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Beyond Teaching: The Extended Role of Informal Entrepreneurship 

Education and Training in Challenging Contexts 

 

Abstract  

Purpose: We seek to understand how informal entrepreneurship education and training (EET) 

processes support marginalised women in challenging institutional contexts into gainful 

participation in entrepreneurial activities, facilitating empowerment and emancipation.  

Design/Methodology/Approach: The study employs an inductive qualitative approach 

drawing on in-depth individual interviews, a focus group, and observation of how female 

informal EET educators facilitate hands-on EET to marginalised female entrepreneurs in 

Uganda.  

Findings: We specify a range of novel complementary practices that informal EET educators 

undertake during the main instructional EET stage and present the wraparound purposive 

work, both pre-and-post the instructional stage, they enact to support female empowerment 

processes for their disadvantaged learners. We then propose a grounded model capturing 

practices enacted by EET practitioners that illuminates ways in which informal EET can 

contribute to processes of empowerment and emancipation.  

Contributions: Our contributions are twofold. First, we conceptualise EET educators as 

institutional entrepreneurs undertaking institutional work beyond core teaching. Second, we 

specify a range of novel complementary practices they undertake before, during, and after the 

conventional instructional part. This illuminates how EET can contribute to processes of 

empowerment and emancipation.  
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Originality/Value: Drawing on data from a unique institutional context, we illuminate novel 

practices enacted by informal EET educators thereby extending both the pedagogy and the 

realm of entrepreneurship education with implications for grander empowerment and 

emancipatory outcomes beyond the development of entrepreneurial competencies.  
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INTRODCUTION 

In recent years, there has been a growing acknowledgement of the contributions made by 

female enterprise to employment, poverty reduction, productivity, and the larger economic 

development effort within Sub-Saharan Africa (Dabić et al., 2022; Mwaura, 2016; Ojong et 

al., 2021; World Bank, 2019). In line with research that highlights gender and ethnicity-based 

barriers in entrepreneurship globally (Ahl, 2006; Al‐Dajani et al., 2015; Carter et al., 2015), 

prevalent gender disparities are found to greatly constrain women’s entrepreneurial activity 

in such contexts (Chant, 2013; Lourenço et al., 2014; Said & Enslin, 2020). To help women 

navigate such constraints, entrepreneurship education and training (EET) is commonly 

promoted as a channel to enhance entrepreneurial skills and performance, to narrow gender 

disparities in business and wider society (Elert et al., 2020; Kuratko, 2005). Within the realm 

of official development assistance particularly, such training and other human resource 

development efforts have been a core pillar of capacity development programmes. Here, the 

aim is to improve livelihoods and support social transformation through the development of 

knowledge, skills, and attitudes among underprivileged communities in developing countries 

(Kühl, 2009; Vallejo & Wehn, 2016). 

 

Linkages between education and empowerment outcomes are well established, with scholars 

suggesting that EET could have empowerment potential for individuals (Gutiérrez et al., 

1995; Kyrö, 2006). The scope of EET has expanded beyond formal education programmes to 

include informal unaccredited provisions that primarily foster real-life entrepreneurial 

practice (Solomon, 2007). While this informal EET is considered particularly relevant for 

those in contexts of disadvantage (Santos et al., 2019), there remains a dearth of research on 
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EET and impoverished women in challenging developing country contexts (Arthur & Adom, 

2020; Koyana & Mason, 2017). The implication is thus that gaps remain in our understanding 

of the ways in which EET promotes gainful participation in entrepreneurship for marginalised 

women in developing countries and generally how EET supports processes of empowerment 

in such contexts. 

 

Within this line of work, recent research has increasingly recognised the need to better 

understand the erstwhile neglected role and place of entrepreneurship educators (Wraae & 

Walmsley, 2020; Wraae et al., 2021). Indeed, research suggests that entrepreneurship 

educators (henceforth EET practitioners) not only encounter the fundamental challenge of 

facilitating learning in a dynamic, unpredictable, and non-linear world (Haase & 

Lautenschläger, 2011). They also operate within a broader institutional setting with multiple 

objectives and stakeholders which influences the nature and efficacy of the educational 

interventions (Pittaway, Luke & Cope, 2007; Wraae & Walmsley, 2020). Operating in such 

complex and ambiguous environments undoubtedly impacts many aspects of 

entrepreneurship education (Ramsgaard et al., 2023; Thomassen et al., 2020a; Toutain et al., 

2017). These include questions to do with the agency of EET practitioners, their perceived 

roles, and practices they enact in various institutional contexts (Fiet, 2001; Neck & Corbett, 

2018; Seikkula‐Leino et al., 2010; Wraae et al., 2021). 

 

It follows that within challenging institutional environments, like in Sub-Saharan African 

developing countries, informal EET practitioners that help support and empower marginalised 

women into gainful entrepreneurial activities. Yet within the embryonic research on 
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entrepreneurship educators, little is known about the practices enacted by informal EET 

practitioners in such challenging contexts. Extant research suggests that in such contexts, non-

usual actors supporting disadvantaged entrepreneurs often become institutional 

intermediaries, providing vital services that help entrepreneurs navigate institutional voids 

(Mair & Marti, 2009; Sydow et al., 2022). Further, given the nature of challenges faced, other 

research suggests that such actors become institutional entrepreneurs (Garud et al., 2007). 

They undertake the institutional work of purposively creating, maintaining, and disrupting 

structures that govern behaviour and outcomes in society (Lawrence & Suddaby, 2006). In 

contexts of severe institutional voids, such institutional work may require “wraparound” 

approaches that encompass a range of complementary actions to enhance the wellbeing and 

empowerment of underprivileged groups (Mair & Marti, 2009). 

 

In this vein, this paper addresses the following two-part research question: how and through 

what practices do informal EET practitioners a) promote the gainful participation of 

marginalised women in entrepreneurship? and b) support processes of female empowerment 

in challenging institutional contexts? To achieve this, we conducted an inductive study 

drawing on interviews and a focus group with twelve informal EET practitioners in Uganda. 

Uganda is a low-income East African country with well-known institutional voids associated 

with poverty, gender inequality, and a history of economic, military, and political challenges. 

 

By focusing on practices enacted by informal EET practitioners in complex institutional 

contexts, we build on discussions emphasising the importance of practice (Champenois et al., 

2020) and context (Welter, 2011; Welter et al., 2019). This is within the realm of 
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entrepreneurship research, particularly EET research (Ramsgaard et al., 2023; Thomassen et 

al., 2020a). Further, we respond to calls highlighting the potential of the unique context of the 

sub-Saharan African region to contribute novel insights to mainstream business research and 

theory (Okafor & George, 2016). Accordingly, this paper advances two key contributions. 

First, drawing on empirical evidence, we specify a range of novel complementary actions that 

educators undertake, including pre-and-post the main instructional EET part. These are 

pivotal to empowering and enhancing gainful participation of marginalised women in 

entrepreneurial activities. This allows us to advance the conceptualisation of informal EET 

practitioners as institutional entrepreneurs who undertake institutional work that goes beyond 

core teaching. Second, we propose a grounded model that illuminates mechanisms of 

institutional work through which informal EET contributes to processes of empowerment and 

emancipation among disadvantaged women in challenging contexts (Dungey & Ansell, 2020; 

Santos et al., 2019). 

 

The remainder of the paper is organised as follows: the theoretical background covers key 

concepts from extant literature, before the methodological approach is set out. The findings 

and their discussion provide a basis for our conclusions and proposed implications, and 

avenues for future research.   

 

THEORETICAL BACKGROUND  

Developments in Entrepreneurship Education and Pedagogy: The Role of Educators  
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Entrepreneurship education and pedagogy has undergone significant evolution over the last 

forty years – developing from a largely teacher-centred education focused on teaching about 

entrepreneurship (Hägg & Gabrielsson, 2020). Drawing on the key pillars of the 

entrepreneurship teaching model (Fayolle & Gailly, 2008), Hägg and Gabrielsson (2020) 

outline recent developments in entrepreneurship education. They show that since the 2010s, 

entrepreneurship education has become increasingly learner-centred with pedagogy 

extending beyond new venture creation to include broader entrepreneurial competencies. 

These include learners seeking to develop broad entrepreneurial competencies such as the 

entrepreneurial mindset, that are useful as life skills, beyond business contexts (Casulli, 2022; 

Mawson et al., 2023). A key EET development has been “a shift from how to teach 

entrepreneurship towards how students can learn valuable lessons for life through 

entrepreneurial education” (Hägg & Gabrielsson, 2020, p. 839). Here, scholars highlight 

innovative developments including the use of scaffolded experiential learning approaches 

(Bosman, 2019; Neergaard & Christensen, 2017; Pittaway et al., 2023), guided learning 

(Hägg, 2020), engaging students as co-learners (Verduijn & Berglund, 2020), pedagogical 

nudging (Neergaard et al., 2021) and mindset training (Casulli, 2022; Mawson et al., 2023).  

 

Other research underlines the changing role of the entrepreneurship educator, where greater 

emphasis is placed on content aggregation to support customised student learning according 

to “individual student interests, motivations and needs… with the learner directly involved in 

the entrepreneurial learning process” (Henry, 2020, p. 671-2). Bell (2022) also advocates for 

the espousal of a humanist positive whole-person approach in entrepreneurship education, 

while Walmsley and Wraae (2022) point to the empowerment and emancipatory potential of 
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entrepreneurship education. Considered together, these developments have significant 

implications on the role of EET practitioners in such processes. 

 

Overlooked in EET research, however, is the less-formal business training, commonly 

addressed from a performance implications perspective (Idris et al., 2023). Generally, 

informal EET encompasses programmes that are usually unaccredited and do not lead to 

certification, while formal EET is often credit-bearing education, mostly ‘about’ 

entrepreneurship with less focus on practical entrepreneurial activity (Matlay, 2008). 

Crucially, informal EET provisions primarily foster entrepreneurship skills and 

entrepreneurial practice (Solomon, 2007). Given their focus on supporting practical 

entrepreneurship, informal EET provisions are prevalent within capacity building agendas for 

developing countries (Arthur & Adom, 2019; Koyana & Mason, 2017; McKenzie, 2021). 

However, limited research has explored this from an EET perspective. Amid the pedagogical 

developments discussed above, the role of context has also been highlighted as pivotal in 

gaining a fuller understanding of EET (Ramsgaard et al., 2023; Thomassen et al., 2020). As 

such, a critical exploration of contextual dimensions of EET is essential to understand 

informal EET in developing countries. 

 

Entrepreneurship Education Context: Influences on Educators 

To enact practices that contribute to learners’ development, context is a critical factor for 

entrepreneurship educators to consider in the design and delivery of EET (Hannon, 2018; 

Thomassen et al., 2019). Extant research acknowledges that EET educators are embedded 

within contexts comprising students, educational processes, institutions, and the community, 
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wherein they engage in a series of dialogic relationships that, in turn, influence their role 

(Jones & Matlay, 2011; Wraae & Walmsley, 2020). To enhance context framing, within 

research that calls for increasingly humanist approaches in EET (Bell, 2022; Henry, 2020), a 

key aspect of context commonly excluded from literatures is the learner’s context at the 

personal level, including personal circumstances, motivations and needs.  

 

For informal EET practitioners, the complex interactions between various levels of context 

may have significant impact upon the design and delivery of EET, particularly where learners 

are vulnerable and operating within wider contexts of disadvantage. Such vulnerable learners 

may include: the impoverished, illiterate or semi-illiterate groups, or remote rural dwellers 

seeking gainful entrepreneurship opportunities (Chauke, 2015; Gavigan et al., 2020; Koyana 

& Mason, 2017; Lourenço et al., 2014; Santos et al., 2019); women operating in extreme 

poverty or experiencing gender-based vulnerability such as women engaging in sex-work or 

experiencing gender-based violence (O’Neill et al., 2013); and refugees or women in post-

war areas (Akello, 2013; Mukasa, 2017), among others. With such cases, research suggests 

that tailored interventions - rather than generic EET - tend to offer more beneficial outcomes 

(Elert et al., 2020). 

 

In addition, within challenging environments, the interaction of context levels may result in 

outcomes that call for the extension of the scope of EET beyond teaching. Thus, for the 

women in personally vulnerable contexts operating in challenging meso contexts (O’Neill et 

al., 2013), informal EET practitioners may require undertaking purposive engagement activity 

at the recruitment stage before such potential learners can enrol and embark on the main EET 
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offering. Here, in considering the pertinent factors at both the personal and meso contexts, the 

scope expands beyond educational content to include the practices that EET practitioners 

enact in response to contextual demands. Similarly, Wraae and Walmsley (2020 p. 263) find 

that in dealing with multiple stakeholders in the community and their institution, educators 

viewed their role as one that includes many “quasi-liaison” tasks.  

 

Thomassen et al. (2019) further note that considerations of context also help EET practitioners 

understand which contextual elements can be influenced proactively and which must be 

adhered to. This suggests that entrepreneurship educators will often need to evaluate 

contextual structures and undertake agentic practices towards the achievement of desired EET 

learning objectives and outcomes (Fiet, 2001; Neck & Corbett, 2018; Seikkula‐Leino et al., 

2010; Wraae et al., 2021). Building on the empowerment and emancipatory potential of 

entrepreneurship education (as highlighted by Walmsley and Wraae (2022)), this suggests 

that in certain contexts, entrepreneurship educators may require to undertake tasks that qualify 

as institutional work. This is of particular relevance within developing countries where 

institutional environments are less developed, highlighting the need for research in such 

contexts to illuminate the agentic work that EET educators undertake in response to prevalent 

institutional structures. In Uganda particularly, EET may work to support female 

entrepreneurial engagement by specific groups facing barriers and constraints defined by 

institutional structures. This includes women facing barriers to labour market participation, 

such as marginalised female war survivors in the north (Akello, 2013; Mukasa, 2017); rural 

women entrepreneurs (Gavigan et al., 2020); necessity entrepreneurs (Langevang et al., 
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2012); and females whose agricultural output is largely constrained by patriarchal power and 

societal norms (Lourenço et al., 2014). 

 

Institutional Work in Entrepreneurship Education and Training  

In many developing countries, a myriad of institutional factors combine to create and 

exacerbate disadvantage along gender lines. For example, laws governing inheritance or 

property rights can (re)produce relative disadvantage and impact upon women’s ability to 

fund their participation in formal EET (Anosike, 2019). Domestic roles, ‘gender-appropriate’ 

roles for work, and social interactions interfere with or greatly constrain women’s engagement 

with EET programmes (Amine & Staub, 2009; Arthur & Adom, 2020; Gavigan et al., 2020; 

Koyana & Mason, 2017; Lourenço et al., 2014). As part of capacity building efforts within 

development assistance, such concerns have led to a surge of informal EET interventions in 

many countries that tend to focus on supporting entrepreneurs from disadvantaged - or 

marginalised - groups (Arthur & Adom, 2020; Koyana & Mason, 2017; McKenzie, 2021). 

Implemented by policy and development practitioners, the objective of these programmes is 

to develop practical entrepreneurial abilities and skills that enhance gainful entrepreneurial 

activity. Among other development outcomes, these programmes aim to increase income 

generating activities to enable financial independence, empowerment, and emancipation 

(Dungey & Ansell, 2020; Gavigan et al., 2020; Koyana & Mason, 2017; Lourenço et al., 

2014).  

 

Within such contexts, this renders informal EET institutional work - “the purposive action of 

individuals and organizations aimed at creating, maintaining and disrupting institutions” 
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(Lawrence & Suddaby, 2006, p. 215), with those undertaking institutional work termed 

‘institutional entrepreneurs’ (Battilana et al., 2009; Garud et al., 2007). Viewed from this 

perspective, EET in challenging institutional contexts may be conceptualised as work that 

disrupts extant structures of disadvantage and endeavours to build towards structures that are 

fairer for their targeted learner entrepreneurs, such as marginalised women. Indeed, extant 

research on EET also highlights self-efficacy and entrepreneurial performance outcomes, 

thereby enhancing individual and collective empowerment and emancipation (Adom & 

Anambane, 2019; Alkhaled & Berglund, 2018; Dungey & Ansell, 2020; Gavigan et al., 2020; 

Koyana & Mason, 2017; Lourenço et al., 2014). However, research is yet to clearly identify 

the specific practices and mechanisms of the institutional work undertaken by informal EET 

practitioners. Further, links between these informal EET practices and wider empowerment 

and emancipation processes and outcomes require to be illuminated. 

 

Previous research on institutional work in challenging institutional contexts highlights the 

need to adopt creative approaches to overcome barriers (Mair & Marti, 2009; Sydow et al., 

2022). In addition, research has found that institutional work undertaken in contexts 

characterised by severe institutional voids may require combinations of complementary 

actions to comprehensively and sustainably enhance the wellbeing and empowerment of the 

target underprivileged groups (Mair & Marti, 2009). While the literature identifies capacity 

development and community development as critical (Lovat & Toomey, 2009; Pigg, 2002; 

Schuftan, 1996), further empirical research is necessary to better understand how the practices 

and mechanisms of informal EET contribute to these themes. This is especially the case for 

marginalised women whose pursuit of empowerment may be more challenging; requiring that 
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women are afforded expanded access and control over three related dimensions of resources, 

agency, and achievement amid a history of entrenched disadvantage (Bruton et al., 2010; 

Kabeer, 1999). 

 

METHODOLOGY  

 

To address this relatively under-theorised issue, our research lends itself to an inductive 

qualitative study (Gioia et al., 2013) to attain a deeper understanding from the perspective of 

informants (Cope, 2005; Creswell & Poth, 2016). We conducted fieldwork in Uganda, a 

developing economy whose institutional environment presents a suitable empirical context 

for our research question. Research documents that several institutional challenges constrain 

the socioeconomic endeavours of women in Uganda (Namatovu et al., 2012). In recent years, 

the incidence of female breadwinners (often operating as necessity entrepreneurs) has 

increased (Lourenço et al., 2014) as a result of endemic political instability that precipitated 

social displacements, unemployment, and large-scale male migration from rural to urban 

areas (Spitzer & Twikirize, 2013). Also, the continued weak implementation of government 

policies has limited women to informal, micro, and short-lived enterprise (Komunte, 2015). 

Other barriers include the lengthy and inflexible business registration procedures and 

discriminatory socio-cultural conditions – with limited access to inheritance rights for women 

(Namatovu et al., 2012). The latter is further linked to banks’ inflexible financial products 

that require collateral (Fred et al., 2018). Given that the majority of Ugandan women 

entrepreneurs do not access formal entrepreneurial training, it is argued that their skills are 

inadequate for successful business development and operation (Komunte, 2015; Langevang 
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et al., 2012). These challenging institutional conditions have resulted in the need for basic 

EET, commonly delivered by third sector organisations, development practitioners and 

volunteers (Gavigan et al., 2020). This study draws on data from a sample of EET 

practitioners that work with disadvantaged women in this context. 

 

Participant Selection Approach 

Participants were selected purposively considering they had lived experiences relevant to our 

research question (Cope, 2005). Their demographics ensured heterogeneity (Annex I), 

capturing different fields of informal entrepreneurial teaching, at multiple levels, and from 

varied geographical regions of the country, critical for the reliability of the study and 

generalisation of findings (Creswell & Miller, 2000). Regarding their professional work, there 

was a Christian spiritual leader, a primary school teacher, a professional accountant, three 

secondary school teachers, a business consultant, a university lecturer, two business managers 

and two housewives. In terms of education, one attained advanced secondary school, three 

possessed tertiary professional training, and seven were Bachelors and Postgraduate 

university graduates. For societal responsibilities, one runs a community-based association 

and the other is a community leader (local council chairperson). The Uganda Women 

Entrepreneurs Association from which majority of the participants attained entrepreneurial 

training served as an access route, however, the rest of the participants were contacted through 

snowballing.   

 

Data Collection  
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We drew from several data sources including individual interviews, the focus group, 

participant observation, and field notes to enable data triangulation and credibility (Korstjens 

& Moser, 2018). The individual interviews lasted between one hour to 90 minutes and closed 

at twelve participants when apparent data saturation was attained with additional data found 

to essentially mirror previous interviews (Saunders et al., 2018). The focus group involved 

seven of the 12 interview participants and field notes were taken to further support and 

validate data collected (Creswell & Miller, 2000). Participant observation took place at 

participants’ premises of operation. All interactions were conducted in English. During 

recruitment, all participants were informed of the study’s purpose and written consent was 

obtained, not only ensuring that ethical research guidelines were met, but also mitigating 

against participant reticence and promoting sincere responses (Korstjens & Moser, 2018). 

Throughout, the field researcher assumed the role of a neutral listener and observer, allowing 

participants to raise issues they felt were relevant and intervening only to seek clarifications 

or refocus deviations (Cope, 2005). 

 

Data Analysis  

To achieve a trustworthy thematic analysis (Nowell et al., 2017), a step-by-step grounded 

analysis was undertaken following (Gioia et al., 2013). First, data were transcribed verbatim, 

and codes were assigned to statements that captured participants’ experiences (Creswell & 

Poth, 2016). Secondly, the coded units of meaning were scrutinised and only those deemed 

relevant for the study were selected for further analysis. Here, we rigorously examined the 

coded units to generate themes in relation to the practices enacted by participants. Thirdly, 

emerging themes shown in Figure I (see Annex III for the expanded version) built into the 
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final aggregated themes from which the conceptual model (Figure II) emerged based on 

analytical findings and their interpretations (Korstjens & Moser, 2018). 

 

[Insert Figure I here] 

 

FINDINGS  

 

This study explored the practices of informal EET practitioners to understand how their 

enacted practices promote the gainful participation of marginalised women in 

entrepreneurship, and support processes of female empowerment and emancipation in 

challenging institutional contexts. Our analysis highlighted three aggregate themes (Figure I). 

The first two aggregate themes constitute different informal EET, and other complementary 

practices enacted to foster participation and empowerment: pre-EET (engaged outreach) and 

during EET (entrepreneurial capacity building). The third aggregate theme focuses on post-

EET practices: entrepreneurial community building.  

 

Pre-EET: Engaged Outreach  

 

Our findings highlight three practices enacted by EET practitioners pre-EET: targeted 

recruitment, collaborating with partners and intermediaries, and co-defined learner-centred 

outcomes. 
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Targeted Recruitment. First, in their targeted recruitment practices, we find that EET 

practitioners purposively recruit disadvantaged women, indicating a specific intention to 

generate broader change. For example, P5 who operates within post-conflict districts 

specifically recruits ex-combatants, people experiencing conflict-related trauma and child-

mothers (women ostracised because of raising ‘fatherless’ children - often following rape or 

rebel abduction). Similarly, P4 specifically targets young female school-leavers, introducing 

them to “tailoring and catering, to help them acquire knowledge they require to earn a living 

to survive.” While there are many reasons behind the incidence of girls leaving school early 

in Uganda, many do so due to teenage pregnancy or early marriage. Other EET practitioners 

target housewives without an independent income, refugees, and sometimes even employed 

women seeking opportunities to enhance their financial wellbeing: “If they have jobs, it’s 

something extra to add unto what they earn” (P6).  

 

To boost enrolment chances, the informal EET practitioners employ advertising tactics that 

enhance direct accessibility to the educators. P2, for example, uses colourful photos and 

posters, attracting interested learners. She notes: “They normally see what I do from the 

posters at my salon and get interested, and request to do trainings.” More innovatively, P12 

acts as her own marketing ambassador: “I wear what I make, and some find me sewing at the 

workshop”. A more prevalent mode of recruitment that EET practitioners leverage on, is word 

of mouth, including online presence: “I market myself on social media platforms like 

Facebook and WhatsApp. That is how they find me. For example, TASO [The AIDS Support 

Organisation] found me from Facebook.” (P9). In these contexts, beyond mere awareness, 

referrals can be an effective way for targeted recruitment, as P8 observes: “Referrals from 

individuals and NGOs that work with other networks recommend my services to each other.”  
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Collaborating with Intermediaries and Partners. The second pre-EET practice under 

engaged outreach involves collaboration with other actors. P12 highlights just how effectively 

this can work in challenging contexts: “We go to the L.Cs [Local Councils, village-level 

community leaders] asking for people we can train a skill.” P5 also notes that working with 

The Private Sector Foundation Uganda exposed her to The Uganda Women’s 

Entrepreneurship Association (UWEAL) and the opportunity to deliver agriculture and craft 

training. Our findings suggest that the engaged outreach undertaken by EET practitioners is 

more than a micro-scale practice. Rather, it entails a cooperative and collaborative approach 

(with formal partners and intermediaries such as NGOs or development organisations, in paid 

or voluntary roles) which aims to contribute to wider empowerment efforts and broaden the 

pool of potential learners (through access to databases). For instance, P3 illustrates: “I 

volunteered as a trainer in many instances when I worked with UWEAL.” P12 adds: “When I 

joined efforts with the NGOs, the first job I got was in Action for Development directed at 

women.” Other educators also directly apply for advertised remunerated positions for 

entrepreneurship educator roles within government or NGO projects while others cited being 

approached by such organisations through referrals or as a result of exposure such as through 

social media.  

 

Co-defined learner-centred outcomes. Crucially, findings suggest that the engagement 

practices of EET practitioners entail working with potential learners to co-define learning 

outcomes in-line with learners’ needs and aspirations. Effectively, the intention is decidedly 

not to deliver pre-packaged EET. Here, EET practitioners firstly expose learners to potential 

positive outcomes in order that learners are better able to visualise how EET may help them 
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and how learning may be implemented in their lives. P2, focusing on women in post-conflict 

rural districts narrates: “I tell the women who are traumatised, ‘You are still traumatised 

because you don’t have a source of money. If you’re able to meet your basic needs, you’re 

able to pay your children’s school fees, those thoughts will stop crossing your mind’.” 

Similarly, P4 highlights the impact of entrepreneurial activity at household levels: “My role 

is to improve on the livelihood of women in our community with challenges in sustaining a 

job and a home. I understand their challenges because I’ve been working as a community 

leader and open my home as a demonstration site. I use mushroom growing as a home cottage 

industry to show these women the need to have some income to contribute to their homes as 

they do other chores at home or other businesses.”  

 

EET practitioners provide choice and voice to enable increasingly learner-centred outcomes. 

P7 notes: “For every step of my training, people are made aware of opportunities. My first 

result is arousing interest once they’re exposed to a variety of skills. These varied skills 

become options when the time comes to choose their life careers.” The learner-centred 

approach also enables the women to exercise choice in customising and adapting course 

content, in-line with individual needs and interests. P6 offers technical guidance, noting “I 

always encourage that when they choose crop husbandry, they do animal husbandry as 

well because whatever the crop industry needs, can be provided for by the animal husbandry 

and vice versa”. P6 adds that the women choose “what they want to start with.” At a more 

practical level, P5 indicates where learner-centred preferences are pivotal: “Most of these 

women are semi-literate, they prefer I use the local language.”   
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Considered together, pre-EET practices appear to be necessitated by the inhibiting contexts 

of the targeted learners. These practices, however, serve to create the conditions that enable 

the delivery of EET to hard-to-reach women in contexts of disadvantage that is learner-

centred with empowerment potential. Indeed, all participants exhibited a strong desire to help 

empower the less fortunate through EET. For example, P8 defines the EET they practice as 

“teaching others the entrepreneurship skill that you know, to better their lives”. 

 

During-EET: Entrepreneurial Capacity Development 

 

During the delivery of EET, EET practitioners enact specific entrepreneurial capacity 

development practices – including technical, business and soft skills - to ensure increasingly 

holistic development (Annex II). Findings reveal two key practices during this stage: 

scaffolded experiential learning and person-centred support.  

 

Scaffolding learning. This practice highlights three teaching practical methods that include 

experiential staged learning, facilitated peer learning, and coaching. In experiential staged 

learning, EET practitioners help develop hands-on skills through illustrative and participatory 

learning practices. P7 observes: “We elaborate many things in uncomplicated language … 

they see the production process and know what can be done. So, they get experience touching 

with their hands, tasting, smelling, everything!” This is coupled with peer-learning and site 

visits to facilitate social learning through accumulation of social capital (experienced 

entrepreneur to aspirant entrepreneur), which enables sharing, complementing, and learning 

through networking. EET practitioners employ role models or assume the position of role 

models, providing aspirational examples that substantively enable an ‘it is possible’ narrative: 
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“I give them role models so that they see how [the role models] come up with their businesses, 

to gain guidance and information to do better.” (P1). Through coaching, EET practitioners 

support goal-orientated learner-centred development in specific areas: “I will hold your hand, 

but you will do the work. I am like the glue that holds your pieces together and helps you with 

where you want to go.” (P3). 

 

Person-centred support. Findings also suggest a move from a learner-centred approach to an 

increasingly person-centred form of support. EET practitioners offer learning aligned with 

need, critical for processes of empowerment in institutionally challenging contexts (Gavigan 

et al., 2020; Lourenço et al., 2014). Further indications of this move towards empowering, 

person-centric support are found in EET practitioners offering training for reduced or no fees: 

“There’s a family of a young girl whose mother died... So, the girl and her six siblings didn’t 

have anything. In such a scenario I can’t ask for anything from such a person. I just give. So 

many times, I’ve found myself in scenarios such as these. I tell them to come and train so that 

they are able to acquire skills to sustain themselves.” (P5). They also provide advice and 

mentorship as P8 narrates, “We guide entrepreneurs on where to improve in their SMEs.” 

Lastly, they also sponsor and chaperon their learners, building towards further development 

of their EET skills: “whenever I have an opportunity with an organisation with offers for 

development, I identify students with the right mindset and engage them.” (P3)  

 

Post-EET: Entrepreneurial Community Development   

 

The post-EET community development process reveals two practices geared towards 

sustaining woman-to-woman connections and interdependence: promoting social 
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mobilisation and advocacy and building a sustainable pipeline of institutional entrepreneurs. 

These actions suggest outcomes beyond individual entrepreneurial proficiency; they suggest 

impact at the collective level (Alkhaled & Berglund 2018; Inglis, 1997; Rubyutsa et al., 2023).  

 

Promote social mobilisation and advocacy. This is achieved by organising group action and 

building partnerships to foster sustainable empowerment outcomes. In organising for group 

action, EET practitioners work to identify resources to support and sustain group activities. 

P3 discloses, “We have government, Private Sector Foundation, and World Bank grants for 

those that come as a group.” Additionally, they introduce processes to enable market 

participation, peer support and mitigate against competition. For example, P11 explains how 

they “categorized them into clusters so as to have a standard price so that they weren’t 

exploited.” P10 adds, “The small, struggling groups with no focused goal, we encourage them 

to work together and get them market.” In building partnerships, the outcomes of EET extend 

beyond the individuals supported to impact the wider communities in which they are situated, 

helping tackle structures of disadvantage: “Now the L.Cs [Local Council community leaders] 

welcome the fact that we are able to give school dropouts skills to start in life, of course this 

also develops the community.” (P11). 

 

Build a sustainable pipeline of institutional entrepreneurs. EET practitioners also extend 

into community development as the learners and alumni are further encouraged to offer 

informal peer accountability and support as well as undertake institutional work. Here, they 

identify ‘fast learners’ - those well placed to pass on acquired knowledge to peers: “I picked 

three groups of women and trained them for free, as a start-up kit to train others.” (P12). 

Further, EET practitioners support and resource sustainable and scalable EET and outcomes 
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thereof by, for example, “preparing books with templates and drawings that ease people’s 

work; something they can look at and easily transfer into a design.” (P12). Moreover, EET 

practitioners also nurture role models and ambassadors, as P11 confirms: “What I consider as 

success is when somebody becomes a role model in the community.” This is reinforced by P4: 

“When my student becomes a community role model, I refer her colleagues to her.” P2 spoke 

proudly of a former learner that has since advanced to gain a strong political position that she 

uses to represent the interests of disadvantaged women nationally, beyond being a highly 

inspirational feat: “One of those women went back to school, stood for Member of Parliament 

and is working in the president’s office now.” EET practitioners enact practices that seek to 

not just support individual disadvantaged women but build collective capacity to effectively 

challenge institutions responsible for such disadvantage. 

 

DISCUSSION   

 

We sought to understand how informal EET practitioners promote both the gainful 

participation of marginalised women in entrepreneurship and support processes of female 

empowerment in challenging institutional contexts. Based on our analysis, we make two key 

contributions. First, we position EET practitioners as institutional entrepreneurs. Second, we 

develop a grounded model capturing practices enacted by EET practitioners that illuminate 

the ways in which EET can contribute to processes of empowerment and emancipation 

(Figure II).  

 

Informal EET Practitioners as Institutional Entrepreneurs 
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Our findings demonstrate that the practices of EET practitioners indeed align with definitions 

of institutional work (Lawrence & Suddaby, 2006), and institutional entrepreneurship 

(Battilana et al., 2009; Garud et al., 2007). Firstly, through a targeted approach to engaged 

outreach (pre-EET), they specifically recruit marginalised women with intersecting 

vulnerabilities (trauma victims, refugees, child-mothers, women with limited education, for 

example). In enacting this, EET practitioners work to effectively challenge structures of 

disadvantage and address the discriminatory socio-cultural conditions (Namatovu et al., 2012) 

and their resulting constraints. These constraints include, for example, business skills 

deficiencies (Komunte, 2015) that inhibit the participation of women in gainful 

entrepreneurship. Further, EET practitioners indicate a meaningful orientation towards 

helping women “better their lives” (P8) in the face of severe disadvantage through ‘beyond 

teaching’, person-centred support. Additionally, EET practitioners work to continually 

confront institutional structures that create and perpetuate disadvantage among marginalised 

women. Building on research highlighting agentic actions of entrepreneurship educators 

pertaining to education aspects (Fiet, 2001; Neck & Corbett, 2018; Seikkula‐Leino et al., 

2010; Thomassen et al., 2020; Wraae et al., 2021), we illuminate how EET practitioners in 

challenging contexts further expand on EET to undertake wider institutional work. 

 

Indeed, we find that this institutional work extends beyond the micro level, as EET 

practitioners enable cascading outcomes within the entrepreneurs’ wider community in 

distinct ways. First, they engage with wider stakeholders, including community leaders and 

other intermediaries, at the recruitment and enrolment stages (pre-EET). Second, post-EET, 

through community development work, they mobilise their alumni female learner 



 26 

entrepreneurs into a growing and impactful collective. These findings resonate with research 

that highlights how female entrepreneurs acting with others can achieve collective 

empowerment and emancipation from oppressive structures (Alkhaled & Berglund, 2018; 

Rubyutsa et al., 2023). Indeed, our findings further align with research from adult education 

that argues that educators enable emancipation when they ‘become part of the power struggle 

of an oppressed people’ (Inglis, 1997). Our findings show how EET practitioners support such 

empowerment and emancipation processes in a sustainable way through the engaged outreach 

and recruitment, person-centred capacity building, and community and pipeline building 

activities they undertake. In this case, emancipation is not ‘brought’ by an educator, rather, it 

‘emerges from within the oppressed themselves’ (Inglis, 1997). 

 

Informal EET Practices and Female Empowerment Outcomes: A Grounded Model  

 

Building on the previous discussion, our findings have identified novel complementary 

practices, enacted by EET practitioners before, during and after the conventional instructional 

part, that illuminate the ways in which EET can contribute to processes of empowerment and 

emancipation (Figure II). We note that these practices, in many ways, align with and enrich 

recent innovative developments in EET scholarship more widely. 

 

Our findings highlight that, in view of the challenging contexts that marginalised women 

operate within (thus rendering them hard-to-reach, seldom-heard and easy-to-ignore (Fluegge 

et al., 2019)), EET practitioners as institutional entrepreneurs are proactively impelled to act. 

They introduce and enact a number of pre-EET ‘wraparound’ engagement outreach practices 

that seek to overcome the institutional forces that disadvantage and marginalise such women. 
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They do this through targeted recruitment, collaboration with intermediaries and partners, and 

working with learners to co-determine learning outcomes. These, in turn, enable 

disadvantaged and marginalised women to access the entrepreneurial capacity development 

programmes offered by EET practitioners. In the absence of engaged outreach, we propose 

that female disadvantage and marginalisation fundamentally inhibits pursuit of 

entrepreneurial capacity development (Figure II), perhaps partly explaining the high 

incidence of women’s entrepreneurial failure in Uganda (Komunte, 2015).  

 

[Insert Figure II here]   

 

Building on broader higher education literatures on widening participation (Fluegge et al., 

2019; Scull & Cuthill, 2010), we highlight the critical role of engaged outreach in the 

wraparound practices. Here, the complementary practice of co-defining (practitioner and 

learner) learning outcomes in-line with learners’ needs and aspirations as posited by recent 

EET research (Henry, 2020; Verduijn & Berglund, 2020). We propose that together, these 

engaged outreach practices lay a strong foundation for the next stage, entrepreneurial capacity 

development (during EET). 

 

During-EET, to support learning, informal EET practitioners employ scaffolded experiential 

approaches (Bosman, 2019; Neergaard & Christensen, 2017; Pittaway et al., 2023) and 

person-centred support, bearing out Bell’s (2022) vision of a whole-person approach in EET. 

Complementing EET research (Hägg, 2020; Neck & Corbett, 2018), we find that in scaffolded 

experiential learning, EET practitioners employ peer-learning, coaching, and guiding 

approaches to enable the development of applied entrepreneurial capacity. Further, our 
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findings describe an increasingly person-centred support (Henry, 2020), where learning is 

customised, based on learners’ individual interests and needs co-designed with the learners. 

We extend the positive person-centred advances by highlighting that EET practitioners in 

challenging contexts adopt a more holistic whole-person approach by specifically considering 

their learners’ position of disadvantage and marginalisation. Indeed, for some EET 

practitioners, they adopt an empathy-driven approach, demonstrated by the provision of low 

or no cost training opportunities for those in greatest need.  

 

Based on our findings, we posit that entrepreneurial capacity development practises enacted 

by EET practitioners aid female empowerment processes since they promote the gainful 

participation of marginalised women in entrepreneurial activities. This allows marginalised 

women to secure a livelihood and greater autonomy to meet their needs as well as enjoy other 

social and wellbeing benefits of economic participation, including competence, esteem, and 

extended social connections. In turn, this means that entrepreneurial capacity development 

works to mitigate against severe female disadvantage and marginalisation afflicting women 

in the respective communities (Figure II). This enables greater access to resources, agency, 

and achievement in line with the women’s empowerment framework (Bruton et al., 2010; 

Kabeer, 1999). Subsequently, such melioration of severe female disadvantage and 

marginalisation will work to abate contextual factors that inhibit access to entrepreneurial 

capacity development which would further enable a virtuous cycle in processes of 

empowerment and reduction of disadvantage. 

 

Still, extant research shows that capacity development interventions at the individual level are 

limited (Al‐Dajani et al., 2015; Pigg, 2002). Thus, capacity development has increasingly 
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been implemented at meso and macro levels (Kühl, 2009; Vallejo & Wehn, 2016), and 

includes efforts to build collective strength, advocacy, and expand choice (Lovat & Toomey, 

2009; Pigg, 2002; Schuftan, 1996). Findings demonstrate that EET practitioners as 

institutional entrepreneurs move beyond individual-level capacity development, enacting 

community development practices that promote social mobilisation and advocacy. This 

includes organising for social action and building partnerships that facilitate conscientisation 

and wider community engagement. Such practices have been argued to move beyond 

empowerment towards more substantive emancipation. In this thread, empowerment 

enhances greater autonomy for individuals within given institutional structures while 

emancipation seeks to change such structures to enhance collective freedom (Alkhaled & 

Berglund, 2018; Inglis, 1997; Rubyutsa et al., 2023).  

 

Furthermore, research from these challenging institutional contexts cautions that 

interventions with empowering intentions may inadvertently have disempowering outcomes. 

These include entrenching dependency and the introduction of structures that may introduce 

new constraints on participants’ agency and alternatives (Al‐Dajani et al., 2015; Lovat & 

Toomey, 2009). Our findings, however, highlight practises that may militate against such 

outcomes. In line with their role as institutional entrepreneurs, we establish that EET 

practitioners proactively enable the development of an increasingly sustainable pipeline of 

institutional entrepreneurs by developing the women as accountable peers and future trainers. 

This aligns with studies that affirm that true emancipation must emerge from within the 

oppressed themselves (Inglis, 1997). Building on these advances, we contribute to EET and 

institutional entrepreneurship literatures by highlighting the importance of enabling 

‘institutional entrepreneur pipelines’ in empowerment dynamics.  
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In effect, we posit that in combining individual entrepreneurial capacity development with 

community development work, EET educators bolster the processes of female empowerment 

and emancipation in challenging contexts. Accordingly, this more forcefully combats the 

underlying structures of female disadvantage and marginalisation which in turn fuels the 

virtuous cycle of EET’s contributions to female empowerment and emancipation. In 

illuminating these mechanisms, we expand extant research on entrepreneurship support 

programmes in the Global South that highlights similar dynamics (Al-Dajani & Marlow, 

2013; Mair & Marti, 2009; Rubyutsa et al., 2023). 

 

CONCLUSIONS AND IMPLICATIONS   

 

We investigated practices enacted by informal EET practitioners in fostering gainful 

participation of marginalised women in entrepreneurship and supporting processes of female 

empowerment and emancipation in a challenging institutional context: Uganda. Our inductive 

study offers a rich empirical depiction of their enacted extended practices and a nuanced 

theoretical understanding of the mechanisms through which informal EET can enhance both 

the gainful participation in entrepreneurship and greater empowerment among marginalised 

groups. The analysis unveiled two contributions. First, we extend the conceptualisation of 

informal EET practitioners by demonstrating how their work effectively renders them 

institutional entrepreneurs, rather than mere educators. This is attributed to their intentionality 

and agentic work challenging incumbent institutional structures and fostering change. 

Second, we developed a grounded model illuminating how they concurrently enact engaged 
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outreach, entrepreneurial capacity development and community development. The model 

depicts how they enable marginalised women’s access to capacity development opportunities, 

entrepreneurial competencies and undertake sustainable collective steps towards 

empowerment and emancipation.  

 

We offer implications for EET research and practice. Recent research envisions a more 

person-centred humanist entrepreneurship education (Bell, 2022; Henry, 2020), with 

significant empowerment and emancipation potential in line with similar debates in education 

scholarship (Walmsley & Wraae, 2022). We draw on data from a unique institutional context, 

to empirically bear out propositions as well as extend nuanced theoretical understanding on 

the following research issues: institutional entrepreneurship (Battilana et al., 2009; Garud et 

al., 2007; Lawrence & Suddaby, 2006), development (Kühl, 2009; McKenzie, 2021; Vallejo 

& Wehn, 2016), and empowerment and emancipation (Inglis, 1997; Kabeer, 1999). The 

implication for research here is that drawing on context (Thomassen et al., 2019), especially 

unique institutional contexts, there is much scope to advance theory in entrepreneurial 

education cross-fertilising insights from sister fields.  

 

For policy, notwithstanding concerns relating to entrepreneurship being considered a policy 

panacea, our study shows that informal EET has an important role to play in efforts to enhance 

gainful entrepreneurship and emancipation among the marginalised in society. However, 

amid concerns that such interventions do not work in such contexts (McKenzie, 2021), our 

study proposes that to work effectively, informal EET should be complemented by engaged 

outreach and community level reinforcements. Thus, policy should consider wraparound 

approaches, beyond mere teaching. Furthermore, policy evaluation should place an emphasis 
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on targeted empowerment processes for traditionally marginalised groups (Kabeer, 1999), 

beyond business performance. 

 

This study is, however not without limitations. We acknowledge that the day-to-day practices 

of a small sample of female informal EET practitioners’ working with marginalised women 

in specific contexts within Uganda may be very different from EET in other contexts. While 

this study proffers novel insights, future research, adopting comparative approaches in similar 

or distinct contexts, could offer further understanding on the link between informal EET and 

empowerment or emancipation processes. Further, we recognise that the gender dimension, 

both on the part of the educators and the learners, requires further investigation to fully 

understand the complexity our findings suggest. In all, this study demonstrates that informal 

EET warrants a prominent position in academic, policy and wider debates on the role of 

entrepreneurship and education in modern society. 
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Figure 1: Data Structure  
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Figure II: Mechanisms of EET Institutional Work Contributing to Women’s 

Empowerment and Emancipation. A Grounded Model 

 

 

 

 

 

Source: Figure created by authors  
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