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The Future of Entrepreneurship Education m)
and Training: Some Propositions e

Joern H. Block, Jantje Halberstadt, Nils Hogsdal, Andreas Kuckertz,
and Helle Neergaard

Abstract The education of future entrepreneurs shapes how we will live in the
future. Entrepreneurship education is thus of utmost importance. This paper formu-
lates several propositions and critical insights that we deem especially important for
the current state of entrepreneurship education and its future development. These
propositions concern the goals and target groups of entrepreneurship education as
well as its contents, design, and educator role.

Keywords Entrepreneurship education - Entrepreneurship tools - Entrepreneurship
training - Propositions

1 Introduction

The education of future entrepreneurs shapes how we will live in the future.
Entrepreneurship education is thus of utmost importance. Entrepreneurship educa-
tors and researchers constantly renew tools, interventions, and training programs for

J. H. Block ()
Trier University, Trier, Germany
e-mail: block @uni-trier.de

J. Halberstadt
Vechta University, Vechta, Germany
e-mail: jantje.halberstadt@uni-vechta.de

N. Hogsdal
Stuttgart Media University, Stuttgart, Germany
e-mail: hoegsdal @hdm-stuttgart.de

A. Kuckertz
University of Hohenheim, Stuttgart, Germany
e-mail: andreas.kuckertz@uni-hohenheim.de

H. Neergaard
Aarhus University, Aarhus, Denmark
e-mail: helle.neergaard @mgmt.au.dk

© The Author(s) 2023 1
J. H. Block et al. (eds.), Progress in Entrepreneurship Education and Training, FGF

Studies in Small Business and Entrepreneurship,

https://doi.org/10.1007/978-3-031-28559-2_1


http://crossmark.crossref.org/dialog/?doi=10.1007/978-3-031-28559-2_1&domain=pdf
mailto:block@uni-trier.de
mailto:jantje.halberstadt@uni-vechta.de
mailto:hoegsdal@hdm-stuttgart.de
mailto:andreas.kuckertz@uni-hohenheim.de
mailto:helle.neergaard@mgmt.au.dk
https://doi.org/10.1007/978-3-031-28559-2_1#DOI

2 J. H. Block et al.

entrepreneurship education and adapt them to the specific needs of entrepreneurs and
developments in the entrepreneurship ecosystem.

Generally, entrepreneurship education is on a success trajectory (Kuckertz,
2021), and more and more stakeholders and learners have the opportunity to benefit
from it (Kuckertz, 2013). Moreover, the ongoing digitalization and the situation of a
(post-)pandemic world pose new challenges for entrepreneurship educators and
facilitators (Liguori & Winkler, 2020) and create momentum for innovations in
(digital) entrepreneurship teaching, training, and tools.

It is against this background that we have put together this edited volume. As
entrepreneurship and entrepreneurship education are context-specific (Welter, 2011;
Thomassen et al., 2020) and their conduct and impact vary a lot (Walter & Block,
2016), we made sure to include submissions from multiple institutional and cultural
backgrounds. The edited volume collects these new ideas and makes them available
to the community of entrepreneurship educators, facilitators, and scholars. The
volume is open access, for which we are grateful to Forderkreis Griindungs-
Forschung e.V. (FGF), the largest academic association for entrepreneurship, inno-
vation, and small-and-medium-sized enterprises in German-speaking countries.
Collecting chapters for this volume and managing the review process has been an
exciting and fruitful editorial journey, and we wish to thank all authors, reviewers,
and, most importantly, Carlos Krause as managing editor for their hard work. We
devote the book to Felix Meyerhoff, who passed away during his doctoral studies on
entrepreneurship education. His premature and sad death was the trigger that led to
the call for papers and gestation of this edited book around the future of entrepre-
neurship education.

Rather than summarizing all individual contributions here, we use the opportunity
to reflect on our (subjective) learnings from putting together the volume. This
experience has led us to formulate several propositions and critical insights that
we deem especially important for the current state of entrepreneurship education and
its future development. These propositions concern the goals and target groups of
entrepreneurship education as well as its contents, design, and educator role.

2 The Goals and Target Groups of Entrepreneurship
Education

Proposition 1: Entrepreneurship students not starting businesses after com-
pleting their education is also a good outcome of entrepreneurship education.

Research shows that entrepreneurship education can sometimes reduce students’
entrepreneurial intentions (Von Graevenitz et al., 2010). Students learn what it takes
to become an entrepreneur and may question whether becoming an entrepreneur fits
with their personal goals and life plans and whether it is the right occupational choice
for them. As a result, they develop a more realistic picture of entrepreneurship and
may decide against entrepreneurship, which is an entirely acceptable outcome. Like
every other form of education, the goal of entrepreneurship education is to train
students to become critical thinkers. If, as a result of this critical thinking, students
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decide against entrepreneurship and choose a different career path, that is a good and
desirable outcome as well. In turn, those students who, after a critical reflection
induced by entrepreneurship education, start their own venture should be highly
motivated and persistent in tackling the challenges associated with entrepreneurship,
particularly in the early phases of venture gestation. Some students may also decide
to start a business later in their life after having gained valuable work experience in
established firms. Entrepreneurship education empowers such students to take
responsibility in established organizations by acting as intrapreneurs.

Proposition 2: Entrepreneurship education is not only for business students—
it’s for everyone.

Today, entrepreneurship is related to more than business models and personal wealth
creation. Entrepreneurs play an increasing role in societal well-being as it requires
entrepreneurial thinking and acting to solve society’s urgent problems. Therefore,
entrepreneurship is increasingly connected to sustainability, for example, achieving
the UN’s Sustainability Development Goals (SDGs). We often see people stuck in
discussions concerning today’s issues. What is required, however, are individuals who
develop solutions and get things done: entrepreneurs. They are needed not only in
business and economic settings but also in research, politics, and civil society from all
kinds of disciplines. There is the necessity and potential for entrepreneurial thinking
and acting, characterized by innovation, solution, and action orientation from various
stakeholders—from everyone at best. What does this mean for (future) entrepreneur-
ship education? Thinking that entrepreneurship only pertains to business-related
education is an outdated perspective. Entrepreneurship educators and researchers
should focus more on integrating their knowledge into additional study programs
and interdisciplinary settings. While entrepreneurship-related topics are nowadays
well established in business administration programs, there is still a lot of potential
in other areas such as engineering, social science, and liberal arts. Entrepreneurship
educators need to be aware that a perceived focus on business generation as a goal of
entrepreneurship education may limit access to other disciplines, while a broader
focus on the term innovation may pave the way into other departments and faculties.

Proposition 3: Entrepreneurship education has goals beyond creating
high-growth ventures.

Since the turn of the century, the number of entrepreneurship courses and programs
has mushroomed (Barnard et al., 2018). In the early years, entrepreneurship courses
focused on providing the individual with skills for new venture startups, but today
we can find a much broader range of courses focused on, e.g., innovation, design
thinking, and social and environmental concerns. Not only has entrepreneurship
education become much more multidisciplinary (Neergaard et al., 2020), but it has
also started to focus on developing social competence, fostering employability, and
providing strategies for lifelong learning (Neck & Corbett, 2018). Thus, today
entrepreneurship education is much more than just a “factory” for creating high-
growth new ventures.

Proposition 4: Entrepreneurship education should start early and never stop.
Studies show that the foundation for an entrepreneurial attitude can be built in early
childhood (Krieger et al., 2022a, 2022b). Therefore, it needs increasing interest in
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didactical approaches, methods, and tools that can be used in entrepreneurship
education at schools and even in preschool and kindergarten that transcend student
company concepts (Mauer et al., 2017). In addition, there is no reason to stop
entrepreneurship education after university studies are completed. Along with argu-
ments for life-long learning, there is a need to develop, broaden, and strengthen the
competencies that achieve entrepreneurial spirit and action at all ages and positions.
This is why we call for more attention to entrepreneurship education offerings as
continuing training that can also be designed to target professional development
within existing companies and other organizations, capturing it as intrapreneurship
education.

Proposition 5: Entrepreneurship education should celebrate diversity.
Entrepreneurship education should celebrate diversity, addressing different stake-
holder groups with various approaches. One of the challenges receiving increasing
attention is how to address women in entrepreneurship education appropriately. We
still see an insufficient number of women entrepreneurs, which seems to be driven by
differences in attitudes toward entrepreneurship (Steinmetz et al., 2021) and differ-
ences in perceptions of entrepreneurial skills (Abbasianchavari & Block, 2022).
Research further suggests that women are, to a lesser degree, motivated by potential
financial success than their male counterparts (Carter et al., 2003). At the same time,
women are more motivated than their male counterparts when it comes to solving a
problem and a considerable minority sees entrepreneurship as a way to engage for
society (Schneider et al., 2021). Entrepreneurship education could, on the one hand,
specifically focus on women and their (probably) different needs. On the other hand,
approaches focusing specifically on women could lead to the unintended effects of
positioning women as needy or unentrepreneurial and even falsely seeing women as
one homogeneous group. However, instead of developing entrepreneurship educa-
tion approaches tailored to stereotypical expectations, a broader perspective needs to
be applied, appreciating diversity and discussing the effects that different groups
offer. Embracing the different motives and individual paths to entrepreneurship may
open up further target groups beyond business administration students. The possi-
bility to realize one’s own idea resonates with almost 80% of all students, and more
than 20% see entrepreneurship as a way to change the world (Schneider et al., 2021).
This situation makes it even more important to focus on the diversity competencies
of future entrepreneurs and entrepreneurship educators.

3 The Content and Design of Entrepreneurship Education

Proposition 6: Different target groups of entrepreneurship education require
different skills and competencies.

Different target groups of entrepreneurship education require different sets of entre-
preneurial competencies. As seen with EntreComp, the Entrepreneurship Compe-
tence Framework developed by the European Commission (Bacigalupo et al., 2016),
entrepreneurial competencies consist of various skills constituting the building
blocks of entrepreneurship in various combinations—with selected areas being



The Future of Entrepreneurship Education and Training: Some Propositions 5

more relevant for certain entrepreneurial activities. Research and practice should also
increasingly focus on combining entrepreneurship and sustainability competencies
toward broader frameworks as a basis for modern integrative entrepreneurship
education aimed at creating impact.

Proposition 7: Entrepreneurship educators should also teach about
the destructive side of entrepreneurship.

Entrepreneurship creates economic value for society. This positive outcome stems
particularly from innovative and fast-growing new ventures (Block et al., 2017).
However, these ventures have the most considerable potential for destructive effects
producing environmental harm, societal inequality, and other undesirable outcomes
of entrepreneurial action (Kwon & Sorenson, 2021). Therefore, entrepreneurship
educators should not only teach about the positive impact of entrepreneurship but
also reflect on its harmful and destructive aspects (Bandera et al., 2021). The goal is
to educate entrepreneurs who reflect on their behavior and what it means for the
stakeholders and society of their venture. As a result, the outcome of entrepreneur-
ship education would be better, more sustainable startups that help to solve the grand
challenges our society faces today.

Proposition 8: Entrepreneurship education requires existential, experiential,
and transformational learning approaches.

New venture creation educators also tend to draw on experiential and transforma-
tional learning. However, given the change in focus, we need to get beyond these
learning models and start looking at what the students bring with them when they
enter the classroom. We have to understand that not all students are born entrepre-
neurs and that an enterprising mindset needs to be taught in a completely different
way. Students are often unaware of what it takes to become entrepreneurs and do not
realize they possess many necessary characteristics and qualities. Thus, we need to
start focusing on the existential dimension of entrepreneurship. In order to do so, we
need to introduce existential learning as a precursor to experiential and transforma-
tional learning. Existential learning deals with how we as learners relate to the world
and positions the learner as a free and responsible agent, able to determine their own
development. It focuses on how past choices have influenced us and how we
perceive the possibilities and opportunities we meet in life (Neergaard & Robinson,
2020). The existential approach to learning helps learners grow at their own pace and
enhances and refines their existing knowledge base. It supports and extends individ-
ual agency through significant learning experiences and critical self-reflection.

Proposition 9: Entrepreneurship tools are important, but their effects depend
on the students’ experience, education, personal qualities, and the contextual
environment."

A great deal of entrepreneurship education teaches students how to use entrepre-
neurship tools to identify and exploit entrepreneurial opportunities and build

"This idea was developed together with Felix Meyerhoff, who passed away during his doctoral
studies. His dissertation was build around the goal to test these ideas in a rigorous experimental
setting.
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permanently successful ventures. Such tools are, for example, the omnipresent lean
startup or the value proposition design. These tools can guide the entrepreneurial
process and lead to more structured thinking about entrepreneurial opportunities and
challenges. The old saying “a fool with a tool is still a fool” holds true. Thus, it is not
just the tool but the underlying process that students need to learn and practice. One
must be cautious when using such tools as they may produce undesirable side effects
and even constrain creative thinking when misapplied and in the wrong contextual
environment. In addition, their effects may depend on the students’ prior education
and experience as well as their personality and even scientific rigor. A value
proposition canvas can be just a number of formulated assumptions or the results
of weeks for validating or falsifying the underlying hypotheses.

Proposition 10: Entrepreneurship education needs to be evidence-based, not
driven by fads.

Being an entrepreneurship educator is an exciting profession—not only are we
confronted with the latest ideas for changing the world by our students. Also, new
tools and approaches appear every other day, and it is tempting to introduce them in
the classroom immediately. Unfortunately, many of these tools and interventions are
conceptualized without any objective evidence to ground them. This is a potentially
dangerous pitfall—many of us are running the risk of confronting students with
interventions whose effects are unclear at best but that feel somehow fancy, startup-
like, and innovative. Research on entrepreneurship education has seen laudable
attempts in recent years to create an evidence-based fundament for these tools and
interventions. However, educators conceptualizing and revising their courses must
be aware of this research to provide their students with the best possible input. This
edited volume is hopefully a step in the right direction that will allow just doing that.

4 The Role of the Educator

The final proposition concerns the role of the entrepreneurship educator. Ultimately,
it is the teacher who matters. Ineffective teachers achieve poor results. No fancy tool,
(digital) script, or course design can replace a skillful, motivated, and competent
entrepreneurship educator inspiring their students to learn about entrepreneurship as
a career choice and developing the skills needed to solve today’s grand challenges.

Proposition 11: Entrepreneurship educators and practitioners should
be entrepreneurial themselves.

Entrepreneurship education researchers and practitioners should also think and act
entrepreneurially and see the challenges of entrepreneurship education as opportu-
nities to develop, implement, and test innovative teaching. Calling for such educa-
tors does not mean that entrepreneurship educators must start businesses themselves
to act entrepreneurially. Nor does it say that any innovative idea deserves to be
celebrated because it is new and fancy. However, to be a good teacher, entrepre-
neurial entrepreneurship educators should always question their goals, carefully
consider the needs of their specific target group(s), and constantly develop
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themselves. This requires to often go beyond classical teaching and focus more on
the facilitation of learning processes. This demands the right kind of accompanying
research to evaluate and develop the best didactic approaches, tools, and methods to
achieve a vibrant and successful entrepreneurship education.

5 Conclusion

With these 11 propositions introducing the edited open access volume on ‘“New
Developments in Entrepreneurship Education, Training, and Tools,” we hope to
contribute to an entrepreneurship education that brings its students into the position
to solve the grand challenges of our society proactively either as an entrepreneur,
intrapreneur, or simply as an entrepreneurial-minded citizen. We wish the readers of
the volume a great learning experience and hope to contribute to an effective and
impactful future entrepreneurship education where and whenever it is needed.
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Shaping Great Transformations M)
in Germany: The Role of Youth ekl
Entrepreneurship Education (YEE)

Ulrich Braukmann, Lambert T. Koch, and Dominik Bartsch

Abstract Climate change, the destruction of the environment, and resource
scarcity—the developments associated with these phenomena are posing ever
greater challenges for humanity today and require solutions, both in a regional
context and at a global level. The sustainability debate has long dominated everyday
politics in Germany and elsewhere. The need for comprehensive changes in atti-
tudes, behavior, and rules is acknowledged, and people are—in principle—aware of
the great challenges that lie ahead. Yet progress is very slow in setting the necessary
course for the future, and, in the light of looming ecological tipping points, this can
seem quite alarming. This paper addresses the question of how to generate signifi-
cantly more implementation potential in our society and bring together what are
often uncoordinated developments to achieve a truly “great transformation” toward
more sustainable structures in business, society, and the environment. The focus is
put on the significance of innovation and entrepreneurial thinking and acting and its
early, systematic manifestations. It is argued why appropriately designed, youth
entrepreneurship education (YEE) could be an important factor in this context.

Keywords Great Transformations - Sustainability Transformation -
Entrepreneurship Education - Entrepreneurial mindset - innovation

1 Introduction

The term and the underlying concept of the transformation of the society framework
have dominated political discourse in Germany for some time. The reasons for this
are, above all, the destruction of the environment visible in many places, the rampant
waste of resources, and accelerating climate change with complex consequences for
people’s coexistence, their future prospects, and their safety (Radtke, 2021;
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Wiedmann et al., 2020). As the recent German parliamentary election campaign in
2021 showed, transformation debates touch almost all areas of society. These
debates revolve around the relationship between economics and ecology, the role
of digitization, new approaches to a more environmentally conscious lifestyle,
responsibility for the future, intergenerational justice, social inclusion, and more
(Lang-Wojtasik, 2019; Wissenschaftlicher Beirat der Bundesregierung Globale
Umweltverdnderungen (WBGU), 2019; Sturn & Kliih, 2021; Kanning, 2022).
“Sustainability”—an umbrella term covering many of these aspects—has long
become a central concept of our time (Adloff & Neckel, 2019).

Yet, the challenges and questions outlined are by no means new. Back in 1972,
the Club of Rome already predicted dangerous developments as a result of mis-
guided patterns of production and consumption as well as exponential population
growth in certain parts of the planet in its study “The Limits to Growth” (Meadows
et al., 1972; Schneidewind, 2018). The years that followed saw a gradually increas-
ing engagement with environmental issues at a national level, which was also
reflected in political action, for example, in the establishment of the Federal Ministry
for the Environment in 1986. In the following years, individual ecological topics
continued to feature on the agenda in politics, business, and society
(Bundesministerium fiir Umwelt, Naturschutz, Bau und Reaktorsicherheit
(BMUB), 2016; Kahlenborn et al., 2019; Radtke, 2021). However, the major
interdisciplinary discourse we can observe today is a recent phenomenon.

In light of the growing pace of fundamental ecological and economic develop-
ments and challenges for society as a whole, calls for a much more resolute and
accelerated approach to sustainability transformation are becoming increasingly
loud in Germany (Deutsche Energie-Agentur GmbH (dena), 2021; Scientist for
Future, 2019; Stiftung 2°—Deutsche Unternehmer fiir Klimaschutz, 2021). It is
argued that especially against the backdrop of ever-more evident climate change
and resulting environmental damage, it is no longer enough to simply react to
changing circumstances once they have occurred. Instead, a completely new agenda
was needed, or else society would inevitably reach and pass certain tipping points,
after which certain ecological and social processes would lead to disaster scenarios
that could not be avoided or reversed (Kopatz, 2021; Rat fiir nachhaltige
Entwicklung & Deutsche Akademie fiir Naturforscher Leopoldina, 2021). Accord-
ingly, change should ultimately be actively designed (“change by design”) and not
the result of the externally forced change (“change by disaster”) (Sommer & Welzer,
2017; Luks, 2019).

As vociferous—and frequently quite justified—as these demands from an
increasing number of groups in society are, at the same time critics point out that
up to now, action has been sluggish and measures have not been very sustainable
(Dyllick & Muff, 2016; Miiller-Christ, 2017; Vermeir & Verbeke, 2006). Blithdorn,
for instance, argues that even if the urgency of a social and ecological transformation
to sustainability has long been recognized by almost all sides, modern societies are
more determined than ever to defend their prosperity and lifestyle (Blithdorn,
2020a). As a first summary, it can therefore be stated: On the one hand, society as
a whole in Germany and Europe considers climate and environmental protection as a
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vital topic for the present and future (European Commission, 2020;
Umweltbundesamt, 2021); on the other hand, there are serious weaknesses in the
implementation of the transformation processes proposed (Blithdorn et al., 2019).
This implementation deficit is evident in a number of areas, whether in politics,
business, society, or at the individual level. This raises the question of how the
willingness to change that apparently exists within society can be transformed more
sustainably and effectively into the ability and action to take the necessary steps
toward that change both at the individual and societal level.

Opportunities to systematically bridge this gap between intention on one side and
behavior on the other and thus drive intended processes of change (“change by
design”) more quickly and actively than to date can be found in early entrepreneur-
ship education starting in school. Because ultimately reflection on the need for
change, the development of possible solutions, and their targeted implementation,
as well as change in general (Schumpeter, 1997), are central elements of entrepre-
neurship in the broadest sense. Entrepreneurship is characterized by the development
and implementation of new (technological) innovations. At the same time, entrepre-
neurial thinking and acting are central to quickly strike out in new directions or to
adapt chosen paths appropriately. This also means that new ideas and their proactive
realization in business and society can be key factors in turning ecological chal-
lenges into socioeconomic opportunities. Youth Entrepreneurship Education can
thus (this is the central hypothesis) be an early starting point to impart such
competencies to the upcoming generation systematically.

This paper therefore goes on to explore the possible role of Youth Entrepreneur-
ship Education (YEE) in actively shaping great transformations—Iike the sustain-
ability transformation—that are important for the future in Germany. To that end,
Sect. 2 first outlines the characteristics and challenges that great transformations
involve by definition. Based on this, the subsequent section reflects on the meaning
of entrepreneurship against the backdrop of the current economic and societal
parameters and needs. Section 4 then draws on that reflection to explore the
significance of YEE when dealing with transformational challenges. The fifth
section concludes this paper with a short, reflective summary and an outlook.

2 The Nature of Great Transformations

The basis for a systematic analysis of the role of youth entrepreneurship education in
shaping great transformations—as in the field of sustainability—is first to take a
closer look at the nature of such transformations. With the focus on the (educational)
goal of being able to recognize the need for transformational processes earlier and to
shape them more actively, a brief discussion of what the basic characteristics and
implications of great transformations are is first required. Etymologically, the word
transformation comes from the Latin verb transformare (= to convert, reshape,
transmute, change). The term transformation thus refers to a process of reshaping, to
change itself, or to the result of such a change process (Berlin-Brandenburgischen
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Akademie der Wissenschaften, 2021; ReiBig, 2009). Partly because of its use as a
technical term in various academic disciplines, such as mathematics, biology,
linguistics, pedagogy, and social sciences (Kollmorgen et al., 2015), “transforma-
tion” has become an established term in both daily use and theory to refer to
fundamental processes of change. If change has a particular direction—observable
through shifts in certain variables—Giinter Hesse refers to it as development (Hesse,
1987). Following this definition, transformation can be regarded as a special form of
change and development (Luks, 2019).

Overall, we can now observe a general understanding of the term transformation
that relates to the extent and dynamics of the changes in question on the one hand
and to the sociopolitical will to actively shape them on the other. Recent works in the
fields of economics and social sciences make references to Karl Polanyi and his work
“The Great Transformation” (1944) (Bliihdorn, 2020b; Luks, 2019; Schneidewind,
2018; Wissenschaftlicher Beirat der Bundesregierung Globale
Umweltverdnderungen (WBGU), 2011). At the heart of particularly extensive and
complex transformations (Kollmorgen et al., 2015) is the reversal of traditional
circumstances and structures, which Polanyi identified when observing the change
in social and economic order in the nineteenth century (Henseler, 2010; Polanyi,
2001). In universal and abstract terms, “great transformations” are characterized by a
very intense and dynamic development (understood as directed change) that is
initiated and driven by a combination of factors that interact with each other. The
associated profound change processes at a structural and functional level tend to
relate to a wide variety of aspects of life, which are considered to be relevant in the
course of the transformation in question (Kollmorgen et al., 2015; Reiflig, 2009,
2014).

Braukmann et al., who focused on the digital and sustainability transformation in
their reconstructive and systematizing review of great transformations, identified the
following four basic characteristics of great (societal) transformations (Braukmann
et al., 2022). These make it clear that transformations cannot be shaped by a few
individual political or economic measures and by experts alone. Rather, the chal-
lenges facing society as a whole, which affect every individual, become evident:

» Persistence: As a result of their durability, great transformations lead to compre-
hensive, fundamental structural changes in numerous aspects of socioeconomic
life in the medium and long run.

* Multidimensionality/complexity: Great transformations do not relate to a single
target group or a specific sector but rather to numerous areas of business, politics,
work, and life. This results in various interdependencies and a degree of com-
plexity in the desire for and in interactions with these developments. Such
interdependencies and complexity can be reinforced by inhibitory or dynamizing
interactions within and between transformations (such as between digitization
and sustainability).

* Mightiness/unavoidability: Transformation processes and their implications can
be disregarded briefly or in the short term. In the medium and long term, societies
cannot escape them.
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» Ubiquity/globality: Great transformations, like those in the context of sustain-
ability or digitization, are not limited to specific geographic areas but are in
principle important everywhere; i.e., they are of global significance like, for
example, the multilateral negotiations at the Glasgow Climate Conference in
2021 illustrate.

As these four core characteristics indicate, societal transformation processes
involve challenges in many different areas of life for every single person. If there
is also an increasing pressure to change, deep structural changes in society as a whole
become inevitable eventually. Thus, in order to avoid a situation, in which the
majority of those affected feel they are being “dragged along” without having any
choice or say, but to rather create an environment, which offers people the chance to
help shaping developments instead, there is a need to involve all parties and engage
with the phenomena outlined as early as possible. Breaking new ground, developing
new solutions, and realizing new ideas can therefore not only make a fundamental
contribution for shaping transformations. Rather, it is also important that as many
people as possible in the economy and society contribute their share.

When doing so, the peculiarities of long-term, large-scale development processes
and the accompanying “visions of transformation” must be made transparent for all
in society (Kristof, 2020). It is in the nature of things that great transformation goals
for the distant future must remain relatively abstract, as discussions at the aforemen-
tioned climate conference in Glasgow demonstrated. For example, even though the
exact national costs and possible global effects of transformation processes launched
later or too late can be modeled, it is very difficult to make them palpable and
tangible. It is not surprising that future impacts and interdependencies of past and
present actions are therefore difficult to transfer into the minds and understanding of
the general public. Hence, these future impacts and interdependencies do not have
enough impact on people’s action soon enough or even at all. Such effects are also
amplified by the fact that people affected by great transformations—unlike in Homo
oeconomicus modeling—do not seem to act completely rationally (Brunner, 2019).
This is, for instance, confirmed by studies on the so-called intention-behavior gap
(Kollmuss & Agyeman, 2002; Sheeran & Webb, 2016; Rausch & Kopplin, 2021).
These studies show, for example, with reference to food consumption, that the
rationally desired and prescribed action does not correspond to the everyday action
(Meyer & Simons, 2021). Even though there is support for more abstract transfor-
mation goals, such as more sustainability in Germany in principle, issues of daily
politics, operational targets in business, and individual problems in civil society push
such objectives into the background on a regular basis. Thus, they often have little
impact in terms of driving practical action (Luks, 2019; Reif3ig, 2011).

Yet, as great transformations, by definition, have an impact on all of society in the
long run, each individual will be affected by them—positively or negatively. In a
free and democratic economic and social system like it can be found in Germany,
every person must therefore have the opportunity to face and deal with great
transformation issues, given that the aim is to enable enlightened, autonomous
involvement in shaping a new future rather than heteronomy. Against this
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background, it is important to think even more systematically about how future
citizens can be prepared for these challenges and supported in their development
process. Youth entrepreneurship education can play here a significant role possibly.
This is not only evident with regard to the challenges of great transformations
outlined above. This is also shown below by a look at the characteristics and
meaning of entrepreneurship and innovation in the context of societal demands
and needs.

Overall, this short discussion of the nature of great transformations underlines the
complexity and inescapable power that characterizes them. Great transformations are
always accompanied by reactions on various levels of a sociotechnological system.
The goal of methodical, effective, and early involvement comes with immense
challenges, which are amplified by the many global interdependencies. This is
illustrated by the genesis of and status quo in dealing with the sustainability
transformation in Germany, Europe, and the world.

3 Entrepreneurship and Innovation in the Context
of Current Societal, Environmental, and Economic Needs
and Conditions in Germany

Moving from a general examination of great transformations and their characteristics
to the sustainability transformation that is currently the focus of public debate, that
transformation process can also be placed in a broader historical context. Like other
regions of the world, Germany has repeatedly experienced comprehensive economic
and social upheaval over the years. True to the fopos that change is the only constant
in socioeconomic systems, economic and ecological circumstances as well as needs
and values are in a constant state of change. The only thing that varies is the absolute
and relative speed of that change. Consolidation and realignment marking historical
milestones have happened repeatedly and continue to happen. A good example is the
various phases of industrialization and globalization, which led to massive changes
in production and consumption, new demands on employees, and many other
socioeconomic implications in Germany and other countries. In our post-industrial
system of competition economics today, dealing with challenges and problems and
developing potential solutions is no longer just a task for specialists but rather
increasingly becomes a task for everyone who plays a part in businesses and society
(Koch et al., 2021).

Such tasks and desiderata for action in politics, business, and society become
particularly clear within the context of the sustainability transformation. Production
processes currently commonly used in industry, business models (Dyllick & Muff,
2016), and traditional patterns of consumption and consumer behavior (Vermeir &
Verbeke, 2006) are increasingly criticized in public discourse due to the finiteness of
natural resources. Rising CO, emissions caused by this type of human behavior and
the resulting changes in the global climate are becoming more and more visible and
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tangible, for example, through natural disasters. All of this is leading to increasing
societal pressure to take up a position on the matter and act, as well as to a vigorous
discussion about the need for engagement. The most pressing question here is how
the emerging ecological, economic, and social needs can be met in a holistic,
coordinated manner if goals like economic prosperity and intergenerational social
justice are to continue to be crucial factors in political decision-making.

Looking at the categories of innovation and entrepreneurship can be useful when
trying to answer this question for a variety of reasons. This can be seen from the
history of both economics and technology: Technological developments and inno-
vations and their establishment on the market enable previous less sustainable—for
example, emissions-intensive—technologies or even business segments to be
replaced by more efficient, greener technologies and value-added processes. Fol-
lowing Schumpeter (1928, 1997), it is broadly accepted that innovations can further
develop existing technologies and products or “creatively destroy” [original Ger-
man: “schopferisch zerstoren”] them with new technologies and products. Innova-
tions and entrepreneurship, understood as the personal dimension of change, are thus
significant driving forces in socioeconomic development.

With regard to the sustainability context, this can be demonstrated using, for
example, the Multi-Level Perspective (MLP) model, which was conceptualized by
Geels et al. as a contribution to international transition research (Geels & Schot,
2010; Kemp et al., 2007; Loorbach, 2010). The MLP model systematically describes
and analyzes patterns of transformation and change dynamics (Schneidewind &
Scheck, 2012). In this model, “niche innovations” in particular have significant
potential to lead to fundamental new developments. The system innovations that
can emerge from the niches (Geels, 2004) hold the transformative capacity (Dolata,
2009), effectiveness, and dynamics to break apart stable structures in a
sociotechnical regime and to help shape future new stable structures (as shown in
Fig. 1).

Yet, the ability of innovations and entrepreneurship to be a key factor in the active
shaping of great transformation processes is not restricted to this conventional
technology and market economy logic, i.e., through new products, services, and
business models. In fact, entrepreneurial thinking and acting in the broader sense
have an even bigger potential. Ultimately, sustainability transformation is all about
breaking away from traditional patterns of behavior that inhibit transformation. In
order for this to succeed, social innovations have to be realized. Social innovations
may, for example, manifest themselves in new ways of thinking and behaving in
civil society or politics and are thus complementary to the conventional innovation
mechanisms of the market economy (Kopatz, 2021; Christanell et al., 2019). Char-
acteristics such as the willingness to take entirely new directions in thought and
action, to create innovative structures, and to adapt one’s own actions in line with the
relevant objectives are therefore of systemic relevance if transformation is to be
active and not just reactive. Such characteristics enable political actors, society as a
whole, and ultimately each individual to initiate and drive the right changes toward
the stated objectives through creativity and innovation (Kahlenborn et al., 2019).
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Entrepreneurial thinking and acting as a general mindset can consequently play a
substantial role in dealing with or shaping the sustainability transformation. This is
also plausible from a system theory perspective (Diesner, 2015; Ropohl, 2002). As it
has been shown in chapter “The Nature of Great Transformations”, great trans-
formations are characterized by a certain ubiquity, which is why in the medium to
long term each individual will find themselves confronted with transformation-
related issues and maybe even with a need for change due to these transformations.
Accordingly, the sustainability transformation cannot be realized only by a few parts
of society or by selected groups of experts. The more prevalent entrepreneurial
thinking and acting in the abovementioned sense is in a society, the better equipped
individual people and systems will be when facing those challenges. In the context of
sustainability, Koch, Braukmann, and Bartsch argue along the same lines that the
better the young people are prepared for this modern experiential world of change as
a constant, the more confident and more independent they will be in meeting
challenges (Koch et al., 2021). These various individual processes of change can
merge into a bigger picture over time. Ideally, (individual) activities and (individual)
measures in politics, business, and society would then no longer be disconnected but
can instead synergistically contribute to the realization of larger sustainability goals.
This way, if entrepreneurial thinking and acting become more prevalent across
society, they could increase the transformation dynamics and therefore help to
reach sustainability goals in a more rational and hereby faster way.

Intra- and entrepreneurs would then serve as the promotors of free, democratic
social and economic systems more than ever before. They would become decisive
drivers in shaping great transformations. An immense reservoir of ideas and inno-
vations offered by society for achieving the transformation goals could translate
directly into significantly fewer restrictions (in the sense of imperatives and pro-
hibitions) than some actors in politics envision up to this point in time. Nevertheless,
it is important to have a functioning regulatory corridor that is aligned with the
fundamental goal of transformation. This conglomerate of rules, laws, and regula-
tions must be suitable to regulate the various forces in a market economy and set
extrinsic incentives in such a way that they promote intrinsic motivation to achieve
overarching goals (climate protection, resource equity, etc.) (Kopatz, 2021). Such an
approach is in line with the enlightened humanism that has historically evolved and
is constitutionally established in Germany. At its core, the goal of this approach is to
strengthen individual sovereignty when dealing with future societal needs so that
upcoming challenges can be met in a creative and effective way in accordance with a
corresponding political framework.

But how can this be achieved? How can the potential, offered by innovation and
entrepreneurship and by entrepreneurial thinking and acting in both the narrower and
broader sense, be utilized for shaping the sustainability transformation in Germany
in a better manner than is currently the case? These questions will be addressed in the
following sections as they explore the potential of YEE when implemented early in
youth development.
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4 On the Potential and Relevance of Youth
Entrepreneurship Education in Dealing with Great
Transformations in Germany

As was already discussed, great transformations like the sustainability transforma-
tion are characterized by persistence, complexity, powerfulness, and ubiquity. This
poses various challenges in how society deals with transformations of this kind.
Straightforward and rapidly implementable individual political or economic mea-
sures are thus not enough if individuals and society are to engage with and shape the
sustainability transformation (“change by design”). Instead, it is necessary to think in
terms of the bigger picture and indeed also to be willing and able to implement
far-reaching changes. Characteristics of entrepreneurial thinking and acting can be
valuable here, which is why this section reflects on the early imparting of the
abovementioned abilities and skills through YEE.

In general terms, YEE is understood as the education and upbringing of children
and young people with regard to the field of entrepreneurship. Although elements of
education and learning processes in the family and extracurricular contexts can be
subsumed under the term (Bartsch, 2019), YEE predominantly manifests itself in
systematic, intentional teaching and learning in schools of general education and
vocational (business) schools in Germany and elsewhere (Braukmann et al., 2021).
The learning content, the intention, and learning outcomes as well as the way in
which YEE is integrated into the school system can vary significantly depending on
the design of YEE in question (Bartsch, 2019; Koch et al., 2021), as can be seen in
the overview in Fig. 2. While Educating for Entrepreneurship intends to prepare for
an entrepreneurial activity in the sense of a direct start-up qualification, an Educating
about Entrepreneurship has the goal to convey theories and characteristics about the
entrepreneur, typical fields of action, and the entrepreneurial role in economy and
society (Koch, 2003; Lackeus, 2015). Educating through Entrepreneurship is a third
approach in which general and entrepreneurial (key-) competencies (Briine & Lutz,
2020) can be developed by going through and overcoming entrepreneurial
processes—often via business games or business plan competitions (Lackeus, 2015).

In order to be able to analyze the relevance and significance of YEE in the context
of great transformations below, a differentiated examination of the various concepts
of YEE is required. One area that offers considerable potential for actively shaping
transformation is the concept of educating through entrepreneurship, which under-
stands entrepreneurship first and foremost as entrepreneurial thinking and acting and
is therefore a problem-centered and solution-oriented methodological principle. A
number of different arguments with reference to the legitimacy, effectiveness, and
efficiency of YEE can be presented to support this claim.

First, this type of YEE can in fact be closely connected to traditional educational
goals in German schools. These are, building on a neo-humanist concept of educa-
tion, guided by the intention to support each individual in their personal develop-
ment and thereby enabling them to make independent, responsible, mature, and
emancipated decisions (Barz, 2010; Konrad, 2010). Educating through
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entrepreneurship, which places special emphasis on the (education) subject (Koch
et al., 2021), can play a role here in particular because it is concerned with teaching
learners basic skills related to substantial ways of thinking, acting, and problem-
solving in line with formal educational theory (Jank & Meyer, 2018). Students are
systematically equipped with abilities and skills that are not solely and primarily
useful in a conventional entrepreneurial context, i.e., within the framework of
specific, future entrepreneurial activity. Those abilities and skills can also be impor-
tant when dealing with complex, everyday problem situations like those we are
currently facing with regard to climate, the environment, and the use of resources.

This also applies to entrepreneurial personality traits, such as the locus of control,
which describes the extent to which situations and results are perceived as control-
lable or influenceable (Fallgatter, 2002; Neyer & Asendorpf, 2018); or resilience,
which refers to the ability to deal with stress factors and adverse situations (Neyer &
Asendorpf, 2018). A high internal locus of control and pronounced resilience are
traits that are important not only for conventional entrepreneurs operating in the
commercial sphere. They can also be just as important in mastering everyday
challenges at or outside of work, as well as when dealing with potential setbacks
and delays in the initiation and implementation of measures as part of the sustain-
ability transformation.

In a YEE design like the one proposed here, general educational goals and
necessary societal transformations therefore go hand in hand. Skills such as the
ability to recognize problems and a need for change, the autonomous development of
solutions, the mature assessment of what action is required to achieve a goal, and
finally yet importantly the ability to independently and actively contribute to shaping
overarching societal changes can be supported by systematic and intentional YEE. In
other words, a YEE based on Klafki’s categorial understanding of education (Klafki,
2007) could be a key element in shaping the processes of the sustainability trans-
formation. In Klafki’s categorial understanding of education, education arises from a
constant reciprocal exchange between the individual and the world (Klafki, 1967). In
this educational theory, subject (human) and object (world) are mutually related
(Klafki, 1971, 2007). Transferred to Youth Entrepreneurship Education, this means:
The crucial point here is that entrepreneurship education not only helps the individ-
ual be better prepared for the world but also the world to be better prepared for the
future. The abovementioned skills and abilities taught in YEE ultimately help to
make structures, aspects, and challenges of natural, cultural, societal, and political
reality visible to the individual (Klafki, 1971, 2007). Knowledge of these character-
istics and parameters in general, but also of the problems and challenges posed by
the sustainability transformation in particular, can then in turn provide a basis for
future action within the framework of great transformations. YEE thus has the
potential to lead to fundamental and categorially educational insights and findings
about individual action.

Against this background, YEE offers major opportunities to reduce or, in the
longer term, even close the intention-behavior gaps, which can frequently be iden-
tified in the context of the sustainability transformation (see chapter “The Nature of
Great Transforations”). After all, a YEE does not only addresses taking notice and
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intending to tackle challenges or important issues. It also aims at establishing an
educational framework for future abilities and actions. Unlike in the concept of
education for entrepreneurship, which aims to prepare students for the process of
starting a business, the focus is not on a direct qualification in one single, distinct
field or for a specific entrepreneurial start-up project. It rather is on personality
development and on systematic preparation for future challenges and situations.

Entrepreneurial thinking and acting, or else an entrepreneurial personality,
become evident in the ability to tackle challenges and problems proactively, appro-
priately, and on one’s own initiative. Actively shaping and implementing the new in
particular is, according to Schumpeter, a central characteristic that distinguishes the
entrepreneur from a conventional businessperson [original German: “Wirf’] and
capitalist (Schumpeter, 1997). Entrepreneurs are attributed the ability to recognize
the need for change at an early stage and also to initiate and actively pursue changes.
This ability can be applied to individual actions in the context of the sustainability
transformation; for example, not simply waiting for decisions from others, such as
political decision-makers, but instead independently, autonomously, and confidently
finding one’s own solutions to ecological, social, and economic challenges. Overall,
such traits are promoting transformations and their presence and prevalence in
politics, business, and (civil) society pose a useful premise for the active shaping
of transformations in Germany.

Although it follows that YEE in the design outlined here does offer potential for
shaping great transformations, a closer look at the status quo also clearly shows that
YEE has not been a standard element of the various state-specific school and
education systems in Germany so far. Entrepreneurial skills and abilities in terms
of entrepreneurial thinking and acting are still not taught neither systematically nor
professionally to the next generation across society. The de facto relevance of YEE
in practice has been neglected (Bartsch, 2019). The reasons for this are manifold, and
in Germany, they can be traced back to traditional critical and in some cases also
ideological reservations about traditional commercial entrepreneurs (Koch et al.,
2021). However, a look at the current and future societal needs and circumstances
shows that a modern, socially responsible entrepreneurship can be a key factor in
both, in terms of generalized entrepreneurial thinking and acting like outlined above
and in terms of modern forms of social and sustainable entrepreneurship. The latter
in particular do not solely pursue the goal of maximizing individual profit. They
equally endeavor to increase benefits for society. Ecological and social issues
understood as a challenge for society as a whole can thus inspire and drive action
and be tackled using entrepreneurial instruments. Hence, YEE can take on greater
societal significance in terms of its content (Klafki, 2007) and thereby generate both
individual and societal educational benefits. Finally, such a YEE can provide a
strong basis on which individuals can engage much more actively and constructively
with current and future societal challenges. Future discussions on education theory
and policy at least draw more attention to YEE, as it is capable of making a central
contribution to the development of educated, socially responsible, and proactive
individuals.
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5 Conclusion

This paper set out to demonstrate that a categorical-educational YEE can be a central
element in modern, free, and democratic societies in the medium and long run. With
YEE, crucial skills, abilities, and traits that are necessary for autonomous, intrinsic,
creative, and innovative participation in periods of increased societal change toward
overarching goals can be developed and honed. These skills and traits include the
ability to develop and effectively implement solutions and the individual perception
and accurate anticipation of future societal needs. YEE can become a key factor in
helping the members of our society to become more independent, responsible,
proactive, and aware of problems and thus be able to shape our future. Due to its
nature, YEE can contribute not only to the desire but also to the ability of every
individual to act. Ultimately, it can thus reduce the intention-behavior gap that is
particularly striking in the context of the sustainability debate.

All this will continue to play an important role in our society in the future, also
because the sustainability transformation is characterized by persistence, complex-
ity, powerfulness, and ubiquity. On the one hand, every individual will be affected
by a need for change in the medium to long run and cannot escape the ecological,
social, and economic transformation processes. On the other hand, changes in the
climate, the environment, and the availability of resources cannot be counteracted by
isolated ad-hoc measures by individual ministries or interest groups alone. If natural
resources are to be preserved, economic prosperity is to be secured, and social justice
is to be aspired, early, comprehensive, and lasting engagement by all members of
society is needed. This requires social innovations just as much as traditional
entrepreneurial and technological innovations. In accordance with an enlightened
humanist view, individuals must be helped and encouraged early on to reflect
independently upon the new and highly complex sustainability paradigm and to
become a part of the value-based proactive whole.

A YEE focused on the promotion of entrepreneurial thinking and acting must
therefore be capable of creating a strong foundation for the active shaping of great
transformations both systematically and at an early stage. YEE can be of particular
transformational relevance in our society if it supports the development of the
enlightened and sovereign personality for valued-adding intersections and synergies
will then emerge between transformation competence and traditional educational
goals in the school and education system.

Despite all that is discussed above, it must be noted that a YEE as it is proposed
here has so far not had a prominent role in educational practice. This is in part
because the civil society and education and school system perspective was not given
such weight in defining the need for YEE in the past. Nevertheless, as it has been
shown, the YEE described here has the potential to holistically support personal
development and in doing so meet societal needs and challenges in a system-inherent
way. The exploration of YEE presented here may therefore also lead to further
discussions about a different, more modern understanding of education in the sense
of “Humboldt 2.0.” This discussion is a prerequisite for transferring the theoretical
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opportunities of YEE into practice and into concrete lessons. Although there are at
least some important theoretical insights into EE in schools and their entrepreneurial
outcomes (Briine & Lutz, 2020) and already many successful YEE projects in
Germany (Bartsch, 2019; Ivanova et al., 2018), the outlined potential of YEE cannot
be used systematically and across the entire social spectrum yet. YEE in a form of
Educating through Entrepreneurship would generally only be taught on an optional
basis and for a limited period of time in the traditional school system, in which the
teaching of knowledge often still dominates. If school systems aim to prepare the
next generation for their role in society, they must synergistically consider both
tradition and innovation in order to ensure a worldview centered on proactive
involvement.
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Gender Team Diversity )
in Entrepreneurship Education s

Christian Schultz

Abstract This study explores the impact of the student team’s gender diversity on
different performance outcomes in a business plan course with active teaching
elements. Although the team’s gender diversity is oftentimes neglected in entrepre-
neurship education research, the empirical analysis shows that significant perfor-
mance differences depending on a gender-specific composition exist. In general,
mixed-gender teams perform better than men’s teams, which receive, on average,
worse grades for their business plan. Additionally, mixed teams perform compara-
tively better in attracting interest for their business idea as measured by views on an
online idea platform. To enhance group performance, practitioners shall pay more
attention to team composition in an educational setting and actively promote mixed-
gender teams.

Keywords Entrepreneurship education - Business plan course - Entrepreneurship
pedagogy - Team - Gender diversity

1 Introduction

A considerable share of the scholarly discourse in the entrepreneurship education
(EE) field is centered around the questions of whether entrepreneurship can be taught
and what its effects are. Finding answers to these questions is important as it
determines considerably if downstream research in EE is worth the effort. Today,
substantial empirical evidence exists; e.g., the large-scale GUESS (Global Univer-
sity Entrepreneurial Spirit Students’ Survey) study (Bergmann, 2014) shows that EE
in higher education has positive impacts, especially in fostering an institution-wide
entrepreneurial culture. But some skepticism about the teachability of EE remains
(Rideout & Gray, 2013), which might predominantly stem from unreasonably high
expectations about the direct effect of EE on start-up activity (Schultz, 2020). To
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presume that the majority or even a considerable proportion of participants will
become entrepreneurs just overcharges the influence of EE. To put it bluntly, not
everybody who learns to read will write a book and not everybody who writes a book
will publish a bestseller or win a Nobel prize.

To measure success and quality in EE is even more difficult when we consider
that the entrepreneurial process is unpredictable and entrepreneurial success depends
on many external factors and the “right” mixture of resources. As a result, it remains
impossible to provide narrow blueprints for entrepreneurial success through EE
(Fayolle, 2008). Consequently, there are elements of entrepreneurship that are rather
teachable, such as the functional skills for managing a business or the formal
evaluation of opportunities, and there are unteachable parts as the ability to create
opportunities (Saks & Gaglio, 2002).

Critics shall also have in mind that the mission of university-based EE is not
solely to foster regional start-up activity. First, EE shall develop functional manage-
ment skills and abilities among students to help them start and manage businesses
(Gibb & Nelson, 1996). Second, EE shall encourage students to start businesses
(Hills, 1988) and finally EE shall raise the number of start-ups in the region (Lifian,
2004). This study gives recommendations to practitioners to improve the perfor-
mance of its students in a business plan teaching format to serve the first mission of
EE properly. Although scholars regularly call for more innovative ways of teaching
entrepreneurship, the rather classical business plan course (“How to write a
business plan?”) is still a popular element of EE curricula worldwide. When active
teaching elements, e.g., group work, play an integral part in the course’s pedagogical
approach, the student team’s composition might impact performance. This study
analyzes the effect of gender team composition on different performance measure-
ments. The research guiding question of this study is, what impact does gender team
diversity have in EE? Practitioners profit from the results by gaining insights into
how a student team performs characteristically and how to optimize team composi-
tion for better performance. Students get clues on how they can improve their
performance in team settings in EE.

2 Theoretical Background

In this section, we categorize the business plan teaching format in EE from a
pedagogical perspective and outline results on the role of gender team diversity in
EE. The section concludes with three hypotheses.



Gender Team Diversity in Entrepreneurship Education 35

2.1 The Business Plan Course Format in Entrepreneurship
Education

A state-of-the-art integrated teaching model framework to categorize teaching for-
mats in EE (Nabi et al., 2017) consists of three primary or archetypical teaching
models:

* Supply model: focus is on reproduction methods (lectures, reading, watching/
listening).

* Demand model: focus is on personalized participative methods (interactive
searches, simulations).

* Competence model: focus is on communication, discussion, and production.

It also consists of two hybrid models:

* Supply—demand model: mixture of supply and demand model formats.
* Demand—competence model: mixture of demand and competence model formats.

Some researchers use a simpler typology when they differentiate between reflec-
tive (rather passive consumption of knowledge) and active (active production of
knowledge) pedagogical methods in EE as dichotomous categories (Walter &
Dohse, 2012).

In practice, depending on the pedagogical elements, a business plan teaching
format can either represent a supply model (passive course), when the focus is on
lectures, or a supply—demand model course (active course), when many active
teaching elements are integrated. The business plan as a didactic approach in EE
has been criticized for various reasons. Exemplary is this quote: “(the) business
planning process is an attractive and powerful learning process,” where “a dispro-
portionate amount of time is spent honing secondary research skills than actually
taking smart action in the real world.” (Neck & Greene, 2011). The authors contrast
this approach with their own entrepreneurship as a method teaching framework,
where educators shall focus on providing methodological approaches that enable
students to cope with dynamic environments. Besides the potential waste of limited
teaching and learning time that could be spent on more important areas of the
entrepreneurial process, there are additional arguments for not using business plan-
ning in EE. Experienced venture capitalists and business angels oftentimes don’t
care for lofty planning documents in their investment decision but rather focus on the
entrepreneurial team or the venture’s business potential (Kirsch et al., 2009). Con-
sequently, teaching formats shall focus on the more relevant investment criteria.

But does that mean that business plan courses are useless first from a pedagogical
and second from a practical standpoint? It is important to note that critics normally
don’t argue that the business plan format is missing positive pedagogic effects. They
rather claim that other teaching formats are more effective. As the EE field evolved,
practitioners do not only have a larger choice of impactful teaching formats, but they
also know a lot more about their potential effects. Therefore, practitioners are able to
enrich the classical business plan format with elements of active teaching elements,
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e.g., design thinking or small group work. From a pedagogical point of view, a
reflective oriented business plan has some shortcomings but active teaching elements
may at least partially offset pedagogical shortcomings to develop a course of “How
to write a business plan?” toward an active or supply—demand (hybrid) course.
Another argument in favor of the business plan in an EE curriculum is that a hybrid
business model course attracts mainly students with a low intention to start a
business, the so-called “magnet effect.” The “pedagogy effect” of a business plan
course is that the intention to start a company increases for the lion’s share of
students. So, the outcome of a business plan course can be substantial and fulfills
the goal of EE to raise entrepreneurial intention rather efficiently as those courses can
address a higher volume of students than comparably smaller active courses, e.g.,
lean start-up camps that require a vast amount of staff resources (Schultz, 2021).

2.2 Gender Diversity in Teams

In a first step, practitioners need to be aware of the different performance character-
istics of course formats in order to strategically plan an EE curriculum that meets all
targets of EE sufficiently. In a second step, they can take operative measures to
further enhance the performance of each course regarding the students’ learning
success and overall learning experience. From a practitioner’s point of view, an area
of potential improvement is the team’s composition, which leads to the question,
what are the best-performing teams? A team is a “set of two or more people who
interact dynamically, interdependently, and adaptively toward a common and val-
ued goal/objective/mission, who have each been assigned specific roles or functions
to perform, and who have a limited life-span of membership.” (Salas et al., 1992).
Team diversity has been investigated in different contexts from management
teams (Ensley & Hmieleski, 2005), entrepreneurial teams (Chowdhury, 2005), or
student teams in EE (Hoogendoorn et al., 2013). The literature differentiates between
two areas of diversity, first task-related (skills, work experience, academic back-
ground) and second biodemographic diversity (gender, age, ethnicity). Same-gender
teams are an expression of homophily, which is the individual tendency to associate
with other individuals that resemble yourself in different aspects. Homophily can
circumvent areas from ethnicity, age, and gender to education or religion. The
probability of forming a homophile entrepreneurial team regarding gender is higher
than in random matching (Ruef et al., 2004). But the results on the relationship of
team diversity and performance are far from homogeneous and need to be discussed
in its empirical context. In a meta-analysis of 35 articles, the authors find indicators
of a positive relationship of task-related diversity and no significant relationship
between biodemographic diversity and team performance (Horwitz & Horwitz,
2007). In a meta-analysis of 92 sources, gender team diversity has small negative
effects on team performance, while age differences are not significant (Bell et al.,
2011). Diversity affects different conflict categories and increases the potential for
conflict (Pelled et al., 1999). In some cases, dissimilar belief systems of team
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members that surface in different team processes might lead to conflict and negative
performance effects (De Wit et al., 2012).

In a study in the entrepreneurship field based on 79 interviews, demographic
(gender, age) or background diversity aspects are not important for the entrepre-
neurial team’s effectiveness (Chowdhury, 2005). Other researchers even state that
the approach to take demographic factors such as gender, age, or ethnic groups as
predictors of entrepreneurial behavior is conceptually unsound (Lifidn & Santos,
2007; Der Foo et al., 2005).

2.3 Hpypotheses

While there are strong arguments and some empirical evidence that homophile teams
perform inferior to diverse teams, the empirical results in the EE context are
heterogeneous. In a group of Harvard students, homogeneity in ethnicity increases
team performance (Gompers et al., 2017). But it only raises low-performance teams
to a median performance level. Other factors, e.g., gender, education, or past work
experience, are not significant determining factors. Gender diversity of student teams
in an entrepreneurship program in the Netherlands has positive effects on their
performance (Hoogendoorn et al., 2013). The teams are randomly assigned to
avoid self-selection bias. The specific teaching context is not business planning
but managing a micro company as a team that is supposed to be economically active
for at least 1 year. The main result is that teams with an equal gender mix perform
better than male-dominated teams in terms of sales and profits. Although the authors
analyze multifaceted data, e.g., the team’s characteristics (age, atmosphere), indi-
vidual personality traits (big five inventory; agreeableness, conscientiousness, extro-
version, neuroticism, openness to experience), and team processes (group potency,
decision-making, mutual monitoring, coordination, credibility, specialization), they
don’t find any explanation for their findings. The resulting hypotheses are the
following:

Hypothesis 1: A student team’s gender composition influences the performance in
writing a business plan in an active EE course.

Hypothesis 2: Mixed-gender teams perform comparatively better in developing a
business plan than homophile gender teams in an active EE course.

Although the notion that entrepreneurial intention is, on average, higher among
men than women (Scherer et al., 1990; Zhao et al., 2005) is debated (Maes et al.,
2014), a more recent study (Do Paco et al., 2015) shows that, even in the absence of
access to EE, men possess a higher entrepreneurial intention than women. When
men are more interested in entrepreneurial activity, it is logically consistent to expect
that men will make a greater effort to outline their business ideas, which could result
in a comparable higher performance. Against this logical conclusion stands the
empirical finding that male-dominated teams underperform in sales and profits in
an EE management game (Hoogendoorn et al., 2013). But in the context of a
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business plan course, men might perform differently. The derived hypothesis is the
following:

Hypothesis 3: Men’s teams perform better than women’s teams in writing a
business plan in an active EE course.

3 Methodology

This section depicts the empirical approach to test the proposed three hypotheses
(see Table 1). Many studies in EE do not sufficiently describe the pedagogical
approach of the research setting. But a comprehensive description is essential for
other researchers to appraise the results adequately. Therefore, this study describes
the sample and its context extensively.

3.1 Sample

The data stem from an “Entrepreneurship and Business Planning” course in a
bachelor’s degree program in business administration at a medium-sized university
in Germany, specifically from two winter terms in the years 2014 and 2015. The
participants are bachelor students in their fifth semester. During the semester, student
teams work on a business plan for a start-up idea they develop on their own under the
guidance of the teaching personnel. Because more than two students work toward
the common goal of developing a business plan during one semester, this organiza-
tional mode qualifies as a team. Students receive a grade on their business plan and a
written exam at the end of the semester on basic topics of entrepreneurship. Students

Table 1 Description of variables

No. | Variables Description
1 Grade of the team’s Dependent Variable |
business plan Grades start with 1.0 as the best grade and then 1.3, 1.7, 2.0, .. .,
and 4.0 as the worst grade
2 Views on an online Dependent variable 1T
idea platform Counted views of a team’s idea poster on an online platform
3 Team diversity Independent variable with three categories

* Mixed team (male and female team members, at least one
member of the opposite gender)

* Women’s team (exclusively female team members)

* Men (exclusively)

4 Team size Control variable
Number of team members

5 Semester Control variable
Dummy variable of semesters A and B
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attend lectures by faculty members and guest speakers on different business plan
components. To enhance the inclusion of the market perspective, it is obligatory that
every team participates in a state-wide external business plan competition. As a
result, students receive not only feedback from faculty members but also from
external jurors on the different stages of their business plans. The course starts
with an introduction to entrepreneurship and business idea generation followed by
a “Market of Ideas,” where every team presents its idea poster of a potential business
to fellow students and faculty members. One week in advance, all teams upload and
share their digital idea posters on the “Idea Generator.” Through this platform, every
course participant and the teaching staff can comment and give feedback publicly to
enhance the business idea. The idea posters were accessible until the end of the
semester to all participants to gather feedback and comments throughout the semes-
ter. Normally, students revise their business ideas based on early feedback before
they enter the writing process of their business plans. In addition, every team needs
to attend three peer review sessions with an exclusive focus on the proper develop-
ment of their business plan. Faculty members supervise these sessions and provide
every team with the possibility to present their development stage to their peers and
experts in the field.

The sample stems from this course which fulfills the criteria of a supply—demand
(hybrid) course (Nabi et al., 2017) or active course (Walter & Dohse, 2012), where
traditional teaching components (e.g., lectures) are enriched with active teaching
elements. In this business plan course, those active teaching elements included small
group work, creativity exercises, the introduction of role models, student-oriented
teaching, and feedback processes within the business planning process. As the active
teaching elements were a substantial and integral part of the overall pedagogy, this
course qualifies clearly as a supply—demand (hybrid) or active course.

3.2 Variables

In this study, team performance in developing a business plan is first measured by
the received grade on the business plan and second by the views the idea posters
generated on the digital idea platform (see Table 1). To define the grade as a
performance indicator is straightforward in a course of higher education. Profes-
sional teaching staff scored every business plan on ten categories to determine the
final business plan grade. Views are a valid performance indicator as comparable;
more views show that the business idea is assessed as more interesting. Although
skeptics can make the case that very bad as well as good business ideas attract
attention, the practical experience is that the above average business ideas receive
more attention as participants don’t put effort into looking at low-quality ideas. This
study uses team size as a control variable as larger (or smaller) teams might have a
significant advantage (disadvantage). Additionally, the specific semester is a control
variable as different teaching styles by lecturers and faculty in general might affect
the teams’ effectiveness.
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3.3 Results

A total of 345 students (women: 180, men: 165) participated in two courses. The
distributions of gender and teams per semester show no obvious distortions (see
Table 2). 31 single female and male students are excluded from the study as the focus
is on team performance.

The lion’s share of team size is three students, but there are some teams who are
larger or smaller due to personnel preference.

Table 3 presents the grade performances of the different team categories in
developing a business plan and in the written exam on entrepreneurship topics at
the end of each semester and views of the business idea poster on the dedicated
digital platform. On average, students perform better in business planning than in the
written exam. The platform’s backend counted a total volume of 3.673 views in
semester A and 3.837 in semester B. As semester B had fewer participants and
teams, a higher view count suggests that the platform gained in user acceptance.
Furthermore, 90% of the business idea posters in the sample received 134 or less
views. Above this threshold, mixed teams are dominant. This study uses a simple
linear regression to analyze the effect of team composition on the performance
indicators team grade for a business plan and views of the business idea posters on
the digital idea generator platform. Team categories are entered as dummy variables

Table 2 Teams in the sample

Semester Men’s team Women’s team Mixed team Total
A 45 / 49 94

/ 47 50 97
B 36 / 35 71

/ 46 37 83
Total 81 93 171 345

Table 3 Descriptive statistics on grades (business plan, entrepreneurship exam) and views of the
business idea poster on the digital idea platform per team in semester A and semester B

Business plan Entrepreneurship exam | Views
Sem. | Composition Mean |Med. |SD |Mean |Med. |SD Mean |Med. |SD
A Men 198 |1.70 |0.84 |2.03 2.00 |0.83 53 59 |41
Women 1.60 | 1.30 |0.75 |2.04 1.70  |0.98 59 57 |32
Mixed 1.53 130 |0.71 [2.13 200 092 92 75 |89
Men (overall) 1.74 | 1.70 |0.80 |2.12 2.00 ]0.88 / / /
Women (overall) | 1.57 |1.30 |0.73 |2.05 1.70  |0.95 / / /
B Men 1.75 | 1.70 |0.61 |2.69 2.70 1.20 69 68 |35
Women 1.61 | 1.70 |0.45 |2.27 2.00 1.38 66 64 |33
Mixed 1.69 |1.30 |0.80 |2.11 2.00 1.08 | 119 100 |95
Men (overall) 1.67 |1.70 |0.67 |2.43 2.00 1.10 / / /
Women (overall) | 1.68 |1.70 |0.66 |2.17 1.70 1.30 / / /
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into the regression model. To avoid multicollinearity between the independent vari-
ables, one out of the three categorical variables in each calculated linear regression
model is dropped. This procedure results in three models for each of the two
dependent variables for a total of six regression models (see Table 4).

The variance inflation factor (VIF) as an indicator for multicollinearity lies under
the critical value of 4 in every model. The Durbin—Watson statistic as a test for
autocorrelation in the residuals doesn’t reach worrying values of under 1 or more
than 3. There is no indication that multicollinearity and autocorrelation distort the
regressions’ results. The corrected > shows how well the model fits the linear
regression models and indicates the percentage of the variance in the dependent
variable that the independent variables explain collectively. As corrected > doesn’t
exceed 0.086, there are probably variables in the model missing that would raise the
models’ fit. The first model shows that affiliation with a mixed or women’s team
improves the average grade for a business plan significantly. The beta coefficient is
negative as a smaller number indicates a better grade. Models 2 and 3 show that
men’s teams perform, on average, significantly worse in business planning. Models
4 and 5 show that affiliation to a mixed team results, on average, in a significantly
positive effect on views on the digital idea generator platform. Model 6 shows that
affiliation to a women’s or men’s team has, on average, a significant negative effect
on the number of views. The dummy variable semester serves as a control variable
and is significant in models 4-6. A plausible explanation for this effect is that in
semester B the students accepted the idea generator platform as a viable feedback
instrument and were more active in giving feedback and viewing their peer’s idea
posters. The descriptive statistics on views support this argument.

Table 5 gives an overview of whether the hypotheses are confirmed or rejected.

4 Conclusion

This study shows that in the specific context of a business plan course in EE
non-task-related team diversity has effects on different performance indicators.
Gender-mixed teams write better business plans and generate more interest in their
start-up idea.

These results are contrary to research that only finds performance effects for task-
related areas (Der Foo et al., 2005). Whether the effects disappear when task-related
diversity aspects are considered cannot be determined with the available data. But it
is highly questionable to what extent bachelor students of the same semester in the
same educational program at the same university can differ considerably regarding
typical task-related indicators such as work experience or competencies. Some
studies offer different approaches to explain gender-specific diversity performance
differences ranging from individual personality traits to team processes and didn’t
find any explanation for their findings (Hoogendoorn et al., 2013).

The question that remains is, why are mixed teams more successful in a business
plan course? The answer may lie in the distinct task requirements. To develop a
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Table 4 Parameter estimates of six linear regression models

Unstandardized Standard Collinearity
€erTors coefficient statistics
Std.

Model B error Beta T Sig. Tolerance | VIF
1 | (Constant) 1.882 | 0.175 10.774 |0.001

Mixed —0.303 | 0.101 |—0.203 —3.002 |0.003* |0.618 1.619

team

Women’s —0.299 | 0.111 | —0.175 —2.706 |0.007* |0.677 1.478

team

Team size —0.002 | 0.058 | —0.002 —-0.029 | 0.977 0.891 1.123

Semester 0.055 | 0.080 0.036 0.680 |0.497 0.993 1.007
2° | (Constant) 1.706 | 0.172 9.929 |0.001

Mixed —0.041 | 0.100 | —0.028 —0.412 | 0.681 0.632 1.583

team

Men’s 0.228 | 0.113 0.128 2.020 |0.044** |0.705 1.419

team

Team size —0.029 | 0.059 | —0.028 —0.492 | 0.623 0.874 1.145

Semester 0.056 | 0.081 0.037 0.692 |0.489 0.992 1.008
3° | (Constant) 1.726 | 0.181 9.535 |0.001

Women’s —0.037 | 0.098 | —0.022 —-0.379 | 0.705 0.872 1.146

team

Men’s 0.241 | 0.101 0.135 2.394 |0.017** | (0.888 1.126

team

Team size —0.041 | 0.056 | —0.040 —0.731 | 0.465 0.970 1.031

Semester 0.060 | 0.081 0.040 0.744 |0.457 0.994 1.006
4% | (Constant) 56.005 | 16.585 3.377 |0.001

Mixed 40.806 | 9.645 0.283 4.231 [0.001* |0.599 1.669

team

Women’s —1.624 [10.384 | —0.010 —0.156 | 0.876 0.653 1.531

team

Team size —-0.207 | 5.505 | —0.002 —0.038 |0.970 0.891 1.122

Semester 17.062 | 7.527 0.118 2.267 |0.024** | 0.989 1.011
5° | (Constant) 56.100 | 16.116 3.481 |0.001

Mixed 40.039 | 9.243 0.278 4.332 0.001* |0.652 1.533

team

Men’s —3.593 [10.593 | —0.021 —.339 |0.753 0.726 1.378

team

Team size 0.013 | 5.552 0.000 0.002 |0.998 0.876 1.142

Semester 17.003 | 7.527 0.118 2.259 |0.025** | (0.989 1.012
6" | (Constant) 82.241 |17.025 4.831 |0.001

Women’s | —40.064 | 8.995 | —0.247 —4.454 10.001* |0.868 1.153

team

Men’s —41.808 | 9.575 | —0.240 —4.366 |0.001* |0.886 1.129

team

(continued)
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Table 4 (continued)
Unstandardized Standard Collinearity
errors coefficient statistics
Std.

Model B error Beta T Sig. Tolerance | VIF
Team size 4.239 | 5.285 0.042 0.802 |0.423 0.963 1.038
Semester 16.801 | 7.511 0.116 2.237 10.026** |0.990 1.010

n = 343; *sig. < 0.01, **sig. < 0.05
Dependent variable: business plan grade, corrected > 0.022, Durbin—Watson 1.234
"Dependent variable: business plan grade, corrected > 0.017, Durbin—Watson 1.234
°Dependent variable: business plan grade, corrected r* 0.017, Durbin—Watson 1.234
dDependent variable: views, corrected 2 0.083, Durbin-Watson 1.916
“Dependent variable: views, corrected 7 0.083, Durbin-Watson 1.915
fDependent variable: views, corrected > 0.086, Durbin—Watson 1.905
Table 5 Overview of hypotheses and results
Confirm/
No. | Hypotheses Expected result Results reject
1 | A student team’s gender | Team categories are * Team categories are Confirm
composition influences | significant performance | significant predictors of
the performance in predictors. performance in different
writing a business plan regression models.
in an active EE course
2 | Mixed-gender teams Mixed-gender teams * Descriptive statistics Confirm
perform comparatively | receive, on average, show that affiliation to a
better in developing a better grades than other | mixed-gender team
business plan than team categories results, on average, in a
homophile gender Mixed-gender teams comparatively better
teams in an active EE attract more views of business plan grade and
course their business idea more views
posters than other team | » The linear regression
categories model shows that the
mixed-gender category
has the comparatively
largest effect on grade
and view performance
3 | Men’s teams perform Men’s team affiliation * Affiliation with a Reject
better than women’s has a higher positive men’s team has a nega-
teams in writing a busi- | effect on the business tive grade effect on the
ness plan in an active plan grade and on views | business plan
EE course than women’s teams * Women’s teams
receive better grades in
the business plan cate-
gory than men’s teams
* Regarding the perfor-
mance indicator views
on a digital platform, no
significant results are
available
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business idea from scratch is a creative task, where especially homophile men’s
teams are seemingly less effective. This might be due to less creative ability or an
unfavorable team dynamic. That the worse performance is due to less motivation is
rather unlikely considering that the men’s entrepreneurship exam grades don’t differ
significantly from those of women. That diverse teams oftentimes possess advan-
tages in creativity is underscored by a large meta-analysis (Horwitz & Horwitz,
2007). Each gender may contribute characteristic competencies that complete the
team’s competence portfolio, e.g., in regard to the quality of creative output and the
integration of different perspectives. To find out what these competencies are, how
they are characteristically bound to gender and how they interact in an EE context
are promising research endeavors. For lecturers, these results are an impulse to pay
more attention to gender composition in teamwork assignments and to point out to
students that mixed-gender teams perform on average best in the business plan EE
context. In particular, male students should take this recommendation to heart, as
they profit considerably from teaming up with women.

Critics may argue that this finding is of little relevance as a business plan course is
still about planning and doesn’t provoke entrepreneurial action in real life. While this
course type has its inherent limitations in enhancing the student’s entrepreneurial
intentions and initiating entrepreneurial activity, recent empirical research shows
that a supply—demand business plan course can contribute to a rise in the student’s
entrepreneurial intention and entrepreneurial activity (Schultz, 2021).

There are two main reasons for the mixed empirical results in the literature on
gender diversity in different educational settings: first, inconsistencies in the research
design and second, the influence of contextual factors. In regard to the first argument,
a potential shortcoming of this study is that students self-selected into teams and that
therefore the low and high performers were free to conglomerate. In this study, the
results of linear regression models with the dependent variable entrepreneurship
exam grade show no significant results that team affiliation has a significant effect on
exam performance. When team affiliation is independent of exam performance, there
is less indication that high or low performers selected themselves in characteristic
teams. Furthermore, to criticize self-selection is valid from a strictly theoretical
perspective, but it is out of touch with reality. Normally, entrepreneurial teams as
well as student teams don’t form by chance under controlled conditions. They form
by choice, which makes self-selection rather a property of real life and in EE a part of
the learning experience. In regard to the second point of critique, it seems evident
that contextual factors ranging from educational settings (e.g., course type, EE
pedagogy) to culture possess influence. As a business plan course is part of the EE
curriculum at many higher learning institutions, opportunities exist to replicate this
study on a larger scale. Then, it might become possible to explore the effects that
lead to team performance differences in detail.
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The “Start-Up” Answer: Examining )
a Hidden Dramaturgy in Entrepreneurial %
Learning Beyond the Four Walls

of the Classroom

Nicolai Nybye

Abstract This chapter, based on findings from an ethnographic field study of
entrepreneurship in the realm of non-business educations, combines the logic of
effectuation and a narrative discursive perspective, enabling us to see how a certain
language of entrepreneurship in use affects the meaning making of students and is
perceived by them as counterproductive. The chapter provides insight into normally
more hidden sides of student entrepreneurship and analyzes how the “start-up” as
grand narrative filters into the micro-processes of students involved in an extracur-
ricular entrepreneurial process. The chapter reflects how language is used as logic,
which, however, is also a possibility to choose new pathways in advice, guidance,
and training of entrepreneurial expertise among students practicing
entrepreneurship.

Keywords Entrepreneurial learning - extracurricular - effectuation - narratives -
entrepreneurial forces

1 Introduction

Entrepreneurship is increasingly embedded into both business and non-business
education programs (Blenker et al., 2011). Hence, entrepreneurial learning becomes
increasingly important in societies dealing explicitly with change, based on individ-
ual, organizational, and societal entrepreneurial “capacities” (Gibb, 2002) and value
creation (Lackéus, 2018). As part of the growing focus on entrepreneurship, higher
educations also offer and develop new extracurricular activities to support entrepre-
neurial learning among students, which, however, is still an under-research area
(Pittaway et al., 2015; Preedy & Jones, 2017; Preedy et al., 2020). The extracurric-
ular side of entrepreneurship expands to a broader view of the entrepreneurial
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classroom that like experience-based entrepreneurship education (EE) “moves
beyond the traditional view on the classroom” (Wraae, 2022). Hence, while the
forms “about” and “for” entrepreneurship have dominated the development of EE
(Pittaway & Edwards, 2012; Robinson et al., 2016), students’ extracurricular
engagement shares a learning potential with the learning typology “through” entre-
preneurship (Pittaway & Edwards, 2012). Furthermore, it is argued that through
entrepreneurship has the most potential to make students experience what it means to
be an entrepreneur because they work with real-life issues through projects or
activities (Pittaway & Edwards, 2012; Robinson et al., 2016). Thus, students create
“empathy with the life-world of the entrepreneur” by experiencing uncertainty and
complexity and learn what it means in practice to develop key relationships
(Pittaway & Edwards, 2012). However, while engaging in student-led groups and
being part of business competitions or incubators contribute to experience-based
learning, these activities are not in themselves leading to deeper learning because the
conscious use of reflection is hard for students to undertake (Preedy et al., 2020).
Hence, the very nature of the extracurricular experience and the perceived value of it
both need more focus and not just the activities per se (Preedy et al., 2020). This
chapter takes up a learning experience from a single case (Yin, 2014) of a student-led
group of three non-business occupational students engaging in an extracurricular
entrepreneurial process. With the advice from a Student Incubator, the students
involve in a micro-grant funding at the Danish Foundation for Entrepreneurship
and experience a rejection of the application that is evaluated as not being a “start-
up” with business potential. To analyze how this answer affects the students’
learning experience, the chapter asks, What is the nature of the “start-up” narrative
in the rejection and how does it affects the students’ entrepreneurial learning
experience?

The chapter starts by outlining an analytical lens combining effectuation
(Sarasvathy, 2001) and a narrative view of entrepreneurship (Gartner, 2010) in
order to grasp the intersubjective nature of the meeting between the students and
market logic in the rejection. After presenting the methodology, the chapter analyzes
and discusses the logic of the rejection and how the students experience its conse-
quences. It concludes by opening up toward the value of critical reflection and of
dialogue in the practice of entrepreneurship. It is not the objective of the chapter to
judge whether the rejection is right or wrong. The chapter is about learning from
practice in order to improve future entrepreneurial learning when the grand narra-
tives of entrepreneurship (Fletcher, 2007) are embedded in the curriculum as well as
extracurricular activities across the domains of business and non-business
educations.
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2 Analytical Lens

Effectuation represents a niche in its complementarity to the logic of causal strategic
courses in business schools and to the business plan paradigm (Mansoori & Lackeus,
2020; Sarasvathy, 2008). Hence, effectuation logic challenges linear causality by
providing a theoretical and methodological language that is more about variation
than linear processes (Sarasvathy & Venkataraman, 2011), though effectuation and
causation coexist as logics that appear in decisions in different phases (Matalaméki,
2017). For instance, effectual logic is regarded to be dominant in the early stages of
new venture creation, which is about how entrepreneurs design physical or social
artifacts under high uncertainty and unknowable environmental circumstances
(Mansoori & Lackeus, 2020; Sarasvathy, 2008) as well as in existing organizations
(Berends et al., 2014; Matalaméki, 2017). In effectuation, artifacts are the objects
created in the effectual process that can be physical products, new services, and the
social structures that emerge as new firms or markets. The origin of this artificial
thinking finds its roots in the science of the artificial of Simon (1996), and through
Sarasvathy’s initial research on expert entrepreneurs, the two theories have been
merged (Sarasvathy, 2008). From the research on entrepreneurial expertise, it shows
that expert entrepreneurs basically avoid causal market analysis techniques in favor
of various subjective rules of living in the initial phases of new venture opportunities
(Dew et al., 2018). Underpinned by Simon (1996), effectuation hereby challenges
the view of maximization in decision theory, arguing that humans do not adapt in a
perfectly rationally determined way to externally defined goals (Kalinic et al., 2014).
Instead, as stressed by the “who am I” in the Bird-in-the-Hand principle in the
effectual method, it is different people’s personal means, aspirations, and actions that
through interplays with an outer environment shape the relevance and value of new
artifacts (Sarasvathy, 2008). Thus, the effectual research shows that expert entrepre-
neurs don’t forecast relevance and value in any absolute sense through analytical
tools prior to own actions but rely on contingencies, events that may occur (the
Lemonade principle), affordable risk taking (the Affordable loss principle), and on
co-entrepreneurial collaboration (the Crazy Quilt principle) (Sarasvathy, 2008).
Both Simon and the effectual paradigm are skeptical about forecasting designs of
the future, and effectuation takes up this temporal challenge of finding a way to
create artifacts without forecasting through the basic worldview of non-forecasting
control (the Pilot-in-the-Plane principle) (Sarasvathy, 2008). This effectual logic
finds its stance in a pragmatist-epistemology where knowledge is not an absolute
essence in itself (Biesta & Burbules, 2003). Instead, knowledge is connected to what
is of practical value and to the ongoing making of meaning through “effectual
action” that finds “its distinct philosophical stance in pragmatism” (James, 1907;
Sarasvathy, 2008, p. 190).

Hence, the effectual logic is as in pragmatism in that sense open-ended (Biesta &
Burbules, 2003; Dewey, 1929; James, 1907). It makes us see, grasp, and learn that
variation in entrepreneurship is natural; it changes reality based on what works rather
than relying on the essences of absolute truth (Dewey, 1929; James, 1907). Instead, a
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consequence of the pragmatist position is that the entrepreneurial process comes
about as people create meaning living forward (Weick, 1999) rather than planned by
absolute theories (Sarasvathy, 2001). The section below connects effectuation to a
narrative approach to understand how meaning is created in the relationship between
entrepreneurial students and outer circumstances.

2.1 Meaning Through Narratives

Gartner (2010) argues that to practice and study ongoing dynamics of the interre-
latedness of an intention/action/circumstance condition in entrepreneurship, we need
a language that encompasses entrepreneurial experience and variance over time.
Entrepreneurs find themselves in situations and events (circumstances) that chal-
lenge and modify their initial intentions, and he therefore suggests a narrative
approach to entrepreneurship because, based on Polkinghorne (1988), “narrative
knowing” captures the “meaning making” of humans (Gartner, 2010, p. 11). Hence,
the form of a narrative compresses the meaning from various situations and events
into a “particular type of discourse” (Polkinghorne, 1988, p. 36), which makes
Gartner (2010) place the text as analytical object. Hereafter, Text is written with a
capital letter to mark that it has this analytical status. The narrative Text aspect, then,
is a way to deal with experience that is otherwise difficult to grasp - a challenge also
known to entrepreneurship education (Hagg & Kurczewska, 2016). Furthermore, the
Text as object makes it possible to work with different interpretations of situations
and events (Gartner, 2007, 2010; Popp & Holt, 2013). Here, an advantage of the
narrative approach is that it deals with time and the temporal relation between actions
of the past, present, and future, which is in line with the effectual philosophical
transformational stance of pragmatism (Sarasvathy, 2008).

Another advantage of the narrative approach is that the focus on language and
meaning enables us to investigate what, with reference to Lakoff and Johnson
(1980), will be a metaphorical dimension of narratives and artifacts. Narratives
and artifacts are not neutral descriptive elements but have an impact on meaning
and experience through the use of metaphors (Dodd, 2002; Smith & Neergaard,
2007). Basically, a metaphor establishes an immediate meaning by cross-referring to
two domains like seeing innovation as a journey (Van de Ven, 2017). In the Lakoff-
Johnson framework, understanding one thing in terms of another is a structural
metaphor; to this they add orientational/spatial metaphors (e.g., up—down, in—out,
central—peripheral) and ontological metaphors (e.g., the experienced world as enti-
ties, containers, substances, and personifications). Of special interest in this chapter
is what Lakoff and Johnson call the cultural coherence of the way metaphors are
used to value experience in various subcultures, for instance, when a certain meaning
is valued and prioritized as UP, IN, or OUT (Lakoff & Johnson, 1980). Such uses
also carry potential conflicts because, as Dewey argues from the pragmatist perspec-
tive, humans might take what is of chief value to them as the real (Dewey, 1929). To
Dewey, a prioritization of value happens as a result of “selective emphasis” (Dewey,
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1929). One problem for Dewey is that selective emphasis not only promotes a
particular dominant way of thinking about purpose; the purpose in itself also pro-
duces an acceptance of the parts that are left out of the purpose, precisely because
they are omitted with a purpose. The general insight from this is that a discourse can
thus promote a naturalization of a certain reality as more real than another, or, as
Dewey explains: “It is natural to men to take that which is of chief value to them at
the time as the real. Reality and superior value are equated” (Dewey, 1929, p. 52).

Entrepreneurship in this narrative and metaphorical light is not about static
meanings but about how social reality gains meaning (Garud et al., 2014; Smith &
Neergaard, 2007). Thus, following Venkataraman et al. (2013), narratives about
entrepreneurial agency can be either distributed or located within individuals and
affect the belief people have about entrepreneurial action. Furthermore, artifacts can
both be infused with narrative meaning and also be capable of driving social and
economic change (Venkataraman et al., 2013). Finally, narratives themselves as
artifacts can be strong influencers of social reality (Venkataraman et al., 2013),
which is also about how institutional facts are created as social reality by the use of
language and speech acts (Searle, 1995). However, in the very practice of entrepre-
neurship, meaning is performed in concrete situations, where the “Ask” is used as an
effectual concept to define what characterizes a significant activity in the early stages
of entrepreneurial processes (Dew et al., 2018). The Ask is framed as an important
building block in developing entrepreneurial expertise as deliberate purposeful
engagement in situations of high uncertainty and deep dependence on human
intersubjectivity (Dew et al., 2018). Here, the “tentative ask™ and the “co-creative
or effectual ask” respond to complex situations that require an open-ended form of
inquiry low on prediction, where stakeholders are invited to shape and commit
themselves to the entrepreneur’s ideas. Such situations are compared to the causal
Ask that counts the “pitch” and the “transactional ask” like negotiations where the
prediction of desired outcomes constitutes the performed situations (Dew et al.,
2018). It is important to note that the Ask involves the Askee (Dew et al., 2018), and
as the analysis shows, the answer as narrative is important to investigate further to
understand how to train entrepreneurial expertise in the interplay between the social
reality of entrepreneurship and student entrepreneurs (Venkataraman et al., 2013).
This is in line with the narrative reader-response-theory approach advocated by
Fletcher (2007), which focuses on the “stretchiness” of entrepreneurship narratives.
Following Fletcher, the “stretch” enables us analytically and in educational situa-
tions to go beyond the text to how different people connect to a text and to
investigate why and with what effects the grand “narrative world of entrepreneur-
ship” filters into the micro-stories of people across contexts (Fletcher, 2007, p. 651).

In accordance with the latter, narratives are closely linked to a discursive
approach, and according to Hjort and Steyaert (2004), there is no clear division
between the two. Instead, they argue that the language dimension in entrepreneur-
ship makes it apparent that entrepreneurship is a creative force in society that affects
and changes daily practices and lives. This is about how the future orientation in
entrepreneurship is invented “in populating histories of the present, here and now”
(Hjorth & Steyaert, 2004, p. 3). Thus, the events of the here and now of everyday
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entrepreneurial processes are organized in stories and conversations as a primary
form of knowledge in social situations constituted by the discursive nature of
knowledge, self-narratives, subject positions, desires, attention, resources, and
images (Hjorth & Steyaert, 2004). These stories are, however, also the object of
critical entrepreneurship research showing that the entrepreneurship discourse and
established narratives generate not only bright effects but also dark sides, e.g.,
through heroizing narratives that can be difficult to live up to (Berglund &
Johansson, 2012). Summarizing, building on effectuation, the analytical lens
makes it possible to understand how and why logics shape the initial stages of
entrepreneurial processes of students. Furthermore, connected with the narrative
dimension, the analytical lens sheds light on and capture the meaning making
when students engage in early stage entrepreneurship including experienced conse-
quences of the way interactions actually unfold as part of outer circumstances. To
investigate these aspects, the next section presents the empirical data, which is
followed by the analysis of how a start-up-logic shapes the understanding of
entrepreneurship for students and which experienced consequences this shaping of
reality has.

3 Methodology

The data emanate from a larger case study that, from a perspective of pragmatism as
philosophy of science, studied how, why, and with what consequences undergrad-
uate students make meaning through entrepreneurial projects (Nybye, 2020). The
study took place within the student context of a Danish University College providing
Professional BA programs in various welfare professions. In order to investigate the
entrepreneurial processes as they were experienced by the students in situ, the
research project was conducted as a rich, detailed qualitative ethnographic field
study (Eberle & Maeder, 2016; Lofland et al., 2006). The data were gathered through
observation, video/audio-recordings, interviews, and written and visual materials
from ten cases of students creating new ideas, which overall purposes were to help
and assist other people with better options in various areas of society connected to
the specific education of the students. The data collection had the following courses
as a starting point: Learning Material Design and Entrepreneurship (Teacher Edu-
cation); Social Innovation and Entrepreneurship (Social Education); and Innovation
Across Health Professions. However, one case of three students (Occupational
Therapy (OCT)) was an outlier in the data material as they expanded a course on
Health and Work Environment into an extracurricular early-stage entrepreneurial
process (Nybye, 2020).

In this chapter, I take the OCT team case as a single case that is revelatory of
longitudinal process data prior to and after critical events (Yin, 2014). As part of a
curricular course, which combine theory and practice-based learning, the students
develop a product idea in the area of work environment through external collabora-
tion situated within a microbiology laboratory at a Danish university hospital. At the
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laboratory, the bioanalysts have for a long period been experiencing arm and
shoulder pain from poor working postures when they reach out for laboratory and
analysis equipment at the lab’s work stations. The OCT students, who are in their
final semester, succeed both in teaching the laboratory technicians about anatomy,
workloads, and working postures and in developing an idea for a physical product
that can remedy the arm and shoulder problems. The students apply mathematical
calculations from the Danish Working Environment Authority to develop the prod-
uct idea, which is designed as a transparent table mat with a windscreen-wiper area
divided into three visual fields that are to mark the optimal and less optimal places to
place equipment (Appropriate Reach Mat). As part of the extracurricular process, the
students are guided by student incubator consultants to make a prototype in collab-
oration with employees in a “Fab-Lab” at the local business academy.

The situation then is that after the exam in the Health and Work Environment
course, the students decide that their idea is worth pursuing and investing their spare
time in. The team leader at the hospital has heard that the students will continue their
process and sends an e-mail to let the students know that they need and require the
product and would otherwise consider developing it themselves. On the advice of the
student incubator, the students apply for funding to secure IPR Design Protection
through a micro-grant program hosted by the Danish Foundation for Entrepreneur-
ship. The application consists of an application form in which the students must
account for a business model and a video-recorded pitch. The analysis in the overall
research project reveals that the business language inherent in these formats is
experienced by the health students as foreign to them and thus as something they
have to interpret, make sense of, and acquire in order to fulfill the micro-grant
application.

As part of the micro-grant procedure, an evaluation committee consisting of a
third-party evaluator from a national Inventor Advisory Service rejects the applica-
tion, arguing that the product is not a start-up with business potential. In the analysis,
I take the rejection Text, in the Gartner-Polkinghorne sense, as an object that draws
together meaning from a specific situation and event into a particular type of
discourse. The following analysis, therefore, presents an excerpt from the rejection
e-mail because, as the analysis shows, it compresses a larger meaning, using the
start-up as an essential narrative shaping the answer to the students. Hence, the
“start-up” appears as a grand narrative that functions as an initial analytical entrance
to the wider meaning of the Text.

4 Analysis

The e-mail rejection Text in focus of the analysis has sender complexity built into it
as two senders communicate to the students, with the host of the micro-grant
program as the primary sender and the Inventor Advisory Service as the secondary



54 N. Nybye

sender. The voice of the secondary sender addresses the students in the following
excerpt:

It is good to see that you cultivate your professionalism, and that gives credibility.
But we believe that this is a product rather than a start-up. We do not see business
potential in this idea. XX [name redacted] of the Danish Technological Institute
[e-mail address redacted], who sits on the evaluation committee, is happy to make
himself available in relation to how you can get further advice about design protec-
tion and how it may be an idea to sell the product to a company that already sells
occupational products,' as they are established in the market. Do use this option.

The entire Text in the e-mail is rounded off by the primary sender encouraging
undergraduate students in general to enter their “start-ups” in the national “Start-Up
Program” competition for students hosted by the senders themselves.

This event of rejection is critical in the students’ entrepreneurial process and
therefore important to analyze further and understand in more depth post the event
because it reveals a paradox in the case and a finding that the rejection addressed to
the students creates a hidden severe dichotomous dramaturgy in the entrepreneurial
process. On the one hand, the effectual language conveys how the students make
relevant meaning in their emerging entrepreneurial process on the side of the
students’ field of interest (Bird-in-the-Hand), partnering with a hospital (Crazy
Quilt), and it is worth pursuing as an optional, extracurricular process (Affordable
loss) (Sarasvathy, 2008). The students are evaluated positively by the head of the
department at the Department of Microbiology as help to realize a desired future of
“the perfect workplace” (Interview, 03: 54). In the interview, the students are
positively described as “self-leading,” able to help with “fresh eyes,” where the
department itself is “home-blind” (inured and oblivious to problems) and “cannot
always see the opportunities themselves” (Interview, 15: 55). Hence, the students’
creative process interplays with the managers’ view of reality, and they make an
immediate difference in that context. On the other hand, the rejection e-mail presents
another reality. As illustrated above in the start-up-Text, the secondary sender
presents several evaluative judgments to the students, describes an opportunity for
advice, and gives encouragement to use the advice. Subsequently, as analyzed
below, the students experience critical consequences of the e-mail, which affirms
the hidden dramaturgy.

s

'In the Danish version, an implicit abbreviation was used: “ergo-produkter”, which corresponds to
“occu-products.”
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4.1 A Hidden Dramaturgy and Its Consequences for Meaning
Making

In the interview with the students, one of the students presented the experience as “a
slap in the face, because we had spent so much time on it, even though we could
understand the reason for the refusal.” The interview enquires further into how it
may be that they understand the reason for the refusal. One of the students expresses
their rationale and explains that it makes good sense, as the micro-grant program
would only finance the start-up of companies, and they have a product (Interview,
17: 47).2 While this rationale appears to be a clear recognition of the situation, it is
more difficult for the students to grasp the dynamic forces affecting their process. As
such, the students interpret the reason for the situation turning out as it did in
different ways (coded A, B, C). Student A reflects in the interview that there may
have been incorrect guidance from the incubator’s innovation consultants at the
educational institution. Student B does not think that they have received incorrect
guidance and believes that they were told they could read about the criteria them-
selves. Student C reflects that they might have seen it themselves, but they under-
stood it differently, and concludes that the application has been a good learning
situation. Almost 50 min into the interview, following a conversation about design
protection, the interview returns to the “slap in the face” metaphor to investigate the
meaning more closely. Student B elaborates: “It was not a slap, but something that
slowed down the process and it was difficult picking up the process again.” She
reflects on it and continues: “Maybe it was more a punch in the stomach.” Student A
explains that it is an expression of something that is a “setback” (Interview, 47: 18).

The students apply a structural metaphorical language to grasp the experience and
make the rejection e-mail meaningful. Hence, the experience is narrated as a “slap in
the face” and as a “punch in the stomach.” The slap is connected to time (slowed
down), a construct that Lakoff and Johnson (1980) explain is a central cultural issue,
and to Lakoff and Johnson time is associated with other sub-categories in our daily
lives. For instance, time is something you can invest (money), have enough of/run
out of (limited resource), and can give (commodity); thus, time is a variant relative to
situations in life where it is something we are able to control or, vice versa,
something that we do not possess enough of, are not able to invest or give. The
analysis shows that the rejection e-mail triggers an imbalance of time and control,
and this alters what is actually experienced as meaningful by the students to a loss of
meaning.

The process is also explained as something that is “difficult to pick up again.” It is
an expression rooted in daily physical and embodied experience with the world;
hence, the rejection is experienced and understood through orientational/spatial
metaphor. More generally, the orientational metaphors are about valuations of

The official background material says that grants support the start-up of business and further down
the material that grants can be used to, e.g., the development of a prototype and IPR protection
(secondary data).
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what is up, more, less, or better, and this connects to our experiences of, e.g., “feeling
up” (happy) or “feeling expansive” (Lakoff & Johnson, 1980, p. 18). Following
Lakoff and Johnson, this up-down valuation is crucial in Western thought, where
other cultures may pay more attention to balance or centrality (Lakoff & Johnson,
1980). As such, “up” tends to be valued better than “down,” where up is associated
with spatial values such as better, more, and bigger, while down can be associated
with feelings of depression or a term like lesser. Such valuations are important in the
data because the start-up narrative in itself expresses this up-going reality. In
addition, the start-up attention promoted by the subject position of a judge (Hjorth
& Steyaert, 2004) is amplified by the overall status the start-up is given. Further-
more, this status is emphasized by the spatial perception of “business potential,” a
logic that can be connected to other upward-oriented metaphors such as growth or
the hockey-stick curve and a propagating, expanding orientation. Here, the analysis
shows a dark side of the start-up narrative, the difficulty of “picking up again,” the
“slowing down,” and “setback” of an already forward-moving process that the
students experience as meaningful. However, a more subtle market logic seems
also to play a role in the rejection, as discussed in the following section.

5 Discussion

In the refusal to the students, not only is a start-up valued over an emerging product;
the expressions “But we believe ...” and “We do not see business potential in this
idea” promote a more invisible causal market view. Effectuation as an analytical lens
challenges the objective naturalness and the normative approach with which this
causal market logic is communicated to the students: what if the students are actually
creating a market commitment through their involvement in the hospital lab
established as part of their Health and Environment course? What could happen if
the students created a closer partnership with the hospital? However, in the rejection,
it is forecast that there is no business potential in the idea, and it is suggested that it is
better that the students turn to well-known players in a well-known market. Hence, in
the rejection Text, the discursive nature of knowledge (Hjorth & Steyaert, 2004)
associated with the start-up narrative is primarily that of forecasting, and this world
view is communicated to the students as a particular way of thinking.

In practice, the rejection remains unquestioned. As shown in the analysis, when
one of the students reproduces the rationale in the refusal, not only, therefore, is this
an acceptance of the refusal per se, but we can also see that the experience is
internalized (habituation) around a dominant entrepreneurship discourse of predic-
tion, start-up, and business potential. A problem from a pragmatist perspective is that
pragmatism discusses the separation of primary experience from the language and
concepts that humans use to symbolize nature and human experience (Dewey,
1929). In that regard, the primary entrepreneurial experience of the students is rooted
in academic curiosity, and they explain that curiosity about whether the product
works drives them more than the interest in making money out of it (Interview, 19:
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20). A more practical value is important to the students rather than a predefined
market theory and this drives the transformation of their ideas and aspirations into an
artifact that might be useful in human as well in economic terms if it improves the
work environment conditions or re-develop into new solutions in a co-creative
process. Instead, the narratives of “start-up” and a predefined idea about “business
potential” emphasize a social reality connected to grants (money). This is self-
fulfilling because as Dewey discusses what is of chief value to humans risks being
taken as the real: “Reality and superior value are equated”, as he argues (Dewey,
1929), which drives the separation mechanism and the exclusion of other values. To
Deweys, this is not necessarily a problem, because as humans we can in principle turn
to other aspects that present value to us. In this case, for instance, the students turn
toward the completion of their education. However, one fact remains unaffected
from the meeting between the health professionalism of the students and market
thinking, namely that no actor questions the notions of truth and the “ultimate Being”
(Dewey, 1929) of the start-up value and logic of forecasting in the rejection Text.
Thus, the institutional forces remain untouched and reflection on experience in a
learning perspective is absent. This leads to the following implications.

5.1 [Implications for Entrepreneurial Learning Beyond
the Four Walls of the Classroom

In the effectual process, experience is accumulated as the action unfolds based on the
entrepreneur’s means at hand, seeking acceptable risk levels and in partnerships
where people commit because they want to work together (Dew et al., 2018). Hence,
entrepreneurship becomes intersubjective and “expertise acquisition” thus becomes
a matter of “‘situated and social cognition” as well as of “individual cognition” (Dew
etal., 2018, p. 401). This challenges entrepreneurial learning for students that might
be inexperienced entrepreneurial practitioners because as the findings in the analysis
confirm the mutuality of situations in entrepreneurial practice “have strong influence
on activity performance” (Dew et al., 2018, p. 402). For instance, as the analysis
shows, what figures as a meaningful initiative for the students is through the
intersubjective engagement with institutional stakeholders (authority) turned into a
loss of meaning. To prevent a loss of meaning from becoming an end-station, a
challenge here is to turn experience into reflective meaning making as the basis for
forward-moving action (Dewey, 1916, 1929) and relevant extracurricular entrepre-
neurial learning (Preedy et al., 2020). A future path will be how to reflect with
students on the influences of values in the dynamic interplay between different actors
and turn such feedback into experiences in “continuous learning” (Mansoori &
Lackeus, 2020).

Effectuation suggests that market logic other than the dominant one of forecasting
is possible. Hence, the analysis can be used to open up toward more open-ended
guidance and answers from official enterprise advice systems and policy-driven
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organizations. A possible way is to refocus dominant start-up discourse toward the
social or societal effects various students create as success factors (Berglund &
Verduijn, 2018), building on situations of, for instance, “tentative ask” or “co-
creative ask” to shape shared conceptions and mutual learning among students and
partners (Dew et al., 2018). This ideal is inherent in the pragmatist background of
Dewey that believed in communication as the tool to obtain common understandings
(Dewey, 1929). However, as analyzed in this chapter, such a communicative ideal
cannot be taken for granted. A future question to entrepreneurial learning is how to
balance asymmetric stakeholder forces when students are practicing entrepreneur-
ship. To practice the ask together with critical reflection is therefore recommended to
explore further.
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Andreas Walmsley and Birgitte Wraae

Abstract This study explores the extent to which entrepreneurship education
(EE) impacts individual political attributes at the level of the individual student.
The rationale here is EE’s alignment with an emancipatory principle that can also be
found in Critical Pedagogy (CP). This emancipatory principle resonates with the
individual recognizing their place within a socioeconomic system and subsequently
seeking to change the system; i.e., they become politically engaged. Drawing on a
sample of entrepreneurship students in Denmark, scores on a range of political
measures were compared at the start and at the end of a semester in which students
engaged in entrepreneurship education. The political measures comprised “political
interest,” “political orientation,” “civic engagement,” and “sociopolitical control.”
Overall, results indicate a shift toward more politically interested and engaged
students. This exploratory study sets the scene for more research in this area that
seeks to understand the potential inherent in EE for political change.

9

Keywords Critical Pedagogy - Emancipation - Politics - Political Change -
Civic Engagement

1 Introduction

EE has expanded rapidly. Interest in EE, both from practitioners and scholars,
persists. With this expansion, a broadening of focus in EE research is being
witnessed, and while research on EE is still lagging behind its growth (Neck &
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Corbett, 2018), we are progressing beyond the “what” of EE, moving to questions
about the “how” and “for whom” and also “for what purpose” (Fayolle & Gailly,
2008; Lackéus, 2015). This chapter contributes to these developments by exploring
one aspect of EE that has been largely ignored to date. This is the political
association of EE, and here the question as to its potential political impact at the
level of the individual. While political change is not typically the primary concern of
EE, this does not mean potential political implications should be ignored. We argue
that EE shares some characteristics with Critical Theory, and in particular Critical
Pedagogy’s focus on emancipation as propounded by Freire (2005), where educa-
tion’s political dimension is not just tangential, but essential. Thus, an exploration of
EE’s impact on political attributes is warranted; a more emancipated individual
should be more politically engaged.

2 Critical Theory, Critical Pedagogy,
and Entrepreneurship Education

The nature and purpose of higher education continue to evolve. For policymakers in
many countries, the positive relationship between education and economic growth
has led to a climate where HE is largely seen as a means to serve economic ends, in
many respects reinforcing rather than challenging socioeconomic structures. Unsur-
prisingly, this has drawn criticism and concern from many who point to education’s
emancipatory and even moral purpose (Lyotard, 1984; Maskell & Robinson, 2001;
Delanty, 2001).

These allegations, i.e., that an excessive focus on the economic dimension
instrumentalizes higher education, have also been levied against entrepreneurship
(Lambert et al., 2007). The typical delivery or manifestation of EE has overridden or
denied the full appreciation of its wider social benefits (Lambert et al., 2007). To our
minds, a tension exists that in fact goes to the heart of the notion of the enterprise. As
innovation and entrepreneurship may be regarded as the building blocks of capital-
ism and economic development (Schumpeter, 1961; Kirzner, 1997), rather than EE
challenging the existing status quo of socioeconomic structures in society, it main-
tains them. The expansion of EE may then be seen as further entrenching neoliberal
discourses and structural inequalities (Lackéus, 2017, 2018). On this basis, calls for
more work in the area of EE’s role in neoliberal societies have been made (Berglund
et al., 2020).

Nonetheless, and despite much emphasis on the economic developmental pur-
pose in the provision of EE, following works as that by Lambert et al. (2007), a
growing number of voices recognize that the reach of EE extends beyond economic
concerns. For example, Bandera et al. (2020) write of unintended “dark” conse-
quences of EE and Kuckertz (2021) mentions “higher order” goals of EE drawing on
Humboldtian ideals of higher education. Others such as Rindova et al. (2009) or
Calas et al. (2009) focus on the sociocultural benefits that EE can bring about,
arguing there should be greater attention on this aspect of EE.
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In accordance with these developments, a key idea underpinning this chapter and
one we expand upon elsewhere (Walmsley & Wraae, 2022) is that EE shares many
of the underpinnings of liberatory, emancipatory education. Thus, in a material sense
(enrichment of poor communities), Santos et al. (2019) explain how EE can lead to
empowerment. We argue though that in its focus on autonomy (Van Gelderen, 2010)
and transformation (Neergaard et al., 2020; Wraae et al., 2020), EE is not just
empowering, but essentially emancipatory in nature. As such, in this respect, it
aligns with the purpose of Critical Theory and within the context of education
with Critical Pedagogy (Freire, 2005).

The proximity between Critical Pedagogy and EE has been recognized by others,
although discussions in this area are still relatively scarce. Higg and Kurczewska
(2016) do so, for example, where they make reference to Freire’s notion of Praxis as
involving reflection and action. Higg and Kurczewska (2016) recognize education
“as a means for democratization and the development of liberate free-thinking
individuals” and relate these ideas to EE. Despite the emergence of alternative
discourses as to EE’s purpose, what has to date not happened, however, is a
deliberate and targeted exploration of EE’s impact on political constructs at the
level of the individual (which we go on to explain below). If indeed EE is
empowering and emancipatory, then we might assume this should be reflected in
political constructs as they relate to students.

3 Political Change at the Level of the Individual

As far as we are aware, this is the first study of its kind that seeks to understand the
extent to which EE changes political attributes at the level of the individual. As such,
there is no precedent upon which to build in relation to which political attributes to
include. We reviewed the broader literature in Political Science to gain some
inspiration and consequently decided to focus on four measures that appear regularly
in the literature: political orientation, political interest, civic engagement, and socio-
political control. These constructs will now be presented.

3.1 Political Interest

Political interest (PI) has been defined as “the relatively enduring predisposition to
reengage with political content over time” (Hidi & Renninger, 2006). We decided to
include political interest (PI) because we wanted to move beyond a straightforward
potential change in political attitudes or political beliefs, which in itself is interesting,
but understand the extent to which students had become more interested, indeed
involved, in politics generally (see also Civic Engagement below). PI is a recognized
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indicator of political involvement (Prior & Bougher, 2018), both cognitive and
behavioral, and according to Prior (2018), serves as a strong predictor of political
engagement. We measured PI using the following statement as recommended by
Prior and Bougher (2018), who point to its widespread use: “Would you say you
follow what’s going on in government and public affairs most of the time, some of
the time, only now and then, or hardly at all?”

3.2 Political Orientation

Political orientation (PO) was selected because we wanted to understand the extent
to which there had been both a change in interest in politics as well as how EE had
affected students’ PO. There were no compelling reasons to believe why students
might have changed PO one way or the other (i.e., move to the left or the right of the
political spectrum, or become more liberal or conservative in their political beliefs).
We can speculate that on the one hand given the admittedly mythical/heroic status of
entrepreneurs as maverick “go-getters” or archetypal capitalists, a shift to the right
could have been expected, but on the other hand, universities tend to be associated
with more left-leaning political thinking (Van de Werfhorst, 2020) and so a shift to
the left might equally have been anticipated. Our measure of PO draws primarily on
Oskarsson et al. (2015) though to an extent also on van de Werfhorst (2020). Five
statements were presented about government policy on redistribution of wealth and
immigration, including one question where respondents were asked to place them-
selves politically.

3.3 Civic Engagement

With this measure, we were seeking to understand the extent to which EE leads to an
increase in civic engagement, which can be understood both as a measure of political
interest and willingness to engage in civic engagement activities such as
volunteering [see, for example, Hsu et al. (2021)]. The Active and Engaged Citi-
zenship Scale is an integrated measure that assesses civic engagement (Zaff et al.,
2017) and was used by Chan and Mak (2020). We adopted this 30-item measure
tailoring it in small ways to suit our sample (e.g., instead of “My teachers really care
about me,” we change this to “My tutors really care about me”).

3.4 Sociopolitical Control

The Sociopolitical Control Scale (Chan & Mak, 2020) was used to measure partic-
ipants’ beliefs about their ability to influence social and political systems. It consists
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of 17 items that assess two dimensions of sociopolitical control, including leadership
competence (i.e., perceived ability to organize a group of people) and policy control
(i.e., perceived ability to influence policy decisions in an organization or commu-
nity) (Chan & Mak, 2020). It was decided to include this measure because it relates
to both self-efficacy beliefs (Bandura, 1982) and locus of control (Rotter, 1966),
which themselves are covered in some detail in the entrepreneurship literature.

4 Methodology

We employed a pre- and post-test survey on a cohort of freshman students in an
entrepreneurship program at a university of applied sciences in Denmark. The
bachelor program is a 1.5-year top-up study. The first semester consists of different
subjects related to innovation and entrepreneurship, for instance, entrepreneurship,
the entrepreneurial mindset, the entreprenurial ecosystem, creative processes, and
business models combined with traditional subjects such as project management and
philosophy of science.

The overarching frame for teaching entrepreneurship at the program is “entrepre-
neurship as a method” (Neck & Greene, 2011; Neck et al., 2017), which implies an
acceptance of the unpredictability of learning entrepreneurship as well as giving the
students a body of skills that includes creativity, experimentation, play, and reflec-
tion. The students are expected to work with a business idea, which along with a
prototype is assessed at an exam at the end of the semester.

Students were provided with the link to the first of the two surveys on the first day
of the program in early September. Due to the pandemic, the classes went from
physical presence at the university to online teaching. Therefore, the second link
was distributed as a part of an online class in late November (i.e., at the end of the
semester). The links were also posted on an online learning portal along with
reminders. A total of 59 usable responses (out of 67) were received at timepoint
1 (T1) and 47 at timepoint 2 (T2). Although we asked students to provide a unique
identifier across the two time points, only 14 did. As such, this limited the possibility
of matching pairs which restricted the available tests for statistical analysis. For this
reason, we have focused on using descriptive statistics (e.g., frequencies, means,
etc.), although we also draw on tests of significance, specifically chi-squared tests,
given their versatility.

Matching issues aside, a further limitation relates to the small sample size and
hence the difficulty in extricating the causal relationship between EE and political
impact and other factors that may have contributed to this, not least HE attendance
itself. However, students did engage quite heavily in EE as their first semester
consisted of six subjects related to EE (see above), for instance, entrepreneurship,
the entrepreneurial mindset, the entreprenurial ecosystem, creative processes, and
business models combined with traditional subjects such as project management and
philosophy of science. We also asked a series of open-ended questions at the end of
the second survey (T2) to help us further explain our quantitative results, which
helped explain the observed results.
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The sample (at T1 + T2) consisted of a fairly even split of males and females
(54% and 46%, respectively). There was a slight majority of international students
(quite typical in Denmark for this kind of program) at 54%, with most of these from
Europe (49% of the total number of students) and 5% of students came from
countries beyond Europe. The mean age was 26 years, higher than for similar
undergraduate programs but reflecting the type of student who typically takes this
kind of course in Denmark.

5 Results

Our results were structured as follows: First, we looked at political interest, then
whether there had been a change in political orientation before looking at civic
engagement and sociopolitical control. Before we explored the results, we noted that
we also measured entrepreneurial intent (EI) at timepoints T1 and T2 using
Thompson’s (2009) measure. We identified a small increase in the measure (the
mean increased from 3.65 to 3.79) though the result was not significant (p < 0.05).
We tested relationships between EI and our measures below, but none of these
results were significant.’

Starting with political interest, we asked participants the following question:
“Would you say you follow what’s going on in government and public affairs
most of the time, some of the time, only now and then, or hardly at all?”” The results
were significant (using a chi-squared test, p < 0.05). Looking at responses in more
detail, there appears to have been a jump in respondents who went from answering
“some of the time” to “most of the time.” A cross-tabulation by gender indicated that
females were more likely to demonstrate political interest than males, though the
relationship was not significant.” No statistically significant relationships were found
either by nationality or social class (perceived social class: “where are you on the
social ladder”), though political interest scores were somewhat lower for those who
placed themselves in the lowest social classes (given low numbers this result is very
tentative).

We also tried to understand whether and how EE had affected students’ political
orientation. As shown in Table 1, in four out of five measures, we can see a shift to
the left of the political spectrum (albeit a small shift). Looking at the distributions
more generally (not included here) for items 1 and 2, the distribution approximated a
normal distribution. However, for items 3-5, there was a relatively large group of
individuals who were clearly highly in favor of immigration as there was a skew in

"The analysis using a chi-squared test was hampered in places by low cell counts given the
relatively small sample size and distribution of the variables under investigation. We frequently
reverted to transforming variables (few categories with more data in each category) to overcome this
issue.

2 All significance tests were undertaken at the p < 0.05 level.
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Table 1 Shift in political orientation

Mean St. Dev.
Tl T2 Tl T2
1 | Position left or right in politics (1 = strongly left; 10 = 5.1 [5.07 |1.933 |2.274

strongly right)
2 | “The government should take measures to reduce differences |3.28 |3.27 | 1.063 | 1.096
in income levels” (1 = strongly disagree; 5 = strongly agree)
3 | “Would you say it is generally bad or good for Denmark’s 747 |8.02 [2.383 |2.574
economy that people come to live here from other countries?”
(0 = bad for the economy; 10 = good for the economy)

4 | “Would you say that Denmark’s cultural life is generally 7.68 |8.44 257 |2.49
undermined or enriched by people coming to live here from
other countries?” (0 = cultural life undermined; 10 = cultural
life enriched)

5 | “Is Denmark made a worse or a better place to live by people | 7.87 |8.24 [2.37 |2.672
coming to live here from other countries?”” (O = worse place to
live; 10 = better place to live)

the distributions at the end of the scale (higher scores = more left-leaning). Immi-
gration brought forth a more divisive response than the other items.

The 30-item scale we used for Civic Engagement indicated little variation of
mean values between T1 and T2. None of the chi-squares tests manifested them-
selves as significant, offering evidence for no (or very limited) change. Civic
engagement was also cross-tabulated by gender and five items presented a significant
difference (p < 0.05), indicating greater civic engagement on the part of females as
follows:

— “TI feel sorry for other people who do not have what I have”

— “Contacting an elected official about a problem is something I would do”

— “Contacting or visiting someone in government who represents my community is
something I would do”

— “Volunteering time (at a hospital, daycare center, food bank, etc., is something |
would do”

— “Help out at school is something I would do”

There was an additional significant difference for one item where males scored
higher, which was: “Being a leader in a group or organization is something I would
do.”

The final aspect we looked at was sociopolitical control (SPC). This was mea-
sured using a 17-item scale (5-point Likert; 1 = strongly disagree and 5 = strongly
agree). The mean value for the measure was slightly higher at T2 than at Tl1,
indicating a small shift in SPC, though this change did not reveal itself as significant.
Across all 17 items, only two scored higher at T1 than at T2, indicating further there
had been an increase in SPC. Scores tended to be lower for overt political statements
as opposed to leadership statements. Analysis by gender indicated few notable
differences. Males expressed greater ambition to be leaders rather than followers,
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but apart from that, no results were significant. Analysis by perceived social class did
not reveal any significant relationships.

The survey also asked some open-ended questions giving participants the oppor-
tunity of explaining whether they felt they had changed (in terms of political
outlook) and if so, how/why? Quite often, respondents simply (but usefully from a
point of validity) confirmed that they did not feel they had changed. Students did
mention growth in confidence and skills, and this was confirmed via some of the
items in the SPC measure, especially those relating to leadership. In some instances,
students appeared reluctant to acknowledge change. As one student put it: “There
have been no changes because I have fixed convictions,” or “It didn’t change much
because education like this one can change how I think and what tools I have but
cannot change how I am.”

Many students were candid in their responses, highlighting both the pleasures and
frustrations of studying. It would be hard to draw the conclusion from the qualitative
data that students recognized a link between EE and any of the political measures
used in this study. There was an indication from some that coming together with
people from different backgrounds had made them more open-minded, potentially
confirming the results from the analysis of political orientation (the measures relating
to immigration). Given the relatively small changes highlighted by the quantitative
results, it is possible that respondents had changed though not so much that they
were aware of it. Of course, as one respondent also suggested, the limited time
students had been in higher education (just over three months) was perhaps not long
enough for change to occur.

6 Discussion and Conclusion

The starting point of the chapter was the suggestion that EE, in sharing many of the
principles underpinning CT and specifically CP (e.g., a focus on autonomy and
individual transformation), thus in many respects emancipatory in nature, could be
expected to have an impact on political attributes. Emancipation understood as the
freeing of oneself from oppression does not only have to occur through conventional
political means (e.g., via the ballot box), and yet this is the focus here. We assumed
that more emancipated (and empowered) students would become more interested in
politics (political interest, civic engagement) and more confident in their ability to
bring about change to the political system (sociopolitical control). We did not have
any firm a priori assumptions about whether EE would lead to a change in political
orientation (left/liberal vs. right/conservative).

Even though a traditional view of higher education would suggest its transfor-
mative potential beyond the pure economic (Mezirow, 2000), also identified by
Kuckertz (2021) and Lambert et al. (2007) with respect to EE, it is not apparent
(to us) that other studies have explored these hypothesized relationships empirically.
This is where we believe the chapter undertakes some early, tentative steps in
exploring this issue.
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Perhaps the best way to summarize the data was expressed by one of the
respondents as follows: “Same as before but even more.” Thus, we have found
some evidence of change in our political measures. Limitations surrounding small
sample size (which contributes to the difficulty in establishing statistical signifi-
cance), the possibility of confounding variables, and a relatively short time frame
aside, for many (but not all) of our measures’ scores, were already relatively high,
limiting the scope for change in the direction of the variable’s manifestation. Thus,
students became (even) more politically interested, they became (even) more civi-
cally engaged, and perceived levels of sociopolitical control increased. They also
became (even) more liberal (to the left of the political spectrum) at least with regard
to immigration policy. Generally though, political orientation was a more evenly
distributed variable, with similar numbers of students on either side of the right/left
or conservative/liberal political divide.

Although the primary purpose of the study was to assess the impact of EE on
political measures, we have also been able to make some inroads into understanding
the political characteristics of the entrepreneurship student. The study is localized
but offers a benchmark for others to investigate whether students in their constitu-
encies mirror our characteristics. Interestingly, for example, we were unable to
identify any differences in our political measures based on how students perceived
their position in the social hierarchy and save a slightly lower level of political
interest in those who placed themselves at the lowest end of the socioeconomic
hierarchy. We also identified some differences between genders in their levels of
civic engagement. There was some indication that males were more likely to see
themselves in a leadership role. That said, the small(ish) sample size limited the
number of reliable cross-tabulations that could be performed.

We encourage other scholars to use our study as a platform to further explore this
still relatively unknown world of the political dimensions of EE. This could be done
with larger and more diverse samples, for example. We do not believe our respon-
dents represented a typical undergraduate student, given the mean age of 26. It is
possible given that our respondents were older (on average) that their political views
and attributes were more stable than those of younger students. We can only
speculate that had the sample been younger, we may have seen a greater change in
our measures.

Larger samples and more robust experimentation methods (e.g., using control
groups primarily, as employing randomized allocation is not a viable option) would
similarly open up avenues for claiming with greater certainty the impact (or lack of
it) of EE on political attributes. Studies could then begin to explore the extent to
which different pedagogical approaches in EE lead to what outcomes (Nabi et al.,
2017; Bechard & Gregoire, 2005) and also how individual factors (age, gender,
ethnicity, work experience, etc.) might moderate relationships. Thus, there is still
much scope for further study in this area, and as research in EE matures, we for one
welcome greater engagement with this political dimension.
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Re-evaluating Entrepreneurship Education M)
Through a Team-Based Approach: ekl
Activities and Archetypes Within a Scottish
University

Robert Crammond, Ibiyemi Omeihe, and Alan Murray

Abstract A university’s overall enterprising strategy, which includes identifying
key stakeholders and teaching teams, promotes Entrepreneurship Education
(EE) and encourages desired behaviours such as creativity, problem-solving, and
both market and risk awareness. Specifically within the classroom environment, EE
is strengthened by a variety of formative or summative methods, exercises, and
positive cultures. However, there is a lack of a clear conceptualisation of the team-
based approach comprising EE academics.

Therefore, this chapter examines the enterprising activities and typical archetypal
individuals and standards through an exploratory mixed-method study involving
four selected undergraduate courses within a Scottish University. These activities
and archetypes include prescriptive courses offered, surrounding enterprising oppor-
tunities for students, and influential individuals and processes. Qualitative student
feedback is reviewed from across these four courses, and utilising a quantitative
survey method, 136 students and staff responded from a sample of over
250 concerning themes of the embedding of enterprise in university, teaching
methods, and networking with external partners.

Findings indicate a remarkable, positive reaction to course structure and delivery,
the support given from the new team-based approach, and voiced a need for EE to be
universal across programmes involving experienced educators and entrepreneurs.
However, results display an uncertainty concerning available networking opportu-
nities during the entrepreneurial journey.

This results in the chapter’s Team-Based Re-Evaluation Model for EE. The model
encourages systematic change towards a university’s pedagogical and experiential-
based EE offering, originating from enterprising academic teams. Additionally, it
heightens the significance of educator personality and experience and embedding
progressive, industry-relevant practices within the university context.
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1 Introduction

An institution’s entrepreneurial strategy includes the identification and socialisation
of key stakeholders, teaching teams, and resultant entrepreneurial ecosystems,
advancing enterprising or Entrepreneurship Education (EE) (Backs et al., 2019;
Crammond, 2020; D’Hont et al., 2016; Murray & Crammond, 2020). This is further
evidenced through the adoption of longstanding enterprising tools or measures
including practical activities for courses, digital platforms that support and augment
programmes (Murray et al., 2018), encouraging group-based scenarios for staff and
students, and adopting industry-relevant methods of assessment (Bliemel &
Monicolini, 2020; Gianiodis & Meek, 2020). Nevertheless, this shift or sustained
entrepreneurial action is dependent on resources, funding, networks (Klofsten et al.,
2019), and trust (Ilonen, 2021).

Viewing through institutional and pedagogical perspectives, this chapter evalu-
ates the progress of a recently-formed enterprise team of academics, and its unified
approach, towards revising and enhancing EE through four, selected undergraduate
courses within a Scottish university. This team consists of stakeholders or archetypal
individuals who promote EE programmes: course leaders, researchers, and educa-
tors. This chapter reviews existing approaches to content design and delivery and
both the socialisation and integration of a team-based approach to EE from both
students and staff. This chapter addresses two questions concerning a team-based
approach:

How Do Students Perceive a Team-Based Approach Concerning EE?

The first question is fundamentally important as it aims to provide further insight into
confirming the requisite resources and adopted approaches towards productive EE
within universities. Significantly, it addresses the impact of a team-based approach
and how it emboldens the EE journey. This question is addressed through the
empirical study of this chapter, and results shall highlight levels of enterprising
engagement, from a Scottish university context, towards informing the resultant
conceptualisation for wider use within the taught discipline.

What Are the Types of Institutional Activities and Range of Digital Platforms
Needed for Quality Enterprise Pedagogy, Going Forward?

The second question considers what is now deemed as practically required from
academics and EE-relevant stakeholders, within or out of the university, in
responding to market needs and equipping students for entrepreneurialism. Reflec-
tion of course experiences seeks to respond to this question in both ascertaining the
way forward for EE and the practical use of this chapter’s unique offering towards
resource maximisation, university strategy, and external engagement initiatives.
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Within this chapter, a section concerning the entrepreneurial university and
team-based EE highlights topics of design and delivery, the impact of a team-
based approach, and the pursuit towards achieving meaningful impact in the
classroom.

In addition, the context of this chapter and methodology is discussed, involving
over 250 students and staff invited to participate in the study. Findings are then
discussed, in advance of this chapter’s re-evaluation model, advancing a team-based
approach for EE. Implications and recommendations, namely concerning practice
and research surrounding teams for EE, conclude the chapter.

2 The Entrepreneurial University: A Team-Based
Approach

An entrepreneurial university is described as an institution involved in four key
areas: facilitation of technology transfer, economic development, new venture cre-
ation, and licensing or patenting (Guerrero et al., 2020; Ilonen, 2021). Entrepreneur-
ial universities are not just desirable but have become vital to contemporary society’s
relevance and long-term survival (Crammond, 2020; Kuckertz, 2021).

To describe a university as entrepreneurial, the ecosystem’s leadership, strategy,
and management should promote economic growth, greater clarity of the pedagog-
ical offering towards enterprise, involve key stakeholders with enterprising identi-
fied, and evidence practical value across the institution (Murray & Crammond, 2020;
Murray et al., 2018).

There is a tremendous opportunity for the growth of EE through sustainable
academic teams within HEIs. Although it already exists in differing degrees across
higher education, connecting the enterprising competencies of students, quality of
new venture creation start-ups, and social outlooks to entrepreneurship are varied.
Now society faces unique challenges and opportunities that have amplified the
benefits of EE.

Concerns about embedding EE have become the enduring topics of discussion
amongst scholars, emphasising development of the enterprising skills and attitudes
of student entrepreneurs (Murray & Crammond, 2020; Murray et al., 2018; Omeihe
& Omeihe, 2021). Similarly, there have been challenges with embedding EE within
HEIs, such as a lack of follow-up support for new ventures, a lack of relevant
infrastructure, funding deficits, a lack of industrial experience, and most impactful,
the unwillingness of students to venture into business creation (Crammond, 2020;
Steira & Steinmo, 2021).

Therefore, a teams’ approach, whether it is by teaching teams or by encouraging
student groups in course or assessment settings, offers a distinct style to EE within an
academic context (Crammond, 2020; Jin et al., 2017; Karlsson & Nowell, 2021).
Progressing numerous studies concerning the perspectives of the individual educa-
tor, programmes, or institutions (Bliemel & Monicolini, 2020; Crammond, 2020;
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Kuckertz, 2021; Walter & Block, 2016), implementing this approach can increase
the rate of new venture success as entrepreneurial competencies of the team com-
plement each other and re-evaluate the educational and entrepreneurial offering.
Scholarship on entrepreneurial teams with HEIs has shown varied outcomes (Backs
et al., 2019; D’Hont et al., 2016); hence further research is necessary to uncover the
true nature across contexts and concerning both student groups and academic
partnerships. Essentially, the ongoing progression of EE through a team-based
approach requires the pedagogical, social, and strategic factors discussed here.

Pertinent themes emerge from the literature. These include the importance of key
enterprising offerings either through taught or training/developmental opportunities,
stakeholder engagement, and identity, and ensuring that resources and activities add
significant value.

The context investigated and survey questions are discussed next in this chapter,
addressing these themes and the chapter’s core questions. Table 1, within the next
section, lists the various questions, as categorised against each core question and
relevant theme identified.

Table 1 Survey questions

Core question (1 or 2) and
Statement associated theme

1 | Entrepreneurship Education courses should be delivered 2—The Offering
within all degree courses at the Higher Education level.

2 | Courses delivering Enterprise Education in Higher Educa- 1—Archetypes
tion must involve real-world experience of entrepreneurship.

3 | In your opinion, there is a shortage of academic staff in 1—Experience
Higher Education with experience of entrepreneurship and
small business.

4 | Networking with current entrepreneurs during a degree 1—Ecosystem
course would significantly increase entrepreneurial inten-
tions and activity.

5 | From your experience of further and/or higher education, 2—IL earning Tools
they adopt contemporary technologies, which positively add
to the learning experience.

6 | Courses can offer such enterprising teaching methods; how- |2—Relevancy
ever, a lack of exposure to enterprise limits the experience.

7 | Courses or educators without introducing or possessing rel- | 1—Real-world Experience
evant small business and entrepreneurial experience can still
effectively deliver EE-relevant courses.

8 | There are cross-discipline courses, relevant to entrepreneur- | 2—Interdisciplinary
ship education, currently being delivered within the
university.

9 | The university offers current students many opportunities to | 2—Networking
network with industry and organisations related to new ven-
ture creation.

10 | You believe that small business owners and entrepreneurs 1—Engagement
should network with the university more regularly.




Re-evaluating Entrepreneurship Education Through a Team-Based Approach:. . . 77
3 Context

Witnessing significant change of late and a renewed emphasis on enterprising
activity, this chapter focusses on the recently formed Enterprise Team of academics
within the University of the West of Scotland (UWS). A modern and international
institution known for its commitment to industry-relevant education and preparing
students for the world of work, UWS consists of five campuses in Ayr, Dumfries,
Lanarkshire, London, and Paisley.

The enterprise team primarily involves senior lecturers and lecturers of enterprise,
but also business advisors working closely with central university departments and
current entrepreneurs who are involved with teaching responsibility. The team, with
the aim of delivering enterprise courses and encouraging entrepreneurial activity
during and after graduation, has introduced a number of initiatives: the ‘ring-
fencing’ of enterprise courses across all levels; the creation of a research group; a
student society focussing on business and entrepreneurship; a discussion series of
presentations; and, the annual enterprise competition open to students, staff, and
alumni.

The following four courses, all delivered by the enterprise team, are the focus of
this study. These have also been selected as they represent the newly-formed suite of
successive modules from first year to honours year (fourth year) of the current
undergraduate, enterprise-specific, or related business offering within UWS.

Leadership and Management Skills (First Year) is an optional course, offered to
students across the business, human resource management, finance, and events
management programmes. The purpose of this course is to introduce concepts of
leadership and management, as well as enable students to undertake practical
exercises to develop skills for the workplace. Entrepreneurial Opportunity (First
Year) is also an optional course. The purpose of the course is to provide students
with an introduction to enterprise. It offers students the chance to identify business
opportunities using environmental scanning tools. Business Acceleration (Second
Year) is a 6-week course focussing on the development of a business idea through
the use of market tools and enterprise resources. This included adopting the Business
Model Canvas and Market Test tool within groups. A reflection of relevant skills and
appreciating market factors towards a business idea form the assessment strategy of
this course (Walter and Block, 2016; Kuckertz, 2021). Finally, the Enterprise
Creation (Third Year) course is the largest enterprise course within the university.
The assessment involves the creation of a group business plan, along with organising
and preparing towards the defence of a business idea using digital marketing tools
and platforms. This pitch occurs at the end of the course, with student groups
presenting before an expert panel of academics and external stakeholders.

The methodology adopted follows an exploratory mixed-method design, involv-
ing these four undergraduate courses, with students enrolled in these courses being
invited to participate.

Exploratory and sequential in nature, the study first reflects on qualitative findings
from students enrolled in the four courses, followed by a Likert-scale survey
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distributed to staff and students. This provides a breadth and richness of data,
involving a number of participants from both sides of the ‘learner-educator con-
tract’ and across academic levels. The qualitative findings are collected via course
experiences and provide an opportunity to reflect on what students encountered
within their respective courses. Subsequently, the Likert-scale survey includes
strongly disagree to strongly agree response options, coded from 1 to 5, respectively,
to ten questions (Table 1) concerning an entrepreneurial university’s approach to EE,
including delivery, design, and use of technology to name a few, which rely on a
team-based response. These are linked to the core questions, as per relevant theme
encountered in the review of relevant literature in this chapter.

A sample of over 250 enrolled students from across the four courses were invited
to participate in the survey, along with the academic staff. In total, 136 (54%)
participants responded. All students who responded were enrolled in one or more
of the courses listed. Qualitative findings through module feedback, found in the
following section, highlighted a number of perspectives from students, which further
respond to the core questions of this chapter.

4 Findings and Discussion

As aresult of recent module reviews and the establishment of an enterprise stream by
the academic team, all four courses facilitate the development of crucial entrepre-
neurial competencies such as idea generation, team-building skills, leadership and
management traits, and increased engagement with their local business network
(Gianiodis & Meek, 2020; Ilonen, 2021). The courses adopt renewed pedagogical
approaches, which contribute to a re-evaluation of the taught field related to EE,
combining the abilities of academic staff, digital and practical resources and mate-
rials, which aim to empower students and enable an interactive, student-centric
educational experience (D’Hont et al., 2016).

Tables 2 and 3 display the survey results for the ten questions posed.

Concerning the first question of this chapter, ‘How do students perceive a team-
based approach concerning enterprise education?’, feedback from students enrolled
onto the courses noted that the weekly sessions ‘kept everything fun’, with the
student team or group-based nature of the courses formative and summative

Tab!e 2 Survey respondent Age (%) Occupation

details 1824 | 50% (68) Student 64.1% (87)
25-30 10.9% (15) Staff 16.3% (22)
31-40 20.7% (28) Business Support 2.2% (3)
41-50 10.9% (15) Entrepreneur 4.4% (6)
51-60 5.4% (7) Alumni 13% (18)
61+ 2.2% (3)
Total 100% (136) Total | 100% (136)
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Table 3 Survey results (n = 136)

Strongly N/A/
disagree | Disagree |cannot |Agree | Strongly
Statement Mean | (1) 2) say 3) |4 agree (5)
m % % % % %
1 | Entrepreneurship Educa- |4.04 3.3 4.3 19.6 304 42.4

tion courses should be
delivered within all degree
courses at the Higher
Education level.

2 | Courses delivering Enter- |4.37 2.2 1.1 9.8 31.5 55.4
prise Education in Higher
Education must involve
real-world experience of
entrepreneurship.

3 | In your opinion, there is a |3.58 1.1 12 37 28.3 21.7
shortage of academic staff
in Higher Education with
experience of entrepre-
neurship and small
business.

4 | Networking with current 441 1.1 33 13 18.5 64.1
entrepreneurs during a
degree course would sig-
nificantly increase entre-
preneurial intentions and
activity.

5 | From your experience of |3.87 | 1.1 54 23.9 44.6 25
further and/or higher edu-
cation, they adopt contem-
porary technologies,
which positively add to the
learning experience.

6 | Courses can offer such 3.89 |43 54 20.7 359 33.7
enterprising teaching
methods; however, a lack
of exposure to enterprise
limits the experience.

7 | Courses or educators 363 |11 9.8 32.6 38 18.5
without introducing or
possessing relevant small
business and entrepre-
neurial experience can still
effectively deliver
EE-relevant courses.

8 | There are cross-discipline |3.43 |3.3 7.6 46.7 27.2 15.2
courses, relevant to entre-
preneurship education,
currently being delivered
within the university.

(continued)
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Table 3 (continued)

Strongly N/A/
disagree | Disagree |cannot | Agree | Strongly
Statement Mean | (1) 2) say 3) |4 agree (5)
m %o % %o % %o
9 | The university offers cur- |3.08 | 8.7 26.1 29.3 20.7 15.2
rent students many oppor-
tunities to network with
industry and organisations
related to new venture
creation.
10 | You believe that small 4.5 0 2.2 10.9 21.7 65.2
business owners and
entrepreneurs should net-
work with the university
more regularly.

assessments and activities allowed for ‘everyone [to get] involved’. The majority of
survey respondents agreed that EE should be offered within all degree courses at the
HEI level (m = 4.04) and must involve real-world experience (4.37).

Comments also included that encouraging students to engage, in teams, with
enterprise amongst other more traditional forms of business education enabled them
to get ‘out of [their] comfort zone’ and resulted in them ‘communicating with
others’. Additionally, the survey showed that they are cognisant of the importance
of networking (4.41) and the building of enterprising legacies and entrepreneurial
ecosystems through engagement with the Enterprise Team and local and national
industry (4.5). Although courses were online based in workshop and drop-in sce-
narios, with students finding this difficult at times, students stated that the business
process outlined by the Enterprise Team was very ‘detailed and informative’, which
was ‘engaging’.

With regard to the second question, ‘What are the types of institutional activities
and range of digital platforms needed for quality enterprise pedagogy, going
forward?’, core educational content is hosted through versatile virtual learning
platforms (Aula, Moodle, and Google) that allows the Enterprise Team to customise
and communicate learning cognisant to their field, industry, and students’ expecta-
tions. These provided theoretical content that was ‘related to real life examples’.
Notably, students expressed how the teaching teams within these courses brought
about a ‘wealth of experience and knowledge’. Also noted was that respondents
regard a lack of exposure to enterprise, with a simply didactic approach being
adopted, for example, limiting the experience (3.89). The courses are regarded as
diverse and include themes of creativity and business planning. These have been
embedded through many activities within the curriculum. However, there was some
uncertainty concerning the surrounding opportunities available (3.08). This may
further vindicate the importance of this new academic team approach towards
enterprise within the university, evidencing both skills and experience.
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The findings of this study indicate, in summary, that students reacted positively to
the courses offered and developed key entrepreneurial skills across the varied forms
of assessment. However, it is possible that many have been unaware of how these
skills can be evidenced further within the university community and beyond.

Acknowledging the findings of this chapter aids in a greater understanding of the
successes, or further areas to consider, of the team-based approach. The academic
team, similar to many who facilitate EE, realised a strengthened approach to the
teaching and support of enterprise (Crammond, 2020). This allows a
conceptualisation of this team-based perspective, through the prism of institutional
change, and academic leadership, in aiming to build a legacy for entrepreneurial
outcomes (Murray & Crammond, 2020; Walter & Block, 2016; Winkler et al.,
2018).

Therefore, the chapter’s Team-Based Re-Evaluation Model for EE (Fig. 1) is
presented towards prescribing a revised approach that is considerate of critical
pedagogical, practical, and personnel factors. It extends to a greater understanding
of previous understandings of the university delivery and thematically emphasises
how a team-based approach in delivering EE, through archetypal EE-relevant
individuals, can be established and maintained, shaping activities.

Team Purpose

2

ring-fencing of
modules and
approach

’
evaluating and
affirming key
resources

Re-evaluating EE
through a Team-
based Approach

Enterprising &
Practical Value

Pedagogical
Clarity

promoting enhancing the

enterprising learning
opportunity experience
N . Legend
Team-based
Stakeholder e Factor/
Identity & Consideration
Community
> Intention or

Impact

Fig. 1 Team-based re-evaluation model for EE
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4.1 Team Purpose

The feedback and survey both indicate that students reacted positively to the team-
based nature of courses and the team-based support. However, students are unclear
on the wider university community (Questions 3 and 9) as greater involvement of
those across academic and industry also adds to the enterprising environment. The
presence of such enterprising teams for EE, as the empirical evidence suggests,
increases visibility of the university’s enterprise message and strengthens the link
between educators, students, and engaging industry partners.

4.2 Pedagogical Clarity

Students agree that enterprise should be embedded within programmes across the
offering (Questions 1 and 2). The grouping of relevant courses, under the control of
the team, is fundamental in clarifying the nature of the course delivered and how it
assists in a student’s entrepreneurial journey. Drawing on practical and experiential
pedagogies in EE, such as group and reflective tasks, increases its applicability to
diverse contexts through varied subject areas.

4.3 Stakeholder Identity and Community

A third factor of this model is the enhancement of the course delivery through
stakeholder engagement, embracing an existing or emerging enterprise culture
within the university, and building a productive community. As this chapter’s results
indicate, these factors encourage enterprising behaviour and raise entrepreneurial
intentions. Additionally, wider stakeholder involvement encourages legacy building
and reinforces the enterprise message.

4.4 Enterprising and Practical Value

The final factor alludes to how EE must be team-led, with a focus on consistently
possessing both enterprising and practice value. Forms of EE are inclusive and
extend beyond the boundaries of new venture creation to include required compe-
tency development and ways in which students, nascent entrepreneurs, and alumni
can contribute to an economy (Questions 5—7). This specific case within this chapter
documents the many additional initiatives such as a student society, competition, and
discussion series group, which provide additional opportunities surrounding formal,
higher education.
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The model itself outlines key factors and considerations that impact university
resources and its vision (Crammond, 2020; Walter & Block, 2016). A re-evaluation
of team-based approaches to EE, as the model displays, results in an awareness of the
strengths of the university offering and aims to bring together various elements of the
university experience for staff and students: knowledge acquisition, collaboration,
external engagement, and societal impact. This model and the chapter result in
several implications and recommendations for EE practice and the institution.

5 Conclusions and Recommendations

This chapter has considered, through a contextual example of a recently-formed
team for EE within a Scottish University, a number of pedagogical and sociological
perspectives.

How Do Students Perceive a Team-Based Approach Concerning EE?
Students enrolled in the courses enjoyed the enterprising experiences and benefitted
from the wider enterprise team and new offerings. They were alerted to the wider
community, the importance of the industry or entrepreneurial stakeholder, and
surrounding opportunities outwith the classroom.

The findings from this chapter bring into focus the critical importance of entre-
preneurially minded individuals who provide a well-rounded experience of
enterprise.

What Are the Types of Institutional Activities and Range of Digital Platforms
Needed for Quality Enterprise Pedagogy, Going Forward?

The activities mentioned, such as the practical assessment, student society work, and
competitions, and externally-supported events all emphasise the enterprise experi-
ence and have seen an increase in entrepreneurial intention amongst the students of
UWS. Academics with experience in educational tools and methods, which have
included business scenarios and simulation, strategic planning, and digital marketing
training, impacts course experiences. The courses evidence the progression of
conceptual understandings of enterprise, leadership, and management to more
enterprise-specific and practice-based activities.

The re-evaluation model consolidates the deduced themes from the literature and
the empirical findings of this chapter, presenting several implications for related EE
practice and policy from pedagogical, philosophical, and sociological perspectives.

Pedagogically, this model should alert educators and teams delivering EE on how
they can enhance the institutional offering. What content is relevant, and which
approaches should be adopted throughout a programme structure, as students pro-
gress year on year? Does the suite of courses develop leadership and entrepreneurial
competencies and alert students to EE-relevant societal issues such as business
growth and sustainability?

Philosophically, the re-evaluation model also acknowledges the forces within and
out of the university, such as institutional culture and external stakeholders, which
impact the nature of EE offered. Who is required within this team-based approach?
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Would this immerse and promote key enterprising ideals such as autonomy, liber-
ation, and creativity?

Finally, sociologically, this chapter underlines that a strong and unified message
for enterprise, representative of a team, encourages and maintains an enterprising
community. Evidence here indicates that a universal outlook to enterprise, which
engages with all corners of the university, widens the reach for enterprise and aids in
the building of an entrepreneurial legacy. Therefore, what initiatives would add
value? Where does these initiatives align or complement the university’s broader
strategy?

In response to evident institutional change concerning EE, or global factors such
as the pandemic, a unified approach such as the practical model prescribed here is of
valuable use in reviewing EE-related resources, capabilities, and strategies existing
within today’s advancing, entrepreneurial universities.

6 Limitations

The researched context within this study focusses on four selected cases within a
single university. There is an opportunity for further investigation of the team-based
approach for EE, through the adoption of similar methodologies, or alternatively
through longitudinal case studies, action research (Winkler et al., 2018), or addi-
tional statistical analysis. Furthermore, there is an opportunity, unlike this chapter’s
approach, to undertake a comparative study across universities to witness and
understand institutional changes and impacts in action.
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Coaching Concept to Improve )
the Sustainability Impact of Students’ st
Startup Ideas in an Early Stage

Philipp Preiss, Katja Puteanus-Birkenbach, and Claus Lang-Koetz

Abstract As part of entrepreneurship education, since 2018 the “Startup Summer
Camp” with a focus on “Sustainable Innovation” is offered at Pforzheim University.
This Startup Summer Camp is designed to enable students to develop a sustainable
oriented business model within 6 days. Hence, lectures and impulses on the goals of
sustainable development are given. Methods for sustainability impact assessment are
taught and the students are then guided through applying them on a specific
innovation idea. These elements are part of the coaching concept developed.

This chapter describes the coaching concept and presents the results of a survey
regarding the effectiveness of coaching on sustainability aspects. Therefore, the
following two research questions are to be answered within this study:

* How aware are the students of sustainability issues and can their level of
knowledge regarding sustainability topics be increased with the coaching?

* Are the students able to design their startup idea in a more sustainable way and/or
estimate the level of the impact on sustainability?

The results of the survey show that within a very compact coaching session, an
important and applicable understanding of the complexity and urgency of sustain-
able development can be created and applied to an innovation idea.
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1 Introduction

Entrepreneurship is primarily known for achieving economic benefits. The term
entrepreneurship originally comes from the French word “entreprendre,” which
means “to undertake something” or “to take into one’s own hands” (Fueglistaller
et al., 2016). The “megatrend of sustainability” (Zukunftsinstitut, 2018), in terms of
environmental and social aspects as pressing issues affecting the current global
system, points out that entrepreneurship should not only be based on the creation
of economic wealth. This has led to the emergence of the concept of “sustainable
entrepreneurship,” which has gained a lot of attention in recent years (Teran-Yépez
et al., 2020).

Evaluating and selecting business or innovation ideas is an important part of
startup processes. In addition to traditional aspects such as implantation effort and
market attractiveness, the potential impact on different aspects, especially environ-
mental aspects such as climate change or biodiversity loss, but also social aspects
such as impacts on jobs and health, should be considered at an early stage. Hence,
the Green Startup Monitor 2022 (Fichter & Olteanu, 2022) illustrates the importance
and potential of green startups. “Achieving a positive social or environmental impact
is important to more than three quarters of startups in Germany. Just under a third
are already making targeted and active contributions to the 17 Sustainable Devel-
opment Goals (SDGs) of the United Nations. Green start-ups now form a significant
part of the start-up scene and innovation activity in Germany.” These concerns are
gaining attention in the context of sustainable development and the United Nations
Sustainable Development Goals (SDGs). Startups are a key driver of change in the
economy (Fichter & Olteanu, 2021). They can help to implement the politically set
sustainability goals. The 17 SDGs (EC, 2017) are to be achieved by 2030. Techno-
logical progress opens up new opportunities. At the same time, our experience shows
that the mega-trend of sustainability motivates many students to act.

In this context, connecting sustainable development and entrepreneurship educa-
tion plays an important role. This is also shown in the literature: the importance of
sustainability awareness is mentioned (Hsu & Pivec, 2021) and adding sustainability
to entrepreneurship education has been called for (Amatucci et al., 2013). There
seem to be links between sustainability education and entrepreneurs’ attitudes
(Lourengo et al., 2013) and in general, the importance of training in sustainable
entrepreneurship is mentioned (Kummitha & Kummitha, 2021). In a European
research project, training units for green venturing were developed, which can
help students solve innovation challenges (Hjelm et al., 2022).

However, the question is how sustainability issues can be integrated into existing
entrepreneurship education formats and what impact can be achieved. Hence, the
following two research questions were addressed within our study:

* How aware are the students of sustainability issues and can their level of
knowledge regarding sustainability topics be increased with the coaching?

» Are the students able to design their startup idea in a more sustainable way and/or
estimate the level of the impact on sustainability?
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These questions are addressed in a specific entrepreneurship education format, the
so-called “Startup Summer Camp Sustainable Innovation” (cf. Preiss et al., 2022),
which was offered in 2021 for the fourth time in cooperation with the
“GriinderWERK—Centre for Entrepreneurship at Pforzheim University” and the
Institute for Industrial Ecology (INEC) at Pforzheim University.

The term “Sustainable Innovation” is used because not only economic success is
the aim of the innovation but also ecological and social aspects are considered. To
find a unique definition of “Sustainable Innovation” is difficult. A reason may be the
fact that researchers from many different disciplines have picked up this and similar
topics (Boons & Liideke-Freund, 2013). However, for example, Tello and Yoon
(2008) defined sustainable innovation as “the development of new products, pro-
cesses, services and technologies that contribute to the development and well-being
of human needs and institutions while respecting natural resources and regenera-
tion capacities.”

Our coaching concept was developed to enhance conventional entrepreneurship
education formats from a sustainability perspective. This is demonstrated in the
summer camp sustainable innovation, which has been held at Pforzheim University
every September since 2018. The summer camp is intended to enable students to
develop a business model within a 6 days full-time course (from 9 am to 6 pm). For
the students, the objective is to be enabled to create a more sustainable startup idea
by conducting an approximately eight-hour training session on the topic of creating a
sustainable startup idea within this week. Hence, the students did not work on the
technological aspects of their innovations in depth. The startup ideas have been
relatively pre-mature in the past. However, if more mature startup ideas come along,
we are also prepared to provide input, e.g., from the staff at Pforzheim University.

The aim of the impact evaluation described in this chapter is to evaluate the
effectiveness of the sustainability coaching concept, to reconsider the design of the
concept, and to subsequently improve the sustainable entrepreneur education
measures.

2  Coaching Concept

The core objective of the summer camp is that students should be able to use the
“Design Thinking” method (Uebernickel et al., 2015) to design a business idea and a
business model for a business project.

The schedule for the whole week is illustrated in Fig. 1. It starts at 9 am in the
morning and ends at 6 pm in the evening with additional “after-work events” such as
a founder talk or a keynote on sustainable art, etc.

At the end of the course, the students should be able to design a business model
correctly, write it down in a “Business Model Canvas” (Osterwalder & Pigneur,
2011) and present it professionally in a team in front of a jury of experts. This gives
the students insights into various concepts and tools.
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The teaching and learning concept is characterized by an action-oriented (action
learning) 6-day summer camp. The curriculum starts with team building. The UN
sustainable development goals are used as a starting point for the development of
ideas. Through short keynote speeches by the lecturers, the students are led from
basic knowledge to detailed knowledge and, in the final product, to a modified
“Business Model Canvas” with detailed comments. This “Business Model Canvas”
is iteratively adapted in the follow-up period through research and initial prototype
market tests with explanatory comments.

The focus of the summer camp lies on “Sustainable Innovation.” Hence, lectures
and impulses on the goals of sustainable development are given in addition. A main
focus is the integration of life cycle assessment (Rebitzer et al., 2004; ISO 14040,
2006; Hauschild et al., 2018), assessment of social aspects, estimation of the
contribution regarding SDGs, life cycle thinking (Life Cycle Initiative, 2021), and
eco-design [see, e.g., DIN SPEC 59 (2010), Brezet and van Hemel (1997), and
Tischner et al. (2000)]. This gives the students the opportunity to learn about how to
regard sustainability impact, experiment with the theme, and develop their own
“sustainable business idea.” To support the impulse lectures and the subsequent
exercises, a guidebook was created (Preiss et al., 2022) and provided together with
other working material as a handout. The evaluation tool “Green Check Your Idea”
(Lang-Koetz et al., 2020) is presented and applied in parts to the students’ ideas."
This is used to convey an understanding of the complexity of the emergence of
environmental impact, taking into account the complete life cycle.

The sustainability coaching concept developed” comprises four blocks (see
Fig. 2) that can be carried out in a period of about 8 h. At the summer camp, these
are distributed to the second and the fourth day (see Fig. 1). It is based on a roughly
developed startup idea that is then to be considered from a sustainability perspective.
For this, small groups (up to approx. six people are suitable) work together on an
idea. The blocks of the coaching concept will be described in the following.

The coarse analysis consists of two blocks: First, an introduction to sustainable
innovation is given by providing knowledge on the topics of sustainability and Life
Cycle Thinking. Approaches to sustainability management including assessment
methods and typical implementation measures are presented. The stakeholder anal-
ysis is introduced as a method (Bourne & Walker, 2005). The students carry out an
initial stakeholder analysis of the innovation idea they have developed. This is done
with the help of a worksheet.” This includes the five most important stakeholders

"The tool can be used free of charge at the website https://www.green-check-your-idea.com (last
access: 08.06.2022).

2 An intermediate status of the coaching concept was presented by Annika Reischl at the “G-Forum
Conference 2020 (Reischl et al., 2020). In the meantime, feedback from students and further
improvements have been implemented (Preiss et al., 2022).

3The worksheets are available for download at https:/www.hs-pforzheim.de/studium/im_studium/
design_factory/nachhaltigkeitscoaching
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e.g. simplified LCA & eco-design production and use phase

A 4

Fig. 2 Overview of the blocks of the coaching concept (based on Reischl et al. (2020))

with their interests, impacts, and interactions on the startup idea as well as strategies
for dealing with them.

In the second block of the course analysis, different perspectives of sustainability
are shown and the United Nations Sustainable Development Goals (SDGs) are
presented. The students are introduced to the SDGs in different ways. First, they
play a card game (EDA, 2017), where comparisons are made between different
countries and for different SDGs. The participants were also inspired by contribu-
tions to “Art & Sustainability,” a special presentation of the SDGs with artwork on
17 posters developed by Adis Ahmetasevic, a student of visual communication at
Pforzheim University. In addition, informational posters with an overview of the
individual SDGs and selected facts and indicators are shown. The participants then
have to identify three goals that are most relevant to their own startup idea. With the
help of a further worksheet, the identified goals, the relation to the idea, and possible
positive and negative effects of the idea on the respective SDG are documented. This
also creates awareness of the fact that there are often trade-offs between economic,
ecological, and social aspects.
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The specific analysis consists of blocks 3 and 4 of the coaching: The third block
addresses the ecological aspects of the innovation idea.* First, the foundations of life
cycle thinking (Life Cycle Initiative, 2021) and life cycle assessment (ISO 14040,
2006) are presented to the students. With the help of worksheets and the handout
(Preiss et al., 2022), the participants finally carry out the steps of a life cycle
assessment for their own startup idea, as far as this is possible: Process steps of
resource supply, manufacturing, or logistics processes are determined and described
on the corresponding worksheet. The next step is to identify inputs (e.g., raw
materials, operating materials, or energy consumption) for the processes as well as
outputs (e.g., product output, scrap, waste, emissions to air) from these. In this first
analysis, qualitative data often has to suffice, whereas quantitative data should be
used when available. Checklists and examples support the participants (Preiss et al.,
2022). Finally, guiding questions are used to draw attention to potential environ-
mental impacts, which serve to uncover hotspots in the life cycle of one’s own idea.

In the next step, awareness is raised on how to immediately or continuously
improve the sustainability performance of the startup idea in a very pragmatic way:
Principles of eco-design for the most environmentally friendly product development
are presented [see e.g. DIN SPEC 59 (2010), Brezet and van Hemel (1997), and
Tischner et al. (2000)]. In Fig. 3, there is an example of recommended eco-design
principles displayed.

Participants then receive a set of cards with eco-design principles assigned to the
different life cycle phases. On each card, one principle is explained. The teams read
through the cards and select three relevant principles for their own startup idea.
These are finally documented on a worksheet. In a group discussion, they determine
how these principles can be applied to their own startup idea and get feedback from
the coaches.

Finally, the fourth block of the coaching concept takes a closer look at the social
effects of the startup idea regarding the upstream processes of the supply chain or the
product use. Foundations and methods for evaluating social impacts according to the
“Product Social Impact Assessment” (PSIA-methodology) (Goedkoop et al., 2018)
are presented. The participants then carry out a simplified social impact analysis
regarding their startup idea. On a further worksheet template, they have to reconsider
already collected data regarding important life cycle stages and allocate relevant
stakeholders to it. The students have to conduct their assessment based on informa-
tion from a quick Internet research and “expert guesses.” They then choose the most
relevant social topics, derive performance indicators, and determine a corresponding
reference scale based on the checklists from Goedkoop et al. (2018). Finally, the
students are asked to discuss and review potential improvement measures to increase
the reference scales, if possible.

“The approach and methodology of this third block of coaching was discussed and tested with
startups and larger companies and implemented in the online tool “Green Check Your Idea” (Lang-
Koetz et al., 2020).
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3 Method

3.1 Application of the Sustainability Coaching Concept

The sustainability coaching concept was applied in the undergraduate course
“Startup Summer Camp Sustainable Innovation” at Pforzheim University. The
course is open to students from all bachelor programs (from the Design School,
Engineering School and Business School) and Bachelor’s, as well as Master’s
students. The students have to apply by handing in a letter of motivation and a
short description of their own business idea as well as a CV. Participants are then
selected by assessing the quality of the business idea description and the sustain-
ability and innovation potential of the submitted business idea. Furthermore, the
composition of the students should enable interdisciplinary collaboration by a mix of
faculty/program affiliation, age, and master’s as well as bachelor’s degree programs.
During the week the activities include team building, design thinking, and the
concept of lean startup. At the end, the students receive pitch training so that they
present their idea to a jury consisting of professors, startups, and entrepreneurs. In
and after the course, the students will be able to use the framework method Design
Thinking to design a business idea and a business model for a sustainable business
project in a reasonable way in terms of content and to coordinate the individual
components, write it down formally in a Business Model Canvas, and pitch it
professionally in a team in front of a jury of experts.

The application of the methods from the individual blocks of the sustainability
coaching concept took place in groups with up to six students. At the end of each
block, the results were presented to other participants in the context of peer feedback
and discussed together. After the “coarse analysis” (first and second blocks), it is
possible that the participants have discovered a particular relevance of ecological or
social aspects, depending on the type of startup idea. Therefore, a special focus could
be placed on ecological or social aspects during the specific analysis (third and fourth
blocks).

Coaches and Lecturers

The teaching and learning concept is characterized by an action-oriented (action
learning) approach. The starting point is the students’ own startup ideas. The six
most interesting ideas are followed up. The selected ideas are developed from basic
knowledge to detailed knowledge through the short lectures of the instructors. On
the one hand, there is a team of five coaches who are permanently on-site. These
coaches also provide input presentations and lectures, e.g., on design thinking and
sustainability assessment. There are also additional keynotes, e.g., on financing a
startup, and a final team coaching to refine the business model with another seven
special external experts, e.g., from professional management units.

In 2021, only 20 students could be accompanied in presence at the location of the
GriinderWERK in Pforzheim (due to the Covid pandemic). In the previous year,
30 students participated. The study pro