual attitude that is not possible without reflections. Re-
sponsibility is an important part of experiential learning. Hoover and 
Whitehead (1975, p. 25) define existence of experiential learning when 
a personally responsible participant(s) cognitively, affectively, and be-
haviourally processes knowledge, skills, and/or attitudes in a learning 
situation characterized by a high level of active involvement. However, 
this approach is unique. Entrepreneurial learning is classically defined 

4.3.
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after Rae as learning to recognise and act on opportunities, and inter-
acting socially to initiate, organise and manage ventures (Rae, 2005). In 
the light of previous discussions, adding “in a responsible way” would 
be beneficial.

In this monograph it is claimed that the aim of entrepreneurship 
education is to enhance only theses entrepreneurial processes that lead 
to valuable ventures and prevents individual to consider damaging and 
unethical options. The way to achieve it is to include some compo-
nents that would pay attention on entrepreneurship responsibility into 
the entrepreneurship curricula. As Rae (2010, p. 599) wrote, education 
is an important formative medium for influencing entrepreneurial cul-
ture and behaviours. He continues by stating that the role of education 
is to shape ideas of what it means to be an entrepreneur and it is an 
obligation of each entrepreneur to act in a way that does not make 
any harm. The idea is to mainstream entrepreneurial responsibility as 
a concept that helps to build a society of entrepreneurs that are aware 
of the impact of their decisions and actions, and in this way to build 
a better world. 

By agreeing that entrepreneurial responsibility can enrich the learn-
ing process, the next step is to propose some recommendations how 
to execute entrepreneurship education including entrepreneurial re-
sponsibility element in practice. This less common component of en-
trepreneurship education belongs more to learning through or for than 
learning about entrepreneurship, if we use traditional division of forms 
of education. It is also situated in rather practical paradigm of learning 
and teaching. It does not exclude of course some theoretical foundations 
of responsibility (as the concept rooted in philosophy, psychology and 
sociology) as an introduction to the course. 

How to teach entrepreneurial responsibility?
Entrepreneurship education enhancing entrepreneurial responsibility 

makes the learner take responsibility for his own entrepreneurial learn-
ing process and further equips him with competences enabling to grasp 
opportunities and following them until their responsible exploitation. 
Considering the importance of meaning of responsibility in entrepre-
neurship, the consequent challenge is to try to find out how to teach it 
in a way to foster personal and social responsibility. The suggestions are 
following: 

– Enhancing consciousness of importance of entrepreneurial respon-
sibility

The idea is to design teaching interventions that provide learners 
with a deeper understanding of the role of entrepreneurs in society and 
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economy, the meaning of their decisions leading to actions, along with the 
consequences they might have for all members of ecosystem. To achieve 
that, teaching how to adapt broader perspective in perceiving the world, 
sensitivity to social problems and social justice would be important ele-
ments of teaching entrepreneurial responsibility programs. Also, putting 
more accents on sense-making aspect of entrepreneurship could be ben-
eficial for better understanding of the role and importance of entrepre-
neurial responsibility.

– Creating learning environment of freedom and autonomy
There is a strong tie between responsibility and freedom understood 

as autonomy of decisions. If students are given freedom and autonomy, 
they need to learn how to be responsible for their actions. Creating an 
environment of freedom, i.e. a free choice between alternatives, makes 
responsibility a relevant concept to be taught. In practice, it means that 
applying constructivist approach to entrepreneurship education, with ac-
tion-based learning at its base, is adequate as it creates the conditions for 
more autonomic learning.

– Combining individual responsibility with a collective one
Although, in modern society sharing responsibility is an important 

competence, during learning collective responsibility should be accompa-
nied with learning individual responsibility. It may be achieved by making 
students individually responsible for a particular assignment, which is 
part of the idea of individually tailored education, based on individual 
learning contracts.

– Implementing project and task oriented courses
Evolvement of entrepreneurial responsibility goes together with en-

gagement in doing something. To make learners involved in entrepre-
neurship education, the project specifics should correspond to learner’s 
interests to ensure better identification with these projects. 

– Teaching consequences of one’s decisions and actions
The responsibility means that the learner understands the consequenc-

es of their decisions and actions. Entrepreneurs are usually not afraid of 
doing something but of the freedom they get by launching their own ven-
tures and responsibility that is always linked with this freedom. Insecurity 
accompanying entrepreneurship is the price of liberation and realising 
own ideas.

– Including ethical and moral aspects of entrepreneurial decisions and 
actions into curricula

As responsibility is a moral and ethical issue, including more ele-
ments of ethics into entrepreneurship programs is recommended. En-
trepreneurial responsibility could be taught as a part of social entrepre-
neurship courses, but as it was explained, should not be limited to them. 



Towards entrepreneurial responsibility in entrepreneurship education 147

The problem is that the pedagogy of social entrepreneurship is also in its 
infancy and usually is not a priority for educators (Tracey and Phillips, 
2007). Including entrepreneurial responsibility into the entrepreneur-
ship course curricula requires the need to focus more on difficult issues 
as morality and ethics, values, or social impact. These all are sensitive 
issues and are more context laden. The idea to overcome some potential 
conflicts in this field could be to discuss these problems with students 
and work out some consensus at the beginning of the course or session 
devoted to entrepreneurial responsibility.

– Showing illustrative cases
One of the recommended methods in teaching entrepreneurial respon-

sibility could be to familiarise learners with positive examples or cases 
illustrating how entrepreneurs dealt with complex reality. Although func-
tioning in uncertain environment, where not all consequences of their 
actions can be anticipated, entrepreneurs take responsibility for them. 
Meetings with potential role models, during which learners could ask 
entrepreneurs not only about how they come up with business ideas and 
how they implemented them into life, but about their ethical dilemmas 
and feelings accompanying their entrepreneurial decisions, could also 
benefit teaching practices.

– Embedding teaching of entrepreneurial responsibility in experi-
ence-based pedagogy

Taking the specifics of responsibility issue, to understand its value, the 
experience-based pedagogy can serve. Particularly all active methods, in-
cluding simulations, experiments, problem-based learning and situated 
learning. Actively engaged students are able to feel what it means to take 
responsibility and what practice it involves. Confronting own views with 
values, perceptions and attitudes of others may teach a lot. This necessarily 
has to be followed by reflecting exercises to make students conscious of their 
learning process. Raising awareness of responsibility has a potential to ease 
the start-up processes but also help to take right decisions while keeping 
business ventures.

– Including psychological aspects into entrepreneurship education 
To make learners understand the need of taking responsibility of their de-

cisions and actions some courses on psychology might be useful. During these 
classes they would learn the mechanisms of altruistic versus egoistic behav-
iours, need for supporting others and being co-responsible for the results of 
their behaviour. To be responsible, learners have to become confident in what 
(and what for) they are doing, and in the potentials and power of their actions. 
Self-efficacy, which is traditionally associated with entrepreneurial traits, helps 
learners to achieve desired greater confidence. They need to believe that they 
are able to change a lot in their lives, communities and society. 



Responsibility and entrepreneurship education 148

– Changing the role of educator from instructor to facilitator
Finally, adding responsibility components into entrepreneurship ed-

ucation revisits the role of the educator. The role of the teacher in entre-
preneurial responsibility is to more be like the interpreter of reality and 
facilitator of the responsible entrepreneurial process than instructor or 
business advisor. He or she needs to assist the learning and provoke the 
situation where taking responsibility might be practiced.



Conclusions

The idea of this monograph was to break stereotypes about entrepre-
neurship education, particularly in the field of experience-based educa-
tion, and launch some discussion on the role of responsibility in entre-
preneurship education. The idea was also to stress the need for regular 
attention to the links between theory and practice of entrepreneurship 
education and at the same time to claim that there is no canonical way 
to teach entrepreneurship.

In this monograph entrepreneurial experiences and entrepreneurial 
responsibility are argued to be key categories for entrepreneurship edu-
cation and entrepreneurial learning, both understood as a part of human 
development taken place in social context, thus in broader sense than just 
a venture creation in strictly business terms. Although learning has started 
to be regarded as a part of entrepreneurial processes, its importance and 
dynamics have not been appreciated enough in entrepreneurship research 
(Corbett, 2005). The monograph emphasizes the role and meaning of ex-
periences in creating entrepreneurial knowledge leading to venture crea-
tion and more entrepreneurial selves. It synthetises and integrates different 
theories and frameworks on experience-based learning, and adapts them 
into entrepreneurship. It intends to advance the theoretical knowledge of 
entrepreneurial learning and experience-based entrepreneurship educa-
tion by gathering research from philosophy, psychology and education. 
The basic premise is that the behaviour of individuals depends on their 
experiences as all comparisons are made to some reference points. The 
monograph offers a conceptual framework that regards entrepreneuri-
al learning as an experiential process, where experiences concern both 
actions and reflections. The discussion leads to the conclusion that heav-
ily promoted action-oriented approach to entrepreneurship education 
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switches attention from the learning and knowledge creation. Actions in 
order to be powerful and meaningful have to be accompanied by reflec-
tions and responsibility for its consequences. Taking Schön (1983, 1987) 
distinction between “reflection-on practice” from “reflection-in-practice” 
to create entrepreneurial individuals both need to be learned.

The monograph represents understanding of entrepreneurship as 
a phenomenon related more to general human and social development 
than economic progress. It regards entrepreneurship from individuals’ 
perspective but also in social terms. Entrepreneurship is perceived as 
a continuous cycle of learning by experiencing, acting and reflecting. It 
is less capitalistic or neoliberal version of entrepreneurship education 
but more its humanistic version. Entrepreneurship is rather understood 
as a learning process aimed at venture creation and life philosophy.

Accumulated results of the study lead to the modern concept of educa-
tion. This concept is aimed at enabling learners to responsibly participate 
in and experience different but real entrepreneurial activities. It is based 
on symmetric dialogue between the learner and the teacher. Through ex-
periencing authentic entrepreneurial learning, i.e. by doing and reflect-
ing, learners develop entrepreneurial identity and readiness to become 
responsible entrepreneurs. Modern entrepreneurship education stands 
for the education that is not separated from life, where entrepreneurial 
competences might be regarded as life competences.

The most characteristic qualities of education
Focus on collecting experiences, that is through inducing both actions 

and reflections. Authentic experiences that are internalized by the learner 
support their future entrepreneurial ventures. Facing different situations 
and contexts ensures heterogeneity of the learner’s experiences and re-
flecting practices ensure that the potential of actions is fully exploited. 

Importance of personal reflection. Learners generate knowledge from 
experiences through reflecting on them. The research shows the impor-
tant role of individual and group reflection practices. Reflecting enables 
continuity between experiences.

Transformative nature of learning. Successful learning process is of 
transformative nature. It happens through personal shift (in thinking, 
frames of references, points of views, assumptions, patterns of behav-
iour) and by making meaning of learner’s experiences. To be successful 
the transformation has to be mindful, responsive and conscious to the 
learner. Only achieving the meta-level of mental constructs enables suc-
cessful learning.

Less clear division of roles between teacher and learner. In the mod-
ern concept of entrepreneurship education, both the teacher and learner 
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create the space for learning and teaching; they co-learn and co-teach. 
The absence of clear guidance followed by not clear-cut roles of teacher 
and learner makes education entrepreneurial per se as participants have 
to take risk and build their entrepreneurial identity in an autonomic way. 
This is in contrast to hierarchical model of relations between teacher and 
learner, in which the order and roles are clearly defined.

Stimulation of all constructs of intelligence and personality of learn-
ers (affective, conative and cognitive). Entrepreneurship education equips 
learners with cognitive perspective enabling them to define different sit-
uations and understand the world but it should also include affection 
(emotions) and conation (motivation and will). Learners should feel re-
sponsible for their actions and their impact and should strive to become 
more entrepreneurial. 

Modern entrepreneurship education relates to evidence-based 
practice. Following Biesta (2007) who examines basic assumptions 
of evidence-based education, the concept of projection of a business 
life is close to the practice of entrepreneurship. The entrepreneurship 
education is for both social and professional purpose.

The cconcept of education is connected with an idea of existentialism 
where individuals take responsibility for their lives, for their education, 
engagement and actions. Entrepreneurial education is existential due 
to its authenticity that is needed at the core of human existence and the 
acting, feeling and living individual at its centre.

Propositions
Basing on the previous claims, three groups of propositions are devel-

oped to increase understanding of experiential entrepreneurial learning 
and entrepreneurial responsibility. The following propositions summarize 
the discussion presented in this monograph and may serve as a starting 
point for further research:

➢ Propositions regarding entrepreneurial experiences:
Proposition 1. The number and quality of experiences and the way that 

they are used have an explanatory power why some individuals become 
entrepreneurs.

Proposition 2. Entrepreneurial experience to be complete has to in-
clude entrepreneurial action accompanied with reflection on its contents, 
nature and consequences. Between actions and reflections there is a con-
stant interplay and interdependence.

Proposition 3. Entrepreneurial actions are the fuel for the entrepre-
neurial experiences if they are purposeful and intended. They constitute 
the core of entrepreneurial experiences.
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Proposition 4. There is no experience without reflections. Reflections 
to be effective cannot be random and casual but purposeful. It is possible 
to learn to reflect on experience.

Proposition 5. Entrepreneurial experiences lead to entrepreneurial 
knowledge which defines the entrepreneur and enables him or her to take 
right decisions. The structure of knowledge is more important than its 
amount.

Proposition 6. Entrepreneurial experience depends on previous en-
trepreneurial experience and influence forthcoming one. Entrepreneurial 
experiences are in continuum and have a cumulative effect. The more 
entrepreneurial experiences an individual has, the more successes in en-
trepreneurial ventures they have a chance to achieve.

➢ Propositions regarding experience-based entrepreneurship education:
Proposition 1. Experience-based learning is contextual and situative. 

Effective experience-based education allows the learner to be engaged in 
meaningful actions and teach him or her how to reflect on and in these 
actions.

Proposition 2. Effective experience-based education is dependent 
on and adjusted to the level and deepness of past learning experiences of 
the learners, especially their reflective thinking competences.

Proposition 3. In entrepreneurial context, it is not only important 
to gain entrepreneurial experiences but to be able to transform them to be 
valuable. The transformation takes place through learning. Entrepreneurs 
have to make sense of their experiences and advance their entrepreneurial 
competences.

Proposition 4. To be effective entrepreneurship education should lead 
to individual development and self-fulfilment but also be collective and 
serve social purpose. The experiential learning has a cumulative effect. It 
is a process of both individual development and socialization.

Proposition 5. Experience-based learning evolves in the learner individ-
ually but also is shaped by social context and particular social situation.

➢ Propositions regarding entrepreneurial responsibility and responsi-
bility-based entrepreneurship education:

Proposition 1. Entrepreneurship is a social phenomenon evaluated in 
a social and societal context. To be regarded as valuable and desired by 
society, entrepreneurs have to be responsible for all their decisions leading 
to actions.

Proposition 2. In the meaning of entrepreneurial responsibility both 
prospective and retrospective responsibility are included. Entrepreneurs 
are responsible for consequences of their decisions as well as they hold 
responsibility for the decisions taken in the past.



153Conclusions

Proposition 3. Evolvement of entrepreneurial responsibility goes to-
gether with engagement and commitment in entrepreneurial ventures.

Proposition 4. Entrepreneurial responsibility is evaluated through re-
actions of entrepreneurs, i.e. their decisions leading to actions, not by 
their intentions or values.

Proposition 5. The process of effective entrepreneurial leaning goes 
together with the growth of students’ responsibility. 

Proposition 6. Teaching curricula in entrepreneurship field should 
include responsibility issue. Entrepreneurially engaged students are able 
to feel what it means to take responsibility and what kind of practices it 
involves. Confronting own views with values, perceptions and attitudes 
of others teach them taking broader perspective and respect for diversi-
ty. Raising awareness of responsibility has a potential to ease the start-
up processes but also help to take right decisions while keeping business 
ventures.

Matching theory and practice
The monograph was aimed to bridge between learning theories and 

teaching practices in entrepreneurship field by developing and deepening 
the concepts of experience-based learning and entrepreneurial responsi-
bility. To bring closer the theory and practice in entrepreneurship educa-
tion the following undertakings are recommended:

− developing learning strategies enabling to solve problems emerging 
in entrepreneurship;

− deepening how learners construct knowledge in entrepreneurship 
context;

− developing self-awareness of learning in learners;
− recognizing all constructs of intelligence and personality of learners 

(affection, cognition, conation) and their role in learning;

The contribution
The idea of the monograph was to revisit and develop the concept 

of experience-based learning and experience-based entrepreneurship 
education. It is aimed to contribute to the theoretical discussion and 
practice of entrepreneurship education in many ways. First of all it syn-
thetises different approaches to experiences and experiencing represent-
ed by different fields: philosophy, psychology, and education. Secondly, 
it relates the concept of experience to entrepreneurship and entrepre-
neurship education. It demonstrates how experiential learning has been 
adapted by entrepreneurship education and indicates some shortcuts 
and biases which are the results of emphasizing some aspects of expe-
riencing and forgetting the others. To reconcile different perspectives, 
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the concept of praxis, that is synthesis and interplay between actions 
and reflections, is offered and discussed. Thirdly, the theoretical discus-
sion on experience and its presence in contemporary entrepreneurship 
education frameworks and pedagogies leads to some recommendations 
how to teach entrepreneurship to make learners act and think in entre-
preneurial way.

The idea of the monograph was also to launch a discussion on the 
role of entrepreneurial responsibility in entrepreneurship education and 
learning. It is claimed that entrepreneurship education should be aimed 
at teaching learners taking personal and cognitive responsibility for ven-
tures. In light of the research, responsibility may be regarded as a crite-
rion of evaluation of entrepreneur’s decisions and their consequences in 
form of actions. Responsibility is a kind of reaction to the circumstances 
and attitude towards. Entrepreneurs are creators of not only the value in 
economic terms but also values in ethical sense. Responsibility concerns 
ethical dimension of entrepreneurs’ actions. Entrepreneurs hold respon-
sibility for the decisions taken in the past but also take responsibility for 
future consequences of their actions. 
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