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Abstract 

The importance of entrepreneurship education in the total experiences provided to the products of 

the Nigerian school system has been recognised and established. This is evidenced in the 

introduction of programmes, courses and subjects in the school curricular and co-curricular 

activities aimed at imbuing the entrepreneurial and self-reliant spirit in the learners at all levels of 

education. As such, several postulations and templates have been made with respect to how to 

create, mediate and teach entrepreneurial skills, values and competencies using diverse strategies, 

methods, techniques and modes of instruction which hitherto do not differ (much) from those 

proposed and used in other equally essential school programmes, courses and subjects. The 

inherent danger and outcome of considering and adopting these postulations and templates 

without a consideration of what prima facie led to the introduction of entrepreneurship education 

(EE) in the nation’s school system is that learning outcomes in entrepreneurship education might 

be reduced to the administration of paper and pencil tests leading to the award of certifications 

without the learners being able to transfer learned principles, concepts, models, generalizations, 

laws, values and facts to real and novel situations. This paper thus examines and advocates for 

the consideration and adoption of Jack Mezirow’s Transformative Learning Theory (TLT) as a 

philosophical stance by entrepreneurship educators. It also draws out implications from the 

theory for the teaching of entrepreneurship education in the Nigerian classroom.  

Keywords: Entrepreneurship Education, Entrepreneurship Educators, Learning Outcomes, 

Teaching, Transformative Learning Theory. 

 

 

 



Introduction 

The concept of Transformative Learning (TL) was introduced in the field of adult education in 

1978 by Jack Mezirow in an article titled ‘Perspective Transformation’ published in the 

American Journal Adult Education Quarterly. The focus of the concept lies in giving credence to 

the recognition of a critical dimension of learning that enables the recognition and reassessment 

of the structure of assumptions and expectations which frame human thinking, feeling and acting. 

These structures of meaning constitute what Mezirow referred to as a ‘meaning perspective’.  

The concept of TL has been influenced by the writings and postulations of several scholars, 

philosophers and educationists some of which are Freire’s ‘conscientization’, Kuhn’s 

‘paradigms’, the concept of ‘consciousness raising’ in the women’s movement, the writings and 

practice of psychiatrist Roger Gould, philosophers Jurgen Habermas, Harvey Siegal and Herbert 

Fingerette and Mezirow’s observation of the transformative experience of his wife, Edee, as an 

adult returning to complete her undergraduate degree at Sarah Lawrence College in New York. 

Inherent in the explanation of the concept of TL are such terms as frames of reference which 

encapsulate such other terms as mind sets, habits of mind and meaning schemes and perspectives; 

instrumental and communicative learning; critical reflection; distortions and discourse.  

Since its emergence, the concept of TL has been explored in relationship to community and 

social transformation, intercultural learning, courage, critical reflection, whole person learning, 

lifestyle and career change (Taylor, 1998). Though the concept of TL is widely referred to as an 

adult education theory, the consideration that the ‘scheme’ the theory sets out to change are 

formed during childhood and that majority of the essential principles, practices and conditions 

explicated by its proponents for the translation of the theory to an effective pedagogy may also be 



applied to developmental stages below adulthood may offer hope for its consideration and 

subsequent adoption as a philosophical stance for teachers of Entrepreneurship Education (EE) 

who are saddled with the overt responsibility of mediating and sharing pragmatic knowledge, 

skills and values which will make school graduates become employers  and not employment 

seekers in the face of the rising tide of global unemployment rate. While there exists a wide 

expanse of literature both empirical and theoretical on TL making the extensive review of the 

theory in this paper unnecessary, this paper aims at exploring the theory in the context of teaching 

EE in the Nigerian classroom environment and its probable adoption as a philosophical stance by 

EE educators after due consideration of its inherent weaknesses.  

The Emergence of Entrepreneurship Education and a Critique of the Implementation of 

Entrepreneurship Education in Nigeria’s Educational System  

Entrepreneurship according to Kuratko (2009) in Dionco-Adetayo (2014) is:   

“a dynamic process of vision, change, and creation. It requires an application of energy and 

passion toward the creation and implementation of new ideas and creative solutions. 

Essential ingredients include willingness to take calculated risks in terms of time, equity, or 

career; the ability to formulate an effective venture team; the creative skill to marshal needed 

resources; the fundamental skill of building a solid business plan; and finally, the vision to 

recognize opportunity where others see chaos, contradiction, and confusion”. (p. 15)    

Dionco-Adetayo explicated that entrepreneurship involves five stages of ideation, 

conceptualization, venture creation, commercialization and business growth. Entrepreneurship 

has been recognised as an important factor in the economic growth and development of any 

nation. Hence, in the face of stunted economic growth, economic meltdown, increased 

unemployment and underemployment rate, high emigration rate of technical experts, low per 

capita income, increased poverty rate, etc. there is an increased focus on entrepreneurship as a 

viable option and worthy solution. It thus became pertinent that entrepreneurship knowledge, 

skills, attitude and values be taught and acquired by all and sundry so that they can contribute 



their quota to economic growth via value-adding business ventures.  The exigencies of EE is such 

that in a web-based review of 66 universities in sub-Saharan Africa it was found gover 80 percent 

offered some course in entrepreneurship, while four universities had specialized entrepreneurial 

centres (Kabongo, 2008 in Altbach, Reisberg & Reumbley, 2009). 

The obvious merit of EE could have led to the inclusion of copious statements with specific 

mention of the word “entrepreneurship/entrepreneurial” in the nation’s policy on education 

(NERDC, 2014) with the bid to emphasise it. For instance, with respect to the goals of basic 

education, the policy stated that one of the goals of this level of education shall be to: 

 provide the child with diverse basic knowledge and skills for entrepreneurship, wealth 

generation and educational advancement (Section 2, par. 13(a)).  

 

The objectives of junior secondary education which is a component of basic education included 

to: 

provide the child with diverse basic knowledge and skills for entrepreneurship and 

educational advancement (Section 2, par. 22(a)). 

 

Having successfully completed ten years of basic education and passing prescribed examinations, 

children are expected to proceed to the Post-Basic Education and Career Development (PBECD) 

level which comprise of senior secondary education; higher school; and continuing education 

given in Vocational Enterprise Institutions (VEIs) to either Basic Education graduates who are 

not proceeding to Senior Secondary Schools, or Senior Secondary graduates that are not 

proceeding to tertiary level, as a means of preparing them for the world of work, wealth creation 

and entrepreneurship. One of the objectives of the PBECD level thus included to: 

Provide entrepreneurial, technical and vocational job-specific skills for self-

reliance, and for agricultural, industrial, commercial and economic development 

(Section 3, par. 36(d)). 

The Tertiary Education system is not without its own fair share of the entrepreneurship worded 

objective as this level seeks to “promote and encourage scholarship, entrepreneurship and 

community service” (Section 5, par. 81(e)). The curricula was therefore reviewed across all the 



educational levels to assimilate and accommodate EE and studies possibly as an aftermath of the 

copious provisions for it in the National Policy on Education (NERDC, 2013) and such other 

documents such as the Benchmark Minimum Academic Standards (BMAS) which was prepared 

by the Nigerian Universities Commission (NUC). Hence, there exist at present 35 

Trade/Entrepreneurship subjects from which the students are to take only one at the senior 

secondary school (NERDC, 2008) and the institution of at least one general studies course on 

Entrepreneurship at the tertiary level. 

Lofty as the ideals for EE are in the nation’s educational system, it is doubtful if they could be 

optimally achieved on account of the perceived ill-preparedness of the nation for its 

implementation. Prima facie evidences obtained revealed that both human and non-human 

resources are not available in schools for the facilitation of knowledge in the more 

technical/vocational subjects. Hence, students are left with the forced choice of choosing subjects 

which existing teachers of Economics, Commerce, Financial Accounting, Home Economics, and 

Business Studies can grapple with. Such courses include Data processing, Store-keeping, 

Salesmanship, Store Keeping, Book Keeping and Marketing. On account of the need for the 

students to pass these subjects and the added workloads for the teachers who have been hitherto 

ill-motivated, these subjects are no less taught via other means than through the chalk-talk-recite-

memorise and recall approach. Should it then be concluded that the EE programme of the nation 

was fated for failure ab initio? Such conclusion might be hasty and incongruous until a formal 

evaluation of the programme across all education levels is done.  

Akudolu (2010) presented a curriculum framework for entrepreneurship education in Nigeria 

(Figure 1). She put forward broad goal and objectives, the specific objectives, content (with the 

three dimensions of Attitudes and values, Knowledge and Skills) and how the learning 



experiences and content are to be organized. She also made a distinction between EE and 

Vocational and Technical Education (VTE).  

BASIC EDUCATION POST BASIC EDUCATION TERTIARY EDUCATION 

EE Learning Environment EE Learning Environment EE Learning Environment 

  EE General Studies Course  

EE Awareness EE Awareness and 

Appreciation 

EE Knowledge, Skills and 

Capacity 

Figure 1: Entrepreneurship education curriculum framework 

Source: Akudolu, L. (2010). A curriculum framework for entrepreneurship education in Nigeria. 

Unizik Orient Journal of Education 5 (2), 1-11. 

It however seems the model adopted for implementation in Nigeria’s educational system varies 

slightly from the template provided by Akudolu  as trade subjects which are intended to teach 

entrepreneurship knowledge, skills and values are introduced at the post basic education level 

(grade 10-12).  

It is yet doubtful if Akudolu’s proposition that no formal lecture (sic) be given at this level till the 

tertiary education level but the systematic use of entrepreneurship-driven methodology in 

exposing students to the knowledge and skills dimensions of entrepreneurship across the 

curriculum with the grand objective of creating an entrepreneurship environment will bring about 

the desired results. The reason for this might be obvious- a significant proportion of the students 

who gained entry into the secondary education system will not be absolved into the tertiary 

education system other things remaining constant. This category of students will thus have no 

vocational and technical skills to build on in order to create business ventures while the ready 

skills (business foundations, communications and interpersonal skills, financial management, 

marketing management, risk management, etc.), foundation skills of basic literacy and numeracy 

and transferable skills  which smoothen the transition from school to work might not have been 



mastered by the students to an appreciable extent which makes them unfit altogether for the 

dynamic challenges of the 21st century work place and environment.  

A perusal of the National Policy on Education (NPE) (NERDC, 2013) and specific subject 

curriculum such as the Book-keeping curriculum for senior secondary school (Nigerian 

Educational Research and Development Council (NERDC, 2009) which included an 

entrepreneurship theme in it however reveals that Vocational and Technical Education (VTE) and 

Ready skills (such as business foundations, communications and interpersonal skills, financial 

management, marketing management, risk management, etc.) acquisition have been construed to 

be the same with EE, a misgiving Akudolu had earlier pointed out and warned against. Coupled 

with this is that there is no explicit statement of the philosophy to be adopted in teaching this 

important and emerging theme in the policy except general statements of what the curricula seek 

to accomplish. The implication of this is that teachers of these entrepreneurship subjects are left 

to choose any philosophical stance as supported by the existing and established learning theory 

frameworks of constructivism, cognitivist, connectionism, behaviourism, social learning theory, 

situated learning theory, etc. which when taken separately or jointly may not be adequate in 

accomplishing the learning outcomes for a subject that aims in the first instance at social and 

economic transformation via the creation of worthwhile ventures. As such teaching methods 

which are hitherto suggested for use under these other frameworks even though could also be 

used under the presently suggested framework of TLT may not produce the requisite learning 

outcomes. These teaching methods include: group work, role play, projects, games and 

simulations, field visits, traineeship, mentoring, brainstorming, exchange visits and other forms 

of practical and learner-driven methodology (Akudolu, 2010).     

 



Transformative Learning Theory  

There are several definitions of the concept of TL even by its lead proponent, Jack Mezirow. TL 

is the process of becoming critically aware of how and why our assumptions have come to 

constrain the way we perceive, understand, and feel about our world; changing these structures of 

habitual expectation to make possible a more inclusive, discriminating, and integrating 

perspective; and finally, making choices or otherwise acting upon those new understandings 

(Mezirow, 1991). TL thus attempts to explain how our expectations, framed within cultural 

assumptions and presuppositions, directly influence the meaning we derive from our experiences 

(Mezirow, 1991 in Taylor, 1998). In a relatively more recent writing, Mezirow defined TL as the 

process by which individuals transform problematic frames of reference (mindsets, habits of 

mind, meaning perspectives)- sets of assumption and expectation- to make them more inclusive, 

discriminating, open, reflective and emotionally able to change (Mezirow, 2009). Such frames 

are better because they are more likely to generate beliefs and opinions that will prove truer or 

justified to guide action. In the light of growing controversies on what constitutes transformative 

learning, McEwen, Strachen and Lynch (2011) recognised as necessary to distinguish between: 

“transformative learning as peak moments of personal insight or intense change in 

thinking and perspective (literally transformative) and transformative learning as 

continuing and continuous shift in position as a consequence of learning (perhaps 

transformative)” (p. 41). 

This distinction reinforces the view that transformative learning requires a fundamental change in 

outlook but raises the question of whether transformative learning is about abrupt change or 

transitions between states and more incremental and longer-term perceptions of change. The 

response to this has been made explicit by Mezirow (2009) who christened the former as 

epochal-sudden major reorientations in habit of mind often associated with significant life crises 

and the latter as cumulative- a progressive sequence of insights resulting in changes in point of 



view and leading to a transformation in habit of mind. According to Mezirow (2009), frames of 

reference are the structures of culture and language through which individuals construe meaning 

by attributing coherence and significance to their experience. Subsequently, these frames of 

reference shape and delimit the perception, cognition and feelings of individuals by predisposing 

their intentions, beliefs, expectations and purposes. Mezirow further explicated that these 

preconceptions set individual’s ‘line of action’. Once set or programmed, individuals specifically 

move from one specific mental or behavioural activity to another, and have a strong tendency to 

reject ideas that fail to fit their preconceptions.  

A frame of reference encompasses cognitive, conative and affective components, may operate 

within and outside awareness and is composed of two dimensions: a habit of mind and resulting 

points of view. Habits of mind are broad, abstract, orienting, habitual ways of thinking, feeling 

and acting, influenced by assumptions that constitute a set of codes. These codes may include 

moral-ethical, learning styles, religious, psychological, health, aesthetic, etc. Habits of mind 

become articulated in a specific point of view-with constellation of belief, memory, value 

judgement, attitude and feeling that shapes a particular interpretation. Points of view are more 

accessible to awareness, to feedback from others. 

Transformative learning may occur in instrumental learning which usually involves task-oriented 

learning and in communicative learning which usually involves critical self-reflection and 

understanding the meaning of what others communicate concerning values, ideals, feelings, 

moral decisions, and such other concepts as freedom, justice, love, labour, autonomy, 

commitment and democracy (Mezirow, 1991). The process of transformative learning involves: 



• reflecting critically on the source, nature and consequences of relevant assumptions- our 

own and those of others; 

• in instrumental learning, determining that something is true (is as it is purported to be) by 

using empirical research methods; 

• in communicative learning, arriving at more justified beliefs by participating freely and 

fully in an informed continuing discourse; 

• taking action on our transformed perspective- we make a decision and live what we have 

come to believe until we encounter new evidence, argument or a perspective that renders 

this orientation problematic and requires reassessment; 

• acquiring a disposition- to become more critically reflective of our own assumptions and 

those of others, to seek validation of our transformative insights through more freely and 

fully participating in discourse and to follow through on our decision to act upon a 

transformed insight.  

Mezirow based on the findings of a study on women returning to college put forward that 

transformations often follow 10-phases of meaning (Mezirow & Marsick, 1978). The phases with 

expanded comments in parentheses (as gleaned from Mezirow and Transformation Theory, n.d. 

with the first comment completely rewritten to suit this paper) are as follows:  

1. A disorienting dilemma (a learner who has been in the education system since early 

childhood and lived in the society and has witnessed the academic dishonesty and the 

corruption that take place in both respectively and has internalized these behaviours as ideals 

experiences a legitimate and vastly different worldview to his or her own in EE classes and 

becomes disoriented about their own beliefs and life choices);  



2. Self-examination with feelings of fear, anger, guilt or shame (The implication of the new 

worldview generates feelings that stem from an uneasy, and at times frightening, 

consideration of previously ways of looking at the world that felt very certain); 

3.  A critical assessment of assumptions (The person undertakes an assessment via critical 

reflection of some of their underlying basic beliefs as a consequence of the self-examination 

of the previous step. For example, a person may critically reflect on why he or she has not 

valued themselves and has missed opportunities in life because of that initial assumption 

about their place in the world);  

4. Recognition that one’s discontent and the process of transformation are shared (The person 

engages in rational discourse with friends, colleagues, family or fellow students and 

discovers that the new world view is not foreign or weird to other people. They also discover 

that other people have had similar responses to learning in their lives and can understand the 

disruption of the disorienting dilemma.);  

5. Exploration of options for new roles, relationships and action (Rational discourse is used to 

work through possible alternate ways to move forward in life with close friends, peers, 

teachers or colleagues.); 

6. Planning a course of action (The person plans a way forward that will accord with their new 

larger, more flexible and developing worldview.);  

7. Acquiring knowledge and skills for implementing one’s plans (The person engages with 

different types of learning in order to gain specific knowledge and skills to follow.);  

8. Provisional trying of new roles (The person tries out their new roles in their life to see what 

happens, and to modify and adjust the roles as required, such as trying new roles.);  



9. Building competence and self-confidence in new roles and relationships and (The person 

continues to practice their new roles with greater confidence and a wider range of situations 

such as trying a new work in their existing  job.);  

10. A reintegration into one’s life on the basis of conditions dictated by one’s new perspective 

(The person integrates the new responses to life, and the new skills and abilities with those 

they care about, in such a way as to be respectful of the newly-acquired expanded, and more 

flexible worldview.). 

The three common themes of TL are the centrality of experience, critical reflection or critical 

self-reflection on assumptions- critical assessment of the sources, nature and consequences of our 

mind- and lastly, participating fully and freely in dialectical discourse to validate a best reflective 

judgement (Taylor, 1998 and Mezirow, 2009). 

Some Implications from Transformative Learning Theory for Teaching Entrepreneurship 

Education in Nigeria’s Educational System 

 A theory is a way of thinking and a model of how things work, how principles are related, and 

what causes things to work together. It is a coherent explanation of a set of relationships that has 

been tested with lots of research (Hammond, Austin, Orcutt, & Rosso, 2001). Theories describe 

reality, explain reality and tell how reality can be changed (Tellings, 2012). Learning theories 

address key questions, for example, how does learning happen? How does motivation occur? 

What influences students’ development? (Hammond, et al). 

Mezirow explained that fostering TL is hinged on communicative learning which involves 

identifying problematic ideas, values, beliefs, and feelings, critically examining the assumptions 

upon which they are based, testing their justification through rational discourse, and making 

decisions predicated upon the resulting consensus. Further still, he asserted that successful 



fostering of communicative (transformative) learning is predicated on the promotion of the ideal 

conditions for rational discourse which include the following:  

(a) have accurate and complete information; (b) be free from coercion and self-

distorting; (c) be able to weigh evidence and assess arguments as objectively as possible; 

(d) be open to alternative perspectives; (e) be able to critically reflect upon 

presuppositions and their consequences; (f) have equal opportunity to (including the 

opportunity to challenge) question, refute, and reflect and hear others do same; and (g) 

be able to accept an informed, objective, and rational consensus as a legitimate test of 

validity (Mezirow, 1996 in Taylor 1998, p. 12).   

Several other essential practices and conditions for fostering transformative learning practices as 

compiled from various studies by Taylor and that gave credence to those of Mezirow are: ideal 

learning conditions that promote a sense of safety, openness and trust; effective instructional 

methods that support a learner centred approach such as those that promote student autonomy, 

participation and collaboration; the importance of activities that encourage the exploration of 

alternative personal perspectives, problem-posing, and critical reflection; the necessity for 

teachers to be trusting, empathetic, caring, authentic, sincere, and demonstrating a high degree of 

integrity; the emphasis on self-disclosure; the essentiality of discussing and working through 

emotions and feelings before critical reflection; the importance of feedback and self-assessment; 

solitude and; self-dialogue. Other themes that offered new insights into the nature of fostering 

transformative learning include: transformative learning as group situated; transformative 

learning as experiential; transformative learning as time consuming; transformative learning as a 

predisposition; transformative learning as affective learning and; educator and students as 

transformative learners (Taylor, 1998).  

Asides the practices and conditions specified above, specific pragmatic implications that could be 

drawn from Transformative Learning Theory (TLT) for EE in Nigeria’s educational system 

include: 



1. Teachers and facilitators of EE should intimate learners with the raison d'être (why) 

behind the entrepreneurial knowledge, skills and values they are to learn at any particular 

time. This practice is a departure from merely stating the objectives of the lesson and 

teaching towards same (Outcome-based lessons). Teachers could engage in this practice 

via the instrument of collaborative discourse that promotes critical reflection which is a 

mental consideration of the objectives of the lesson, subject matter, idea or purpose, often 

with a view to understanding or accepting it, or seeing it in its right relations (Webster’s 

International Dictionary in Mezirow, n.d.). 

2. Expectations typify students’ experiences. A pre-instructional session where students 

write down their expectation(s) of a session/lesson in entrepreneurship and also reflect on 

these objectives vis-à-vis the changes expected in their behaviour and behavioural 

tendencies is desirable and may not be out of place. 

3. Students should be guided to discover for themselves or made aware of the several modes 

to the solution of a particular problem and the seeming defects of each alternative 

solution. This is because their understanding of the anomalies and dilemmas of which 

ways of knowing cannot make sense become the catalysts or trigger events that predicate 

critical reflection and transformation. 

4. Asides the teaching of the trade and vocational subjects which are elements of 

instrumental learning (task orientated and emphasises how to do or how to perform 

something), students should be engaged with communicative learning which is aimed at 

making students arrive at the best judgement among conflicting alternatives via dialectic 

discourse. 



5. The concept of TLT does not downplay the primacy of conceptual learning -which is an 

educational method that centres on big-picture ideas and learning how to organize and 

categorize information (Conceptual Learning in Nursing Education, n.d.)-but expounds 

that conceptual learning need to be integrated with emotional and aesthetic experience 

(Mezirow, 1981).  

6. Students should be exposed to collaborative real entrepreneurial projects and ventures and 

not models. This will enable these learners assume roles as entrepreneurs and partners that 

could make them relate to the 10-phases of meaning as explicated by Mezirow and his 

associates. 

7. The collaborative real projects should be given to cohorts of students, though with near 

cognitive characteristics, from different orientations, streams and disciplines. The 

different members comprising the cohorts could then be reasonably expected to make 

interpretations of the assigned projects and their experiences relatively free from the bias 

they bring to the classroom. Since they would be expected to implement the assignments 

via several dialectical discourses among themselves in the cohort, perspective 

transformation which is the process of becoming critically aware of how we perceive, 

understand and feel about the world; of reformulating assumptions to permit a more 

inclusive, discriminating, permeable and integrative perspective and of making decisions 

or otherwise acting upon these new understandings are possible. 

8. Teaching entrepreneurship qua contents of Ready skills component (the other being 

Entrepreneurial skills) as categorized by the Consortium of Entrepreneurship Education 

(CEE, 2004) as cited in Akudolu (2010) which included business foundations, 



communications and interpersonal skills, financial management, marketing management, 

etc. may lead to rote learning, expectations of paper and pencil tests which will culminate 

into the award of certificates. Teachers may deviate from this status quo by including in 

the content they teach the biographies of small and medium scale entrepreneurs in the 

proximate community where the school is located. The analysis of these biographies 

could further challenge some of the negative beliefs held by the students of these 

entrepreneurs hence propelling them to make a determination to become entrepreneurs 

and not job seekers. 

9. Dialectical discourses with entrepreneurs within the immediate learning 

environment/community of the learners who have indeed risen above mediocrities, 

impediments and distortions of all kinds should be an integral part of entrepreneurship 

education. These dialectical discourses are capable of making students to engage in 

reflective thinking which is capable of challenging their meaning perspectives thus 

leading to perspective transformation and causing them to be able to contribute 

meaningfully to the community they belong via establishment of worthwhile business 

ventures which indeed is one of the primal goals of entrepreneurship education. 

10. There should be a paradigmatic shift from teaching only external factors that could 

impede Entrepreneurial Spirit (ES) which are the traditional Political, Economic, Social, 

Legal, Technological and Educational factors to the inclusion of common areas of 

distortions in meaning perspective which are epistemic, sociocultural and psychic 

distortions which are acquired through the process of introjection, the uncritical 

acceptance of another’s values that could negatively impact the development of ES. 

Epistemic distortions have to do with the nature of the use of knowledge. Epistemic 



distortions refer to the distorted presupposition that every problem has a correct solution 

if we could only find the right expert. Learners need be taught to jettison this belief and 

move toward a provisional consensual judgement based upon critical discourse and 

ultimately that individuals at each stage have a distinctive meaning perspective about 

problem solving. Socio-cultural distortions involve taking for granted belief systems that 

pertain to power and social relationships, especially those currently prevailing and 

legitimized and enforced by institutions. A common sociocultural distortion is mistaking 

self-fulfilling and self-validating beliefs for beliefs that are not self-fulfilling or self-

validating. For instance, if it is believed that members of a subgroup are lazy, 

unintelligent, and unreliable and treat them accordingly, they may become lazy, 

unintelligent, and unreliable. A ‘self-fulfilling prophesy’ has been created for them. 

Psychic distortions have to do with presuppositions generating unwarranted anxiety that 

impedes taking action. 

11. The meaning individual students make from the teaching and learning process is to an 

extent a function of the meaning perspectives or habits of the mind that they bring from 

their socio-cultural background to the classroom environment. The teacher should do well 

to recognise this in the mediation and sharing of entrepreneurial knowledge, skills and 

values that is aimed at enhancing the entrepreneurial spirit and creativity of the students. 

The underlying principle here is that the teacher should have a sufficient knowledge of 

psychology and how its tools and technique could be applied to bring out learning.  

12. Methods found useful in fostering critical self-reflection of assumptions and discourse 

include using critical incidents, life histories, journal writing, media analysis, repertory 

grids, metaphor analysis, conceptual mapping, action learning, collaborative learning and 



John Peters’ Action-Reason-Thematic-Technique which are described in Mezirow and 

Associates (1990). Cranton (2006) posited questioning types-content, process, premise-

that can be effective in prompting the reflective process necessary as part of a 

transformative experience, and then conceives of the types as connected to developing 

reflection concerning one’s habits of mind or kinds of knowledge. Teachers of 

entrepreneurship studies should develop competencies in the utilization of these methods. 

13. Teachers of EE must themselves be transformative learners who are willing to reflect on 

their experiences in the process of helping others develop the entrepreneurial spirit and 

feed forward such experiences in their practice. 

The list of implications is inexhaustible and EE educators who constantly engage in reflection on 

the import of the TLT may gain insights into new meaning perspectives of the theory for practice.   

It is pertinent to note that giving credence to the implications outlined above is not without its 

own limitations and challenges. Some of the perceived challenges form the crux of the next 

discussion. 

The Challenges of Turning TLT to Teaching Strategies in the Mediation of Knowledge in 

Entrepreneurship Education in Nigeria’s Educational System  

Having considered TLT as a viable philosophical stance which may be adopted by teachers of EE 

and which may in turn influence their predispositions to the teaching of this emerging subject and 

the adoption of appropriate teaching strategies and methods for bringing the desired change in the 

knowledge, the following are the perceived challenges of turning the theory to teaching realities 

in Nigeria’s EE classes. These challenges according to Taylor (1998) are: 

1. The great demand of time required. 

2. The need for an intense group setting. 



3. Working with students who offer greater and lesser dispositions towards change. 

4. The necessity of processing feelings and emotions in safe and non-threatening manner 

5. The challenge of understanding the role of the educator and participants in the 

transformative process. 

Others include:  

6. overcrowded classrooms;  

7. overt and implicit emphasis on content coverage as a measure of teacher effectiveness;  

8. the lack of adequate information on the role of information and communication 

technology in the transformative learning process;  

9. perceived lack or low knowledge level of teacher trainers, pre-service and in-service 

teachers of the transformative learning process and the suggested techniques in 

implementing it;  

10. belief that TLT only applies to andragogy (the principles and methods of teaching adults) 

and not pedagogy (the principles and methods of teaching children) and the perceived 

lack of openness to innovative ideas by teacher trainers and in-service teachers; and 

11.  lack of contextual empirical research on the implementation of transformative learning 

techniques and methods in Nigerian classrooms. 

Recommendations 

The following recommendations have thus been made for the translation of TLT into 

pragmatic teaching strategies in EE classrooms.  



a. Prior to the widespread adoption of TLT as a viable philosophical stance by individual EE 

educators, there exist the need to recognise it as a potent tool in the National Policy on 

Education for the realization of entrepreneurial knowledge, skills and values. 

b. Pre-service teachers, in-service teachers and teacher trainers should be sensitized on the 

need to consider elements of TLT in mediating and facilitating instruction in EE. Such 

sensitization should be backed by requisite training in TLT for these categories of 

stakeholders. 

c. The curriculum of teacher trainees should be modified to include contents on TLT and 

strategies that are associated with it.  

d. Research endeavours that seek to explore the pragmatic means of translating TLT into 

classroom realities in EE should be initiated and supported. 

e. Provision of infrastructural facilities that support the EE. These include Information and 

Communication Technology, Educational Technology tools and classroom spaces which 

are learning and teacher friendly. 

Conclusion 

The emergence of EE in the nation’s educational system is attributable to the need to stem the 

tide of sprawling unemployment in the country via the creation of ventures that add value to the 

nation’s economic processes. As such, it is obvious that the need for social change and 

transformation necessitates the development of EE curricula across all strata of the nation’s 

educational system. Commensurately, implementing same at the classroom level should be based 

on a profound learning theory such as the TLT. In spite of the seeming challenges of translating 



the theory to effective pedagogy strategies as had been identified, emancipatory education which 

is the goal of entrepreneurship education and which is the focal point of TLT is an organized 

effort to help the learner challenge presuppositions, explore alternative perspectives, transform 

old ways of understanding, and act on new perspectives (Mezirow, 1990) most especially in the 

wake of global challenges such as unemployment.  
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