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ABSTRACT 

 

 The extant literature establishes that entrepreneurship education (EE) develops entrepreneurial self-

efficacy (ESE), the necessary and persistent self-belief that initiates new venture creation. However, 

the current pedagogies (teaching methods) employed in tertiary-level entrepreneurship courses that 

can develop ESE have not been fully explored and described in a systematic manner. As a 

consequence, it remains unclear as to which specific learning actions, educator roles and pedagogies 

(or combinations thereof) best develop ESE.  

 

This research explores contemporary ESE-enhancing pedagogical designs using a phenomenological 

approach, requiring in-depth semi-structured interviews with 77 course designers from 26 countries. 

The findings of this research improve our knowledge of how ESE is developed in tertiary 

entrepreneurship students, in order to develop more highly efficacious graduate entrepreneurs. These 

improvements can assist in developing greater self-awareness and entrepreneurial awareness that may 

lead to the start-up of new ventures (ESE). An interpretative (thematic) description of EE designs that 

develop ESE has been created using an initial framework of research foci related to the nature of the 

pedagogies and learning contexts adopted. 

 

The 77 EE course designers investigated have varying emphases on specific pedagogies and roles, 

which do result in multiple learning experience combinations, with some patterns evident. An 

important emerging discovery of this research identifies a new source of ESE development, namely 

internal and external entrepreneurial awareness. These two sub-forms of entrepreneurial awareness 

are evidently designed to enable entrepreneurial activities and reflexivity that lead to ESE 

enhancement. In addition, another key finding for entrepreneurship education is the desirability of 

designed role-transitioning capacity between multiple educator roles. When present, this role 

transitioning design has the potential to enable and support greater levels of entrepreneurial action 

and growth. Other observations include the beneficial impact of the curation of certain catalysts of 

ESE sources that facilitate ESE.  

 

The thesis explores the exciting implications of these finding, which opens up multiple opportunities 

for entrepreneurship education design enhancement. Whilst offering guidance on entrepreneurship 

training designed to increase ESE, there is also a call for future research to further understand and 

validate these discoveries in other settings and contexts. 
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1 INTRODUCTION 

 

1.1 Background 

The estimated number of tertiary institutions (hereafter institutions), in the world, offering 

entrepreneurship-related courses far exceeded 3,000 in 2017 (Kuratko 2017). Despite their 

burgeoning popularity, educators continue to differ on fundamental pedagogical definitions in 

entrepreneurship education (EE) (Hoppe 2016; Mwasalwiba 2010) and thus, the pedagogies to teach 

entrepreneurship (Fayolle and Gailly 2008; Hatt 2018). In contrast to more conventional education 

that primarily seeks to impart knowledge and skills, non-traditional active experiential EE was 

recommended (Higgins, Refai and Keita 2019), in order to develop entrepreneurial mindsets, attitudes 

and motives (Haynie et al. 2010). This involved a focus upon pedagogies that develop entrepreneurial 

self-efficacy (ESE), a type of self-awareness that is commonly attributed to the likely initiation of 

start-up activity that remains under-researched (Li et al. 2020). This under-researched area of ESE 

development in pedagogy design constitutes the domain of the knowledge gap being investigated in 

this thesis.  

 

The researcher adopted an interpretative phenomenological analysis (IPA) methodology to 

understand objectively the first-hand ‘lived’ experiences of course designers (CDs) in the design of 

entrepreneurship courses. CDs are also referred to as educators in this thesis. The extant literature and 

his experiences as a former entrepreneur and CD assisted the author in the interpretation of these 

experiences. He had earlier experienced the closure of his start-up ventures. Driven by this experience 

he designed courses and taught entrepreneurship with a start-up focus to provide students, with what 

he believed were authentic entrepreneurial experiences. However, despite following the best practice 

of other published experiential programs of the time, relatively few students started ventures. From 

this lived experience grew a desire to improve and update our understanding of entrepreneurship 

education pedagogical design that could best develop ESE.  

 

He developed an initial framework consisting of four research foci to guide this exploratory research. 

A discussion device, named the “Entrepreneurship Education Pedagogy Grid” (EPG), was devised to 

facilitate critical conversations with CDs, who shared their entrepreneurship education design (EED) 

experiences and their interpretations of how EE should be designed. By doing so, the accurate, 

verifiable and well-supported experiences of EED design and delivery by CDs were acquired and 

thematically analysed.  
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The extant literature has focused largely on EED from an Anglo-US perspective (Kakouris and 

Liargovas 2021). To obtain a more global and contemporary understanding of ESE-enhancing 

pedagogies, in-depth semi-structured interviews were conducted with a diverse sample of 77 CDs 

from 26 countries. They provided the rationale for, and the experiences related to, their pedagogical 

design. Experiences of ESE enhancement (or erosion) from a sample of graduate entrepreneurs 

(GREs), referred by their former educators elaborated on their course experiences and the perceived 

effect(s) upon their ESE. 

 

 

1.2 Significance of the Research 

 

This research strives to identify the educational pedagogies and practices that build tertiary students’ 

self-confidence to perform entrepreneurship capably (ESE). 

 

Studies investigating the relationships between EE outcomes and specific pedagogies are scarce and 

incomplete (Fayolle 2013; Nabi et al. 2017; Pittaway and Cope 2007b). There are surprisingly few 

prior studies that deeply consider the pedagogical designs of entrepreneurship from the CD 

perspective of facilitating ESE development. Indeed there are even some reported negatives effect on 

ESE (Section 2.3.4) from some entrepreneurship activities (Kassean et al. 2015). The current thesis 

addresses knowledge gaps in ESE development in EE, using an investigative approach that identifies 

a broad range of global EE practices and course designs that have been deployed, with a focus upon 

their ESE impacts. 

 

Practical relevance of the research includes enabling readers to easily discover the EED used by a 

wide variety of tertiary educational institutions in 26 countries and consider the effectiveness of these 

methods to stimulate ESE. The research provides tertiary institutions with findings to assist in the 

development of policies to support their educators and students in developing effective ESE 

enhancing entrepreneurship programs. 

 

 

1.3 Findings from the Research 

 

This exploratory research and analysis resulted in five key finding areas, summarised briefly as: 

• External entrepreneurial awareness (EEA),  
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• internal entrepreneurial awareness (IEA),  

• role-transitioning,  

• curation and  

• catalysts. 

 

The research highlighted external entrepreneurial awareness (EEA) as an outcome-based awareness 

of accessible entrepreneurial capital and relationships. The themes also revealed internal 

entrepreneurial awareness (IEA) as an awareness of one’s self-concept and self-identity. These two 

groups of ESE sources were previously unidentified in EED literature. Guided by CDs, the students’ 

reflexivity developed entrepreneurial awareness (EEA and IEA) that initiated entrepreneurial 

activities and reflexivity that consequently developed ESE. 

 

Role-transitioning between educator types and roles initiated recursive (iterative) relationships 

between executional (activity) and cognitive (reflexivity) pedagogies. Specifically, role-transitioning 

between three educator roles, instructor, inquirer and advisor, facilitated reflexivity on entrepreneurial 

activities that developed and updated EEA and IEA. These two types of ESE sources enabled 

entrepreneurial self-perceptions and fostered perceptions of opportunity feasibility while countering 

the negativities (risk and uncertainty) associated with entrepreneurship. 

 

The researcher defined curation in the EED domain as the careful selection of contextualised content 

and ESE sources by CDs and/or tertiary students. These ESE sources were educators and role models, 

such as guest entrepreneurs, practitioners, academics from other faculties, contract staff, seniors and 

graduate alumni. These supplementary roles augmented the pedagogical design and efforts of the 

coordinating CD of the entrepreneurship course. 

 

ESE was also developed by educators and pedagogies that enabled recursive activity and reflexivity 

that improved students’ entrepreneurial awareness. This research also identified that ESE in 

conjunction with catalysts were contributors to initiating entrepreneurial activity. 

 

A set of figures and tables was subsequently developed to explain how educator roles, ESE sources, 

role-transitioning and curation enhanced ESE. 
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1.4 Outline of the Thesis 

 

Chapter one introduces the background, the initial theoretical framework, methods, findings and 

significance of this research.  

 

Chapter two, the literature review, provides an overview of the present stock of knowledge of the 

pedagogies, and educator roles related to experiential learning theory (ELT) and its variants. It also 

reviews literature on pedagogical designs that develop entrepreneurial self-efficacy (ESE) and 

highlights the knowledge gap that underscores the purpose of this research. 

 

Chapter three highlights how the Entrepreneurship Education Pedagogy Grid (EPG), the discussion 

device, was designed to facilitate the collection of entrepreneurship education design (EED) 

narratives. The initial research framework, consisting of a theoretical model and four research foci, 

are established as guides in this exploratory research, essential to the data collection and analysis.  

 

Chapter four explains the Interpretative Phenomenological Analysis (IPA) methodology that has 

determined the research design, data collection and data analysis methods utilised in this qualitative 

research. A discussion on the integration of thematic analysis into the IPA methodology is 

complemented by a set of research activities to collect data and enhance the validity of data collection 

and analysis. 

 

Chapter five explains the overall structure of the research with the outcomes from the pilot study 

that determined the research protocol for the main and validation studies. Data patterns of the sample 

are presented in tables and concise descriptions. The results are also presented. 

 

Chapter six highlights the analysis of lower and higher Practicality pedagogies and role-transitioning 

between educator types and roles that facilitated ESE development.   

 

Chapter seven details the analysis of ESE development from less and more lifelike pedagogies, peer-

enhanced ESE development, curation of authentic ESE sources and development of external 

entrepreneurial awareness (EEA) through reflexivity. 

 

Chapter eight analyses how ESE is developed from combinations of Practicality and Lifelikeness in 

pedagogies, and reflexivity that develops internal entrepreneurial awareness (IEA). 
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Chapter nine analyses how graduate entrepreneurs (GREs) perceive their ESE development from 

multiple practical and lifelike learning experiences. 

 

Chapter ten summarises the findings of this research together with the researcher’s interpretation of 

ESE development through pedagogical designs and details the researcher’s reflexivity and research 

limitations.  

 

Chapter eleven discusses the implications of the research findings and suggestions for future 

research.  

 

Chapter twelve concludes with the contributions of this research. 
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2 LITERATURE REVIEW 

 

Overview. The chapter commences with definitions of entrepreneurship, entrepreneurial self-

efficacy (ESE) and entrepreneurship education (EE). As no current consensus exists on these 

definitions, the researcher designated practical definitions for the purposes of his research, based on 

the most contemporary findings. The known antecedents (sources) of ESE are reviewed from the 

perspective of entrepreneurship education design (EED). Recent research on ESE enhancing (and 

eroding) designs are also presented. Though pedagogies were mentioned, the precise processes on 

how ESE was developed (or not) remained unclear. This critical review is not a comprehensive 

prescription of all necessary conditions to foster graduate entrepreneurship (GRE). The final section 

summarizes the poorly understood aspects of the development of entrepreneurship in tertiary students, 

the pedagogies (sets of learning actions) and educator roles adopted in EED. 

 

2.1 The Entrepreneur and Entrepreneurship 

 

Entrepreneurship is defined as the process of creating something novel and valuable(Amit and Zott 

2012; Hitt et al. 2011; Felin and Zenger 2009). Entrepreneurs create innovations, resulting in 

economic prosperity. They initiate new ventures (start-ups), launch novel products, introduce 

production methods, open new supply sources that restructure (disrupt) markets and industries 

(Schumpeter 1934; McMullan and Vesper 1987). In starting-up, entrepreneurs coordinate flexible 

and innovative growth in the market (private) and public sectors (Casson and Wadeson 2007).  

 

Social entrepreneurs solve societal problems rather than generate economic value (Chell, 

Nicolopoulou and Karataş-Özkan 2010; Dees and Anderson 2006; Santos 2012; Chell 2007). 

Entrepreneurship involves “transforming ideas into enterprises that generate economic, intellectual 

and/or social value” (Borasi and Finnigan 2010, p.1). The researcher designated enterprising 

(entrepreneurial) and entrepreneurship behaviour as ontologically similar. 

 

Entrepreneurs transformed ideas into enterprises that generated economic, intellectual, and social 

value (Bacq and Janssen 2011). They produced social and/or economic values (Chell 2007; Gries and 

Naudé 2011; Korsgaard and Anderson 2011; Audretsch, Bönte and Keilbach 2008). Entrepreneurs 

possessed individual-specific cognitive resources to recognise new opportunities and the competence 

to assemble resources to create their ventures that create superior customer value (Alvarez and 

Busenitz 2001), undertaking these risky investments under uncertainty (Alvarez and Barney 2005).  
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Entrepreneurs frequently started ventures that were more likely to fail than succeed (Busenitz 1999). 

Entrepreneurs reduced start-up related risks through a complex balance of organisational structures, 

flexible strategy, financing, competitive advantages and outsourcing, to design, manufacture and 

market novel products (Christensen and Raynor 2013). “Enterprising behaviour [is] doing something 

new and making progress in conditions of uncertainty [namely] flexibility, innovation, initiative, 

creativity” (Bridge 2017, p.746). Entrepreneurs transformed new knowledge into products and 

services, moderated by individual perceptions of risk (Shane and Venkataraman 2000). Shane, Locke, 

and Collins (2003) observed that entrepreneurs took calculated risks, developed high degrees of 

competence and assumed personal responsibility for solving problems. 

 

 

2.2 Entrepreneurial Self-Efficacy (ESE) 

 

Wood and Bandura (1989, p. 364) defined self-efficacy as “(self) beliefs in capabilities to mobilize 

the motivation, cognitive resources, and courses of action needed to exercise control over events in 

their lives … needed to meet given situational demands.” Self-efficacy was the degree individuals 

believed in their capabilities to organise the required personal resources (motivation and cognition) 

to meet specified situational challenges (Bandura 1986b). As an example, having access to finance 

was insufficient to generate intention to start-up unless combined with the perceived feasibility to do 

so (enhanced ESE) (Nguyen 2020). ESE was the persistent self-belief in one’s ability to initiate and 

manage a new venture capably (Chen, Greene and Crick 1998; Li et al. 2020; Newman et al. 2019).  

 

ESE was a strong predictor of entrepreneurial intentions (Krueger, Reilly and Carsrud 2000; Peterman 

and Kennedy 2003). Enhancing ESE and strengthening social supports increased interest in 

entrepreneurial activities in 782 business students from China, Vietnam and the Philippines (Baughn 

et al. 2006). Individuals did not initiate challenging tasks unless they achieved a perceived minimum 

level of self-efficacy (Bandura 1977b; Bandura 2012). When individuals believed that they could 

perform entrepreneurial tasks, entrepreneurship-specific actions occurred (Boyd and Vozikis 1994; 

Frese 2007). Task achievement was supported by self-efficacy (I think I can do it) and outcome 

expectancy (I think I can achieve good results) (Bandura 1986b; Bandura 1977a). ESE was a reliable 

predictor of starting-up; whereas one’s outcome expectancy predicted start-up marginally 

(Townsend, Busenitz and Arthurs 2010). 

 

The higher the initial perceived self-efficacy, the longer individuals persevered through challenges 

before they quit (Bandura 1993; Bandura and Wood 1989). The stronger the perceived self-efficacy, 
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the more challenging the goals they set for themselves. Highly self-efficacious individuals strove 

harder to fulfil their commitments and attributed failure to things within their control rather than 

blaming external conditions (Bandura 1994). Individuals acquired start-up intentions when they 

developed resilience and ESE (Bullough, Renko and Myatt 2014).  

 

ESE underpinned an entrepreneur’s motivation, perseverance and self-knowledge to acquire the 

necessary skills to perform innovative activities (Carayannis and Campbell 2011). ESE increased 

risk-taking behaviour (Krueger and Dickson 1994), and high ESE enabled recovery from adversity, 

start-up failure and stressful situations (Shepherd 2003). 

 

High ESE entrepreneurs interpreted uncertainty as opportunities to explore entrepreneurship, but not 

those with low ESE (Schmitt et al. 2018). The “stigma (of failure) can function as a stimulus for 

entrepreneurs to defy the illegitimacy of the failed business and to actively … engage in innovative 

behaviours” (Simmons, Wiklund and Levie 2014, p.485). These entrepreneurs were more likely to 

invest more effort for longer to accomplish entrepreneurial aims, persist through failure and obstacles, 

and develop superior plans and strategies (Shane, Locke and Collins 2003). They were comfortable 

taking risks (Chen, Greene and Crick 1998). Contrastingly, low ESE individuals likely avoided 

challenging tasks, perceived tasks and situations as difficult beyond their capabilities, and focused 

instead on personal failures and negative outcomes (Trevelyan 2011). They made fewer concerted, 

extended efforts and considered challenges as threats (Margolis and McCabe 2006). 

 

Klyver and Schenkel (2013) determined from the Global Entrepreneurship Monitor data (2002-2004 

across 41 countries) that perceived access to resources (capital) enhanced ESE but financial capital 

(measured as household income) impacted negatively on nascent entrepreneurship entry decisions. 

Gender, age, household income, education level, prior entrepreneurial experience and ESE positively 

related to the likelihood of nascent entrepreneurship. Social capital (defined as knowing someone 

personally who has 'started-up' in the past two years) positively related to an individual’s likelihood 

to venture into entrepreneurship. Furthermore, possessing ESE, regardless of one’s education level, 

moderated having entrepreneurs in one’s social network and becoming an entrepreneur. Klyver and 

Schenkel (2013) stated that these findings had a potential risk of reverse causation; there was a 

possibility that some individuals reporting high ESE were already nascent entrepreneurs rather than 

their high ESE caused them to become entrepreneurs.  

 

Most extant literature agreed that ESE studies advanced the understanding of the complexities of 

entrepreneurship. They suggested that ESE, as well as other important factors such as access to 
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resources, social capital and education, contributed towards graduate entrepreneurship. This thesis 

examines the link between ESE development and EEDs. 

 

 

2.2.1 Graduate Entrepreneurship: Personal Enablers and Barriers 

 

Graduates who started-up possessed entrepreneurial readiness (Coduras, Saiz-Alvarez and Ruiz 

2016), entrepreneurial resilience (Zamfir, Mocanu and Grigorescu 2018), entrepreneurial passion 

(Cardon and Kirk 2015) and entrepreneurial preparedness (Pittaway and Thorpe 2012). Coduras, 

Saiz-Alvarez, and Ruiz (2016) suggested that individuals with entrepreneurial readiness possessed a 

union of sociological, psychological and managerial-entrepreneurial traits (ESE) that enabled them 

to analyse situations to decide how to creatively achieve their entrepreneurial aims. Harvey and Evans 

(1995) defined entrepreneurial preparedness as personal motivations, aims, psychological attributes, 

and perceived mastery (a source of ESE), to initiate start-ups. The researcher proposes that 

entrepreneurial readiness and preparedness are words used to describe different aspects of ESE. 

 

Olugbola (2017) commented that entrepreneurial readiness (ESE) depended on entrepreneurial 

competencies to explore opportunities, based on the available resources. He demonstrated that EE 

can positively moderate the relationship between competencies and entrepreneurial readiness. 

Personal start-up experience towards the end of an EE program increased the likelihood of student 

start-up (a proxy for ESE development) significantly and positively (Shirokova, Tsukanova and 

Morris 2018).  

 

Among GREs from 13 European countries, entrepreneurial resilience influenced an individual’s 

persevering continuation or return to entrepreneurship (Zamfir, Mocanu and Grigorescu 2018). These 

scholars identified the situational conditions supporting entrepreneurial resilience: social networks, 

knowledge and skills, attitudes and values. The behaviour and experience of parents and 

entrepreneurial learning, behaviour and work attitudes (process-related conditions) were 

interdependent and determined entrepreneurial resilience (Duchek 2018). ESE and entrepreneurial 

resilience positively influenced entrepreneurial intentions (Bullough, Renko and Myatt 2014). These 

scholars obtained their data from Afghanistan, Iraq, Peru, Tajikistan, the US and Finland. However, 

adversity or challenging contexts, for example, wars and pandemics, hampered entrepreneurship and 

weakened the ESE-start-up relationship (Renko, Bullough and Saeed 2021). The development of ESE 

remained paramount in fostering graduate entrepreneurship. 
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Cardon, Glauser, and Murnieks (2017) mentioned that entrepreneurial passion directed the cognition 

and behaviour of entrepreneurs, and energized innovation and persistence. The relationship between 

ESE and persistence was mediated by entrepreneurial passion for invention and starting-up (Cardon 

and Kirk 2015). Entrepreneurial passion influenced entrepreneurial alertness (Li et al. 2020; Tang, 

Kacmar and Busenitz 2012) and ESE positively and significantly (Cardon et al. 2013; Murnieks, 

Mosakowski and Cardon 2014). Gedeon and Valliere (2018), based on Tang, Kacmar and Busenitz 

(2012)’s parsimonious scale, defined informational alertness as discovering, selecting, processing, 

recording and communicating new information proactively from diverse sources.  

 

In Pakistani university students, EE positively influenced ESE that stimulated entrepreneurial passion 

(Arshad, Farooq and Afzal 2018). These scholars suggested case studies, simulations and actual start-

ups as EEDs. Recently, Li et al. (2020) demonstrated that entrepreneurial passion positively and 

significantly influenced entrepreneurial alertness, ESE and entrepreneurial behaviour. These scholars 

recommended that students participate in live projects and innovative business planning, without 

elaborating on how these pedagogies enhanced passion and self-belief towards entrepreneurship. 

Furthermore, the effects of pedagogical combinations on ESE development were not investigated. 

There is a lack of understanding on how EED develops the desire for starting-up in students. 

 

In a study of US and Portuguese tertiary students, prior personal and/or family business experience 

and ESE predicted entrepreneurial intention more in the US than in Portugal. Possible reasons 

included differences in entrepreneurial capital, culture and uncertainty avoidance. The authors 

suggested that “having the opportunity to start a business as part of entrepreneurship education may 

(be) useful in not only enhancing ESE but also in entrepreneurial intentions” (Litzky et al. 2020, 

p.1029). 

 

Alertness to opportunities and ESE significantly correlated with an individual’s decision to become 

an entrepreneur (Gedeon and Valliere 2018). Postgraduates from various disciplines who experienced 

an intensive two-week elective course, developed alertness to shared resources and relationships in 

creative collaborations (Warhuus et al. 2017). Network size influenced the quantity and diversity of 

social capital; whereas interconnectedness and interpersonal quality supported the interchangeability 

of resources among network members (Hernández-Carrión, Camarero-Izquierdo and Gutiérrez-

Cillán 2019). These studies did not relate an awareness of relationships (social capital) and resources 

(entrepreneurial capital) to ESE. 
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A relatively low number of GREs in the UK likely stemmed from a lack of awareness of 

“entrepreneurial options” (Pickernell et al. 2011, p.187) and a lack of social networks (Hegarty and 

Jones 2008). Moreover, the degree of economic welfare or employment opportunities and economic 

situations could influence GRE rates (Wennekers et al. 2005). Country regulations also determined 

the ease of or hindrance to starting-up (Klapper, Amit and Guillén 2010). 

 

Al-Dajani et al. (2014) identified UK graduate enterprise services as start-up workspaces, extra-

curricular activities (ECA), peer and external networks, enterprise and entrepreneurship from ‘live’ 

projects. Sometimes termed a ‘live’ case, this required students to engage in real life situations 

(problems) as the context for entrepreneurial learning (Chang and Rieple 2013; Gibb 2002b). Kumar 

and Shukla (2022) recommended industry interactions through ‘live’ entrepreneurial projects and 

developing ‘realistic’ business plans to develop proactivity and innovativeness in students. The 

researcher observed a lack of focus on ESE development that initiated entrepreneurial activities in 

these studies. 

 

This thesis examines the various pedagogical designs and extra-curricular activities (ECA) used in 

EE and their effect on ESE development in entrepreneurship students. The factors influencing 

students to start entrepreneurship ventures are also considered. 

 

 

2.2.2 Self-Concept and Entrepreneurial Self-Identity 

 

Self-identity can be simply described as reflecting upon “Who am I?”, one’s underlying nature and 

self-concept. Self-concept consists of one’s beliefs and thoughts about oneself (Gecas 1982), one’s 

perceptions about the qualities present in oneself (Bailey 2003).  

 

Prior entrepreneurship experience and business education established an individual’s self-perception 

or self-image (Verheul, Uhlaner and Thurik 2005). Personality, past behaviour, parental role models 

influenced entrepreneurial identities within one’s self-concept that predicted entrepreneurial 

behaviour. Prior entrepreneurial activities enhanced self-identity over time (Obschonka et al. 2015). 

Individuals could experience difficulty coping with start-up role requirements and integrating an 

unfamiliar entrepreneurial self-identity into one’s self-concept (Hoang and Gimeno 2010).  

 

Entrepreneurs integrated their cultural and creative identities into their entrepreneurial self-identity 

through self-reflection (Werthes, Mauer and Brettel 2017).. Self-identity established the 
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“entrepreneurial intentions of individuals, the perceived usefulness of EE, and, indirectly, their 

interest in participating in entrepreneurship education courses” (Liñán, Ceresia and Bernal 2018, 

p.222). Entrepreneurial (for-profit, societal, innovative) self-identities influenced ESE and nascent 

entrepreneurial behaviour positively (Brändle et al. 2018; Hand, Iskandarova and Blackburn 2020; 

Murad et al. 2022). Creativity matters in innovation and entrepreneurship. Indeed, creativity has 

underpinned entrepreneurial motivations and positive self-concepts in technology students and GREs 

(Nisula and Olander 2020). Besides self-reflection, it remained unclear how learning actions, 

pedagogies or educator roles impacted entrepreneurial self-identity and ESE. These areas are 

investigated further in this thesis. 

 

 

2.2.3 Creative Self-Efficacy and Innovation 

 

Entrepreneurs either discover/create opportunities (Barreto 2012; Schumpeter 1947). The creative 

entrepreneur, can innovate using untested technologies and embrace the risk uncertainty of newness 

(Matthews and Scott 1995; McMullen and Shepherd 2006). Innovative entrepreneurs have also 

creatively improved existing products and services (Okpara 2007) and created new or improved 

business models (Trimi and Berbegal-Mirabent 2012). 

 

Entrepreneurs have faced many obstacles that require substantial creativity to overcome (Kirzner 

1999; Fillis and Rentschler 2010). Creativity in entrepreneurship was related to innovation and profit 

that involved combining resources to produce novel and potentially useful ideas or products (Fillis 

and Rentschler 2010). Resource constraints were triggers of creativity and innovation (Baker and 

Nelson 2005; Gibbert and Scranton 2009; Hoegl, Gibbert and Mazursky 2008; Keupp and Gassmann 

2013). Indeed, entrepreneurial success frequently depended on actively challenging conventional 

wisdom (Amabile 1988; Rushworth 2013). Creative problem solving required expertise, information 

processing skills, adaptability and wisdom (Mumford 1994). 

 

Creative Self-Efficacy (CSE) was conceived by some researchers as an integral component of overall 

ESE. Tierney and Farmer (2002) defined CSE as the enduring self-belief in one’s ability to produce 

creative outcomes. Tierney and Farmer (2002) argued that individuals became more creative as they 

developed higher CSE. Self-belief in one’s ability to be creative (CSE) positively influenced 

creativity (Jaussi, Randel and Dionne 2007). Knowledge sharing within teams enhanced the positive 

effect of CSE on individual creativity, specifically in the development of new ideas (Richter et al. 

2012). Shahab et al. (2019) demonstrated that high ESE individuals developed and applied original 
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ideas. ESE partially moderated the relationship between creativity and the innovation of products and 

processes (Ahlin, Drnovšek and Hisrich 2014). ESE fully mediated the relationship between 

creativity and entrepreneurial intention (Kumar and Shukla 2022).  

 

Scott, Leritz, and Mumford (2004) suggested action-learning industry-situated approaches in 

developing novel and innovative business plans. Lantu et al. (2022) reported that working at start-ups 

developed creativity, ethics and adaptability in students. They did not investigate these and other 

actions and/or pedagogies that developed creativity or ESE. 

 

The effects of pedagogical design on opportunity identification, problem solving and creativity (types 

of ESE) remains unclear. Whilst not the highest priority area of this thesis, observations and emergent 

themes from this thesis provided some exploratory findings into our understanding of the ESE/CSE 

pedagogical design factors observed. Hence, appropriate literature on CSE as it relates to pedagogical 

design aspects of ESE is retained to assist subsequent theme development. 

 

 

2.3 A Review of Entrepreneurship Education Design (EED) 

 

For this research, entrepreneurship education (EE) is the teaching, mentoring and coaching of students 

to equip and encourage them to become entrepreneurs. This section reviews how course designers 

(CDs) have employed experiential and industry-situated (authentic) learning in their courses. Its 

subsections highlight recent studies that attempted to develop ESE. 

 

Nicolaou and Shane (2009) posited that individuals were born with varying degrees of entrepreneurial 

characteristics. However, socialisation and education developed or impeded genetic entrepreneurial 

endowments (Lange et al. 2014). Klein and Bullock (2006) believed that some aspects of 

entrepreneurship, opportunity identification, acquiring and managing resources were teachable to 

some degree; while adaptability (to change), managing uncertainty, development of alertness and 

innovation as the pursuit of opportunities, were not. Comments by the CDs and GREs interviewed by 

the researcher for this thesis suggest otherwise. 

 

Entrepreneurs learnt experientially through trials and failures (Cope 2011; Ucbasaran et al. 2013; 

Hayward et al. 2010). Experiential pedagogies were employed in courses that incorporated the start-

up process (Lackéus and Middleton 2018; Pittaway and Cope 2007a; Politis 2005).  
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Research into pedagogy had focused predominantly on knowledge transfer and lacked emphasis on 

small group learning methods (Davidson, Major and Michaelsen 2014; Kelly 2008). A lack of 

understanding existed regarding the effects of experiential and authentic pedagogies and educator 

activities on ESE. These are detailed in the following subsections. 

 

 

2.3.1 Experiential Learning in Entrepreneurship Education 

 

Experiential learning involves learning through doing, reflection and experience. Reflexivity is the 

ongoing reflection of one’s situation and one’s practices, perspectives, emotions and motives. 

Entrepreneurial learning derived from start-up related pedagogies was conceptualised as experiential 

learning, an iterative process of activity and reflections (Pittaway and Cope 2007a). 

 

David Kolb first formalised experiential learning theory (ELT) as four learning modes where 

outcomes of actions were observed and reflected on (Kolb 1976). Later, Kolb and Kolb (2005) posited 

two recursive relationships: firstly, concrete experience and abstract conceptualization that 

comprehended experiences; and secondly, reflective observation and active experimentation that 

converted experiences into new knowledge. Morris (2020) updated Kolb’s ELT to incorporate social 

learning, where learners who conducted active experimentation and made critical observations 

(reflection) on real-life problems generated entrepreneurial knowledge. 

 

The efficacy of guided learning was predicated on specific instructions, knowledge and critical 

reflective discussions (Alfieri et al. 2011; Kirschner, Sweller and Clark 2006; Mayer 2004). 

Reflection generated insight, understanding and awareness through identifying non-obvious or 

neglected information or knowledge (Bolton 2010). Reflexivity could incorporate self-assessment of 

one’s cognition, learning and relationships (Smith 2011). Reflexivity enabled students to evaluate 

their ability to change markets or societies, to enact unconventional value-led business models 

(Tennant 2015). A capacity for reflexivity contributed to one’s ability to review, interpret and 

understand experiences (Higgins and Elliott 2011). Furthermore, Bolton (2010, p.13) defined 

reflexivity as “finding strategies to question our own attitudes, thought processes, values, 

assumptions, prejudices and habitual actions, to strive to understand our complex roles in relation to 

others.”  

 

Some scholars advocated experiential learning to practice entrepreneurship and reflect on real-life 

(authentic) entrepreneurship events (Cope and Watts 2000; Pittaway and Cope 2007a). Reflexive or 
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critical pedagogy required reflection on entrepreneurial activities (Higgins, Smith and Mirza 2013; 

Cunliffe 2002). Reflexivity on disruptive emotion-laden learning events resulted in the use of 

pedagogies, actions and roles that facilitated entrepreneurial activities and subsequent reflexivity 

(Cope 2003).  

 

Gemmell, Boland, and Kolb (2012) demonstrated that technology entrepreneurs utilised active 

experimentation to accelerate their learning. They developed, validated and refined their ideas for 

novel products, processes or services. These scholars suggested that activity provided experiences 

that augmented the entrepreneur’s practical and creative intelligence and consequentially ESE. 

However, the reflexive processes that potentially created a sense of ESE was not investigated.  

 

The participating student reflections after a Master of Entrepreneurship degree revealed enhanced 

ESE and insights into the entrepreneurial self-identity and solutions related to the feasibility of their 

start-up ideas (Kirkwood, Dwyer and Gray 2014). Through internships, students developed ESE from 

solving problems, class-based discussion and reflection (Varghese et al. 2012). It was noted that these 

studies did not examine any educator roles (or role-transitioning) that enabled ESE-enhancing activity 

and reflexivity 

 

CDs faced challenges in creating experiential learning and real-life based content for their students 

to reflect on self, actions and feedback. McGuigan (2016, p.38) commented that “educators need to 

give up control and allow the class to be messy and chaotic. The challenge is to create a meaningful 

and useful experience for students in a discrete amount of time.”  

 

Pedagogy such as reflective journaling demanded a disciplined form of reflective situational 

awareness and self-appraisal of emotions, motives and reactions (Rodgers 2002). The combination 

of more reflective and more active student involvement earlier posited by Garavan and O'Cinneide 

(1994) had not been investigated. 

 

Despite the espoused importance of reflexivity, the effects of reflective (reflexive) pedagogies and 

educator activities on ESE have remained under-researched. These are studied further in this thesis 

through its four research foci. 
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2.3.2 Authentic Learning in Entrepreneurship Education 

 

Authentic learning provides students with the opportunity to apply their knowledge to real-world 

issues and situations, enabling them to experience more realistic learning environments. EE 

pedagogies that are industry and/or socially situated generate entrepreneurship experiences through 

the practice of entrepreneurship.  

 

In this research, a context describes the social learning environment where students interact with 

educational, ESE-related and entrepreneurial resources. Contextual learning occurs in a physical or 

an online environment or location wherein content, pedagogy, competencies and mindset are applied 

(Blenker et al. 2013). In Ndou et al.’s (2018) analysis of 105 curricular and extra-curricular programs 

offered by ten entrepreneurship (university) centres from seven European countries, no assessment 

of the influences of contexts was reported. 

 

Yu and Man (2009) mentioned that students’ entrepreneurial characteristics were developed and 

enhanced through four types of social interactions: with team members, instructors, teachers and 

business stakeholders. Pittaway and Cope (2007a) advocated that learning experience should be 

applicable to and approximate (simulate) real-life entrepreneurship tasks. Theoretically similar but 

contextually different to experiential learning, authentic learning through entrepreneurship activities 

developed entrepreneurship competencies (Kozlinska 2011) that encompassed collaborative 

problem-based, community-based or work-based learning (Lee, McGuiggan and Holland 2010).  

 

Mueller et al. (2006) wrote that self-confidence, persistence and energy were more easily acquired 

through community activities and solving real-life challenges beyond the classroom. Amongst 

Pakistani students, access to incubation resources had the strongest effect on intention which in turn 

increased positive attitudes and ESE (perceived control) (Ahmed et al. 2020).  

 

Knowledge was created within social learning contexts when people interact with and learn from each 

other (Vygotsky 1978). Students became more entrepreneurial and increased their ESE when they 

improved their understanding of their entrepreneurial environment through observation and 

participation in activities (Kubberød and Pettersen 2017). Entrepreneurs learnt through the discovery 

and development of opportunities based on their experiences and the cooperation with others to start-

up (Rae 2007b). Self-determined learning entailed experiencing the outcomes of one's choices, taking 

control and responsibility for one's learning, to identify opportunities, acquire resources to solve 
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problems effectively (Jones et al. 2014). The author summarises the main authentic learning 

principles incorporated in EED in Table 2.1. 

 

Table 2.1: Authentic Learning in Entrepreneurship Education 

Authentic Learning Models Entrepreneurship Education Authentic Learning  

1. Ill-defined activities or complex 

tasks, ideally completed over a period 

of time with real-world relevance. 

Situated learning incorporated the features, conditions and 

emotional states of an actual social and physical environment; 

learners perform real world entrepreneurial tasks (Cooper and 

Lucas 2006). Authentic (real-world) contexts encouraged 

autonomy, creativity, stewardship of one’s own learning, 

risk-taking and learning from failures (Luthans, Rubach and 

Marsnik 1995), assisted by prior knowledge Shane 2000; 

(Karagiorgi and Symeou 2005; Merrill 2002, 2007). 

2. Multiple perspectives adopted, 

immersive real-world or online context 

(Herrington, Reeves and Oliver 2007). 

3. Problem solving through 

collaborative knowledge construction; 

impossible to solve independently. 

Team-based learning where students 

worked together toward common goals 

in small groups (Reinl and Kelliher 

2010). 

Networks and resources facilitated experimenting on 

alternatives when planning the form, location and value 

proposition new ventures (Autio et al. 2018). Reinl and 

Kelliher (2010) integrated ELT with internal and external 

societal and environmental conditions, resource constraints 

and social networks. 

4. Authentic assessment by industry 

with reflection within authentic 

contexts and tasks (Vygotsky 1978). 

Entrepreneurs developed or modified their knowledge and 

understanding in relation to a domain or environment through 

reflection as a way of understanding their experiences(Cope 

2003; Kayes, Kayes and Kolb 2005b; Politis 2005). Effective 

authentic learning involved authentic assessments that 

created, reinforced or updated personally relevant knowledge 

and competence through action and reflective learning (Stein, 

Isaacs and Andrews 2004). 

5. Articulation of one's argument, 

defending one's position to enable 

"formation, awareness, development 

and refinement of thought" (Herrington 

and Herrington 2007, p.72). 

 

 

Cope (2005a) conceptualised entrepreneurial learning (in Figure 2.1) as situated, workplace action-

based learning, combined with reflection on mistakes. This type of learning generated a personal 

‘stock’ of experiences (Reuber and Fischer 1999) and developed entrepreneurial preparedness 

(Harvey and Evans 1995). 
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Figure 2.1: Cope’s Entrepreneurial Learning Framework 

Source: Cope (2005a). 

 

 

Students participated in work-based, practice-based learning including internships, new product 

development and consultancy projects (Kozlinska 2011). In a ‘live’ case, students applied concepts, 

analysed and solved an actual entrepreneurial challenge, situated at the client’s organisation (Solvoll 

and Haneberg 2022). Some students commercialised technologies in collaboration with industry 

(Blankesteijn, Bossink and Sijde 2021). In authentic contexts, cognitive apprenticeship or situated 

learning involved teamwork and decision-making in creating value propositions (Chan, Miller and 

Monroe 2009). In these examples of authentic team-based learning, CDs more likely became 

facilitators of learning instead of being an expert who disseminated information (Carey and Matlay 

2011; Kolb et al. 2014). 

 

A 2016 survey of EE programs in the top 25 US universities, assessed as ‘best’ for entrepreneurship 

by industry journals, highlighted industry-situated experiential pedagogies. Students initiated for-

profit or not-for-profit new ventures, participated in entrepreneurial venture internships, incubator-
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based or consultancy projects. Learning experiences included managing uncertainty and ambiguity, 

mentored by entrepreneurs, entrepreneurial collaboration, value exchanges with customers and 

suppliers, reflecting on achievement and failure, and discovering the meaning of being 

entrepreneurial (Mandel and Noyes 2016).  Unfortunately, this US survey of entrepreneurship did not 

include a dedicated measurement of ESE development. This was despite the widespread advocacy 

for authentic learning. The processes of ESE-enabling entrepreneurial activities through pedagogies 

(our research gap) and thus, the roles in authentic or lifelike contexts in ESE development, remain 

under-researched. 

 

Some start-up (business) planning courses have required students to develop business ideas and 

transform them into commercially viable propositions, and even into actual student initiated/led 

businesses (Wheadon and Duval-Couetil 2014). These student-initiated new ventures were 

sometimes incubator supported (Zotov et al. 2019; Hytti and O'Gorman 2004). Mukesh, Pillai, and 

Mamman (2020) demonstrated ESE enhancement from such an ‘authentic’ team-based 

entrepreneurship course, where students started small businesses, negotiated and acquired resources, 

sold products or services, over a ten-week period. This course required weekly progress presentations, 

feedback and reflection. These studies did not examine the effects of educator roles and learning 

actions undertaken by students upon ESE. Mukesh and colleagues did not evaluate the course at a 

later timeframe for enduring ESE or even business survival. The ten-week timeframe allowed within 

the course structure (possibly) not permitting sufficient trading to occur to lead to enduring changes 

in ESE.  

 

Chen and Shen (2012) observed that internships were more successful than other pedagogies at 

preparing students for entrepreneurship. However, some students perceived unpaid internships as a 

mandatory annoyance to gain industry experience (Jacobson and Shade 2018).  

 

These studies did not investigate the pedagogies and the people in industry contexts that assisted in 

developing ESE. Only Botha and Bignotti (2016) reported ESE enhancements in South African 

students through internships. However, they observed that a lack of mentors resulted a lack of 

internships in EE. Overall, it remained unclear how authentic learning enhanced ESE. Authentic 

learning was mentioned often by the interviewees in this thesis’ research, and the results were 

incorporated into the research findings section. 
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2.3.3 Education Designs Enhancing Entrepreneurial Self-Efficacy 

 

Karlsson and Moberg (2013) reported ESE enhancements from a year-long entrepreneurship master 

program that utilised entrepreneurial projects, business plan competitions, personal business mentors, 

guest speakers and business plan creation, complemented by traditional lectures and simulations. 

Piperopoulos and Dimov (2015) demonstrated that both practical and theoretical learning influenced 

the relationship between ESE and entrepreneurial intentions. However, no specific pedagogies were 

assessed in these studies and how they enhanced ESE. A learning-by doing-approach for ESE 

enhancement (Maritz and Brown 2013) was not attributed to any specific action. 

 

ESE partially mediated in the relationship between formal education, entrepreneurial mindset and 

creativity on entrepreneurial intention (Wang et al. 2021). These scholars recommended that 

universities develop the entrepreneurial mindset through field expertise in the EE syllabus instead of 

focusing on classroom teaching, and through incubators and financial supports for student start-ups.  

Burnette et al. (2020, p.878) compared a knowledge-based design with growth mindset “intervention” 

projects experienced by undergraduates. The latter pedagogical design enhanced ESE and task 

persistence. Schenkel, D'Souza, and Braun (2014) demonstrated that ESE was more positively 

correlated to commitment towards entrepreneurship  when students experienced ‘live’, not traditional, 

case studies. Over a year using a randomized control group design, Gielnik et al. (2015) discovered 

that action-based entrepreneurship training positively affected action-regulatory conditions namely 

entrepreneurial goal intentions, ESE, action planning and knowledge. 

 

Malebana and Swanepoel (2014) measured the ESE of graduating commerce students from two rural 

South African universities. Students experiencing the entire EE program (three semesters) acquired 

more ESE compared to students with six months (one semester) of EE experiences. However, no 

pedagogies were investigated in the study. Increased exposure to pedagogies and the number of 

courses completed increased ESE (Kolvereid and Moen 1997; Orpen 1999). These findings suggested 

the need to increase the timeframe for exposure to EE to allow students sufficient time to develop 

ESE. Contrastingly, the findings from a four day, 40-hours contact-time ‘Enterprisers Program’ 

revealed positive development in innovation self-efficacy (Barakat, Boddington and Vyakarnam 

2014). 

 

Business education had a positive effect on perceived feasibility and ESE; feasibility also positively 

affected entrepreneurial intention (Deliana, Rahardjo and Afriyanti 2019). ESE partially mediated the 
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relationship between EE and self-employment intentions (Kisubi, Bonuke and Korir 2021). The ESE 

of Lebanese business undergraduates increased after completing an entrepreneurship course relative 

to those that did not complete it. In this study, Mozahem and Adlouni (2021), using the Gedeon and 

Valliere’s (2018) ESE scale, discovered the largest ESE gain was in financial management, while the 

smallest gain was in self-management. Overall, the content in entrepreneurship courses was well-

documented. However, the effects of specific pedagogies and educator roles on ESE enhancements 

were unclear. An MSc program in the Netherlands held three mandatory EE courses utilising lectures 

and case methods, two more mandatory courses involving active learning and field study, and one 

elective course utilising a combination of mentoring or guided learning, experimenting and pitches. 

The postgraduates developed in perceived behavioural control ( a form of ESE) and positive 

perceptions towards entrepreneurship (Rauch and Hulsink 2015). Gachanja, Nganga, and Maina 

(2016) demonstrated that a combination of project-based, team-based and blended learning, 

interviews and mentoring could enhance ESE. Engineering students who completed elective courses 

with ‘hands-on’ experiences (related to market analysis, technology commercialization, business 

communication or internships within start-up companies) reported higher levels of employability and 

ESE (Duval-Couetil, Reed-Rhoads and Haghighi 2012).  

 

Despite multiple authors recommending experiential and authentic pedagogies for improving 

entrepreneurship students’ ESE, there is insufficient information about the specific pedagogies, 

educator activities and the role of reflexivity on learning experiences. This thesis researches these 

areas in detail. 

 

 

2.3.4 Education Designs Eroding Entrepreneurial Self-Efficacy 

 

Wilson et al. (2009) advocated investigations into how perceived beliefs regarding personal 

capabilities (ESE) changed due to course content and pedagogy. Indeed, contrary to expectations, 

Cox, Mueller, and Moss (2002) reported lower ESE in a post EE course group of US undergraduates 

than the pre-course group. They suggested that a course containing efficacy-enhancing elements, 

intended to develop awareness of entrepreneurship among students with little or no prior 

entrepreneurial exposure, might decrease their ESE. It was also possible that these students evaluated 

the challenges of entrepreneurship as ‘greater than expected’ and decided against entrepreneurship.  

Unfortunately, perceived self-efficacy was also easily undermined in individuals who experienced 

only quick successes and then naively expected repeating similar quick results that did not eventuate. 
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Indeed, setbacks and challenges when pursuing one's goals were useful in teaching that success 

frequently requires sustained effort (Bandura 1989). 

 

In a study by Zieba and Golik (2018) of 72 students in a three year entrepreneurship program in 

Poland, they discovered that some graduates started the course with existing moderate levels of ESE, 

while others did not. Of those with moderate ESE, 77% of them maintained their ESE levels while 

the remainder lowered their ESE over the three-year period. Those with enduring ESE were much 

more likely to have business ideas.  Only one-third of the non-ESE group gained ESE during their 

studies.  

 

In a problem-based business-planning course of 18 students, Bell, Dearman, and Wilbanks (2015) 

discovered that at the end of the course, more entrepreneurial knowledge was acquired and students’ 

ESE increased but more students became averse to entrepreneurship. They questioned whether the 

educator’s personality might affect student ESE, and suggested further research into the effect of 

problem-based learning compared to other pedagogies. 

 

Students at Croatia University demonstrated a higher propensity for entrepreneurial behaviour and a 

higher probability of starting their own business when they perceived greater ESE. They reported that 

curriculum-based learning did not significantly improve their ESE as compared with community-

based experiences from student associations and clubs (ECA). Sedlan-Koenig suggested that ESE 

could be enhanced through pedagogies, and “in order to influence entrepreneurial behaviour it is 

necessary to make better use of experience-based learning and supplement university courses with 

components of informal and/or non-formal education” (Sedlan-Koenig 2016, p.311). She 

recommended that students participate more in communities of practice such as incubators, spin-offs 

and community service projects. 

 

ESE in 15 South African tertiary students did not increase after one semester of traditional pedagogies 

such as literature review and closed book exams (Lebusa 2011). Lebusa agreed with Cooper, 

Bottomley, and Gordon (2004) that student participation in authentic EE (such as vicarious learning 

from entrepreneurs and projects involving real businesses) should help in enhancing ESE. 

 

It appears that designing for ESE development is complex and  ESE outcome is unpredictable. In 

addition, the extant studies have not fully examined the specific aspects influencing ESE development 

or erosion. The reasons for ESE erosion remain inconclusive due to a lack of research. Possible 

reasons include a lack of experiential and authentic pedagogies, a lack of confidence-building 
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activities and insufficient use of non-curriculum learning opportunities. This thesis explores this 

further via the design of pedagogies and learning opportunities on ESE development. 

 

 

2.4 Sources of Entrepreneurial Self-Efficacy 

 

Bandura (2000) posited that mastery experiences, observational vicarious learning (VL), social 

persuasion, and self-assessments of emotional arousal developed self-efficacy. Boyd and Vozikis 

(1994) first established a set of propositions with these four ESE sources based on Scherer et al.’s 

(1989) role modelling postulations, to investigate entrepreneurial career preferences. These ESE 

sources influenced strategic decision-making in entrepreneurs positively (Forbes 2005).  

 

Segal, Schoenfeld, and Borgia (2007) conducted an initial online survey based on the perceptions of 

34 entrepreneurship educators to rank which of 20 pedagogies best enhanced four sources of students’ 

ESE. These sources were mastery, social persuasion, VL and stimulated emotions. Internship and 

consulting projects were perceived as the most effective pedagogies to develop mastery. The most 

effective VL sources were identified as internship and entrepreneur guest speakers. Mentoring and 

internships were seen to provide the most social persuasion to students. Role play and starting-up 

were considered the most effective in helping students develop positive emotions. The survey did not 

research the reasons for the results obtained. 

 

Sherman, Sebora, and Digman (2008) advocated for an experiential design where students undergo 

the process of starting-up to gain mastery experiences, social persuasion, model the successes of 

others (through VL) and experience the emotional changes associated with entrepreneurship. Other 

sources of ESE are people such as educators, coaches, mentors, peers, family members and catalysts. 

 

 

2.4.1 Entrepreneurial Self-Efficacy Development: Mastery Experiences 

 

Mastery experiences, including experiences of perceived success, are based on past personal 

achievement and/or successful performance (Bandura 1977a; Lans et al. 2010). Such experiences 

provided the most authentic evidence of the wherewithal one can marshal to succeed on subsequent 

tasks (Bandura 1997). Perceptions of task mastery stimulated feelings of competence and confidence 

in superior performance on similar tasks (Bandura 1977a, 1982). Mastery experiences facilitated an 

individual’s perception of start-up feasibility (Krueger and Brazeal 1994). Krueger and Brazeal 
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(1994, p.97) emphasised that “promoting self-efficacy is more than teaching competencies; students 

and trainees must fully internalise those competencies through perceived mastery.” In this research, 

mastery is synonymous with ability, capability or competencies (types of ESE). 

 

Mastery experiences, when perceived as authentic, strengthened individual self-efficacy, enhanced 

through experiences of hard work against obstacles over time (Barr et al. 2009; Schunk 1989; Van 

Dinther et al. 2014; Bandura 2000).  

 

Mastery accrued after overcoming problems or performing well on challenging tasks (Gist 1989), 

especially when others find the problem challenging (Bandura 1982). Success built up self-efficacy 

whereas failure undermined it, especially if failures occurred before self-efficacy was firmly 

established (Bandura 1982, 1997). "Development of resilient self-efficacy requires some experience 

in mastering difficulties through perseverant effort" (Bandura 1989, p.1179).  

 

Chandler and Jansen (1997) earlier demonstrated that repeated performance accomplishments 

(mastery) enhanced ESE. Simulated or actual entrepreneurship (Wilson, Kickul and Marlino 2007) 

or internships (Lucas et al. 2009) were important in developing students’ perceived mastery. The use 

of mastery experiences in entrepreneurship courses is further explored in this thesis. 

 

 

2.4.2 Entrepreneurial Self-Efficacy Development: Social Persuasion 

 

Social or verbal persuasion as feedback or instructions supported and encouraged an individual’s 

ability to perform a nominated task (Bandura 1977a). Feedback was a double-edged sword. Feedback 

valence (the motivation to achieve and learn) depended on whether the feedback was positive or 

negative (Kluger and DeNisi 1996). Supportive messages augmented learners’ effort and self-

confidence, when supplemented by conditions and instruction that favoured success (Usher and 

Pajares 2006b). Negative ‘persuasion’ conversely undermined self-efficacy (Hattie and Timperley 

2007). 

 

Students obtained social persuasion as they listened and interacted with entrepreneurs as guest-

speakers (Chen, Greene and Crick 1998). The effectiveness of social persuasion depended on the 

credibility, trustworthiness, and expertise of the persuader (Bandura 1977a, 1986a). Social persuasion 

from parents, teachers, and peers whom individuals trusted, bolstered their self-belief (Usher and 

Pajares 2008). Knowledgeable and credible role models have the potential to guide individuals 
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towards achieving success (Bandura 1997, 2008; Erikson 1980). Feedback from realistic, positive, 

encouraging and reassuring sources were more likely to lead to greater efforts to implement their 

chosen tasks (Gist 1987; Wood and Bandura 1989).  

 

Self-assessed emotions associated with social persuasion enhanced or eroded ESE. The obvious risk 

from overtly positive feedback is that self-efficacy may be increased to unrealistic levels (Boyd and 

Vozikis 1994). Sub-optimal persuasion (encouragement without specific instructions on how to 

achieve success), though intended to bolster self-efficacy, precipitously annulled it from 

disappointing results from one's effort (Bandura 1994). Both persuasive specific performance 

feedback and discussions provided information regarding mastery in performing a task (Gist and 

Mitchell 1992). 

 

Blended personal and peer group coaching supported mastery enhancement. Kutzhanova, Lyons, and 

Lichtenstein (2009) defined personal coaching as preparing entrepreneurs for change through a 

process of self-realisation, assisting reflection, providing feedback and challenging assumptions. 

Group coaching assisted the entrepreneurial learning process by building social capital that provided 

moral support, advice, multiple perspectives on issues and innovative problem solving.  

 

 

2.4.3 Entrepreneurial Self-Efficacy Development: Vicarious Learning 

 

Vicarious learning (VL) or role modelling is learning through observing others (BarNir, Watson and 

Hutchins 2011; Bosma et al. 2012; Scherer et al. 1989; Zozimo, Jack and Hamilton 2017; Hoover, 

Giambatista and Belkin 2012; Lefebvre and Loué 2008). Students learned about themselves, their 

self-identities and entrepreneurship as they reflected on their observations (VL) and entrepreneurial 

experiences (Cope 2005a; Rae 2005; Taylor and Thorpe 2004). 

 

One could observe the actions and outcomes of others before participating in experiential learning 

(Hoover, Giambatista and Belkin 2012; Bandura 1977a; Gist and Mitchell 1992; Kanfer and 

Ackerman 1989). VL experiences influenced self-efficacy through comparative social ‘inference’: 

observed patterns (of knowledge and skill) in others, constituting benchmarks to assess one’s future 

performance (Bandura 1982; Schunk 1990; Bandura 1977b).  

 

Exposure to role models strengthened ESE (Bosma et al. 2012; Krueger, Reilly and Carsrud 2000; 

Scherer et al. 1989; Laviolette, Lefebvre and Brunel 2012). The more mastery entrepreneurs gained, 
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and the more they learnt vicariously from other successful entrepreneurs, the more likely they 

believed that they could perform competently and overcome environmental obstacles (Stajkovic and 

Luthans 1998a; Bandura 2008; Gartner 1984). Trainees viewed videos of successful entrepreneurs in 

the same challenging context and then imitated their performance step-by-step (Luthans and Ibrayeva 

2006). The role model’s persistent effort and success enhanced the observer's self-belief that he/she 

(too) possessed the capabilities to succeed in comparable activities (Bandura 1995; Schunk 1989).  

 

In situations where no absolute evaluation criteria of competency existed, individuals gauged their 

capabilities relative to the performance of others; namely, students would compare themselves to 

specific individuals such as classmates (peers) (Usher and Pajares 2009).  Successful role models 

generated positive attitudes and emotions towards entrepreneurship in 276 French entrepreneurship 

students. Additionally, fictional and unsuccessful role models also positively enhanced ESE and 

entrepreneurial intentions (Zozimo, Jack and Hamilton 2017; Laviolette, Lefebvre and Brunel 2012). 

 

Elective courses likely attracted like-minded students who were interested in entrepreneurship (von 

Graevenitz, Harhoff and Weber 2010) that could facilitate peer observational learning (Gordon, 

Hamilton and Jack 2012; Zozimo, Jack and Hamilton 2017). Peers and sources of advice imparted 

VL through social networks (Rasmussen and Sørheim 2006; Ravasi and Turati 2005). Entrepreneurs 

learnt how to innovate by observing “competent models (parents and mentors but not academic 

models)” (Abecassis-Moedas, Sguera and Ettlie 2016, p.2840). Individuals exposed to 

entrepreneurial peers learnt vicariously about opportunities that enabled starting-up (Kacperczyk 

2013). Exposure to peers reinforced ESE and strengthened the relationship between creativity and 

entrepreneurial intention in tertiary students (Bellò, Mattana and Loi 2018). 

 

Guest speakers sharing about entrepreneurship, business plan competitions (Wilbanks 2015), and 

entrepreneurship clubs (Pittaway et al. 2015) facilitated VL. Individuals developed positive views 

(attitudes) on entrepreneurship in society through greater exposure to entrepreneurial models through 

personal, family and external networks (Collins, Hanges and Locke 2004). Children modelled after 

their parental entrepreneurial models (Kickul et al. 2008). Entrepreneurial parents were potent sources 

of entrepreneurship knowledge and socialization (Laspita et al. 2012). By observing and interacting 

with their self-employed parents, they benefited from an ‘intergenerational’ transfer of business and 

industry knowledge and a foundational understanding of the opportunities and challenges of an 

entrepreneurial career (Eesley and Wang 2017). 
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Case studies exposed students to expert performances and process modelling - how an actual 

practitioner behaved in real-life situations (Herrington and Herrington 2007). Similar to cases, guest 

speakers shared about new venture creation experiences (Laviolette and Lefebvre 2008). Successful 

role models reinforced model identification that generated favourable attitudes toward the message, 

thus enhancing self-efficacy and entrepreneurial intention. Reflection on success stories from 

entrepreneurs constituted practical information (Kassean et al. 2015).  

 

Unsuccessful entrepreneurial models also reinforced the ESE-intention relationship positively, as 

students critiqued and pondered on a diversity of creative business models (Laviolette, Lefebvre and 

Brunel 2012). Observing peer entrepreneurs who were not educators resulted in innovation 

(Abecassis-Moedas, Sguera and Ettlie 2016). Students who reflected on entrepreneurship failures and 

relationships formulated realistic perceptions of entrepreneurship. They subsequently improved their 

adaptability, experimentation and access to start-up resources without them having to experience it 

themselves (Valenzuela et al. 2020a). This study did not examine the pedagogies and roles that 

enabled critical reflection on social and entrepreneurial capital that developed start-ups. These 

students learned vicariously from failure, appreciated the trials and errors involved in 

entrepreneurship. 

 

This thesis exposes VL as an important aspect of EE that is often facilitated using guest speakers and 

the students' observation of their peers. 

 

 

2.4.4 Entrepreneurial Self-Efficacy Development: Self-Assessed Emotions 

 

Positive and negative emotions were validated as distinct ESE sources (Adebusuyi, Adebusuyi and 

Kolade 2022). Positive emotions (positivity) fostered high motivation, learning and countered 

negative emotions (negativity), for example, problem-solving frustration (Du Boulay et al. 2010) or 

feeling of difficulty (Efklides 2009). Positivity enhanced self-efficacy whereas low-spirited emotions 

(anxiety, fatigue and stress) diminished self-efficacy (Kavanagh and Bower 1985). Venture initiation 

depended on positive self-perceptions, outcome desirability, motivation, proposal feasibility and ESE 

(Fitzsimmons and Douglas 2011; Guerrero, Rialp and Urbano 2008; Krueger 1993). “Strong 

identification with entrepreneurship activities engendered ... positive intense feelings” (Cardon and 

Kirk 2015, p.1028).  
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Self-efficacy stimulated emotions and influenced one’s thinking and actions. There were less 

emotions aroused and higher performance when one had a higher level of self-efficacy (Bandura 

1982; Wood and Bandura 1989). The intensity of the emotional or physical reactions was not relevant 

or significant but rather how emotions were perceived and interpreted (Bandura 1995). Perceptions 

of mastery were influenced by one’s emotional reactions experienced during challenging situations 

(Bandura 1989). Opportunities, crises or provocations were potentially valuable learning 

opportunities for the entrepreneur (Cope 2003; Hjorth 2011). The realities of operating a start-up 

venture might generate negativity that dampened ESE (Cox, Mueller and Moss 2002). However, ESE 

might strengthen perseverance through the challenges of start-up (Hechavarria, Renko and Matthews 

2012). 

 

Negativity generated by failure could adversely affect learning as entrepreneurs could dwell on the 

negative emotions instead of processing feedback. Despite the opportunity to learn from processing 

information related to failure, the negativity from grief might be exacerbated when entrepreneurs 

received too much feedback (Shepherd 2003). Based on Global Entrepreneurship Monitor data from 

Iran, Farashah (2013) demonstrated that desirability for entrepreneurial careers predicated on fear of 

failure, entrepreneurs’ status in society, and ESE. 

 

Politis and Gabrielsson (2007) discovered that the experience of closing down a failed start-up was 

strongly associated with a more positive attitude towards failure. Entrepreneurs who had prior 

successful businesses were more competent in separating themselves from the “powerful emotional 

shackles of failure” than those who had not previously owned a successful business (Cope 2011, 

p.614). Educators perceived class exercises and role play as effective in developing positive emotions 

when encountering challenges (Segal, Schoenfeld and Borgia 2007; Van Gelderen, Kautonen and 

Fink 2015). Interviewing, researching and reflecting on the experiences of entrepreneurs enabled 

learning from failure, without experiencing the emotions of failure (Valenzuela et al. 2020b) 

 

Mezirow (1997) proposed emotive transformative learning. This pedagogical design involved 

learning-by-doing, followed by reflexivity (Cope 2003; Mälkki 2012)on a "disorienting dilemma, a 

real-life crisis, or other, more cumulative set of instances [which] arouse discontent ..." (Mälkki 2010, 

p.55). Negative critical learning events were valuable in gaining both confidence and knowledge, 

through reflection on the consequences of one’s actions and actively ensuring that such events did 

not reoccur (Cope 2005a). “Any major challenge to an established perspective could result in a 

transformation. These challenges [though] painful, often called into question deeply held personal 

values and threaten our very sense of self” (Burbules 2000, p.168). Emotion-laden events were linked 
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to the formation of entrepreneurial identity, increased ESE, tolerance for ambiguity and self-insight 

(Lackéus 2014). 

 

Simulations in the EE domain, for example, a production-trade game (Memar, Sundström and 

Larsson 2021), developed entrepreneurial behaviours (Hauge et al. 2013). Simulations enabled 

repetitive practice, learning-through-play and situated reflection on emotional outcomes (Fox, 

Pittaway and Uzuegbunam 2018). However, successfully simulating the emotional dimensions of 

entrepreneurship within an EE pedagogy in its entirety was challenging (Pittaway and Cope 2007b). 

 

Mentees claimed to have developed more from emotions-based learning than cognitive forms of 

learning (St-Jean and Audet 2009a). Indeed, positivity motivated seeking and achieving new 

opportunities, and countering problems that arose (Parker, Bindl and Strauss 2010). Failure 

significantly decreased task-specific self-efficacy (Smith et al. 2006). Entrepreneurs could learn to 

accept feedback and challenges (Bell 2015; Florin, Karri and Rossiter 2007; Prabhu et al. 2012), learn 

from failure (Shepherd, Patzelt and Wolfe 2011) and be unthreatened by negative emotions such as 

negative self-talk or by comparison to the success of others (Kolb and Kolb 2009; Nelson 1996).  

 

A study of Estonian, Finnish and Namibian entrepreneurship undergraduates showed that the main 

sources of their emotions were from new learning environments, collaborative learning and 

challenging tasks. These included dealing with uncertainty, time constraints and overcoming 

competence deficiencies (Arpiainen et al. 2013). However, the study did not connect these emotions 

to ESE development. Arora, Haynie, and Laurence (2013) reported that high-efficacy people were 

likely to view emotions as an invigorating catalyst to perform. Vice versa, those plagued by self-

doubts regarded their feelings as debilitating. 

 

In a UK study, 75 non-business students who completed an entrepreneurship skills and thinking 

development module reported increased "self-confidence, determination, self-belief, drive to succeed 

by hard work and the acceptance of possible failures" (Vij and Ball 2010, p.86). Although most 

students derived a positive experience when creating business plans for their proposed enterprises, it 

remained unclear how many of them actually started new ventures. Furthermore, this study did not 

investigate the specific emotions or the pedagogies that developed ESE. 

 

Baluku et al. (2019) demonstrated that undergraduates from both developing and developed countries 

developed ESE through mentoring and optimism. The interactions between cognitive, motivational 
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and emotional self-regulating processes in EE remained under-researched (Kyrö 2008; Ruohotie and 

Koiranen 2000). 

 

Research for this thesis showed that students’ emotions affected their resilience and ability to recover 

from setbacks and their ESE development. 

 

 

2.4.5 Entrepreneurial Self-Efficacy Development: Educator Roles and Catalysts 

 

Kolb et al. (2014) proposed (in Figure 2.2) that educators coached, inspired, evaluated, imparted 

expertise and facilitated reflection. Coaches could be problem-solvers and tutors who counselled, 

listened to and asked open-ended questions to their mentees to establish aims (Eleyan and Eleyan 

2011). Within the EE domain, guest speakers counselled, provided psychological and emotional 

support and social persuasion (Malebana and Swanepoel 2014). Advisers, guides, teachers, coaches, 

models and counsellors supported the endeavours of entrepreneurs (Abiddin and Turiman 2009). 

 

 

Figure 2.2: Kolb et al.’s Educator’s Roles  

Source: Kolb et al. (2014) 
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Coaching assisted entrepreneurs in achieving success through multiple-role competence development 

to initiate new ventures. This form of entrepreneurial group and peer coaching assessed the 

entrepreneurial, managerial, technical and personal mastery within individuals with defined levels of 

skill (Lichtenstein and Lyons 2001). A coach developed and honed a specific skill in trainees. 

Coaching was not industry specific. Coaches evaluated performance and identified, resolved and 

monitored specific weaknesses in individuals. With access to advice, coaching and training developed 

start-up skills and knowledge (Van Burg et al. 2008). 

 

Mentors imparted social persuasion that improved decision-making, opportunity recognition and 

networking skills (Bisk 2002; St-Jean and Audet 2012) Mentors provided guidance and support 

through difficult situations, enhancing self-confidence (Schunk and Mullen 2013; Fletcher 2000). 

Social persuasion from mentors related to ‘situated’ psychological encouragements and feedback as 

part of skill development (St-Jean 2011a). A mentee’s self-belief in his/her ability to recognize 

opportunities increased as he/she learned more from a mentor (St-Jean and Tremblay 2011b; Sullivan 

2000). Direct feedback on performance (persuasion) strengthened one's self-efficacy and provided 

opportunities for mastery experiences (Bandura 1977a; Gist and Mitchell 1992; Bandura 1986a). 

 

St-Jean and Mathieu (2015) reported a negative effect of mentoring on ESE, mediating the 

relationship between satisfaction of being an entrepreneur and remaining employed. They attributed 

this result to an awareness regarding the limitations of their initial business project. Regarding ESE 

development, St-Jean and Mathieu (2015) recommended peer mentors to assist in the reflection of 

authentic entrepreneurial experiences for developing exploratory, creative and pragmatic knowledge. 

Mentoring assisted novice entrepreneurs in adjusting their self-efficacy in opportunity recognition to 

a more realistic level(St-Jean and Tremblay 2020). Women peer mentors reported increased ESE and 

in problem-solving and diversity awareness in engineering and computer science (IT) programs 

(Elliott, Mavriplis and Anis 2020). However, no delineation between ESE-enhancing actions by 

mentors or coaches was made. 

 

In a US ‘blended’ online and face-to-face counselling program, 11,000 volunteer coaches provided 

small business mentoring and advice (Evans and Volery 2001). These scholars defined counselling 

as imparting ‘how-to’ guidance and assisting inexperienced entrepreneurs to discover customized 

solutions to their challenges. The counsellor intervened by structuring the problem and worked with 

the entrepreneur to discover strategies and suitable solutions. “The counsellor can become a mentor 

if he/ she works with the entrepreneur on an on-going basis, accompanying the entrepreneur in the 
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start-up process and further, by sharing his or her experience, providing guidance, and often 

introducing the entrepreneur to his/her business contacts”(Evans and Volery 2001, p.338).  

 

Li, Li, and Du (2016) recommended that mentors, guides and counsellors help students' innovation 

activities, real-life operations and entrepreneurship to foster their entrepreneurial spirit and abilities. 

They did not relate these activities to ESE development. Evans and Volery (2001) indicated a switch 

from counsellor to mentor but did not investigate its implications on experiential learning (activity 

and reflection), and ESE development. 

 

Mentors who were experienced entrepreneurs provided more holistic personal and professional 

development, support and guidance (St-Jean and Audet 2012). Mentoring ‘interventions’ focused on 

learning-to-learn rather than imposing solutions (Deakins and Freel 1998). Mentors guided 

entrepreneurs from start-up initiation to the product development and growth phases (Memon et al. 

2015). Authors who recommended a less instruction-based mentoring for entrepreneurs, with more 

autonomy to increase their self-confidence, included Evans and Volery (2001); Cull (2006); McAdam 

and Marlow (2007). 

 

Mentors could adopt the roles of leader, coach, teacher, trainer, advisor, tutor and friend (Kent, Dennis 

and Tanton 2003). Mentors facilitated experiential learning and guided reflection (Lee 2007). 

Mentees also benefited from personal and professional development (Sijde and Weijman 2013). Over 

five years, real entrepreneurs (mentors) imparted social persuasion in interpersonal interactions, 

specifically in the areas of business launching and fund-raising (Lefebvre and Redien-Collot 2013). 

These studies indicated that mentors performed various educator roles that imparted the social 

persuasion (instruction, guidance, advice and feedback) and were role models to aspiring 

entrepreneurs (VL). 

 

Jones, Penaluna, and Penaluna (2019) posited the concept of ‘Academagogy’ where educators led 

students to experience pedagogy (educator-supported learning), andragogy (self-directed learning) 

and heutagogy (student- led learning with mutually negotiated learning aims) (Jones et al. 2014).  

 

Table 2.2 shows educators choosing between the teacher, consultant or student-focused activities 

depending on the learning objectives (Wraae, Brush and Nikou 2022). These scholars may have 

implied switching between educator roles but the process of role-transitioning was not investigated. 
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Table 2.2: Wraae, Brush and Nikou's Perceived Learning Objectives and Foci  

 

Source: Wraae, Brush, and Nikou (2022) 

 

 

Gimmon (2014) discovered that twice the number of students who had mentors for at least one 

semester reported significant enhancements in their personal entrepreneurial abilities (perceived 

mastery) and higher ESE than those that did not. St-Jean, Radu-Lefebvre, and Mathieu (2018) 

reported optimum ESE development when a group of mentees perceived high similarities between 

their mentor and themselves and perceived their mastery as unchanging. Another group of mentees, 

who perceived their mastery as changeable, experienced ESE development with less mentoring. The 
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latter group reported a decrease of ESE to the same level of ESE as the former group. St-Jean, Radu-

Lefebvre, and Mathieu (2018) reasoned that the former group sought feedback and validation to 

achieve more than what their perceived competencies could achieve; whereas the latter reduced their 

overconfidence to match the ESE of real-life entrepreneurs. These studies indicated that ESE sources 

were interrelated with each other.  

 

EE programs were suggested as important catalysts for motivating entrepreneurial activity (Hynes 

and Richardson 2007; Nicolaides 2011). David et al. (2018, p.331) advocated that educators, 

policymakers and “others to deliver enterprise programmes and be a catalyst for entrepreneurship”. 

Isenberg (2010) suggested that start-ups required entrepreneurial ecosystem support (catalysts) that 

included favourable policies, infrastructure, financing, culture, local and global markets, human 

capital (mastery, knowledge, experience), mentors, advisors and EE.  

 

Shwetzer, Maritz, and Nguyen (2019) advocated major universities as catalysts in establishing 

entrepreneurial ecosystems. Ratten and Usmanij (2021) suggested that EE operating in communities 

could catalyse entrepreneurial behaviour. Active EE that included consultancy for a real-life company 

was identified as a catalyst for deeper (action and reflexive) learning (Curtis, Moon and Penaluna 

2021). Wadee and Padayachee (2017) cautioned that inappropriate pedagogies to prepare students for 

entrepreneurship, a lack of role models and activity opportunities for students in the entrepreneurial 

ecosystem, may not encourage entrepreneurship.  

 

The literature did not specify which components of EE besides CDs acted as catalysts for the students 

to start-up businesses. Extant studies did not specify how the various educator types such as coaches 

and mentors (potential sources of ESE) facilitated learning actions that developed ESE. How these 

sources of ESE interacted to developed ESE was also unclear. The transitioning between educator 

roles and its effects on ESE development had not been investigated. This thesis explores these areas 

further through the comments made by both the educators and the graduate entrepreneurs. 

 

 

2.5 Contextual Conditions Affecting Graduate Entrepreneurship 

 

In this study, a graduate entrepreneur (GRE) was someone who initiated a start-up soon after 

graduation. The rates of GRE development varied widely as shown in Table 2.3. Entrepreneurship 

was demonstrated as a multi-variate phenomenon where individual (internal) conditions interacted 

with economics, organisational, cultural and societal conditions (Wennekers, Uhlaner and Thurik 
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2002; Wennekers et al. 2007). This section reviews internal and contextual conditions that could 

influence the rates of GRE. 

 

Table 2.3: A Selection of Graduate Entrepreneurship Rates by University and Country 

Country, 

Program 

Main Entrepreneurship Education Design/Outcome  Rates Of Graduate 

Entrepreneurship 

France,  

MINES 

ParisTech 

Lectures, start-up case studies, interviews with entrepreneurs, 

teams creating ‘real’ start-ups (some incubated in large firms), 

how to deal with entrepreneurial situations, deep involvement 

in a three-month ‘practical’ project and personalized mentoring 

(Mustar 2009). 

41% 

Chalmers 

University, 

Sweden 

Open intake’ entrepreneurship school compulsory systematic 

process where industry and academic inventors student guided 

start-ups. The University reduced fee services or raised monies 

to fund patenting and legalities (Lindholm Dahlstrand and 

Berggren 2010). 

42% 

Halmstad 

University’s 

‘Open Intake’ 

Entrepreneur-

ship Program, 

Sweden 

Real product development prototype-based project; with 

supportive environment- business development funding, 

proximity to industry, start-up planning with advice from 

patent agents (Åstebro, Bazzazian and Braguinsky 2012; 

Berggren and Lindholm Dahlstrand 2008). Students’ 

interdependence and co-operation with an established local 

company (Eriksson 1996). 

Between 12% and 

36%  (Eriksson 

1996) 

Norway In a Norwegian business student sample, 42.9% preferred self-

employment. However, only 13.5% estimated their chances of 

becoming entrepreneurs to be 75% or higher (Kolvereid 1996). 

13.5% 

China and US Comparison study of alumni who started businesses from MIT 

in the US (Hsu, Roberts and Eesley 2007), and Tsinghua 

University in China (Eesley et al. 2016). 

24% for MIT, 

Stanford and 

Tsinghua 

US Between one to five years after graduation, 17 out of 115 US 

graduates became part-time entrepreneurs while holding a full-

time job; only eight were full-time entrepreneurs (Miner 2000). 

15% 

 

 

Despite up to 71% of US, UK and European students reporting a preference for self-employment, 

only 4% Greene and Saridakis (2006) to 7% (EOS Gallup 2002) of graduates started-up. 

Approximately 10% of students worldwide would like to start-up immediately after graduation, with 

30% aiming to become entrepreneurs five years after graduation (Sieger, Fueglistaller and Zellweger 

2011, 2014; Welter 2011).  
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Hu and Ye (2017) reported that only 2% of Chinese graduates initiated start-ups. Kirkwood, Dwyer, 

and Gray (2014) also lamented that the number of students starting a business after graduation was 

minimal. Undergraduate EE did not necessarily produce new ventures as graduates frequently sought 

work experience from employment (Kirby and Humayun 2013). 

 

In Canada, Menzies and Paradi (2003) reported the time lag between graduation and business 

ownership. Approximately a third (32%) of the one-entrepreneurship-elective-course group started 

businesses within two years of their graduation. This compared with only 19% for the control group. 

However, both cohorts of business owners were relatively entrepreneurial prior to graduation; 23% 

of the former and 19% of latter started a business prior to their graduation. About a third of both 

groups (35% and 31%) started their businesses three to seven years from graduation. In the UK, 2 to 

2.5% of the alumni started a business immediately after graduation (Brown 1990). Hegarty and Jones 

(2008) commented that few were entrepreneur-ready and that only a minority became GREs after a 

considerable time lag of up to ten years after graduation. For comprehensive explanations of 

entrepreneurship enablers, refer to Valerio, Parton, and Robb (2014). 

 

Nabi, Holden, and Walmsley (2010b) attributed the dynamics of the student-to-entrepreneurship 

transition to the readiness and maturity of individuals, entrepreneurship mastery and the complexity 

of their business ideas. “A graduate with higher entrepreneurial maturity may display a much more 

mature, reflective sense of self (entrepreneurial identity), where a self-employment career has been 

explored and thought through realistically” (p. 398). These scholars advocated that universities 

provide support for “reflection on career options, the labour market, and the engagement and use of 

support interventions, both formal and informal, to assist confidence and readiness to pursue an 

entrepreneurial career; understanding of the self; and understanding the role of the entrepreneur and 

business start-up tasks and challenges” (p.397). These observations emphasised the importance of 

reflexivity on self-perceptions and entrepreneurial contextual conditions. These scholars also 

suggested connecting students with the wider entrepreneurial context. 

 

Entrepreneurial resources comprised tangible and intangible assets utilised to exploit competitive 

imperfections in markets (Alvarez and Busenitz 2001). Entrepreneurial resources were an 

entrepreneur’s personal resources and competencies (Wu 2007). These resources encouraged 

university students to engage with communities and businesses to develop graduate entrepreneurship. 

Zhou and Xu (2012) reported that EE in America received more financial support from industry and 

government while EE in China lacked funding even from government. They also observed that ECA 
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in America provided competitions and internships to facilitate entrepreneurial mastery while clubs 

and guest speakers enhanced awareness of entrepreneurship. 

 

GREs benefited from opportunities generated from knowledge spill-overs (for example, technology 

transfers from universities to GREs) that generated novel products (Audretsch and Belitski 2013). 

Learning ecosystems provided essential capital for entrepreneurship (Stenholm, Acs and Wuebker 

2013), including access to entrepreneurial assistance and advice networks (Schenkel et al. 2015).  

 

An individual’s ‘readiness’ was characterised by access to start-up capital, information and social 

networks (components of entrepreneurial opportunity), founded on one’s entry decision into 

entrepreneurship (Indarti and Kristiansen 2003). Entrepreneurial knowledge and experiences, 

readiness and risk propensity positively influenced ESE among Pakistani university students 

(Memon, Soomro and Shah 2019). EE in a supportive environment developed entrepreneurial 

readiness, entrepreneurial knowledge and experience (Darmanto and Yuliari 2018).  

 

Yemeni students’ perceptions of ESE, their need for achievement, age and entrepreneurial experience 

positively influenced entrepreneurial intention, while gender, EED and entrepreneurial readiness did 

not (Nabil and Zhang 2020). These scholars suggested entrepreneurship centres and incubators to 

support start-up, as aspects of informal and formal entrepreneurship training. These studies had not 

investigated the relationships between pedagogical designs, entrepreneurial personality, an awareness 

of entrepreneurial opportunities and ESE. 

 

Besides providing entrepreneurial knowledge and ESE development, some universities organised 

external funding, coordinating entrepreneurial activities between industry, academics and students- 

competitions, pitching, alumni networking), networking, and collaborative entrepreneurship (Cheng 

et al. 2019; Liu et al. 2019). However, Nabi, Holden, and Walmsley (2010a) observed a barely 

discernible number of start-ups despite substantial efforts to attract students who possessed strong 

start-up intentions. 

 

Klinger and Schündeln (2011) reported that potential entrepreneurs (notably Central American 

female) faced obstacles, namely regulatory, cultural and social barriers, barriers to entry, lack of 

finance (both early-stage capital and long-term financing), infrastructure, the fear of failure and 

economic uncertainty. Business training (EE) by a non-tertiary organisation that developed 

entrepreneurial mastery increased the probability of start-ups. These scholars did not investigate the 

effects of pedagogies on ESE in tertiary contexts. 
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Belwal, Al Balushi, and Belwal (2015) discovered that university students from Oman were willing 

to acquire knowledge on how to perform entrepreneurship. However, fear of failure and unwillingness 

to take risks were their major obstacles related to culture and infrastructure. Those who succeeded 

were confident, sociable, determined, energetic, capable in managing challenging situations and 

possessed useful connections with role models and established entrepreneurs. They recommended 

interdisciplinary classes, clubs, competitions and real-life business plan development guided by 

academics or business owners. This study underscored the importance of social and entrepreneurial 

capital (relationships and resources) in enabling graduate entrepreneurship. 

 

From US-based observations, Saxenian (1994) found that entrepreneurship was supported by venture 

capital funding, supply network support, legal personnel, technology from universities, affordable 

business infrastructure and entrepreneurial culture. In a 44-country study, the regulatory environment 

hardly affected the formation of innovative, high-growth new ventures. For high potential 

entrepreneurship, opportunities generated by knowledge spill-overs and the necessary capital 

mattered most (Stenholm, Acs and Wuebker 2013). Learning communities, partnerships and 

university-industry-government cooperation (Harris, Jones and Coutts 2010; Rampersad 2015) could 

facilitate the sharing of knowledge and develop relationships to assist start-ups (Belitski and Heron 

2017; Harris, Jones and Coutts 2010; Rampersad 2015). 

 

University-industry collaborations could foster the knowledge and skills for GREs to realize an 

almost-immediate entry into self-employment (Stephan 2001). Private sector delivery of EE 

(facilitating authentic learning) was highly correlated with entrepreneurial activities and self-

employment (Cho and Honorati 2013). At Halmstad University, Sweden, industry orientation, peer 

influence and 'spirit of entrepreneurship' were the hallmarks of their EE programs. Despite their 

relatively high rates of graduate entrepreneurship, scholars questioned whether their courses 

enhanced graduates’ start-up rates (Åstebro, Bazzazian and Braguinsky 2012). MIT’s entrepreneurial 

ecosystem included alumni-supported start-ups (Roberts and Eesley 2011). 

 

Access to entrepreneurial assistance and advice networks were positive and significant to the 

development of entrepreneurial intent to start a new venture immediately following an introductory 

EE course (Schenkel et al. 2015). Students who had decided to become entrepreneurs upon graduation 

enrolled in multiple co-curricular activities and university financial support programs. 

Counterintuitively, financial support from the university negatively affected start-up activities. This 

negative relationship between financial support and start-up activities was positively moderated by 
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business experience (Morris, Shirokova and Tsukanova 2017). They suggested that the availability 

of funds itself might not incentivize pursuit of start-up activities. They posited that the amount of 

financing available demotivated students as it was insufficient to achieve meaningful goals. 

Furthermore, the pursuit of financing could distract students from performing significant activities 

(market research), ensuring start-up actualisation.  

 

A tolerance for risk, perceived feasibility and desirability (desire to start-up) forecasted self-

employment intentions significantly (Segal, Borgia and Schoenfeld 2005a). However, when 

perceived desirability was low, perceived feasibility influenced ESE more significantly, moderated 

by industry support. EED remained the most influential university support condition to develop ESE 

(Li and Zhang 2020). The development of ESE was advocated to counter personal and societal 

conditions that influenced entrepreneurial desirability among 6,000 students in a multi-branch 

university (Abdelkarim 2021). Perceived educational support had the greatest influence on ESE, 

followed by concept and business development support (Saeed et al. 2015).  

 

Although EE was implicated in developing perceived feasibility, no actions, pedagogies or roles were 

investigated. Indeed, the combined effects of EED processes with societal and industry support on 

ESE, perceived desirability and feasibility remained unclear. 

 

 

2.5.1 Culture Supporting (or Hindering) Graduate Entrepreneurship 

 

The social and cultural effects on ESE enhancement are complex and mixed. The prevailing national 

culture could either hinder or foster entrepreneurship (Busenitz, Gomez and Spencer 2000; Lee and 

Peterson 2000; Mueller and Thomas 2001; Pruett et al. 2009; Shane, Kolvereid and Westhead 1991; 

Stephan and Uhlaner 2010). A society’s culture, history, policy and business environment could 

influence students’ views toward entrepreneurship (Kelley, Singer and Herrington 2016). Personality 

traits could be shaped by culture, for example, the need for achievement and autonomy, locus of 

control and self-efficacy (Brandstätter 2011; Carland et al. 1984; Rauch and Frese 2007a; Baum, 

Frese and Baron 2014; Carland et al. 2007). 

 

The characteristics of national culture likely influenced the supportiveness of the external 

environment towards entrepreneurship. Shirokova, Tsukanova, and Morris (2018) discovered that 

with more individualistic cultures, the relationship between student engagement in university EE 

programs and the scope of start-up activities were more positive. Contrastingly, countries with 
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stronger hierarchical cultures diminished the effect of EE programs on the scope of student start-up 

activities. Their study also revealed that risk averse societies weakened the positive effect of EE on 

the number of student start-up activities. 

 

In the UK , graduate perceived constraining conditions in starting creative and digital ventures were 

contradicting advice, and the lack of general business knowledge, sector-specific mentors, finance 

and experience of familial entrepreneurship. Perceived enabling conditions were co-mentoring from 

business partners, course content, financial gain, and creative and innovative ideas (Smith and 

Beasley 2011). Ayalew and Zeleke (2018) determined that EE and entrepreneurial attitudes 

significantly predicted students’ entrepreneurial intention in Ethiopia. 

 

Giacomin et al. (2011) investigated the major motivators and barriers to start new businesses amongst 

universities students from all disciplines in the US, China, India, Spain and Belgium. Motivations 

included pursuing profit and social status, desire for independence, personal development and 

professional dissatisfaction. Barriers to entrepreneurship included lack of support structure and fiscal 

or administrative costs, lack of knowledge and experience, economic climate, lack of entrepreneurial 

competencies and self-confidence, and risk aversion (Giacomin et al. 2011). These scholars 

discovered that entrepreneurial disposition and intentions, and the sensitivity to each motivator and 

barrier, differed by country. For example, unlike the Indian students, the Chinese students were less 

motivated by professional dissatisfaction compared to the American, Spanish and Belgian students. 

Necessity-driven entrepreneurship for financial and social status motives was stronger for the Indian 

students compared to China, Spain or Belgium (Bosma et al. 2007).  

 

In a 33 country study across Asia, Europe and the US, the probability of being an “opportunity” rather 

than a “necessity” entrepreneur was higher for male, younger, wealthier, proactive, and optimistic 

business-owners (van der Zwan et al. 2016). Furthermore, those with business ownership preferences 

and more favourable perceptions of financial start-up support were more likely to be an “opportunity” 

versus a “necessity” business owner. Volery et al. (1997) earlier observed that nascent entrepreneurs 

believed they lacked financing and skills to start new ventures. Shinnar, Pruett, and Toney (2009) 

found that students perceived the economy as a bigger barrier than did their educators. Two other key 

barriers that their educators indicated as significantly important barriers to business ownership were 

the lack of entrepreneurial competence and fear of failure. 

 

The impact of EE on students' entrepreneurial intentions in South Korea was much greater than in the 

US, but US students had greater entrepreneurial intentions, likely because of a more entrepreneurship-
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oriented culture (Lee, Chang and Lim 2005). The entrepreneurial propensity of Egyptian students 

was higher than that of their UK counterparts (Kirby and Ibrahim 2011). 

 

Pruett et al. (2009) found that culture could be a strong predictor of entrepreneurial intention, but that 

culture could also introduce conflicts. Luthje and Franke (2003) earlier stated that one may have the 

desire to create a business but fail to pursue that desire due to negative perceptions of the socio-

economic conditions. Individual and socio-cultural perceptions as well as perceptions about 

entrepreneurial opportunities, affected the entrepreneurial intention of individuals across nations 

(Liñán, Santos and Fernández 2011). 

 

Ojala and Heikkilä (2011) recommended the need for cultural adaptation of training programs 

developed originally for US new ventures towards the needs of Finnish entrepreneurs. US programs 

concentrated primarily on risk taking, raising capital and US market entry soon after launching. 

Finnish entrepreneurs preferred to grow their businesses in a more manageable and profitable manner. 

Lee, Lim, and Pathak (2011) also recommended EE programs be tailored consistently to the cultural 

context and entrepreneurial orientation of the country. Although the type of role models used and the 

extent of entrepreneurial experience varied between individual countries, students from developing 

economies were more likely to aspire towards future entrepreneurial careers and were more positive 

towards entrepreneurship than their industrialised European counterparts (Davey, Plewa and Struwig 

2011).  

 

The education industry is very multi-cultural by nature, and this thesis covers research data from 26 

English-speaking countries. No impactful cultural differences (in the EE pedagogical domain) were 

identified amongst the interview participants. It was indeed the case that each interviewee had his/ 

her own unique perspectives but were observed to share some common CD perspectives as expected 

of EE design experts.  

 

 

2.5.2 Gender Variations in Graduate Entrepreneurship 

 

Gender, risk conditions related to profession/ employment choice and academic training were found 

to significantly affect students’ interest in and motivation for starting their own business (Gerry, 

Marques and Nogueira 2008). The ESE development of female entrepreneurs was based on the gender 

congruency of the industry in which her business operated (Sweida and Woods 2015). Perceived 
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gender stereotypes and differences in social comparisons influenced ESE development of males and 

females differently (Sweida and Reichard 2013).  

 

Findings on ESE variations due to gender were mixed. No significant differences in ESE between 

male and female US postgraduates were found (Mueller and Dato-On 2008; Zhao, Seibert and Hills 

2005; Wilson, Kickul and Marlino 2007; Wilson et al. 2009). In another US study, EE influenced the 

development of ESE more positively in female students than for their male counterparts (Wilson et 

al. 2009). 

 

The effects of perceived learning from courses, previous entrepreneurial experience and risk 

propensity on entrepreneurial intentions were fully mediated by ESE. Gender was not mediated by 

self-efficacy but had a direct effect in that women reported lower entrepreneurial career intentions 

(Zhao, Seibert and Hills 2005). Male entrepreneurs possessed greater ESE and risk propensity 

towards innovation (Yu and Chen 2016). Initial findings also suggested that male students tend to 

overestimate their CSE as predicted by their abilities than their female counterparts (Karwowski et 

al. 2013). 

 

Entrepreneurial intentions influenced by ESE did not change in a statistically significant way for 

either gender at the beginning and at the end of a semester-long, introductory entrepreneurship course 

(Shinnar, Hsu and Powell 2014). Though ESE increased for both genders, this enhancement was 

significant statistically only for the male students. A stronger relationship between ESE and 

entrepreneurial intentions for the female subsample was identified. Being “overly confident and 

optimistic, (males) may pursue entrepreneurial ventures without the necessary skills, possibly 

encountering higher failure rates” (Shinnar, Hsu and Powell 2014, p.568). They further suggested 

exposing female students to female entrepreneur cases or having female entrepreneurs as guest 

speakers to enhance VL and role modelling, to counter perceptions that an entrepreneurial career is 

solely ‘masculine’ (Gupta et al. 2009).  

 

Chowdhury, Endres, and Frye (2019) advocated the value of business process knowledge, supervisory 

experience and graduate-level business education to enhance women’s ESE. Nowiński et al. (2019) 

observed that women generally have lower ESE and entrepreneurial intentions; thus, they benefited 

more than men do from EE. The positive influence of EE on ESE was stronger for women MBA 

students than for men (Wilson, Kickul and Marlino 2007). Gender had a crucial role in determining 

the level of learning due to more dominant ‘preferential’ sources of self-efficacy (Morris and 

Schindehutte 2014). Students’ perceptions of the entrepreneurial ecosystem influenced 
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entrepreneurial intentions both directly and indirectly by ESE, with significant differences between 

male and female Saudi Arabian undergraduates. Elnadi and Gheith (2021)’s recommendations 

included adequate institutional infrastructure, support structures, and a supportive culture that 

enhanced students’ ESE and their entrepreneurial intentions. 

 

Although some gender differences were noted, the research and findings from this thesis were 

believed to be relevant and existed at similar frequencies and levels across genders. 

 

 

2.6 Summary of Literature Review 

 

Entrepreneurs transform ideas into enterprises that generate economic, intellectual, and social value 

(Bacq and Janssen 2011). However, only 4 to 7% of graduates actually initiated entrepreneurship 

(new businesses) (Hannon et al. 2006; Greene and Saridakis 2006). The pedagogies employed in 

entrepreneurship courses that developed ESE have remained under-described (Nabi et al. 2017).  

 

Initial evidence revealed varying degrees of ESE development in EE (Malebana and Swanepoel 2014; 

Mozahem and Adlouni 2021). Theoretical courses aimed to increase awareness of entrepreneurship 

(Fayolle and Gailly 2015; Klapper and Tegtmeier 2010), while practical-oriented courses were more 

likely to produce GREs (Lundqvist and Williams-Middleton 2013; Piperopoulos and Dimov 2015). 

However, these studies did not investigate the pedagogies that developed ESE. 

 

Gachanja, Nganga, and Maina (2016) discovered that projects, team-based and blended learning, 

interviews and mentoring enhanced ESE positively. Conversely some research suggested that the 

impact of EE on stimulating the number of new ventures was relatively ineffective (Nabi, Holden and 

Walmsley 2010a). This raised the vexed question of whether EED was impacting ESE sufficiently or 

not, and whether ESE itself was a valid predictor of graduate entrepreneurship or not. Abaho, Olomi, 

and Urassa (2015) found a significant positive relationship between ESE and lecturers’ business 

experience and a positively significant correlation between lectures’ business experience and the 

choice of teaching methods. The extant literature is unclear on the effects of educator roles on ESE. 

 

Abaho, Olomi, and Urassa (2015) found that simulations and business plan competitions had no 

significant effect on ESE. However, self-study, presentations, fictitious cases and interacting with 

successful entrepreneurs enhanced students’ ESE. (Kassean et al. 2015) discovered that simulations, 

interviewing entrepreneurs, business plan writing and starting-up (experiential pedagogies that 
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generated real-world experiences) negatively affected ESE. Short and intensive pedagogies like 

Hackathons could have been more effective in developing ESE than semester-long courses 

(Szymanska et al. 2020). A Hackathon was an event where a group develop a new software or solve 

a challenge collaboratively within a relatively short timeframe. Presentations and discussions under 

the guidance of trainers positively influenced ESE (Gielnik et al. 2015). It remained inconclusive 

which actions and pedagogies enhanced or eroded ESE. 

 

The implementation of authentic, industry-situated experiential pedagogies also created challenges 

related to time and resource coordination (McGuigan 2016; Pittaway and Cope 2007a). This could 

potentially lead to the creation of more easily implementable curriculums consisting of more 

conventional pedagogies. Indeed, the most common pedagogies were reported as lectures, cases, 

simulations, guest speakers and business planning (Carrier 2007; Mwasalwiba 2010).  

 

Nonetheless, experiential pedagogies have gained popularity in entrepreneurship courses. 

Experiential course designs included reflection on entrepreneurial activities (Hynes, Costin and 

Birdthistle 2010; Lackéus and Middleton 2018; Pittaway and Cope 2007a; Pittaway and Thorpe 2012; 

Mandel and Noyes 2016). However, the effects of educator roles and actions that enabled reflexivity 

on ESE remain under-researched. Moreover, the effects of pedagogical processes combined with 

societal and industry support on ESE remain unclear. 

 

It remains unclear whether traditional or experiential pedagogies, or a combination of both, influence 

ESE positively. Most concerningly, some research showed that the effect of pedagogies on ESE could 

be marginal (Zieba and Golik 2018), inconclusive (Bell, Dearman and Wilbanks 2015) and negative 

(Karimi et al. 2016). 

 

This literature review highlights the growing prevalence and importance of various authentic 

(industry-equivalent) pedagogical designs and roles employed to develop ESE. However, the effects 

of these pedagogies and educator roles remain unclear or inconclusive. How CDs design the teaching 

and coaching of entrepreneurship is largely undocumented from the perspective of developing ESE. 

A knowledge gap exists as to how CDs design courses that lead to positive ESE development in 

students. This thesis addresses some of these knowledge gaps. 

 

EE is useful both for the development of entrepreneurs and for graduates who may benefit their future 

employers by their entrepreneurial behaviour. This thesis aims to study ESE development in tertiary 

EE courses, as self-confidence is an important factor in entrepreneurship. 



45 

 

 

Very few qualitative studies have been done to explore the pedagogical processes that enhance ESE. 

Indeed, most studies on ESE in all contexts have been quantitative in nature and tend to focus on 

single countries. These studies have demonstrated that entrepreneurship education enhances ESE 

levels, but there is insufficient information about how the effect and design of varied pedagogies 

enhance ESE. This thesis utilises a qualitative approach (Interpretative Phenomenological Analysis) 

to examine details of ESE enhancement, by encouraging all participants to share deeply about their 

insights and 'lived’ experiences. Details are in the Methodology and methods chapter. 

 

The low rates of graduates starting-up is a known issue worldwide, and it is due to many factors 

including the need for financial security, students’ competencies, culture and lack of entrepreneurial 

resources. The decision to start up can also be delayed by several years while graduates build up 

experience and resources, making start-up statistics difficult to collect. Another important factor to 

starting-up is self-confidence or ESE. The focus of research in this thesis is ESE development rather 

than the rates of starting-up, although the two issues are inter-connected and are therefore examined. 

 

The thesis is structured into four research foci. The first three research foci relate to pedagogies and 

contexts adopted in entrepreneurship courses to develop ESE (practical, lifelike, and combining 

Practicality and Lifelikeness). The fourth focus is the validation study to interpret pedagogical designs 

experienced by graduate entrepreneurs. 

 

The next section describes the thesis’ research framework and the supporting literature used to 

develop the framework. 
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3 RESEARCH FRAMEWORK AND SUPPORTING LITERATURE 

 

This chapter explains the creation of the research framework that guided the analytical outcomes from 

the pilot, main and validation studies. This research framework consisted of a theoretical model, a 

discussion device, the Entrepreneurship Education Grid (EPG), and the four research foci that guided 

the discovery of pedagogical designs that develop ESE. This framework guided the creation of a 

descriptive and interpretative (thematic) description of entrepreneurship education design (EED). 

 

 

3.1 The Entrepreneurship Education Design Theoretical Model 

 

The extant literature posited that individuals developed ESE through four known sources of ESE: 

vicarious learning (VL), social persuasion, mastery experiences and self-assessed emotions (Bandura 

1982; Boyd and Vozikis 1994; Forbes 2005; Zhao, Seibert and Hills 2005). The composite theoretical 

model in Figure 3.1 displays traditional and experiential pedagogical combinations that were thought 

to impart ESE sources that developed self-belief (ESE). 

 

 

(Kozlinska 2011) (Bandura 1982; Boyd and 

Vozikis 1994) 

(Gedeon and Valliere 2018) 

Figure 3.1: Composite Theoretical Model of Entrepreneurship Education Design 

Source: Adapted from Kozlinska (2011); Bandura (1982); Boyd and Vozikis (1994); Gedeon and 

Valliere (2018). 

 

 

3.2 The Entrepreneurship Education Pedagogy Grid (EPG) Discussion Device 

 

The Entrepreneurship Education Grid (EPG) was based on the four research foci (detailed in Section 

3.3). It was designed and described to participants as an incomplete model to lessen dependence upon 
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existing theories (Collins and Stockton 2018) The EPG discussion with participants also helped to 

develop a common understanding of the descriptive and interpretative visualisations of EED used. 

The EPG discussion process did not represent an endpoint to knowledge but simply an origin in a 

phenomenological journey with the EED community. It motivated the main study participants to 

provide critiques and more nuanced rationales and explanations of the contextual actions they 

intended in their entrepreneurship courses.  

 

The EPG stimulated recall and in-depth explanations of challenges from CDs when they identified 

with educator roles, actions, pedagogies, content and additional ESE sources as part of their 

contextual designs. They also articulated their sense-making (interpretations) about what EED was 

definitionally or its similarities to other phenomena (Berglund, Hellström and Sjölander 2007), 

contrary to or in agreement with the representations made by the EPG. Initial feedback inspired  

further refinement in an iterative manner, particularly using concepts from Garavan and O’Cinneide’s 

(1994) Pedagogical Technique Grid (Table 3.1) and Kolb, Boyatzis and Mainemelis' (2000) learning 

cycle and learning styles model (Figure 3.2). 

 

Table 3.1: Conceptual Grid of Learning Styles and Pedagogical Techniques  

 

Source: Garavan and O'Cinneide (1994) 
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Figure 3.2: Kolb, Boyatzis and Mainemelis’s Learning Cycle and Learning Styles 

Source: Kolb, Boyatzis, and Mainemelis (2000) 

 

 

The researcher superimposed two dimensions of learning: the degree of concreteness and nature of 

involvement (Manolis et al. 2013). These two dimensions were ‘Lifelikeness’ (Y) and ‘Practicality’ 

(X), respectively, to represent acquiring (grasping) real-life experiences and converting 

(transforming) them into learning actions. Two ‘0 to 10’ Likert scales represented these bi-directional 

continuums in the pilot EPG, shown in Table 3.2. 

 

The EPG’s ‘Real-World Theory Application’ represented Lifelikeness. Practicality represented 

reflecting and experimenting. Some known pedagogies, namely the Business Model Canvas and 

discussion, were deliberately missing from the EPG to encourage CDs to talk about their own courses. 
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Table 3.2: Researcher’s Pilot Entrepreneurship Education Pedagogy Grid 

 

 

 

The pilot EPG included coaching and applied learning pedagogies. Examples of applied learning 

pedagogies are initiating and operating a company, a student co-operative to serve real customers, 

and performing outsourced tasks or real-life projects for real customers on a contractual basis (Taatila 

2010). Reflective pedagogies involved thought and reflection, and active pedagogies involved 

activities. 

 

The EPG discussion process identified and classified pedagogies experienced by students, in terms 

of lower or higher Practicality, and more theoretical (less lifelike) or more lifelike contexts. 

Practicality identified a pedagogy by the actions performed, coded with ‘X’ integers. 
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The degree of Lifelikeness, ‘Y’ or ‘Y%’ was the time expended, or attention focused, on theory versus 

real-life content and context. An example of this classification was earlier used by Lourenço, Taylor, 

and Taylor (2013), for a lecture-case-activity combination where approximately 70% of student time 

was learning-by-doing (practising). The X and Y codes were not used in the final composite 

description of EED, as the primary aim of the EPG was to extract explanations and interpretations of 

EED from CDs. 

 

Testing of the pilot EPG was conducted using the pedagogies in Thompson, Scott and Gibson’s 

(2010) ‘experientiality-competency’ model and Cooper, Bottomley and Gordon’s (2004) Ladder of 

Learning model. These were coded or classified using the pilot EPG by the researcher, in Table 3.3. 

This pre-pilot activity established a tentative identification system for EED actions.  

 

Table 3.3: The Research Pre-Pilot Pedagogy Classifications Using the EPG 

Pedagogies Practical Learning Action ‘X’ 

Codes 

Initial ‘Y’ Codes Entrepreneurial 

Learning Scenarios  

Lecture. X0 to 1: Passive or no involvement. 

Listen. 

Y0 to 2: Theoretical 

entrepreneurship. 

Text or video case study.  X1 to 3: Low involvement. Listen, 

observe and reflect. 

Y3 to 5: Vicarious learning with 

online or textural elements.  

Case study with 

entrepreneur in class. 

Entrepreneur-guided 

new venture visit. 

X1 to 5: Moderate involvement. 

Listen, observe, question and 

reflect. 

Y3 to 7: Vicarious learning with 

real-world elements. 

Role-play, gaming, 

drama. 

X5 to 8: High involvement 

including proposing solutions to 

problems. 

Y5 to 6: Applied theory simulated 

entrepreneurship. 

New venture creation, 

in-company projects, 

‘live’ case. 

X8 to 10: Doing actual 

entrepreneurial activities including 

experimenting. 

Y6 to 10: New venture-based 

learning. 

Source: Adapted from Thompson, Scott, and Gibson (2010) and Cooper, Bottomley, and Gordon 

(2004). 

 

 

The next subsections explain the EPG in terms of the four research foci or guidelines that proposed 

how the varying degrees of Practicality (action) and Lifelikeness (context) in EED, and combinations 

of Practicality and Lifelikeness, could develop ESE. 
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3.3 The Research Guiding Framework  

 

Literature related to Kolb’s Experiential Learning Theory (ELT) and authentic learning were studied 

to create the EPG as an approximate representation of the four research foci. The first two research 

foci related to the nature of the pedagogies and contexts adopted in entrepreneurship courses to 

develop ESE. The third focus combined foci one and two, to capture as many EEDs as possible. The 

fourth focus was designed for the validation study to record and interpret pedagogical designs as 

experienced by graduate entrepreneurs (GREs). 

 

 

3.3.1 Research Focus One: Practicality 

 

This research uses ‘Practicality’ as the operational descriptor that defines EE pedagogies in terms of 

being more active ‘hands-on’ learning experiences, as opposed to being more passive and theoretical 

learning. 

 

Higgins, Refai, and Keita (2019) summarised that conventional education imparted knowledge and 

skills, whereas experiential entrepreneurial learning (EE) changed mindsets (attitudes and motives). 

According to Lundqvist and Williams-Middleton (2013); Piperopoulos and Dimov (2015); Vincett 

and Farlow (2008), practical-oriented pedagogical designs taught and produced GREs, implying ESE 

enhancements. 

 

Cooper, Bottomley, and Gordon (2004) suggested an EED that commenced with passive pedagogies 

(lectures) and progressed to extremely active pedagogies (field projects). Gibson, Scott, and Harkin 

(2009) presented levels of experiential learning ranging from zero (lectures) to ten (start-up). These 

scholars suggested lower and higher levels of practical hands-on entrepreneurial activities. 

 

Formally stated, research focus one is: EEDs with higher Practicality will develop more ESE than 

EEDs with lower Practicality. 

 

 

3.3.2 Research Focus Two: Lifelikeness 

 

An entrepreneurship course can be further from or closer to entrepreneurial reality (real-life business, 

societal and industry contexts). This research uses ‘Lifelikeness’ to indicate the proportion of real-
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life content utilised within an EED. Learning entrepreneurship theory is considered less lifelike, while 

pedagogies involving real industry experiences are more lifelike. 

 

Rauch and Hulsink (2015) discovered that EE students exhibited an increase in positive attitudes and 

perceived behavioural control (ESE) when they participated in mentoring (guided learning) sessions 

with entrepreneurs or pitches to entrepreneur guest assessors. This indicated that EED can utilise real-

life business, societal and industry contexts, which are true to entrepreneurial reality. 

 

Haynie et al. (2010, p.218) advocated training that “enhance the student's ability to function 

effectively in dynamic environments”. Thompson, Scott, and Gibson (2010) suggested mastery 

development through new venture-based (highly authentic) learning and knowledge acquisition 

through lectures and cases (theoretical learning). Authentic pedagogies in entrepreneurship lifelike 

contexts including learning opportunities in small businesses (Munro and Cook 2008), in incubators 

and accelerators (Miles et al. 2017), with interactions with external stakeholders (Bliemel et al. 2019). 

Pittaway and Thorpe (2012) espoused the design of authentic contexts to develop a reservoir of 

learning experiences to enhance entrepreneurial preparedness. Internships, site visits and feasibility 

studies, ‘live’ cases, projects and simulations could facilitate mastery, attitudinal, emotional and 

motivational development. 

 

Most lifelike pedagogies situated students in real-life or industry contexts. The extant literature 

indicated a range of authentic experiential pedagogies (Section 2.3.2). Generally, authentic 

experiential learning was demonstrated to enhance ESE (Duval-Couetil, Reed-Rhoads and Haghighi 

2012; Gachanja, Nganga and Maina 2016). However, Ahmad, Abu Bakar, and Ahmad (2018) 

reported that no single traditional, experiential or authentic pedagogy was adequate to develop 

competence and ESE. Hence, further research into the Lifelikeness of EEDs was required. 

 

Formally stated, research focus two is: EEDs with more lifelike pedagogies will develop more ESE 

than EEDs with fewer lifelike pedagogies. 

 

 

3.3.3 Research Focus Three: Combining Practicality and Lifelikeness 

 

Neck and Greene (2011) used a portfolio of pedagogies to teach entrepreneurship, consisting 

simulations, starting-up design-based thinking, and reflective practice. ESE development was 

implicitly mentioned as their ‘Entrepreneurship Method’ to train students to create new opportunities 
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and operate in highly ambiguous contexts (ESE). Neck and Corbett (2018), through a panel of experts, 

developed EE as participation in a portfolio of practices, across a range of contexts, to gain 

experience, knowledge, and skills to develop ESE as aspect of the entrepreneurial mindset.  

 

Yamakawa et al. (2016) proposed a pedagogy that taught the Entrepreneurial Method, integrating 

theory and practice. Students learnt the theoretical framework that guided semi-autonomous practice, 

assisted by coaching. They received first-hand experiences from start-up activities. Besides 

connecting theory and practice, Gedeon and Valliere (2018) suggested that contextual conditions, 

namely classroom and  start-up settings, developed ESE. Clark et al. (2021) highlighted their start-up 

EED as aligning with government policies and aims, based on local resources and experts (ESE 

sources), and utilising partnerships to access to entrepreneurs, capital and networks. 

 

Kozlinska, Rebmann, and Mets (2020) demonstrated that experiential pedagogies developed 

entrepreneurial mastery, while traditional pedagogy remained more suitable for theoretical 

knowledge about entrepreneurship. UK’s New Entrepreneur Scholarship participants engaged in a 

Stimulus-Construct-Instruct learning process involving integrating traditional lectures, role-play 

activities, visits to entrepreneurial firms in Silicon Valley and self-reflection sessions (Lourenço and 

Jones 2006). Their aim was to enhance opportunity-recognition ability to foster non-linear thinking 

patterns essential for entrepreneurial careers. 

 

Some university venturing programs included mentoring (Deakins et al. 1998; Kirwan, Sijde and 

Klofsten 2008; Klofsten and Öberg 2012; Waters et al. 2002). Effective mentoring and positive 

emotions in founders guided students to transition to entrepreneurs (Ahsan et al. 2018). Bauman and 

Lucy (2021, p.8) suggested that “entrepreneurial communities will provide mentorship and 

opportunities for potential start-ups to assist and attract entrepreneurs to their community”. Mentors, 

networks and participation in conferences were crucial social sources of information (Ozgen and 

Baron 2007). Based on these studies, pedagogical combinations that potentially develop ESE could 

include mentoring and coaching.  

 

The Entrepreneurship Competence Framework (Appendix 5) advocated a progression from 

externally-supported to transformative value creation. These researchers proposed a combination of 

reflections on actions taken and on one’s aspirations and aims (Bacigalupo et al. 2016). Students 

learnt about entrepreneurship through a combination of in-class experiential pedagogies, internships 

in new ventures and reflections on their suitability to entrepreneurship (Eisenstein, Goh and Istrate 

2021). 
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Based on the extant evidence and proposals, it is plausible that ESE develops when Practicality and 

Lifelikeness are combined, when more practical and lifelike pedagogical combinations are employed.  

 

Formally stated, research focus three is: ESE is developed from multiple learning experiences, from 

combinations of practical and lifelike pedagogies. 

 

 

3.3.4 Research Focus Four: Graduate Perceptions of Pedagogical Combinations 

 

This research focus guides the validation study of graduate entrepreneurs (GREs) of the interviewed 

CDs. 

 

Ballereau et al. (2020) reported that perceived ESE was enhanced through mastery and VL, 

specifically from peers within interdisciplinary (art and management) project teams and industry 

experts. These teams performed business modelling to formulate start-up ideas in the arts. During 

class, each team presented its Business Model Canvas (BMC) to a jury of professionals. This project-

oriented collaboration pedagogy facilitated the sharing of views and idea generation.  

 

Cope (2011, p.616) discovered that disconcerting events, namely venture failures and “stresses, 

strains and pressure points of venture management” influenced learning outcomes. He had earlier 

proposed that real-life events combined with learning networks (dynamic learning) enhanced an 

entrepreneur's level of entrepreneurial preparedness for further entrepreneurial activities (Cope 

2005a). Students obtained useful advice and guidance from social networks of GREs (Greene and 

Saridakis 2008). These extended social networks might provide learning opportunities and peer-to-

peer interactions to acquire contextual entrepreneurial knowledge (Berggren 2011; Etzkowitz 2003; 

Gibb 2012; Hytti et al. 2010). 

 

CDs also encouraged optional extra-curricular activities (ECA). Pittaway et al. (2015) found that 

experiential curricula and ECA increased the intensity of entrepreneurial activities that led to 

reflective practice that enhanced student ESE. Across 25 cultures and national borders, start-up 

activities by students were positively related to both ECA and entrepreneurship curricula, with 

varying effects due to cultural differences (Shirokova, Tsukanova and Morris 2018). 
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Social learning occurred in entrepreneurship clubs through social interactions that simulated EE 

(Pittaway et al. 2011; Pittaway et al. 2015). Entrepreneurship clubs also disseminated knowledge and 

experiences in the areas of financing and investing (Cox and Goff 1996; Grinder, Cooper and Britt 

1999). These self-organised, student-led or externally-sponsored clubs organised learning activities 

such as guest presentations, seminar series, panel discussions, networking meetings, competitions, 

off-campus visits (Pittaway et al. 2011) and even community service projects (Evans and Evans 

2001). Through these activities, students observed the experiences and mistakes of entrepreneurs 

(Pittaway et al. 2015; Zhao, Seibert and Hills 2005).  

 

Based on the extant evidence, students encountered multiple learning experiences from ESE sources 

(social persuasion, mastery, VL and emotional stimulation) from peers, industry interactions and 

ECAs. 

 

Formally stated, research focus four is GREs perceive that they develop their ESE from multiple 

learning experiences based on a combination of practical and lifelike pedagogies. 

 

 

3.4 Summary of Research Framework  

 

This chapter highlights the four research areas (foci) based on the researcher's theoretical model 

(Figure 3.1). These foci address the research question regarding which specific learning actions, 

educator roles and pedagogies develop ESE. To assist in data collection and analysis, the EPG was 

developed based on two major approaches, experiential learning and authentic learning. 

 

The next chapter explains the methods that were used to analyse the data collected from the research. 
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4 METHODOLOGY AND METHODS 

 

This chapter explains the rationale and purposes of the data collection, organisation and analysis 

activities of the pilot, main and validation phases. 

 

 

4.1 Research Design and Paradigm 

 

Methodology is the utilisation of a precise systematic research approach using methods, processes, 

instruments and techniques for data collection and analysis (Gioia, Corley and Hamilton 2012). A 

phenomenological methodology was utilised to understand the latest pedagogical designs (EEDs) 

from a substantial cross-section of global English-speaking CDs, with focus on ESE development. 

 

Phenomenological research is the “description of what people experience and how is it that they 

experience what they experience” (Patton 2002, p.107).  

 

Ontology is the study of the nature of reality. In Interpretative Phenomenological Analysis (IPA), 

reality consists of individual experiences related to a phenomenon. Epistemology, the theory of 

knowledge, is the study of how individuals discover meaning or interpret the phenomenon. 

Epistemology is a justification of the validity of obtained knowledge (Gray 2016). 

 

Hermeneutic phenomenology, a form of IPA, reveals “common elements which are uniquely lived 

within phenomena” (Leigh-Osroosh 2021, p.1820). In IPA, the phenomenon is understood through 

interpretation and reflections on the essential themes (essence) of participants' experiences 

(Neubauer, Witkop and Varpio 2019). Hermeneutics is the interpretation and understanding of data 

to discover the meaning (truth) behind experiences (Larkin, Eatough and Osborn 2011). 

 

First-hand narratives of ESE-enhancing EED (the phenomenon) formed the ontological base of this 

research. The descriptions of one’s own experiences were regarded as “accurate depictions of what 

the participants lived through” (Giorgi and Giorgi 2003, p.248). The researcher identified the 

pedagogical designs used in courses that enhanced ESE (ontology) through IPA methodology. 

 

This research adopted a phenomenological approach to guide interpretations of direct observations 

of EED experiences. A social interaction based structured description of EED was created with these 



57 

 

perspectives in mind. This exploratory research aimed to discover aspects of course design that relate 

to the development of ESE. Table 4.1 summarises research design in terms of research aspects. 

 

Table 4.1: Research Design: Aspects and Features 

Research Aspects Research Aspect Descriptors Research Design 

Research problem. 

Knowledge gap 

established through 

literature review. 

Low rates of GRE (Greene and Saridakis 2006) with 

much advocacy on authentic and experiential 

pedagogies but no conclusive approach to enhance 

ESE that should increase GRE rates. 

A phenomenological 

approach was applied 

for research questions 

involving in-depth 

descriptions of EED as 

experienced first-hand 

by CDs. 

 

Subsequently, cautious 

interpretations and 

plausible explanations 

were developed for the 

observed pedagogical 

designs that developed 

ESE. 

Research Focus. Statements that guided data collection and analysis 

that related to the nature of EE pedagogies and their 

inferred effects on ESE development. 

Research Aim. Identified new components or dimensions, to 

elaborate on a tentative pedagogy-to-ESE theoretical 

model (Figure 3.1). 

Research Methods. Non-random purposive sampling (Merriam 1998), 

phenomenological thematic development of transcript 

data (Larkin, Shaw and Flowers 2019). 

 

 

In this research, interview transcripts (the collected data) captured both the experiences of CDs and 

those who experienced EE and the pedagogies of the CDs. The subsequent data analysis generated a 

description of ESE-enhancing pedagogical designs. First-hand experiences of CDs and GREs (data) 

were obtained through interviews and were analysed and interpreted.  

 

This research was descriptive and qualitative in nature, designed without the intention to quantify the 

increase or erosion of ESE. It identified pedagogies that were observed to develop ESE, and recorded 

the perceptions and lived experiences of CDs and GREs.  

 

The IPA methods of thematic analysis and imaginative variation were adopted to identify 

contemporary pedagogical designs considered by CDs as effective in developing ESE in tertiary 

students. Details are provided in Section 4.10. 
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4.2 Participant Recruitment in the Pilot and Main Studies 

 

The primary recruitment method for CDs involved lead generation, invitation to participate and post-

interview referrals. The study’s inclusion criteria were experienced English-speaking full-time and 

part-time entrepreneurship CDs from tertiary institutions, including polytechnics.  

 

Pilot phase participants were approached through email and/or cold calling (unannounced) from a list 

of Australian universities provided in a discussion paper on Australian Tertiary EE (Mazzarol 2014). 

In the main study, CDs from different regions were invited to participate through personalized 

messages by email, LinkedIn and/or Facebook. Some CDs were contacted directly from public 

directories (for example, the Global University Entrepreneurial Spirit Students' Survey; 

www.guesss.org) and the participant’s institution’s webpages. Some CDs referred the interviewer to 

other CDs via snowballing (Bae et al. 2014; Lackéus and Middleton 2015). 

 

When performing reflexive thematic analysis, the researcher acknowledged that meanings from his 

initial interpretations were tentative. Hence, further interviews were required to validate or modify 

these interpretations. Using this approach, the number of participants required to achieve data 

saturation was undetermined in advance of analysis (Braun and Clarke 2021). Ideally, data saturation 

or cessation of interviews occurred when the researcher had sufficient information and when further 

coding became undoable (Fusch and Ness 2015). Achieving content validity meant that no new 

information emerged from additional participants during data analysis (Francis et al. 2010). The 

recruitment of new participants and data analysis continued until no new information, codes or themes 

emerged, when data saturation was achieved (Guest, Bunce and Johnson 2006).  

 

A disproportionate quota sampling approach assured that the various groups were researched 

adequately, but “not in proportion to their original numbers in the population” (Sekaran 2003, p.208), 

as these figures would have been unattainably high. Six regions of the world were chosen, with a 

minimum of two countries from each region. A total of 18 CDs were interviewed as pilot participants 

and 60 CDs provided usable main study data.  Detailed numbers of participants interviewed are shown 

in Table 5.4 in Section 5.2. 

 

To maximise participant participation, the interviewer provided clear explanations about the purpose, 

value of the study and clear instructions (Krosnick 1991). Email reminders encouraged participation 

by highlighting the importance of the research, potentially creating feelings of regret from non-

participation (Torres van Grinsven 2015). Pre-notifications and follow-ups significantly improved 
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response rates across all populations (Mellahi and Harris 2016). CDs were promised a summary of 

the latest EE pedagogical practices once all research analysis was completed. 

 

 

4.3 Pilot Study Data Collection 

 

A pilot study is a small-scale version of a planned research conducted to assess the data collection 

and analysis, with a small group of participants similar to those recruited later in a larger-scale study 

(Doody and Doody 2015).  

 

The pilot study, using the pilot EPG (Table 3.2 in Section 3.2), finalised the main study protocol. It 

refined the design of open-ended questions and it also refined the design of the main study EPG 

(Table 5.6 in Section 5.3). The researcher modified the EPG according to the comments from the 

pilot participants for the main study. 

 

 

4.4 Main Study Data Collection: Interviewing Course Designers 

 

In the main study, a two-stage data collection design minimised superficial responses. The two stages 

were an online pre-interview followed by a video conference interview. In the pre-interview stage, 

an online pre-interview questionnaire allowed the participant to provide his/her informed consent. 

After choosing to participate, the participant identified ESE-enhancing pedagogies and educator roles 

associated with ESE sources- mastery experiences, social persuasion, VL and self-assessed emotions. 

The questionnaire (Appendix 3) provided participants with a preview of the interview questions and 

the option to enter their concise pre-interview responses.  

 

The interviewer then processed data from the participant’s pre-interview responses, his/her institution 

or personal webpages, and entrepreneurship course outline (whenever provided). He verified and 

audited the pre-interview responses during interviews that prompted further EED descriptions from 

the participant. 

 

Before the video conference interview, the interviewees familiarised themselves with a two page 

infographic on classifying pedagogies using the EPG. Their efforts to classify pedagogies focused the 

interview on the four research foci (Section 3.3). The interviews were conducted during the COVID-

19 pandemic, when universities were motivated to utilise online learning during lockdown periods. 
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It was unclear whether CDs would decide to revert to pre-pandemic pedagogical designs after the 

pandemic. 

 

Before interviewing, the researcher ensured that his dicta-phone, internet and video-conference 

software were functioning properly. Accurate data recording was facilitated by asking one question 

at a time, staying on topic, providing necessary transitions between major topics, and neutral non-

emotive reactions to responses (McNamara 2009). 

 

 

4.5 Graduate Entrepreneur Recruitment and Data Collection 

 

As a validation study of EE pedagogies, the participating CDs’ graduate entrepreneurs (GREs) who 

had launched businesses were interviewed. Responses from nine GREs validated and elaborated on 

the description of ESE-enhancing or ESE-eroding pedagogies and educator roles (ESE sources). 

 

The inclusion criteria of the GREs were English-speaking entrepreneurs who graduated not more than 

five years ago and had completed at least one entrepreneurship course (EED). The five-year criterion 

was introduced since after five years, other conditions unrelated to pedagogy could have influenced 

their ESE. The GREs had experienced curricular and extra-curricular EE activities. The GREs had 

initiated entrepreneurial ventures, including those that had failed.  

 

The inclusion criteria encompassed micro- and small enterprises with low staff numbers (Nichter and 

Goldmark 2009), legal or formal enterprises (Klapper, Amit and Guillén 2010), unincorporated self-

employed, informal or incorporated formal self-employed entrepreneurs (Levine and Rubinstein 

2013), and closed-down ventures, 'constrained' or 'less successful' enterprises or businesses (Gindling 

and Newhouse 2012; Grimm, Knorringa and Lay 2012). 

 

An expanded definition of entrepreneurship also included implementation of opportunities and ideas 

creating both economic and social value for others (Bacigalupo et al. 2016; Zahra et al. 2009) through 

social enterprises, community-based services, projects, online or small businesses, and ‘spin-offs’ 

from the organisation where GREs were employed. GREs need not necessarily be entrepreneurship 

major graduates. The researcher excluded entrepreneurs who did not complete their tertiary 

entrepreneurship courses, as this would bias the data collected (Krueger, Reilly and Carsrud 2000). 
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The critical incident approach was used to record specific ‘life-changing’ ESE developments (Hughes 

2007). Previous studies on entrepreneurial learning (Deakins and Wyper 2010; Lans et al. 2008; Man 

2012) utilised “the critical incident technique to collect observed incidents of special significance and 

meeting systematically defined criteria” (Flanagan 1954, p.327). 

 

The GREs validated the main study themes, the pedagogical descriptions by CDs, by sharing their 

learning experiences and perceived self-efficacy developments. This comparative (validation) 

method minimised confirmation and self-reporting related biases (Lam and Bengo 2003; Podsakoff 

and Organ 1986). 

 

The validation study of graduate entrepreneurs (GREs) sought to identify which pedagogies and 

conditions enhanced or eroded ESE. The results were useful irrespective of the pre-existing ESE of 

the GREs or which CD taught them. 

 

The researcher minimised under-coverage bias (Davidsson 2006) by interviewing GREs who had 

experienced a range of pedagogies, including those which were more passive, less experiential, more 

conceptual, or less contextualised. The learning experiences that fostered creativity (a form of ESE) 

were also identified.  

 

 

4.6 Validity, Confirmability and Reliability in the Research 

 

Validity (credibility) is the accurate presentation of participants’ views (Tobin and Begley 2004). 

There are many approaches for providing validation for research. (Creswell 2013, p.249) suggested 

that validation in qualitative research be “an attempt to assess the ‘accuracy’ of the findings, as best 

described by the researcher and the participants.” He suggested using several strategies to achieve the 

validation of results. Two of the strategies suggested by Creswell were utilised in this research – 

negative case analysis and rich, thick description. 

 

Negative case analysis involves the researcher refining the research foci when faced with negative 

evidence, and reporting this negative analysis to provide a more realistic assessment. The literature 

review and the data provided by the GREs provided a balanced view of ESE development, both the 

positive and the negative aspects, in this thesis. 
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Rich, thick description involves describing in detail the participants and their situations, enabling the 

evaluation of whether the findings were transferable to other situations. This thesis provided many 

detailed descriptions of both the EEDs and the GREs who experienced these pedagogies, with many 

quotations and background information. 

 

Trustworthiness (dependability) through audit trailing assured that one's research process was logical, 

traceable and clearly documented (Nowell et al. 2017; Tobin and Begley 2004). It organised and 

linked initial codes from transcripts, through initial clustering and thematic development, into the 

final structure of themes and conclusions, enabling traceability (Tobin and Begley 2004). Segments 

of transcript data were coded or organised into NVivo20 ‘codes’ (folders). A complete suite of the 

researcher’s NVivo folders are in Appendix 2. 

 

Confirmability is the demonstration of how the researcher arrived at the conclusion and 

interpretations using 'markers' or choices from the data (Tobin and Begley 2004).  

 

Reliability (credibility, plausibility or trustworthiness) of the research involves adherence to the same 

questions or discussion points for each interview and performing analysis in a consistent manner. The 

analyses were performed consistently using the language and concepts used by the participants 

“consistent with the epistemological position of the analysis” (Braun and Clarke 2006, p.96).  

 

Reliability is observed when one can use an “ ‘essential’ description consistently” (Beck, Keddy and 

Cohen 1994, p.258). Adherence to phenomenological procedures, namely reduction and imaginative 

variation, ensures the validity of the eidetic findings (Giorgi 2008, 2010). The key features of IPA 

that generate reliable and valid findings are presented in Table 4.2. 

 

The labels of all folders contained descriptive codes that facilitated theme development. This enabled 

the configuration of data into a sensible thematic map, detailed later in Research Findings (Chapter 

10). The graphical presentation of a thematic analysis demonstrated rigor in qualitative research (Pratt 

2008; Tracy 2010). The visual presentation of relationships between and among underlying constructs 

was checked, facilitating revisions, thus enhancing reliability (Finfgeld-Connett 2014). Additionally, 

understanding of situations contained in each of the courses or insights (Giorgi, Giorgi and Morley 

2017) were stated. 
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Table 4.2: Integration of Phenomenological Study and Thematic Analysis: Enhancing 

Trustworthiness 

Interpretative Phenomenological Analysis 

(Larkin and Thompson 2012) 

Actions Ensuring Trustworthiness  

Balance between 'idiographic focus' or attention to 

specifics with ‘what is shared’ within a sample. 

Identify cumulative patterns within transcripts. 

Familiarisation of data. Pedagogies and educator 

roles that develop ESE identified using learning 

actions. GREs to confirm and elaborate data. 

Coding data and questioning conspicuous features 

of the data with personal meanings temporarily 

suspended. Use of imagery and metaphors. Abstract 

categories (themes) from first-order coding. 

Cautious balance of presenting participants’ 

experiences and theory application in making sense 

of the meaning of experiences. 

Reflexive analysis of potential codes or themes 

based on horizons. A coding framework 

implemented in NVivo20, based on pilot and 

interim main study analyses. Stored and 

organised field notes and transcribed data in 

NVivo20. 

Suitable level of contextual detail related to the 

extracts and participants. Considerable use of 

extracts and commentary to explain the data and to 

achieve transparency, especially on longer data 

extracts 

An audit trail with sufficient details with thick 

descriptions of context (EPG-based) including 

code generation related to actions, pedagogies 

and roles. 

Validation from a different perspective (from 

GREs) to test the plausibility of interpretations from 

CDs. Verifying credibility of transcript data  

A thematic diagram showed ‘sense-made’ theme 

connections. Tables showing the development 

and hierarchies of concepts and themes were 

created based on participants’ horizons and 

checked against literature (Gioia, Corley and 

Hamilton 2012). 

Source: Adapted from Larkin and Thompson (2012) and Gioia, Corley, and Hamilton (2012). 

 

Validity was achieved when the description of a phenomenon accurately captured the structure 

underpinning the phenomenon, the ‘essence’, a set of invariant and latent meanings (Kvale 2006; 

Osborne 1994). The researcher strove to understand the participants’ experiences (accounts), 

describing ‘what it is like’ as close to the actual 'first-person account'. Whenever possible, the 

interviewer strove to glean the broader social, cultural and theoretical context of the EEDs from his 

interviews. 

 

Blenker et al. (2014, p.706) recommended the utilization of “more refined forms of data analysis (to) 

enhance research from description to in-depth investigations into central mechanisms of 

entrepreneurship teaching and learning. … with processual understandings, how (EE) works or does 

not work.” A more precise sharing of EED experiences was derived using a discussion device, the 

EPG (Section 3.2). 

 



64 

 

Achieving validity entailed minimising biases; further details are in Section 4.8. To minimise 

participants overly emphasising more active (practical) pedagogies in more lifelike- authentic or real-

life contexts, their EED experiences were verified with the experiences of GREs, and with their 

Qualtrics pre-interview responses and course outlines (wherever available). Response or participant 

bias could stem from cognitive biases that degrade the accuracy or truthfulness of participants’ 

responses during data collection. There was an acknowledged potential for participants to anticipate 

the goals of the researcher or to change their answers or behaviour due to their own unique 

environment (Holbrook, Green and Krosnick 2003; Seidman 2013).  

 

Analysis across a range of universities and countries revealed common patterns regarding the 

phenomenon to address generalization bias (Ndou et al. 2018), to a finite extent. Limitations of this 

research are detailed in Section 10.8.  

 

Increasing the coverage of participants reduced self-selection bias (Bethlehem 2010). To maximise 

sample heterogeneity, the researcher strove to interview CDs who also taught non-EE courses; for 

example, an engineering lecturer who taught entrepreneurship (Bernard 2012). Mitigation of non-

response and self-selection biases (Dillman 1978) also required selecting EEDs at the vocational, 

low-level and high-level undergraduate and postgraduate schemas. Interviewing CDs who utilised 

traditional or advanced/experiential pedagogies also enhanced sample diversity. 

 

The interviewer analysed a wide variety of EEDs, pre-interview and interview data relating to 

pedagogies and approaches in the four contexts highlighted by Garavan and O'Cinneide (1994). The 

diversity of EEDs included two practitioners whose EEDs required refinements. They practised 

reflexivity to propose what they could have done better. Besides new venture creation, 

entrepreneurship courses included those focusing on creativity, entrepreneurial finance, family 

business and entrepreneurship in healthcare, and hospitality sectors. The data variations are displayed 

in Section 5.7.  

 

During the data analyses, the researcher used reflexivity (detailed in Section 10.7) to continually 

improve his understanding of the themes and overall research (Wertz 2005). 
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4.7 Development of the Validation Study Protocol 

 

The interview questions in Table 4.3 were generated after thematic analyses revealed known and 

previously unidentified constructs in the EED-ESE model.  

 

Table 4.3: Validation Study Interview Protocol 

Est. Time 

Duration 

Questions And/Or Actions Concepts 

5-10 

minutes 

Entrepreneurial self-confidence is the 'yes I can' attitude, the realisation 

of one’s ‘newly found capability’ or improvements in performance, the 

self-belief that one can be achieve entrepreneurial goals or be a capable 

entrepreneur. What learning activity (activities) helped you the most to 

develop self-confidence to be an entrepreneur? Why? 

ESE 

Development 

10-15 

minutes 

Describe the various coaching and mentoring methods that develop 

your entrepreneurial self-confidence. Participant estimated the 

proportions of the various methods (pedagogies), they experienced 

based on the time their former lecturer spent on each method. 

Potential role-

transitioning 

between 

educator roles 

(instruction and 

feedback). 
5-10  

minutes 

Which combination was the most effective to develop your 

entrepreneurial self-belief? Why/ why not?  

5-10 

minutes 

Creative self- confidence is the self-belief that you can produce creative 

outputs and solutions. Which educator roles helped develop your 

creative self- confidence? Why (why not?) 

Creative self- 

confidence 

10-20 

minutes 

Describe as detailed as you can, your start-up journey. ‘Entrepreneurial 

awareness’ or 

cognizance of 

one’s 

entrepreneurial 

scope. 

5-10 

minutes 

Which learning activity (activities) helped you develop your 

‘entrepreneurial awareness?’ Why (why not?) 

5 minutes Questions to extract GRE’s opinions and rationale: (A) Does 

recognising or understanding one’s ability to access resources, and 

mobilising relationships within one’s networks, help to evaluate 

feasibility and achieve entrepreneurial goals? (B) Is self-awareness 

trainable? (C) Can self-awareness initiate actions and reflection that 

develop entrepreneurial self-confidence? 

5-10 

minutes 

Perhaps earlier on your course (program) your lecturer directed you to 

specific cases, invited guest entrepreneurs who shared their experiences 

(to analyse) and required submissions of specific assignments (business 

plans, presentations, reports).  

Later on in the course (program), was there more self-study or ‘self-

discovery?’ If so, describe how self-study (or learning with others) 

developed your entrepreneurial self-confidence. 

Other ESE 

sources (roles), 

namely curated 

VL and self-

assessed 

emotions. 
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The validation study was guided by research focus four (section 3.3.4) obtained and then thematically 

analysed data from GREs (experiences of EED), to elaborate the themes and findings of the main 

study. 

 

 

4.8 Enhancing Validity in Interview Data Collection  

 

The interviewer made straightforward requests to participants to commit to providing complete, 

accurate and honest responses (Hibben, Felderer and Conrad 2022). CDs were inextricably embedded 

within their institutions and might offer biased information. These might include perceptions of the 

effectiveness of their courses, derived from their institutions’ ranking and/or achievements, for 

example, high teaching survey scores and/or highly positive student feedback. Neutral reminders 

focused on perceptions on EED experiences, instead of emotions related to student grades and course 

‘satisfaction’ scores. Furthermore, sensitive information (Krumpal 2013) namely, course, program or 

student satisfaction scores were excluded from the scope of interview.  

 

Before and at the interview commencement, sufficient rapport was built. The ‘warm-up’ positioned 

interviewees at ease (Burnard 1994). The interviewer reminded participants of the information-

consent paragraph and that there was no one ‘best’ EE approach. He mentioned that the anonymised 

analysis of entrepreneurship course designs would contribute towards future course and program 

designs that enhance ESE. The more comfortable the interviewee, the more likely he/she would be 

motivated and accurate in sharing his/her EE experiences (Saunders, Lewis and Thornhill 2009). The 

degree of time flexibility depended on the nuances of each interview situation. The amount of time 

needed for main phase interviews was estimated based on pilot phase responses (Burke and Miller 

2001). 

 

Acquiescence and confirmation bias is the propensity to relate favourable (not unfavourable) and 

confirmatory perspectives respectively, among academics (Martin 2022) and in students (Liñán, 

Urbano and Guerrero 2011). Acquiescence can result from norms of conduct namely a tendency to 

be polite and agreeable and/or a tendency to defer to a person of higher status (Krosnick 2000). 

Methods to minimise these and other potential biases are in Table 4.3.  
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Table 4.3: Implemented Solutions to Minimise Method Related Biases 

Potential Biases or Influences Methods Implemented 

Minimising acquiescence or 

perceptions of the questions having 

'socially favourable' (Fisher 1993; 

Nancarrow and Brace 2000) or 

'socially desirable' answers 

(Bradburn, Sudman and Wansink 

2004). 

• Reduced number of words with precise, easy-to-understand 

sentences. Obtained data from CDs from current courses, 

and from GRE’s recent entrepreneurial initiatives. 

• Minimised recall from the past. 

• Provided verbal response categories rather than numeric 

labels, using familiar and unambiguous worded labels 

whenever possible. 

• Minimised task difficulty, for example, classifying 

pedagogies by actions for CDs. 

• Deconstructed open-ended questions into shorter 

clarification phrases, with references to previous responses. 

• Adhered to the interview protocol consistently to optimise 

the necessary cognitive tasks by participants, in a thorough 

and unbiased manner.  

Researcher biases (Mehra 2002; 

Poggenpoel and Myburgh 2003). 

• The researcher reviewed his assumptions at iterative theme 

development stages. 

• Utilised a pilot to refine the design of open-ended questions 

(Chenail 2011) and the discussion device (EPG). 

• Reviewed selected recorded interviews including those with 

‘challenging’ participants, to improve his technique as an 

interviewer (King 2004a). 

The interviewer’s behaviour, 

background, and psychological 

characteristics may influence the 

participants and vice versa (Jentsch 

1998), arising in power and 

knowledge asymmetries between 

interviewers and interviewees 

(Heritage 1997; Kvale 2006).  

• The researcher mostly identified himself as a researcher 

aiming to discover the latest EEDs, deferring to the 

participants’ expertise.  

• An attitude of being less knowledgeable than the participant 

on the topic assisted with openness of response and rapport-

building (Leech 2002). 

Memory decreases over time 

making it difficult to recall distant 

events, unless they were highly 

important, unusual and memorable 

(Conway 1990; Schwarz and 

Oyserman 2001). 

• Sought responses pertaining only to courses CDs recently 

designed or were currently coordinating.  

Source: Researcher’s selection of relevant bias-minimising methods. 
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Blenker et al. (2014, p.697) cautioned “qualitative single case studies are ripe with contextually 

sensitive descriptions and best pedagogical practices but suffer from limited comparability and 

generalizability and biases of teacher-researcher conflation.” The researcher therefore interviewed a 

diverse range of participants (both CDs and GREs) and focused on a wide range of roles and 

pedagogies that generated both positive and negative experiences. The diversity of EED garnered in 

this research is shown in Table 5.4 in Section 5.2. 

 

Throughout the data collection, the researcher's own perceptions were temporarily suspended to 

faithfully record all participants' experiences (Yüksel and Yıldırım 2015). The experiential claims, 

expressions, accounts and concerns of participants were faithfully preserved (Larkin and Thompson 

2012). 

 

To continually improve his technique, the interviewer took notes during and after interviews to 

identify areas of improvements. A properly paced interview allowed the participant to comprehend 

the questions with distractions minimised (Krosnick 1999). Emotional arousal was minimised by not 

associating any activity with ‘high stakes’, and socially desirable responses were also minimised 

(Paulhus 1991). Reminders, probes (for example, “you said … because?”) and prompts kept 

participants focused on EE in a neutral tone.  

 

The pre-interview responses (52 sets) and course outlines (25 sets) provided by CDs assisted in 

checking the veracity of their corresponding interview transcripts. 

 

 

4.9 Thematic Analysis of Transcript Data and Theory Elaboration 

 

Thematic analysis identifies, analyses and records repeated data patterns (Braun and Clarke 2006). 

This type of analysis requires interpretation in choosing codes and developing themes (Kiger and 

Varpio 2020). A textural theme describes the unchanging (invariant) characteristics of an experience. 

A structural theme describes how contextual conditions influenced participant’s experience 

(Moustakas 1994).  

 

Thematic analysis is the development and analysis of themes, which are groups of similar significant 

words (horizons). In this research, horizons were significant statements or phrases that provided an 



69 

 

understanding of the participants’ experiences. These significant words are shown as bold text in this 

thesis. The horizons were integrated and interpreted into themes. 

 

Coding is the categorising and labelling of horizons to visualise connecting patterns to develop 

themes (higher-order codes) and aggregate dimensions (higher-order themes or constructs) from the 

data (Creswell 2012; Gioia, Corley and Hamilton 2012). A code is a word or short phrase containing 

significant, identifiable and suggestive traits.  

 

In this research, some codes were also identifiers (metadata, data that describes other data) that 

assisted data-retrieval (Chi et al. 2018). Identifiers were previously utilised in identifying personal 

and societal levels, and conditions influencing entrepreneurship rates qualitatively (Galloway and 

Kelly 2009). 

 

After collecting interview data, thematic analysis provided understanding of the inter-relationships 

between components- the structure that underpinned the phenomenon and the observed behaviour 

(Fisher and Aguinis 2017).  

 

The researcher described the noema (the ‘what’, i.e., EEDs) and derived explanations of the noesis 

(the ‘why’, i.e., participants’ perceptions about how course design experiences were ESE-enhancing). 

Both the ‘noema’ (textural) and the ‘noesis’ (structural) combined to understand the experiences 

described by participants and the phenomenon more comprehensively (Cilesiz 2011). 

 

Thematic analysis began with highlighting participant codes before grouping similar codes into 

categories or phrasal labels (themes) (Gioia, Corley and Hamilton 2012). The data coding process 

eventually reduced the useful data categories to a more manageable number (Morse 2008). Whenever 

possible, themes retained the horizons used by participants. Subsequent analysis involved clarifying 

emerging themes by comparing them with extant literature to identify potential new discoveries. 

 

Codes or metadata that identified unique actions, pedagogies, ESE sources and contexts were inserted 

into transcripts. These codes derived the norms (main characteristics of the sample) of data categories, 

namely the types of pedagogies, actions and roles. Coding of interview transcripts labelled and 

categorised horizons, what Moustakas describes as ‘horizonalization’ (Padilla-Díaz 2015).  

 

Transcript guidelines preserved the original structure and morphology (pauses, words and phrasing), 

unless the conversation presentation could not be expressed consistently “with what is typically 
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acceptable in written text” (McLellan, MacQueen and Neidig 2003, p.65). Additional transcript 

protocols included parentheses or round brackets ( ) containing the closest or simplest synonym 

whenever the meaning based on the participant’s voice was ambiguous. Square brackets [ ] contained 

metadata or the researcher’s field notes. 

 

The researcher used NVivo’s text and word frequency count functions (Gess, Brivio and De Leo 

2021; Wiltshier 2011) to determine the number of occurrences of pedagogies, roles and the types of 

ESE sources within a transcript. Wraae, Brush, and Nikou (2022) utilised a similar Text Query 

method to demonstrate the intensity (focus) of an academic’s opinion.  

 

The use of coding facilitated the discoveries of previously unidentified ESE sources. EEDs were also 

categorised (using metadata) by the type of designer, geographic region and their academic level. 

Metadata (identifiers) further anonymised the participant’s name. Appendix 1 displays examples of 

metadata coding. 

 

Integrative coding categorised emerging themes that evolved into a plausible thematic model that 

interconnected various themes together into a comprehensible description. Emerging themes and 

codes were organised for analysis using the NVivo software (Saldaña 2013). The themes identified 

pedagogies, educator types and roles and contextual conditions perceived by participants that 

developed ESE.  

 

In this research, constructs and dimensions are used interchangeably. Table 4.4 describes active data 

categorisation (Grodal, Anteby and Holm 2021) that complemented Fisher and Aguinis’s (2017) 

theory elaboration methods and the researcher’s application of the methods to improve the validity 

of data analysis. 
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Table 4.4: Theory Elaboration and Active Data Categorisation Methods Used 

Fisher and Aguinis (2017)’s 

Theory Elaboration 

Grodal, Anteby, and 

Holm (2021)’s Active 

Categorisation 

Researcher’s Application of 

Methods 

1. Improving logical, empirical validity 

1A. Examine how an existing 

theoretical insight (observations) 

functions in a context, different 

from the original context.  

1B. Comparing a theory 

developed to explain constructs at 

one level of analysis with 

collected data to describe 

constructs at another level.  

Complementing 1A, 1B, 

3A:  

Contrasting categories 

with one another to 

identify relationships 

between them. 

 

1A. Horizontal contrasting: 

educator activities across global 

regions.  

1B. Vertical contrasting: EED 

across undergraduate and 

postgraduate. 

2. Improving the validity and/or scope of an existing construct 

2A. Define entities or constructs 

not previously considered in 

existing theory. 

2B. Delineate existing constructs 

into specific dimensions, describing 

more accurately the different 

elements of those constructs. 

2A. Focus on 

unexpected yet salient 

data- EEDs with fewer 

or more ESE sources.  

2B. Separate a category 

into two or more 

categories. 

2A. New specifications: 

undiscovered ESE sources namely 

entrepreneurial awareness.  

2B. Construct splitting: educator 

activities split into instruction, 

inquiry and advisory. 

3. Structuring to improve explanatory and predictive adequacy of an existing theory 

3A. Identify and describe specific 

relations between constructs that 

have not previously been described 

or identify and describe the 

mechanisms that underlie known 

relations. 

3B. Explore sequences between 

constructs. 

3C. Describe ‘recursives’ between 

different constructs in the model. 

3B. Sequence or 

organize categories 

between types of 

pedagogies and roles. 

3D. Merging two or 

more existing categories 

to create a superordinate 

category. 

3A. Specific relations: 

entrepreneurial awareness 

developed from recursive learning. 

3B. Sequence relations in Figure 

10.1. 

3C. Recursive interactions between 

roles and between pedagogies 

(Chapter 6). 

3D. Superordinate categories: IEA 

(Section 7.5) and EEA (Section 

8.2). 

Source: Adapted from Fisher and Aguinis (2017) and Grodal, Anteby, and Holm (2021) 

 

 

4.10 Interpretative Phenomenological Analysis (IPA) Methods 

 

An aim of this phenomenological research was to identify and explain the essence of ESE-enhancing 

EEDs through the experiences of participants. The essence is the defining structure or essential 
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characteristics of a phenomenon (Dahlberg 2006), the “inner core of what the ‘thing’ is, and without 

which it could not be what it is” (Larsson and Holmström 2007, p.59).  

 

The interviewed CDs had designed a multitude of pedagogies and aimed to provide their students 

with a range of context-specific experiences. To venture beyond superficial narratives of EED, the 

researcher utilised a discussion device, the Education Pedagogy Grid (EPG, Section 3.2) to extract 

interpretative explanations from participants related to learning actions and the context where they 

coached or lectured. New interpretations of EED assisted discoveries using a consecutive hermeneutic 

(interpretive) process. The researcher interpreted the participants' perceptions from discussions on the 

ESE-enhancing EEDs. The researcher approached the data “with an openness to whatever meanings 

emerged” (Hycner 1985, p.280) in order to understand the meanings attached to the participants’ 

experiences (Finlay 2014).  

 

Giorgi, Giorgi, and Morley (2017, p.182) suggested firstly reading the entire transcript “to grasp the 

basic sense of the whole situated description”, then abstract meaning units from interview transcripts, 

focusing on the phenomenon. The researcher interpreted participants’ horizons (significant words) to 

generate meaning to their experiences using the language of EE (Eddles-Hirsch 2015). He abstracted 

beyond the narrative to understand what was implied (Larkin, Watts and Clifton 2006). 

 

Emergent codes, themes and dimensions were checked with the extant literature to delineate existing 

concepts from newly discovered concepts (findings). Theory did not fully explain the phenomenon 

experienced by the participants. The extant literature did not explain the data but offered, more 

cautiously, concepts that might prove useful for discussion when reviewing the phenomenon. Using 

this conceptual perspective, a richer, more insightful account of EED was achieved. 

 

 

4.10.1 Imaginative Variation and Contextual Themes 

 

Imaginative variation is also known as eidetic reduction. Moustakas (1994, p.97-98) explained this 

as "the task of Imaginative Variation is to seek possible meanings through the utilization of 

imagination, varying the frames of reference, employing polarities and reversals, and approaching 

the phenomenon from divergent perspectives, different positions, roles, or functions. … Describing 

the essential structures of a phenomenon.” The aim of imaginative variation was to describe the 

descriptive ‘essence’ of these themes that remain invariant when the context varied, while faithfully 

representing the participants’ perceptions of the phenomenon (Yüksel and Yıldırım 2015).  
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After deriving textural themes, imaginative variation using the textural themes was used to craft 

structural (contextual) themes based on interpretations of experiences of the participants. Structural 

or contextual themes assisted in the elaboration of theory and the discovery of new components and 

dimensions. The EPG discussion process (Sections 3.2 and 5.3) facilitated in developing structural 

themes by examining the EED phenomenon across a range of learning contexts to discover context-

specific commonalities. 

 

Contextual conditions in this research included tertiary education levels and courses by CDs in 

different countries. Furthermore, when students interacted with peers, entrepreneurs and CDs within 

a context, the created group or network components became part of their experiential claims. The 

experiences of EED varied by country and culture, the academic year, student cohort, type of CD, 

additional ESE sources or roles adopted by the CD, and unexpected events such as self-initiated 

learning experiences by students. 

 

The researcher discovered commonalities (data convergences) among the variations of the 

phenomenon from the structural themes. Data divergences were highlighted when compared with the 

convergences. He followed the principle stated by Finlay (2014, p.137), “it is necessary to be 

selective. It matters less what you leave out of the analysis; it is the quality of what you include that 

is important. Ask yourself what three things about the ‘lived’ experience …  stand out for you?” 

However, the textural themes that had high explanatory ability were not discarded but merely 

temporarily set aside when performing imaginative variation. 

 

The researcher checked which theory offered the most accurate explanation in any given context 

(Bhaskar 2008). He identified conditions for which alternative or competing explanations derived 

different (ESE-enhancing) implications (Miller and Tsang 2011). He also assessed critically and 

eliminated less empirically adequate explanations (Zachariadis, Scott and Barrett 2013) and 

employed reflexivity to re-examine the extant findings (Sobh and Perry 2006). “The adoption of the 

disciplinary attitude brings the proper sensitivity to the analysis and provides a perspective that 

enables the data to be manageable” (Giorgi 2008, p.2). Following this principle, the researcher utilised 

the language from the EE domain to properly describe ‘essences’ applicable to this domain. 

 

The methods explained in the subsections are summarised in Table 4.5. The researcher practiced IPA 

in conformance to the thematic analysis advocated by Braun and Clarke (2006). 
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Table 4.5: Thematic Analysis Procedures Adopted 

Moustakas (1994)’s Phenomenological Steps in 

Analysing Entrepreneurship Education Design  

Criteria for Thematic Analysis (Braun 

and Clarke 2006) 

1. Data familiarisation and phenomenological reduction 

to identify all significant statements directly related to 

how individuals experience the phenomenon. 

2. Data ‘horizontalization’. Derived textural themes 

from mutually exclusive horizons (words) that described 

how participants experienced the phenomenon. 

3. A textural description of the phenomenon was created 

from an integration of all textural themes from all 

participants (transcripts). The invariant (unchanging) 

components of the phenomenon were explained by 

textural themes. 

Transcripts checked for accuracy. Equal 

attention given to each data item (horizons). 

Themes generated from a thorough coding 

process incorporated more than a few 

extracts (quotes) whenever possible. All 

extracts and transcribed data support 

developed themes. Themes are unique, 

comprehensible and analytically reliable.  

4. Derived structural themes from imaginative variation 

(perceiving the possible meanings of the phenomenon 

from different contexts that described the unchanging 

nature of the phenomenon). The EPG discussion process 

facilitated development of structural themes, which were 

then integrated into a structural description. 

5. Textural and structural descriptions were combined 

into a composite description of the phenomenon. The 

essence of the phenomenon was described in the 

language of EED in the composite description (Eddles-

Hirsch 2015). 

Generate meaning and interpret data instead 

of paraphrasing. Convincing analysis 

matching the data, balanced between 

analytical narratives (researcher’s claims), 

themes (meaning units) and illustrated 

extracts (quotes). ‘Active’ generation of 

themes with assumptions and approaches 

clearly explained, justifying fit between 

how research is performed and research 

outcome. Concepts and language consistent 

with epistemological stance. 

Source: Adapted from Moustakas (1994) and Braun and Clarke (2006). 

 

 

4.11 Ethical Consideration for Pilot, Main and Validation Studies 

 

All participants were required to read and respond to the informed consent Qualtrics email, containing 

confidentiality assurances before participating in the study. Anonymity minimised any researcher-

participants effects (Miyazaki and Taylor 2008). The data and findings relating to teaching practices 

that develop ESE (assessed as a non-sensitive topic), were anonymised.  

 

In this thesis, all course and institution names were coded or de-identified. CDs and students were 

only indirectly identifiable by the courses they designed or the businesses that they operated. 

However, the identification of participants or sources of data was not important in understanding ESE 

formation related to exposure to EE pedagogies. 
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Potential harm or risk to participants was negligible. No identifiable public intra/inter-university 

comparisons (conclusions) were made concerning individual academic achievements, teaching 

proficiency or any entrepreneurial ‘indicators’ of any institutions. The study also did not relate any 

characteristic to any specific person or university institution.  

 

Findings of the overarching study did have a comparative aspect capable of harming the reputation 

of the courses taught through possible perceptions that some courses and CDs were ‘less effective’ 

than the norm. Some publications within communities of practice could indirectly identify a 

participant; for example, where only one CD designed a course with unique pedagogical designs, 

identifying him/her as the designer and his/her institution. However, this would only happen where 

released findings to the public had known identities and results, showing an underperformance 

relative to another university’s course. Such an outcome was nonetheless highlighted in the 

researcher’s ethics application though never planned nor envisaged.  

 

Furthermore, the researcher did not use any collected data or findings with sensitive topics against 

any participant (Mealer and Jones 2014). His supervisors were in control of the output of his research. 

Hence, this risk was minimised through their close involvement. Effectively, his thesis and findings 

could not be released without their approval. No publication of the findings would occur without the 

written permission of any directly named or identifiable participant. 

 

 

4.12 Facilities, Resources and Data Storage 

 

This study required a laptop or computer with NVivo20, licensed to Curtin University. Additional 

software, if any, was purchased using the author’s allocated funds. The Qualtrics survey tool web 

access was gained via the OASIS link available to Curtin HDR students. Curtin Office of R & D 

provided PhD students with a stipend for purchasing books, papers, conference tickets, and software. 

A consumable fund was also available for stationery and incidentals. All data were stored in secure 

Curtin University server space and backed up to an encrypted hard drive. Only the researcher and his 

supervisors had access to these data.  

 

Curtin Office of R & D organised HDR-related workshops and writing circles. Curtin University also 

provided access to its facilities such as its library, student workspace and server storage for retaining 
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a backup of survey data. These facilities were adequate for the proposed project. All major research 

activities and anticipated timeline are displayed in Appendix 4. 

 

 

4.13 Summary of Methodology 

 

The researcher sought to implement research methods that were backed by established theories and 

methods. These included the methods used to recruit and interview participants, ensure validity of the 

research and analyse of the data. 

 

Due to the large amount of interview transcript data, the researcher discovered that the use of 

identifiers (metadata) to assist thematic analysis was greatly beneficial in identifying the pedagogical 

emphases and roles used by individual CDs. Further information is provided in the next section.  
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5 DATA ANALYSIS 

 

This chapter explains the analytical outcomes that guided the thematic analysis in the pilot, main and 

validation studies. The themes that developed from the analysis validated known ESE sources in the 

literature (Section 2.4) and two new sources of ESE. Horizons, significant statements or phrases that 

provided an understanding of the participants’ experiences, are shown as bold text. These analytical 

outcomes, thematic descriptions of EED, were incorporated into a final composite description in 

Table 10.2 in Section 10.1. These thematic analyses are explained in the following subsections. 

 

 

5.1 Pilot Study Analysis 

 

Using the pilot EPG, participants identified the learning actions by students within designed contexts 

consisting of content, pedagogies, educator activities and ESE sources (such as educators, guest 

entrepreneurs, mentors and/or investors). All 18 participants specified a main action for every 

identifiable pedagogy in their EED. This identification determined whether a pedagogy was more 

cognitive or more executional in nature. Executional EEDs used more practical pedagogies than 

cognitive pedagogies. A ‘balanced’ EED employed an equal number of cognitive and executional 

pedagogies. Table 5.1 shows the CD participants’ identification of their EEDs that were either more 

executional or more cognitive.  

 

CD participants were coded to ensure anonymity. “OCP” represented a pilot participant from Oceania 

(Australia and New Zealand). 

 

Table 5.1: Cognitive and Executional Courses in the Pilot Sample 

Type Of Course More Cognitive EEDs More Executional EEDs  

Undergraduate OCP4, OCP10, OCP14, OCP15, 

OCP16, OCP17, OCP20 

OCP2, or OCP1/OCM1* 

Postgraduate OCP6, OCP7, OCP12, OCP18 OCP3, OCP5, OCP8, OCP13, OCP19 

*OCP1/OCM1 participated in both the pilot study and the main study. 

 

 

During all interviews with CDs, pedagogy identification using the pilot EPG was emphasized as 

strictly for coding purposes. The interviewer checked whether the participants were able to justify 

their Lifelikeness estimates consistently.  
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Table 5.2: Pilot Thematic Description of the Lifelikeness Dimension 

Learning 

Context  

Lifelikeness 

Identifiers 

Descriptions of Lifelikeness with Major Pedagogies  

Theoretical Y10 to 40%  • Theoretical with reference to very few real-life examples. 

• Pedagogies imparting, listening, explaining or studying theory as 10 

to 40% (OCP1, OCP12, OCP15, OCP18, OCP20). 

• Read text, articles, papers (OCP7). 

• Self-study: analyse videos (OCP12). 

• Listen and explain theory in lectures (OP14). 

‘Applied’, 

later 

renamed as 

moderated 

entrepre-

neurship in 

the main 

thematic 

analysis. 

Y41 to 90%.  • Processing business information from real individuals, simulations, 

but not working with entrepreneurs. 

• Applied (‘how-to-perform’) lectures with many real-life 

examples (OCP6), including those by guest entrepreneurs (OCP3, 

OCP5, OCP10, OCP13, and OCP16, OCP12, OCP14, OCP18, 

OCP19). 

• Reflective discussions on real-life cases (OCP8, OCP12, OCP14 

and OCP17). 

• Feedback on plans, ideas, pitches (OCP6, OCP7, OCP11, OCP12, 

OCP14) from Y60 to 80%.  

• Problem/ case-based exams from 50 to 90% (OCP11, OCP14, 

OCP17, OCP20). 

• Feasibility, business plans and pitches: 80 to 90% (OCP3, OCP6, 

OCP8, OCP13, OCP14, OCP17 and OCP20). 

• Testing business feasibility but not with actual customers (OCP20). 

• OCP18 considered individual reflections as Y90%. 

‘Very 

lifelike’, 

later 

reclassified 

into 

authentic 

and Self- 

Authentic 

entrepreneur

-ship 

Y91 to 100%  • Relatively fewer theories applied; “learn as you go” in the real-

world. Solving problems faced by real entrepreneurs. 

• OCP1/OCM1 emphasised on reflections on authentic project 

outcomes, such as building website, testing concepts and raising 

start-up capital, as Y100%.  

• Consultancy and field interviews as Y100% (OCP12). 

• Emergence of ‘theory-light’ pedagogies such as site visits 

containing “no theory at all” (OCP12), buyer-seller negotiated 

outcomes (OCP7), internship and other Y100% pedagogy (OCP19). 

 

 

Emergent contexts from the pilot were classified into ‘theoretical’, ‘applied’ and ‘very lifelike’. Table 

5.2 highlights these three learning contexts. Pilot participants estimated ‘levels’ of Lifelikeness (Y%) 

for their pedagogies, using a guideline defining the proportion of real-life content and context. The 
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pilot EPG was used in the main study to prompt for more discussion and information from CDs. 

Ultimately, the X and Y% were discarded when forming the final composite diagram. 

 

OCP1/OCM1 (an academic in the pilot study who was reinterviewed in the main study), identified 

authentic and “personally relevant” projects and reflections as ‘Y100%’. OCP12 identified field 

consultancy as ‘Y100%’. OCP17 emphasized that students work on IT projects of interest. OCP19 

identified internship as ‘Y100%’ where student groups “work on strategic problems and present 

feasible justifiable solutions to real CEOs.” Students of OCP19 worked “on a go-to-market plan, 

use the BMC, interviewed potential customers, designed a new validated product”, within an 

eight-week timeframe. Subsequently, they “pitched to a panel of judges in (the) last session, (a) 

simulation of a real entrepreneurial context”. These were the emergent indications of authentic 

learning. 

 

OCP7 introduced lifelike elements into the classroom. ‘Y91% and ‘Y100%’ indicated students were 

“facing the ugliness of real problems” (OCP7, a practitioner). She also simulated multiple rounds 

of set pricing, product features, promotion, distribution and sales decision-making. Her emphatic 

preference was “not for students to polish up ‘business plans’ but rather focus on product validation 

and modifying or deleting their assumptions” (OCP7). OCP10, an academic, “used real-life 

examples, a real business for learners to assess, critique, discuss on what is not going well versus 

what they can do better”. 

 

Classifications of learning contexts within the EEDs emerged from the pilot data. For example, 

OCP14, an academic, identified critiquing real business models (without contacting clients or 

customers) as Y70%. OCP6, an industry practitioner, identified his ‘Go-to-Market’ plan (with actual 

financials, role-playing and feedback from industry assessors) as Y90%. OCP20, an ex-industry 

practitioner, identified his business plan (implementing theory-driven environment analysis such as 

SWOT analysis with online research) as Y90%. Students of OCP3, OCP10, OCP11 and OCP18 

performed strategy-based assessments in the field, to improve the innovation capabilities of real 

business corporations. These were the first indications of authentic industry-situated learning. Table 

5.3 describes the lifelike learning actions that were described by the pilot participants. Theory lectures 

teach basic entrepreneurship concepts and theories. Applied lectures teach the application of theories 

and concepts. Dialogues refer to interactions with entrepreneurs, such as question and answer (Q&A) 

sessions or interviews. 
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Table 5.3: Lifelike Learning Actions Described by Pilot Participants 

Lifelikeness (Y%) Learning Actions (X) Description Of Actions Within Pedagogies By Pilot Participants 

Theory lecture: 

Y10 to 40% 

X1 Listen. 

X2 Read or Observe. 

X3 Explain, Describe. 

Students of OCP7, OCP12 and OCP16 self-study from resources, online material, videos before class. 

Study notes, e-textbook on commercialising opportunities (OCP13). Read, know, explain, present all 

risks involved in entrepreneurship (OCP14). Self-study, reading theory (OCP18). 

Applied lecture, 

including guest 

lectures, applying 

theory: 

Y50 to 80% 

X3 To 5 Describe, 

Reflect, Question. 

X4 Analyse. 

X5 Assess, Compare. 

Idea creation/validation (OCP3), with sharing real experiences (OCP6). Read, reflect then experiment 

(OCP15). Listen to ‘start-up’ and corporate entrepreneurs (OCP18, OCP19). Apply effectuation to 

situation (OCP18). Assess why products were winners or losers; state three frameworks other groups 

could have used (OCP7). 

Reflective discussion 

on cases: 

Y60 to 80%  

X1 Read. 

X2 Observe. 

X3 Write. 

X4 Analyse. 

X5 Assess. 

Games and reflection on cases and reports (OCP5). Self-study before discussions (OCP6). Reflect then 

decide, propose, recommend (OCP8). Apply theory to identify issues, valuation, strengths and 

weaknesses of firm, recommend potential solutions then reflect (OCP10). Real-life entrepreneurship 

cases discussion (OCP17). Present Business Model Canvas (BMC)-related progress (OCP19). Discuss 

short media articles and real scenarios (OCP15). OCP20 shared cases to refine students’ business plans. 

Dialogues: Y80% ‘Q and A’ with entrepreneurs (OCP2), 

Business plan. 

Presentation: 

Y 80 to 90% 

X4 Analyse. X6 Propose. 

X7 Critique Or Justify. 

X8 Design Or Create.  

Video business action plan (OCP2). Go-to-market plan (OCP12). Advice-to-entrepreneur briefing to 

achieve a successful launch, based on Morrison’s business model process, real prices and costs (OCP13). 

Generate reasonably realistic concept, write up on new local venture (OCP15). 

Feasibility study. 

Experimentation: 

Y 80 to 90% 

X9 Test or Try.  

X10 Do. 

Critique real businesses, suggest improvements, opportunity assessments on what/why it worked or 

didn’t (OCP12, OCP14). BMC, obtain feedback on real customers and prototyping (OCP19). Go-to-

Market plan (OCP16). Develop interest-based ventures, group pitch to simulated stakeholders (OCP17). 

Critical theory-driven opportunity assessment, test feasibility via secondary research (OCP20). 

Learning journal:  

Y90% 

X3 To 5 Reflect. Reflect on key but unexpected learning moments in ‘start-up’ weekend (OCP2). 

Study visit: Y100% X2 Observe. Postgraduates of OCP12 also interviewed creative entrepreneurs. 
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The pilot study indicated that CDs and their students switched between different learning actions as 

they reflected on outcomes (reflexivity). OCP12 indicated a switching between critical (“closed”) 

thinking and creative (“open”) thinking, utilised during creative business planning. “For innovation, 

you need an ‘open’ mind and (then) switch to ‘close’ implementation, critical thinking and to 

open mode again. The ability to switch between the two thinking modes, quite competently when 

a situation calls for it, they must switch to 'right' mode” (OCP12).  

 

Students of OCP16 also evidenced switching when they learnt, acted, listened to and reflected on 

feedback when enhancing their plans. OCP4, OCP17 and OCP20 also highlighted reflection after 

actions. This prompted investigations in the main study into different knowledge types. 

 

 

5.2 Features of the Main Study  

 

The EPG discussion process facilitated the derivation of contextual horizons, codes and themes into 

a narrative of the pedagogies and educator roles that developed ESE. Guided by the research 

framework (Section 3.3), data coding and themes were developed. 

 

A total of 78 transcripts of the interviews (18 pilot and 60 main transcripts) were analysed using 

identifiers. Theme development identified, described and classified participants’ horizons.  

 

The 77 CDs (one CD participated in both the pilot and the main study) were from 26 countries, from 

six geographic regions who participated in this research (Figure 5.1). There were 63 male and 14 

female CDs, 39 academics and 38 practitioners, teaching 43 undergraduate and 34 postgraduate 

courses. 
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Legend: AF: Africa, AZ: Asia, EU: Europe, NA: North America, OC: Oceania, SA: South America. P 

represents pilot study participants. For example, OCP2 is pilot participant number 2 from Oceania. M 

represent main study participants, for example, AFM18 is main participant number 18 from Africa. 

Figure 5.1: Number of Course Designer Interviews by Region (Total 77) 

 

 

The number of CDs interviewed compared to the target sample number is displayed in Table 5.4. 

Relatively fewer North and South American and African CDs responded probably due to the severity 

of the COVID19 pandemic. 
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Table 5.4: Main Study Participant Target and Interview Achievement 

Countries by 

Geographic Regions 

No. of Tertiary 

Institutions*  

Target No. of 

Participants 

Actual No. of Participants 

North America n = 15 

USA 1600 10 7 

Canada 60 5 7 

Others Mexico: 1 

Europe n = 16 

England 53 5 6 

Netherlands 19 3 1 

Ireland 15 3 0 

Sweden 9 3 2 

Finland 38 5 0 

Denmark 18 5 1 

Others Austria: 1, Germany: 1, Italy: 1, 

Norway: 2, Spain: 1 

Oceania n = 8** 

Australia 39 5 5** 

New Zealand 13 3 3 

Asia and Middle East n = 15 

Israel 15 3 1 

Singapore 11 3 5 

United Arab Emirates 15 3 2 

Others Jordan:1, Hong Kong: 2, India: 2, 

Pakistan: 2 

Africa and South America n = 6 

South Africa 11 3 2 

Kenya 11 3 Egypt: 1  

Others Nigeria: 1, Columbia: 1, Uruguay: 1 

Total: 1927 (estimated) 62 60 

* Figures estimated from public domain data. 

** Figure excludes 18 pilot study participants. 
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The main study themes were validated by the GREs before interpretive analysis commenced. The 

analysis of the research data according to the four research foci are in Chapters six to nine. 

 

 

5.3 Main Study Entrepreneurship Education Pedagogy Grid 

 

The researcher combined his pilot EPG with Wrigley and Straker’s (2017) Education Design 

Taxonomy model. The main study EPG was updated with four categories of knowledge shown in the 

EPG in Table 5.5. 

 

Table 5.5: Researcher’s Learning Contexts and Knowledge Model 

Major Learning Actions In EPG Memory Under-

stand 

Apply Analyse Assess Create 

Type Of Knowledge 

Factual knowledge: 

Specific details, basic elements, 

terminology that students must know 

to solve problems in a specific 

discipline. 

Reflective-

Theoretical 

learning generates 

changes in factual 

knowledge. 

    

Conceptual knowledge: 

Principles, categories, theories, 

generalizations and models. 

Reflective- Theoretical and  

Active-Theoretical learning 

generates changes in 

understanding. 

   

Procedural knowledge: 

Criteria to determine appropriate 

procedures, subject-specific skills or 

techniques. 

Reflective-Theoretical, Active-Theoretical and 

Reflective-Applied learning generate changes in 

application, procedural knowledge. 

 

Metacognitive knowledge: 

Awareness of one’s own cognition; 

self, strategic and contextual 

knowledge, including knowledge of 

cognitive tasks. 

Reflective-Theoretical, Reflective-Applied, Active-

Theoretical and Active-Applied learning generates skills, 

attitudes and metacognitive knowledge including ESE. 

Source: Adapted from Krathwohl (2002) and Wrigley and Straker (2017). 

 

 

More learning actions and pedagogies identified by pilot participants in Table 5.3 (Section 5.1), were 

included in the main study EPG in Table 5.6. Cognitive pedagogies involved cognitive actions, for 

example, listen, observe, describe, understand, question, reflect, analyse, assess or compare. 

Executional pedagogies necessitated students to decide on actions, propose activities, critique the 

actions of self and others, justify decisions, create, develop, test, try, experiment, do and practice. 
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Table 5.6: The Main Study Entrepreneurship Education Pedagogy Grid 

 

 

 

The actions in the EPG were not an exhaustive list of all possible learning actions, as the EPG was a 

discussion device designed to prompt the participants to share their own course designs. Bacigalupo 

et al. (2016) advocated learning actions related to exploration, improvement and transformation to 

generate increasing levels of value-creation (Appendix 5). Their suggested actions were not included 

in the main EPG as the researcher assessed them as overly complicated to be of assistance in an 

exploratory study such as this. 

 

The researcher’s main EPG included some of the latest  EE pedagogies highlighted in the pilot study, 

for example, team-based discussions, business planning, simulations, ‘live’ cases and/ or projects 

(Lackéus and Middleton 2015). Notably, no CD suggested any other representations of EED besides 

the EPG. NAM32 and NAM52 expressed that the EPG was too limiting in design options. Naturally, 
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they subsequently explained the rationale and details of their EEDs. Their comments were reflected 

on by the researcher in Section 10.7. 

 

 

5.4 Data Patterns Identified by Entrepreneurship Education Pedagogical Grid 

 

Identifiers were processed by NVivo20 to reveal the pedagogical patterns within the sample.  Table 

5.7 displays the progression from horizons to codes to themes consisting of passive and active, 

cognitive and executional pedagogies. Active-cognitive and passive-executional pedagogies were 

more heavily utilised in EEDs than passive-cognitive and active-executional pedagogies, across all 

six geographical regions. 

 

Table 5.7: Main Types of Pedagogies and Occurrences of Learning Actions in Transcripts 

Themes: Type of 

Pedagogy 

Passive 

Cognitive 
Active Cognitive 

Passive 

Executional 
Active Executional 

Horizons: 

Learning Actions 

Hear (48), 

Observe 

(14), Read 

(36) 

Explain (75), Question 

(31), Understand (88), 

Analyse (174), Assess 

(136) 

Decide (102), 

Propose (156), 

Justify (145), 

Critique (77) 

Create (92), Test (86), 

Iterate (41), Practise 

(54) 

Horizons: General 

learning actions 

Reflect, interpret (AZM14), integrate 

(EUM59) 
Synthesis (EUM23) 

Codes: Pedagogies 

Applied 

and Theory 

Lectures 

Content or problem 

exam, reflective 

discussion and journal, 

analysis paper, field 

trip, dialogue.  

Focused 

learning 

group, 

experiment, 

presentation. 

Business planning, 

field projects, research, 

plans, ‘live’ case/ 

project, simulations, 

internship. 

 

 

Data patterns that emerged indicated a preference for more executional (higher Practicality) EEDs by 

both academic and practitioner CDs. Field-based pedagogies were more commonly mentioned than 

classroom learning activities. For example, compared to the academics, practitioners focused more 

on field research and field-based plans or reports. However, academics focused more on field projects 

than their practitioner counterparts. It was noted that practitioners focused on more testing and 

understanding (reflexivity) than did the academics. 
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There were also differences according to the course levels. Undergraduate courses focused more on 

executional tasks, such as deciding, testing and field projects, than their postgraduate counterparts. 

Compared to undergraduates, postgraduates had more dialogue with entrepreneurs (cognitive). 

 

The researcher made no interpretations based on these data patterns alone. The data showed that there 

were more occurrences of executional actions compared to cognitive actions. Instead of instinctively 

or simply concluding that CDs designed courses with more Practicality, thematic analysis revealed 

that reflexivity (producing self-awareness) was also important for developing ESE. 

 

Across all six regions, educator roles (instruction, inquiry and advisory) were complemented by 

reflective discussion and FLGs, which were the most common pedagogies. FLGs, the second most 

common pedagogy, included project progress updates, debating, proposing, justifying and critiquing 

solutions, combined with analysis and assessment (EUM23, OCM47). NAM30, NAM37, AZM35 

combined FLGs with business planning and structured (creative) problem-solving. 

 

The repeatedly used pedagogical combinations identified in the pilot and main studies are listed in 

Table 5.8. The ‘+’ signifies combinations of pedagogies in use. Reflective discussions emerged as 

the most common pedagogy, in varying combinations with all executional pedagogies.  

 

EEDs in all six regions focused on applied lecture, reflection journal, Focus Learning Groups (FLGs, 

where students update and provide feedback to each other), business planning and presentations more 

than all other pedagogies.  

 

North American and Asian entrepreneurship students experienced more testing than their 

counterparts in other regions. European entrepreneurship courses focused more on creating (for 

example, creating prototypes or small businesses) than all other regions. Internship was the rarest 

pedagogy. Section 5.7 highlights some pedagogical variations among the geographic regions. 
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Table 5.8: Entrepreneurship Education Pedagogy Combinations with their Identifiers 

Pedagogies with their Transcript 

Identifier in (Brackets) 

Pedagogical 

Emphasis 

Pedagogy Combinations 

Less Cognitive Pedagogies. Actions- hear, observe and read. 

1. Theory lecture (tlecture) 23 1 + guest lecturers, 2, 3, 15 

2. Applied lecture (alecture) 53 2 + guest entrepreneurs, 4, 6, 7, 8, 16, 

17, 19 

More Cognitive Pedagogies. Actions- explain, question, understand, analyse, assess, interpret 

(AZM14), integrate (EUM59). 

3. Content exam (cexam) 7 None 

4. Reflective discussion (refdisc) 101 4 + 1, 2, 5, 7, 8, 9, 11, 12, 15, 16, 17, 

18, 19, 20, 21 

5. Reflective journal or report (refjour) 43 5 + 2, 4, 7, 8 

6. Analysis paper or report (apaper) 12  6 + 2, 4, 11, 14, 17 

7. Field trip/ study tours (visit) 12 7 + 2, 4, 5, 8, 11, 16, 17, 18 

8. Dialogue/ interview (QnA) 20 8 + 2, 4, 5, 7, 18 

9. Problem exam (pexam) 5  9 + 3, 4 

Less Executional Pedagogies. Actions- decide, propose, justify, critique, and synthesise 

(EUM23). 

11. Focus Learning Group (FLG-

sharing) with feedback (flgpl) 

83 11 + 1, 3, 5, 6, 8, 11, 15, 14, 17, 18 

12. Focus learning group (FLG-

arguments with feedback (flgarg) 

13 12 + 2, 13 

13. Experiments (ezperi) 7 13 + 5, 18, 19 

14. Presentation, pitch, proposal (ppp) 40 14 + 5, 6, 11, 14, 16, 17, 15, 18 

More Executional Pedagogies. Actions- create, test, iterate and practice. 

15. Business planning: feasibility study, 

BMC (bpfs) 

43 15 + 4, 5, 6, 11, 16, 17, 14, 18 

16. Field Projects- consulting, websites, 

start-ups (fieldproj) 

27 16 + 4, 7, 11, 14, 17, 14, 18 

17. Field research- testing concepts 

and/or prototypes (fieldres) 

27 17 + 2, 4, 6, 7, 11, 14, 15, 16, 18 

18. Field report, analysis and/or plan 

(frplan) 

34 18 + 4, 11, 14, 15, 16, 17 

19. ‘Live’/ in-depth case or project- 

solve real problems for real people 

(lidcas) 

8 19 + 4, 5, 11, 18 

20. Simulations, role-play (simrpg) 26 20 + 4, 5, 11, 13, 14, 16, 18 

21. Apprenticeship (Intez) 3 None 
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5.5 Classification of Entrepreneurship Courses According to Research Foci 

 

Unique identifiers (metadata) were assigned to actions, pedagogies, educator types and roles, contexts 

and ESE sources. The major contexts within this sample were geographic region, tertiary education 

level, type of CD and size of institution.  

 

The NVivo Text Query function registered every occurrence when a unique action or pedagogy was 

stated by each participant. The average occurrences (central tendencies) of specific identifiers were 

calculated and were used to compare EEDs. The relatively lower or higher emphasis of pedagogical 

components in a certain EED context (for example, undergraduate) was compared to the central 

tendencies and classified according to research foci one to three.  

 

Entrepreneurship courses with nine or more types of ESE sources (central tendency calculation was 

8.9) were classified as more experiential. Those with eight or less were less experiential. An EED 

with more than five lifelike pedagogies was classified as ‘more’ lifelike. An EED with four or more 

lifelike and executional pedagogies was considered as ‘more’ lifelike and executional.  

 

The size of institution was classified as smaller or larger based on its current student enrolment in the 

year the interview with the CD occurred, as being lesser or greater than the sample average. The 

average student enrolment of this sample of 72 institutions was 24,871. Approximate student 

enrolment figures were obtained from public domain data.  

 

CDs from 38 smaller institutions focused more on inquiry (84%) and extra-curricular activities (ECA) 

(50%) more than their counterparts in 39 larger institutions (49% and 33% respectively). Students 

enrolled in smaller institutions generally experienced more experiential EEDs than those in larger 

institutions. 

 

These classifications were not quality or performance indicators assigned to any EED. Instead, all 

data patterns were considered to demonstrate variations in EEDs across contextual characteristics. 

No conclusions were derived based on any contextual comparisons. Identifiable data patterns are 

highlighted in bold in Table 5.9. 
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Table 5.9: Data Patterns Categorised by Contexts and Research Foci 

Types of EEDs Focus 1: 

No. of More 

Executional EEDs 

Focus 2: 

No. of More 

Lifelike EEDs 

Focus 3: 

No. of Lifelike and 

Executional EEDs 

Courses with 9 or 

More Types of 

ESE Sources Course Context 

Smaller 

Institution  

(Total 38) 

19 (50%) 15 (39%) 13 (34%) 26 (68%) 

Larger 

Institution  

(Total 39) 

20 (51%) 13 (33%) 14 (36%) 20 (51%) 

Academics  

(Total 38) 

24 (63%) 17 (45%) 14 (37%) 20 (53%) 

Practitioners 

(Total 39) 

16 (41%) 14 (36%) 12 (31%) 25 (64%) 

Undergraduate  

(Total 43) 

24 (56%) 16 (37%) 20 (47%) 26 (60%) 

Postgraduate  

(Total 34) 

16 (47%) 12 (35%) 8 (24%) 19 (56%) 

Oceania  

(Total 25) 

11 (44%) 10 (40%) 10 (40%) 9 (36%) 

Europe 

(Total 16) 

11 (69%) 6 (38%) 5 (31%) 12 (75%) 

Asia 

(Total 15) 

7 (47%) 5 (33%) 5 (33%) 11 (73%) 

North America 

(Total 15) 

7 (47%) 5 (33%) 5 (33%) 12 (80%) 

Other regions 

(Total 6) 

3 (50%) 3 (50%) 3 (50%) 2 (33%) 

 

 

European academics emphasised more on executional pedagogies than their counterparts in other 

regions. Noticeably in Table 5.10, female CDs designed more lifelike and executional pedagogies 

than their male counterparts. EEDs by male CDs emphasised more on concept testing or customer 

validation than their female counterparts. Fewer EEDs from Oceania had nine or more types of ESE 

sources compared to Europe, Asia and North America. There were more guest instructors in the EEDs 

from Europe and Asia than their North America and Oceania counterparts. Conspicuously, there was 

more focus on ECA and reflexivity in European entrepreneurship courses than in their Oceania 

counterparts. 
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Table 5.10: Male and Female CD Variations in Entrepreneurship Education Designs 

Types Of EEDs Focus 1: 

No. Of More 

Executional EEDs 

Focus 2: 

No. Of More 

Lifelike EEDs 

Focus 3: 

No. Of Lifelike And 

Executional EEDs 

Courses With 9 

Or More Type Of 

ESE Sources Course Context 

Male CDs  

(Total 62)  

33 (53%) 12 (19%) 19 (31%) 37 (60%) 

Female CDs  

(Total 15) 

7 (47%) 7 (47%) 7 (47%) 8 (53%) 

 

 

Of the 15 Asian CDs, 11 were practitioners, whereas 12 of the 16 European CDs were academics. Of 

the 34 postgraduate EEDs, 20 were designed by practitioners. More undergraduates experienced 

EEDs with nine or more types of ESE sources compared to the postgraduates. More undergraduates 

also experienced more lifelike and executional pedagogies than the postgraduates. 

 

More experiential entrepreneurship courses, those with nine or more types of ESE sources, were more 

likely to include under-described ESE sources. These were ECA, sharing by practitioners, reflexivity, 

self-awareness and industry assessors, previously unidentified in EE literature.  Table 5.11 highlights 

these five relatively rare ESE sources. 

 

Table 5.11: Under-Described ESE Sources in Entrepreneurship Courses 

EEDs with 8 or Less ESE 

Source Types 

(Out of 33) 

9 ESE Source 

Types  

(Out of 12) 

10 or More ESE 

Source Types (Out 

of 32) ESE Source 

Extra-Curricular Activity (ECA) 5 (15%) 3 (25%) 22 (69%) 

Reflexivity (on emotions) 6 (18%) 6 (50%) 20 (63%) 

‘Self-Awareness’ (of relationships) 3 (9%) 4 (33%) 16 (50%) 

Practitioners sharing industry 

experiences 

8 (24%) 2 (17%) 16 (50%) 

Industry assessors 4 (%) 3 (%) 12 (38%) 

 

 

More experiential entrepreneurship courses were more likely to require reflexivity to develop ‘self-

awareness’. Courses with more than nine types of ESE sources also included less common ESE types 

such as mobilising people (Table 5.12). Of the 77 educators, only 27 asked questions (inquired) to 

enable reflexivity. ESE types one to five are well understood in EE literature as enablers of 
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entrepreneurship. Appendix 6  displays pre-interview responses related to EEDs that focused on ESE 

types. 

 

Table 5.12: Entrepreneurial Self-Efficacy Types as Ranked by Main Study Participants 

Relative 

Emphasis 

ESE Types 

(Gedeon and Valliere 

2018) 

Educators Who 

Selected ESE Type 

(N = 42) 

Equally Critical Types Mentioned 

by Educators 

1 Critical thinking 39  

2 Creativity 38 Critical thinking, Adaptability 

(OCM1).  

Collaboration (OCM47). Marshalling 

(EUM42, AFM46). 

NPD (AZM35). 

Planning (OCM33). 

Entrepreneurial Marketing (EUM27). 

Innovation (SAM29). 

2 Communications 38  

3 Entrepreneurial 

marketing 

35  

4 Planning to start-up 34 Creativity (NAM36). 

5 Collaboration 

(teamwork, networking) 

28 Collaboration (NAM26). 

Communication, Creativity 

(NAM41). 

Entrepreneurial Marketing (SAM40). 

6 Self-management 26  

7 Adaptability 25 Creativity (NAM43). 

Entrepreneurial Marketing (NAM37, 

NAM48). 

7 Marshalling resources 25  

8 Information alertness  23 Collaboration (AZM34). 

9 New product 

development (NPD) 

23 Financial management (OCM33). 

10 Financial management 17 Planning to start-up (NAM48). 

11 Mobilising people 9  

 

 

An individual’s external entrepreneurial awareness (EEA) (Section 7.5) originated from reflexivity 

on outcomes from learning actions, accessibility to resources and relationships. Distinct from EEA is 

an individual’s internal entrepreneurial awareness (IEA) from reflexivity or self-assessment on one’s 
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emotions, self-concept, personal meaningful interests and perceived mastery (Section 8.2). EEA and 

IEA, types of self-awareness, assisted in evaluating the feasibility of one’s new venture or 

entrepreneurial project and initiated entrepreneurial activities and reflexivity. 

 

EEA and IEA were types of metacognitive knowledge. The main study EPG explored whether 

metacognitive knowledge was generated in EEDs. Only 27 out of 77 EEDs mentioned activities that 

cultivated self-awareness.  

 

 

5.6 Recursive Nature of Entrepreneurship Education Designs 

 

The EPG artificially delineated cognitive actions (lower Practicality) from executional actions (higher 

Practicality). NAM43 and OCM49 perceived business planning and pitches (pedagogies) as requiring 

both cognitive and executional actions (lower and higher Practicality respectively). Pragmatically in 

real-life, executional actions also involved cognitive actions; for example, deciding based on the 

analysis and assessments on prior outcomes (EUM23).  

 

AZM11 was the first participant to indicate that pedagogy combinations involved decision-making. 

He advocated that students had to decide what theories to apply in their projects/plans and decide 

what field data and outcomes were relevant to reflect on. 

 

Many CDs described their pedagogical designs as recursive relationships between less lifelike 

(theoretical) and more lifelike (authentic) contexts. EUM23 used the EPG to describe a modified 

experiential learning with a learning ‘cycle’. EUM12 positioned ‘coaching’ in the EPG among lifelike 

and practical pedagogies. “They self-study, propose, justify and perform actions, and obtain 

outcomes. They shared these with the class and the coach who ‘inquired’ on what they thought 

went well, what did not go well and subsequently ask what they would do next or improve based 

on their reflections” (EUM12). Some CDs presented their pedagogical designs graphically on the 

EPG. EUM12, OCM17 and SAM40 used lines or arrows drawn physically on the EPG to describe 

their EEDs. 

 

During the interview with OCM17, his ‘free hand’ sketches on the EPG showed pedagogical 

‘movements’ over Zoom (video conference) software. His students moved between activities such as 

FLG and field research, conducting real-world analysis and assessment 
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NAM43 described the pedagogical movements of a reflective discussion as:  

“I see my 'answer' as a moving picture. For lectures, it will ‘stroll’ X1, 2 and then a 

5. … there are many ‘train tracks’ running in their heads, concurrently. One of 

those train tracks is around ‘X9’, applying it to their own life, creating a future out 

of it and then coming back to analysis and going back to listening. … go, back, up 

and down, a series of dots that are lighting up … all over the place as opposed to one 

dot” (NAM43). 

 

The pedagogical movements within the EPG demonstrated role-transitioning. “From domain 

knowledge expert, lecturer, … you quickly move to facilitation” (NAM30). “After 1.5 hours of 

teaching, (you) get them to a stage where they can ... analyse ….” (OCM33). NAM41, NAM43 

and EUM44 also utilised arrows and ‘estimated’ positions of executional and cognitive actions as 

shown in Table 5.13, pertaining to their EEDs.  

 

Some CDs found it challenging to separate the pedagogical components in their entrepreneurship 

courses. “It would be very hard to actually dissect or take apart that complex way that I obviously 

teach” (NAM32). “It is a fluid, dynamic environment. Sometimes my roles changes, three times 

in a minute as I deal with a number of things with students concurrently” (EUM23).  

 

Similar to OCM1, EUM23, NAM32, NAM43 and NAM51, AZM14 observed, “things are very 

fluid. Specifically, I very much apply a garden variety of techniques within a 1.5- or three-hour 

session depending what is given. You do not just stick to one style”. These comments were followed 

by descriptions of how they designed their entrepreneurship courses. 

 

The interviewer faithfully recorded how participants perceived and classified their pedagogies. 

EUM4 and AZM5 mentioned ‘Y%’ that were not within the range mentioned by the majority of CDs. 

These guided interpretations that EEDs were implemented in theoretical, moderated and authentic 

learning contexts.  
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Table 5.13: Participants’ Pedagogical ‘Movements’ in Entrepreneurship Courses 

 
 

NAM43’s EED pedagogical ‘movement’ on the EPG for business planning. 

 

 

NAM41’s description of transitioning between 

roles. Section 6.3 for thematic analysis related to 

role-transitioning. 

EUM44’s EED ‘processes’ mapped on the EPG.  

These diagrams were part of the researcher’s field 

notes. 

 

 

5.7 Contextual Pedagogical Variations  

 

This section describes pedagogical variations in entrepreneurship among CDs, students, EEDs and 

their countries. This exploratory research did not endeavour to find all known data variations. Instead, 

the thematic details of EED were examined. 
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Courses with more lifelike and practical pedagogies were relatively rare. However, these were more 

likely to require participation in authentic entrepreneurship and develop entrepreneurial awareness.  

 

More female CDs (47%) designed courses with more lifelike and executional pedagogies as compared 

with male CDs (31%). Female CDs included OCP2 who required intensive EED reflection on 

authentic start-up weekend experiences. OCP4 encouraged her students to self-initiate creative 

activities. OCP7 required highly critical theory application in the product development domain. The 

feasibility studies required by OCM49 concluded with reflections on decisions to make business 

models viable in real-life. She encouraged her students to enrol in other electives and their university 

incubator to further develop their ideas. In OCM52’s EED, Academic Mentoring enabled the 

integration of knowledge to formulate innovative business (revenue) models. 

 

EUM38 and EUM44 coached students to be aware of the “ingredients” for their start-ups, developing 

a “yes, I am,” and “yes I can” mindset (ESE). AZM1 designed entrepreneurship courses and 

capstones that required real-life Go-to-Market plans and pitches, supplemented by hands-on site visits 

(similar to OCM47).  

 

AZM10 and EUM58 (professional coaches) required reflexivity, especially for the identification of 

resources, relationships and hinderances towards knowledge and real-life project progress. AZM14 

emphasised on interpreting what field data meant for students’ commercialisation projects. SAM40 

used a personality assessment tool, Myers-Briggs Type Indicator (MBTI), to form new venture teams 

that enabled ESE development. NAM51 emphasised on peers as ESE sources. NAM36 designed fun 

creativity exercises that fostered collaboration, imaginative thinking and changes in perception.  

 

The next variation was the differences in reflexivity when students were studying in different cultures. 

NAM32 reflected on the difference in the ‘openness’ in student reflexivity when they were learning 

entrepreneurship in an overseas intensive course that was not in their home country. 

 

“Every day, there is a reflection session. We have ‘open access’ after the regular 

session. Individual students or groups ask us about anything. … Sometimes, it’s about 

I decided that I am not fit to be an entrepreneur. Sometimes, it’s their struggle with 

their business plan. … [Anonymized country] has some really interesting things about 

questioning everything, questioning assumptions, challenging status-quo. I actually 

find that I am more comfortable discussing difficult topics while I am there than 

when I'm in [my home country]” (NAM32). 
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The preceding analysis underscored the significance of reflexivity in the development of EEA and 

IEA. This case highlighted that honesty, vulnerability and critical thinking could facilitate optimal 

levels of reflexivity. 

 

EUM55, EUM56 AZM6, AZM14 and NAM32 designed courses that exposed engineering students 

to industry-based ‘live’ projects and success stories. The engineering students learnt vicariously from 

commercialisation successes and from collaborations that encouraged technological start-ups. These 

themes underscored the critical need for curating relatable VL to supplement authentic learning. 

 

The ecosystem (context) where students learnt in provided the social (relationships), financial and 

technological capital that could assist in starting up. Educators could assist in developing an 

awareness of these resources required for opportunity actualisation (Section 7.5). 

“The engineering students … are slightly more competent in opportunity-

identification and problem solving and hence already more suited to that kind of role 

where they more readily, … generate prototypes and test them in the market. … 

Additionally, engineering has more commercialisation ‘success’ stories from 

accelerators and incubators to inspire their students. They are more excited about 

trying things. When you say 'prototype development', it is very natural for an 

engineer. For an MBA student, it is difficult to grasp what is a prototype. … Thirdly, 

there is much government influence in developing the entrepreneurship ecosystems 

around engineering colleges. …  

“A lot more students are tinkering around with technology than ever before. 

Therefore, they can find quick uses for this technology that can result in 

commercialisation possibilities. They have some relationship to faculty or to 

laboratories. They have access to some technology or development that either faculty 

or a group wants to commercialise” (EUM56). 

 

Technical and managerial knowledge and skills significantly contributed to successful entrepreneurs 

and new ventures (Wu and Wu 2017). AFM50 encouraged his students to enrol in technical courses. 

AZM6 and OCM1 guided students to technical sources of assistance. 
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Another pedagogical variation related to the learning resource deficiencies in developing countries. 

This deficit motivated the utilisation of available and/or free learning resources  in the design of 

EEDs. SAM40 required customer validated start-up ideas. 

“We do not have money so students have to make their businesses without money. 

They have to do with little resources. One of the skills students develop more of is 

planning, self-management, how they ‘do’. They have to find a problem. They have 

to make a creative solution. This solution must be validated by the market. … (If) 

people do not buy, you do not have money. You do not have a business” (SAM40). 

 

“One of the challenges we have is, unlike the western world, the availability of grants 

given to the students to actually setup mini businesses …. Some of the methods 

(mentioned by the interviewer) are not ‘relevant’ to us now. Definitely, I know they 

are very important … (such as) reinforcing vicarious learning” (AFM50).  

 

AFM50 concurred with SAM40 who focused on helping students acquire funding for authentic start-

ups as part of her inquiry-focused coaching. 

“We work a lot on their pitch. No role-playing. For the seed funding, they have to 

make a pitch (a video) as part of the application. … prepare a prototype, for the 

final pitch” (SAM40). 

 

These two cases demonstrated that the scarcity of learning resources motivated CDs to design and 

implement authentic learning using bootstrapping (using only existing resources, such as personal 

savings, to start-up) (Grichnik et al. 2014) and bricolage (using whatever was available and 

recombining them into something new) (Baker and Nelson 2005; Desa and Basu 2013; Fisher 2012).  

 

AFM50 shared about implementing simulations if the opportunity arose. He emphasized that the 

pedagogies in the EPG would be utilised whenever possible to develop ESE. 

“It is mastery of skill what we want to achieve that the students are sure and 

persuaded that ‘yes, they can actually do it’. They have the ability, self-efficacy and 

the internal locus of control, to actually work in a business enterprise, self-

employment environment” (AFM50). 

 

From these horizons, the commonalities of EEDs in both developing and developed countries were 

summarised as “(students) developed ESE, after they go through these pedagogies with roles of 

coach, mentor and tutor” (SAM40). 
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The difference in the rate of GRE in countries could be attributed to the overall number of problems 

that entrepreneurs could potentially solve.  

“In [country B] the opportunities to find problems to solve is more than [country A]. 

The opportunity for employment is relatively less. That pushed them into 

entrepreneurship” (EUM56). 

 

Students from developed and developing countries chose to develop their start-ups based on current 

problems in their context. NAM36 shared about an undergraduate who started-up a communal artist 

centre. EUM20 shared about a cancer diagnostics commercialisation by executive students who 

participated in an accelerator program that supplemented his EE program. NAM37 shared about a 

start-up that exported and refurbished used protheses from a developed country to a developing 

country where this critical need existed. Another student started an attire concept for disabled 

individuals. 

 

AFM50, from a developing country, shared about an on-campus bicycle production and rental 

concept. SAM40, also from a developing country, required her students to apply for start-up financing 

grants as part of their undergraduate entrepreneurship course.  

 

Two postgraduates under AZM10’s coaching utilised the internet to create types of internet 

applications to attempt to disrupt their respective mature industries. Another of AZM10’s 

postgraduates, GRE9, utilised the internet to distribute organic produce. Similarly, GRE5, under the 

coaching of AZM3, attempted to implement information technologies for clients in a mature market 

niche. 

 

Finally, paid employment in some countries was more attractive than entrepreneurial careers. EUM56 

observed:  

“[Anonymised country] has business schools that have less entrepreneurs because 

jobs are so attractive. Personally, that is the reason why it is so difficult to motivate 

students … The amount of money you make on your first salary is way way higher 

than what you will make in entrepreneurship. … they need that money initially for 

the first few years. I think that is why people start-up after five or seven years.” 

(EUM56). 
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5.8 Profiles of Graduate Entrepreneurs of the Validation Study 

 

GRE1, GRE2, GRE4, GRE5 and GRE9 had entrepreneurial intentions that motivated them to enrol 

in their EE courses or programs. GRE4, GRE5 and GRE9 came from entrepreneurial families. GRE1 

and GRE4 had suffered pre-enrolment failures that prompted them to learn more about 

entrepreneurship. 

 

EUM58 required GRE3 and GRE4 to start-up as part of their program. This was similar for GRE7 

(AZM10), GRE5 (AZM3) and GRE1 and GRE6 (AFM46). GRE3 and GRE8 experienced drastic 

modifications in their start-up concepts during their program. Table 5.14 highlights concise details of 

all nine GREs. 

 

Table 5.15 on the following page displays a pairing of EEDs to the experiences by GREs.  

 

The researcher remained cognizant of possible confirmation and acquiescence bias from these 

referrals. Methods on minimising these biases were elaborated in Section 4.7 and 4.8.  
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Table 5.14: Profiles of Graduate Entrepreneurs Interviewed 

GREs 

and CDs 

Business Family 

(Y/N)/ Background  

Academic 

Achievement 

Profile of New 

Venture 

Perceived Most Effective 

Pedagogies  

GRE1, 

AFM46 

No; Prior business 

failure prompted 

part-time EE study 

while working. 

Postgraduate Car tyre fitting 

business changed 

to technical and 

business training 

and certification 

company. 

Industry feedback on his 

pitch, VL from 

entrepreneurs, and a guest 

speaker who challenged his 

‘false security’ in 

employment. 

GRE2; 

OCM52 

No; Worked in 

Harvard incubator 

with other 

entrepreneurs.  

Bachelor Healthy children’s 

food concept that 

halted. 

Industry feedback and the 

BMC ‘structure’ to analyze 

any business. 

GRE3, 

EUM58 

No; Initial interest in 

maths. 

Bachelor* Local and regional 

tours. 

VL from seniors or peers. 

GRE4, 

EUM58 

Yes; Always wanted 

to run own business. 

Prior failure. 

Bachelor* Converted his shoe 

trading hobby into 

a business. 

Inquiry-focused coaching 

enabled reflexivity and self-

efficacy (“how I do better”). 

GRE5, 

AZM3 

Yes; Always wanted 

to run own business. 

Selling items since 

youth. 

Mentoring 

during IT 

Diploma 

Data mining IT 

solutions for niche 

and mass markets. 

Inquiry-focused mentoring, 

ECA during course that paid 

him motivated the practice 

of theory application. 

GRE6, 

AFM46 

Yes; Lacked ESE; 

studied engineering. 

Postgraduate Leather goods and 

property 

development. 

Reflexivity on her first 

venture and on guest 

speakers sharing. 

GRE7, 

AZM10 

No; Studied 

engineering. 

No prior work 

experience. 

Postgraduate 

** 

Delivery of 

organic produce 

changed to 

sustainably made 

product imports. 

Structured instruction to 

perform and manage 

entrepreneurship. 

GRE8, 

NAM26 

No; Studied 

engineering  

Postgraduate 

*** 

Gas-to-electric car 

conversion, 

changed to related 

software 

development. 

VL from seniors who 

started-up, reflexivity 

through inquiry, advisor 

feedback. 

GRE9, 

NAM15 

Yes; Always wanted 

to run own business. 

Single 

semester EE 

course 

Healthy beverage 

concept that halted. 

Apply theory. VL from 

successful entrepreneur 

alumni. 

Legend: * Three-year entrepreneurship program.   **GRE7 enrolled in a marketing MBA with a one-

year entrepreneurship ‘project’ with mentoring.   ***GRE8’s learning ‘journey’ began with his final-

year design project over two semesters, followed by a two-semester master program. 
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Table 5.15: Educators and Pedagogical Experiences of Graduate Entrepreneurs 

CD Identified ESE-Enhancing Pedagogies  Graduate Perceived ESE-Enhancing/Eroding Pedagogies 

AFM39 Applied lecture. Reflective discussions and 

journal. Dialogue. Focus Learning Groups 

(FLG- share, critique, peer learning). Field 

project. Presentation. 

GRE1 Site visit (day-long interaction with entrepreneurs). Guest entrepreneur assessed 

‘pitch’ and validated his start-up concept. Inquiry-focused coaching.  

GRE6 Industry mentor’s inquiry-focused mentoring expanded and enriched her reflexivity. 

Starting up within the EE program and peer evaluation were not authentic and 

provided a false sense of ESE. Too much and conflicting feedback led to ESE erosion. 

OCM52 Applied lecture. Reflective Discussions. FLG. 

Business Planning (feasibility study). 

Presentation. 

GRE2 Self-study, participation in incubator and business plan competition (ECA before 

enrolment) and two EE electives enhanced ESE. Inquiry-focused coaching.  

EUM58 Inquiry-based coaching. Self-determined 

learning. Reflective discussions. FLG. 

Simulations. Field project. 

GRE3 His start-up was ‘ignited’ by his experience of helping his classmate start his venture. 

Inquiry-focused coaching. Peer learning. 

GRE4 Obtained the methods (structure) from his degree to turn his hobby into an actual 

business. Inquiry-focused coaching. Self-curated ESE sources. CD curated guest 

speakers (VL) did not enhance ESE but self-curated sources of ESE (ECA) did. 

AZM3 Applied lecture. Analysis paper. Reflective 

discussions. FLG. Dialogue. Business Planning. 

Field research. 

GRE5 Industry mentor provided inquiry-based guidance to test and ‘iterate’ his ideas. ESE 

enhanced through practice of entrepreneurship and self-curated authentic guest 

speakers.  

AZM11 One-on-one counselling. Applied lecture. 

Reflective discussions and journal. FLG. 

Presentation. Internship. 

GRE7 Guest entrepreneur assessed her ‘pitch’ and validated her start-up concept (ECA). 

Peer learning. Failures during the prototyping phase eroded ESE (self-doubt) but 

Inquiry from certified coach / entrepreneur restored ESE. 

NAM26 One-on-one counselling. Theory lecture. Self-

analysis paper. Reflective discussions. 

Dialogue. FLG (conceptual). Business 

Planning. Self-reflection. Field project. 

GRE8 Final undergraduate project with EE focus, followed by postgraduate EE, augmented 

by long-term advisors, additional coaching and training at incubators and 

accelerators. Inquiry-focused and advisory-focused coaching. Too much and 

conflicting feedback led to ESE erosion. 

NAM15 Applied lecture. Reflective discussions. FLG. 

Business Planning. Presentation. 

GRE9 Started-up after obtaining feedback and validation from her educator-cum- 

entrepreneur on her business plan and ‘pitch’. EE increased pre-existing ESE. 
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5.9 Validation of Educator Role-Transitioning 

 

The researcher requested GREs to estimate the proportions of each educator role (instruction, inquiry 

and advisory) to assist in their recall of their learning experiences and to obtain rich descriptions of 

their ESE development. All GREs except GRE3 and GRE4 perceived CDs as mentors who 

implemented entrepreneurial learning through instruction, inquiry and advisory. Only GRE3 and 

GRE4 perceived CDs as coaches who performed instruction, inquiry and advisory roles. The terms 

“mentor” and “coach” are both used in this thesis as participants sometimes mentioned both terms 

interchangeably. 

 

The resulting data patterns in Figure 5.2, in Figure 5.3 and Figure 5.4 demonstrate transitioning 

between educator roles in different contexts and EEDs. The pedagogical emphasis of educator roles 

varied according to course content (GRE2, GRE5, GRE6 and GRE9), academic level (GRE4 and 

GRE8), and group versus one-on-one mentoring (GRE1, GRE6 and GRE7).  

 

CDs and/or their team of educators could assume a dominant educator role, for example inquiry in 

mentoring sessions, but they also transitioned to other educator roles (instructor and advisor) to enable 

their students to reflect on learning experiences and activities. 

 

The introductory courses were more instruction focused. The higher-level courses were more inquiry 

focused. Mentoring by AZM10 (a certified coach) and AFM46 were primarily inquiry focused. GRE4 

experienced increasingly more advisory-focused coaching in each year of the course. Contrastingly, 

GRE8 experienced more inquiry-focused coaching in year two as compared with year one. GRE8 

also benefited from the advisory-focused coaching curated by NAM26 during his undergraduate and 

postgraduate studies. 

 

The following figures show the GREs’ perceptions on educator roles in different course settings. 

Figure 5.2 shows the perceptions of GREs from single semester entrepreneurship courses. Figure 5.3 

shows the perceptions of GREs from multiple semester entrepreneurship courses. Figure 5.4 shows 

the perceptions of GREs regarding educator roles in group mentoring and one-on-one mentoring. 
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Learning Context  Pedagogical Emphases of Entrepreneurship Course 

Single semester 

entrepreneurship 

courses 

    

   

Figure 5.2: Single Semester Graduate Entrepreneurs’ Perceptions of Pedagogical Emphases 

 

Typical Entrepreneurship 

Course (GRE6)

1. Instruction 2. Inquiry 3. Advisory

Single Course: 'Spin-off' with 

Mentoring (GRE5)

1. Instruction 2. Inquiry 3. Advisory

Single Course: Starting a 

Business (GRE9)

1. Instruction 2. Inquiry 3. Advisory

Introduction to 

Entrepreneurship (GRE2)

1. Instruction 2. Inquiry 3. Advisory

Supply Chain and Strategy 

(GRE2)

1. Instruction 2. Inquiry 3. Advisory

Business Model Innovation 

(GRE2)

1. Instruction 2. Inquiry 3. Advisory
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Learning Context Pedagogical Emphases of Entrepreneurship Course 

Multiple semester 

entrepreneurship 

courses 

   

    

Figure 5.3: Multiple Semester Graduate Entrepreneurs’ Perceptions of Pedagogical Emphases 

 

Self-Determined Learning 

Year1 (GRE4)

1. Instruction 2. Inquiry 3. Advisory

Self-Determined Learning 

Year2 (GRE4)

1. Instruction 2. Inquiry 3. Advisory

Self-Determined Learning 

Year3 (GRE4)

1. Instruction 2. Inquiry 3. Advisory

Entrepreneurship 

Undergraduate Final Year 

Project (GRE8)

1. Instruction 2. Inquiry 3. Advisory

1st Semester Master Degree 

(GRE8)

1. Instruction 2. Inquiry 3. Advisory

2nd Semester Master Degree 

(GR8)

1. Instruction 2. Inquiry 3. Advisory
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Learning Context Pedagogical Emphases in Mentoring 

Group mentoring 

 

One-on-one 

mentoring by 

industry 

practitioner  

   

Figure 5.4: Graduate Entrepreneurs’ Perceptions of Pedagogical Emphases in Mentoring 

 

 

GRE6

1. Instruction 2. Inquiry 3. Advisory

GRE1

1. Instruction 2. Inquiry 3. Advisory

GRE6

1. Instruction 2. Inquiry 3. Advisory

GRE7

1. Instruction 2. Inquiry 3. Advisory
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Regardless of academic level or course content, GREs executed entrepreneurship by following 

structured methods such as BMC that they learnt during their courses. They practiced reflexivity 

through inquiry consistently, either CD-assisted or self-initiated. All GREs experienced activity-

reflexivity recursive learning. GRE1 experienced inquiry-focused coaching that developed ESE: 

“Inquiry. Inquiry. Inquiry ... needs to be ‘larger’, and advisory and instruction, ‘less’. 

That is my ‘lived’ experience. I am very fortunate to have undergone that. It unlocks 

a lot of self-belief because you find a lot of the answers to yourself. You do not suffer 

from someone else’s confirmation bias. When the VC (venture capitalist) asked the 

difficult questions, you cannot lie to yourself. … why did I react or respond in a 

certain way, how could one improve, how is what I have learnt affected, hindered 

or improved one’s entrepreneurship journey?” (GRE1). 

 

The GREs validated that inquiry-focused coaching challenged false assumptions and guided them 

when they performed reflexivity to improve their entrepreneurial awareness. 

“I would assume that he falls asleep, as I did something wrong. Am I in the ‘right’ 

sector? Is it because I lack certain skills? Is it because it cannot work? The way I 

approach it, the way I ‘pitched’, presentation style? During times like this, … it is 

important to have someone like a coach or mentor to question your assumptions. 

… He would challenge me: are you speaking to the right person? You should speak 

to three or four more people before deciding whether it’s a ‘correct’ solution? It 

was about challenging at the right times. Apart from having constructive feedback, 

he is not afraid to challenge your assumptions” (GRE5). 

 

“Some of the assignments were reflections on what happened, what we would have 

done from start to finish on that marketing campaign. That might be another one, to 

reflect on how it went. There will definitely be some reflection on how that experience 

went, what went well, not so well, what to do the next time or repeat next time?” 

(GRE4). 

 

“This person (mentor) forced me to go further, further and further than what I 

would normally do. She magnified what I would normally do, to a point where it was 

even more beneficial to myself and my business. But I don't think I was trained to do. 

I think it opened my eyes to it. The minute that happened, I started realizing all the 

other elements of my life that were leading up to becoming 'this way’. These 
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sessions always connected the dots for me. I do not think it forced, trained or 

changed me. I came ‘out of a box’” (GRE6). 

 

Like GRE1, GRE8 validated that inquiry-focused coaching enabled reflexivity on activity outcomes 

and personal reactions that developed entrepreneurial awareness. 

“First, … what happened, what would you do next time, what went really well, what 

went really bad. These are more focused on the activities that occurred or parts where 

people were involved to do. Then there is individual reflection on how you reacted 

in certain situations; why do you think you felt that way? The whys” (GRE1). 

 

“The advisory side of things, I receive mostly in the form of inquiry, is probably the 

most useful. … You can figure out the answer when you know the question. If you 

don’t know the right question to ask, then you might never get to the ‘right’ place” 

(GRE8). 

 

GRE8 performed critical start-up evaluations consistently through inquiry. Like GRE1 and GRE6, 

GRE8 developed a habit of reflexivity after graduation. Reflexivity enabled improvements and 

planning effectiveness (aspects of ESE). 

“Every week, they were getting you to re-evaluate your company, at that point in 

time. Consistently, they asked, ‘Is this actually a good idea?’ … One week it would 

be, How many customers have you spoken to? Do your financials make sense?’ 

Although we were building this engineering project, we were still asking all those 

questions. ‘Do people actually care about this piece of technology you are building, 

or is it technology for technology’s sake?’ That was probably super valuable” 

(GRE8). 

 

 

5.10 Validation of Reflexivity in Developing Entrepreneurial Awareness 

 

Entrepreneurial awareness was a crucial source of ESE. It comprised an individual’s external 

entrepreneurial awareness (EEA), from reflexivity on outcomes from his/her environment, and an 

individual’s internal entrepreneurial awareness (IEA), from reflexivity on his/her emotions, interests 

and perceived mastery. 
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Entrepreneurial awareness experienced by GREs combined reflexivity related to their self-

perceptions and a cognizance of their external context. When GREs recalled their learning 

experiences, they validated that IEA was a self-assessment of perceived mastery and one’s 

entrepreneurial self-identity in relation to real-life cases. GREs also self-assessed their emotions 

(reactions) towards activity outcomes and authentic feedback. GREs mentioned that EEA was derived 

from reflection on activity outcomes, feedback, resources and relationships. 

 

Learning and applying structured creative problem solving combined with reflection of activity 

outcomes based on relationships and resources developed EEA. Through inquiry-focused coaching, 

GRE1, GRE3, GRE5, GRE6 and GRE8 identified new opportunities in adjacent industries. All GREs 

described the critical role of reflexivity to develop their start-ups during their studies and after 

graduation entrepreneurship. 

 

Inquiry fostered a curiosity to discover “adjacent opportunities” (GRE1). GRE6 highlighted inquiry 

as “the tool … to leverage off things around us, … to create your script.” All GREs experienced a 

habitual application of methods and structured inquiry, “asking the right questions” (AZM11), by 

their mentors and coaches. 

 

GRE1 actualized an adjacent opportunity relative to his start-up. He practiced reflexivity that 

developed cognizance of personal and strategic flexibility (related to IEA). From another elective 

course, GRE1 learnt how to be curious and practice reflexivity that initiated his start-up changes. 

“How can I improve the process? What can I do better in the next iteration? Or 

another business of mine? … it might be the idea that you had was not viable. But out 

of that, something else shows itself to be viable. … this opportunity arose from what 

we see in the market. Definitely being able to spot opportunities, to ‘see’ what are 

the adjacent ‘stuff’, rather than being so fixated on what you are doing. You become 

more ‘inquiry’, about individuals, see how you can leverage their network. That is 

how you start ‘unpacking’ more opportunities that exist” (GRE1). 

 

GRE6 described metaphorically the creation of a personalized entrepreneurial journey. Assisted by 

advisory-focused mentoring, she was equipped with instructions to generate an awareness of the 

available resources and cues to guide her opportunity realisation (aspects of EEA) of personal 

importance (related to IEA). 

“You are creating a movie. What academia is giving you is the set, the lights and 

some props. They are ‘staging it up’ for you. Your journey and your task is to take 
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what’s given and to create something amazing. Even though we have access to the 

same ‘music’, … same props, … same screen and set, everyone’s movie will be 

different. … with the help of the mentors who are editing it along the way. The 

mentors help you get it, allow you to have that foundation. But ultimately, the script 

and the actor are all you. … we write the script from scratch.… However, we 

leverage off the things around us. … It is giving you those tools and ‘sets’ so that 

you can start pulling what is important to you” (GRE6). 

 

During the first two weeks of their program, students of NAM26 reflected on curated cases and guest 

speakers as part of a “go-no-go” entrepreneurship reflexivity. GRE3 and GRE4 had similar 

“bootcamp” experiences. This intensive reflexivity clarified their IEA including self-perceptions on 

entrepreneurship (EUM58). GRE8 had to reflect on cases in relation to his self-perceptions (IEA) to 

assess whether he was ready for an entrepreneurship career. 

“The first week, we had a class every day with NAM26. He gets different 

entrepreneurs to come in, to talk about their experience- what were the hardest 

parts they had to go through. You do a lot of self-reflection; on the things you 

actually care about and what do you want to get out of this. What makes it more 

impactful is that the week before, we basically do this 'boot camp' for three or four 

days. You are literally 24-7 working on a couple of different things. It was partially 

team building with everybody else in the program. It was also like a Hackathon 

essentially, over a few days. We literally slept overnight at a cottage-type place” 

(GRE8). 

 

Through reflexivity, GREs discovered their “passion” (GRE2) that initiated start-ups aligned with 

their interests. They included helping society (GRE2), talking to and entertaining people (GRE3), 

selling (GRE5) and reflecting on all aspects of her life (GRE6).  

 

GRE3 developed his start-up based on his interests, in the location where he studied and lived. He 

developed ESE when he perceived feasibility and accessibility to entrepreneurial and social capital 

(EEA) and commenced his start-up based on his interest (IEA). Assisted by instruction, inquiry and 

self-determined learning, GRE3 developed an awareness of his current and unique context. 

“I was thinking about [anonymized] as it fit in with staying up here. Also, the fact 

that I love speaking to and meeting people. You can have five ideas in the shower. But 

unless you do something, it was not going to develop. You are only likely to do 

something if you are passionate about it! I think many people expect from these 
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courses that you're actually going to be shown how to create a successful business. … 

you really cannot be shown how to do that because every business is completely 

different. Obviously yes, the tools that you get and the resources to get along the 

way for sure, help. But it is up to you to go out and get them” (GRE3). 

 

“In my first year (March 2016), a local agency was asking if anyone would provide tours 

for the holiday cottages that summer. I thought that sounds fun! I phoned them up and 

said, ‘I’ll do it!’ That gave me the deadline of summer, end of July, to set up the business, 

do all the marketing, all the legal ‘stuff’. That’s how my business came to be. I had an 

interest in [anonymized] and becoming ‘Brian Cox’. The first successful trip I had was 

when I approached the [anonymized] society in my university. That was very 

successful. People heard about me. Societies approached me. I was in societies. … That 

helped me realize how much opportunities there are in each department. In the third 

year, I was creating my own communities, ‘escalating’ into the corporate market in 

year three” (GRE3). 

 

Through inquiry-focused mentoring, GRE5 explored his environment (EEA) and changed industry. 

“He (AZM3) never liked to feed you with the answer. It was only through market 

research that I discovered this niche sector. The curiosity stems from there …. Then, 

I went to ‘dig-in’ further pain points, who are the players? How can I provide value 

to them? It was all about getting that initial exposure for students, to kick-start” 

(GRE5). 

 

The entrepreneurial potentials of GRE1, GRE3, GRE4, GRE5, GRE6 and GRE8 were modified when 

they cultivated new relationships that provided access to previously non-accessible resources. 

Regular reflexivity on evolving activity outcomes and relationships modified the range of feasible 

entrepreneurial aims in relation to one’s evolving self-perceptions. 

 

 

5.11 Validation of Perceptions of Entrepreneurial Self-Efficacy Erosion 

 

Limited or no access to resources and/or relationships degraded one’s perceptions of feasibility (ESE 

erosion). An unfeasible entrepreneurial outcome motivated reflexivity and re-strategizing (GRE6, 

GRE7, GRE8, GRE9). Perceptions of inaccessibility could occur when the context consisting of 
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social and entrepreneurial capital changed. For example, GRE2’s main supplier failed him. GRE7 

moved to another country after graduation.  

 

GRE5 and GRE6 observed very little progress when they ventured into niche industries, causing self-

doubt (ESE erosion). 

“I found very challenging to set those networks. I did not know necessarily who to 

go to, where to find them, how to leverage these people. I did not know where to 

go. Every single turn felt like a mountain, instead of being easier. … I didn’t see 

progress. Everything I tried to do, something for my original idea, ended up feeling like 

this major hurdle to climb. This actually ended up creating more self-doubt in 

myself, although people around me said I should pursue it, ‘It’s a great idea, you can do 

it.’ Because I did not know where to go to, or who to approach, to speak to, it seems 

like this massive thing that I could not undertake. It ended up decreasing self-

belief. I started believing that I could not start something on my own” (GRE6). 

 

After graduation, GRE6 did not further develop her start-up incubated during her MBA. However, 

she became aware of other opportunities within her personal network (relationships).  

“It started very simply. I did a brand proposal for him [anonymized]. That turned 

into one where we designed bags together. From there, a meeting to actually start 

production. Before you know it, this business is happening” (GRE6). 

 

GRE6 and GRE8 validated that they experienced some ESE erosion when there was too much and 

conflicting feedback. This suggested that an overreliance on authentic feedback could hamper 

entrepreneurial activity. These GREs had to maintain their ESE despite hearing conflicting views, 

persevering with their entrepreneurial plans. 

“That was kind of a pro and a con, in the early stages of having many mentors. When 

we went through [anonymized,] we had tons of mentors. You tell one mentor your idea 

who says ‘stupid’. Then you talk to the next one who says, ‘That is the best idea 

ever. You should do that.’ When you are expressing your ideas and receiving different 

feedback from different people, you come to realize that you got to make a decision 

on what's the best thing for your company at the time. You cannot allow someone 

else tell you although they may be extremely experienced. Someone with the same 

experience …, might say something different. You got to take all that feedback and 

realize what is the best thing, in your perspective, to do” (GRE8). 
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Not all GREs faced ESE erosion when faced with challenges. Conspicuously, GRE1, GRE2, GRE3, 

GRE4, GRE5 and GRE8 reported ESE development and emotional stability when they encountered 

challenges in their start-ups.  

 

Some commonalities among the GREs were observed. GRE1 and GRE4 had experienced pre-

enrolment business failures but continued to desire learning more about entrepreneurship. GRE1, 

GRE2, GRE4 and GRE5 possessed prior nascent entrepreneurship experiences whereas GRE3, 

GRE6, GRE7, GRE8 and GRE9 had none. After graduation, all GREs continued and modified their 

start-ups through the continued practice of reflexivity despite setbacks. 

 

 

5.12 Validation of Reflexivity Through Curated Vicarious Learning 

 

Many of the CDs (51 out of 77) curated authentic role models to broaden the range of student 

reflexivity. Role models, guest entrepreneurs and financiers helped GRE1, GRE6, GRE7 and GRE8 

to scope or visualise their entrepreneurial ventures. 

 

The ESE of GRE1 was partially developed by a guest speaker and a day-long field visit with 

interactions with entrepreneurs. He described and validated ESE enhancements derived from the 

curation of these ESE sources. 

“AFM46 created an amazing foundation for the cohort ... on which to operate from. It is 

more like a ‘garden’. AFM46 prepared the ‘soil’ exceptionally well. The guest speakers 

he brought in were the ‘water’. They watered different ‘plants’; for example, 'C' had a 

significant influence in my life. It might have been a different guest speaker that had 

a significant influence in someone else's life. ‘C’, a very successful entrepreneur, 

from an assessor point of view, I saw him coming to ‘prune’ our garden. He would 

say: you need to take this out, take that out. I see the assessor helping you to really 

crystallize and clarify your thinking. Not necessarily your idea but your thinking” 

(GRE1). 

 

GRE1 validated that a dramatic change in his ESE occurred from inspirational guest sharing. A guest 

entrepreneur changed his perceptive on his life aims and reinforced his entrepreneurial intention. 

“In your process of becoming a successful entrepreneur, you are going to have much 

more … not only worldly possessions. It will be a rewarding journey, rather than 

getting your paycheck. Something like COVID will happen and it will take all that 
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security from you overnight. All of a sudden, your company was downsizing and now 

you lost your job. Now what? There was this false sense of security. This was what 

this gentleman did extremely well for me. He chipped through all these false senses 

of security for me” (GRE1). 

 

“Here we have people, from the poorest of the poor, making a decent living. That 

was the first time I realized that it was not about what I can get out of life. It is 

more what can I do for life! Adding to people's well-being and growth in the larger 

context. I was very fortunate to spend the day with people like that, for a long time, 

especially with this lady, to 'understand’. That had an immense impact on me! That 

really kick-started my self-belief!” (GRE1). 

 

The horizons of GRE6, GRE7 and GRE9 (females) indicated that gender relatable role models (VL) 

and advisory-focused coaching enhanced the quality of their reflexivity and hence their ESE (AZM10 

and GRE7, AFM46 and GRE6).  

 

Some CD-Curated role models inspired students (GRE4), while others were perceived as unrelatable 

(GRE3). GRE4 did not find some guest speakers or peer advisory helpful when developing her start-

up. Some curated narratives of entrepreneurship conflicted with GRE6’s self-perceptions of 

entrepreneurship. Sometimes, she disagreed with the views presented by AFM46, who encouraged 

critical thinking. GRE6 was also self-critical through the feedback she received. This reflexivity 

clarified her entrepreneurial self-identity that assisted her in pursuing her own brand of 

entrepreneurship. 

“One lecturer would think your idea is great. You speak to someone else, ‘it was 

horrible’. Suddenly, you have this very polarizing effect on what is happening. If you 

are not self-assured, or you have not gone through your 'rationality' or your why's 

and those inquiries sufficiently, then you start to doubt based on the feedback. 

Whereas with inquiry, you have gone through that level of self-reflection, I find that 

you are more self-assured on what you (are) offering to the world. … 

“When we were told to, we spoke to a lot of people. I did not necessarily agree with 

them. While I'm not a confrontational person, I will reflect on that in my ‘book’ 

(journal). I would question why I felt so differently on this topic than someone else 

would. I would write about these things. Influences. People who influenced me 

greatly and how their impact would impact who I am and my business. I found it 

extremely therapeutic” (GRE6). 
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NAM26 (who referred GRE8) curated speakers who shared their experiences, especially on the 

hardest aspects of entrepreneurship. GRE8 validated that these entrepreneurs, as authentic ESE 

sources, enhanced his entrepreneurial awareness. 

“The biggest learning came from the people we connected with. Actually, talking to 

people. … all kinds of repeat entrepreneurs, those who have done it before and 

funding organizations who can talk about entrepreneurs who have done this before. 

As soon as you start to hear more and more of those stories from people who actually 

'did it’, you realize that these people are guys/girls who had an idea (and) worked 

on it” (GRE8.) 

 

 

 

5.13 Validation of Reflexivity From Curated Authentic Advisory  

 

Authentic advisory is real-life or industry-based feedback or instruction. CDs curated guest advisors 

who provided authentic advisory-focused coaching. Start-ups developed and progressed with 

authentic instruction, advisory and inquiry from practitioners (GRE7 and AZM10, NAM15 and 

GRE9). All GREs validated that they reflected on authentic feedback (advisory) and activity 

outcomes derived from instruction-based actions, and that the reflexivity modified their ESE. 

 

NAM26 required GRE8 and his peers to finalize his start-up prototype as part of his undergraduate 

final-year engineering project. Though business advisors modified his idea during his postgraduate 

program, GRE8 participated in ECA programs (accelerators) to obtain more authentic advice and 

resources to further develop his start-up. GRE3, GRE4 and GRE8 validated that they developed their 

start-ups in their respective programs primarily through advisory and inquiry. 

 

GRE1 validated that feedback from a CD-Curated investor who assessed GRE1’s startup idea 

initiated him to pursue further actions, and his start-up continued to operate after graduation. 

“You can put on paper … a business that works on paper. The practical questions that 

he (anonymized investor) asked on your business model, ‘How are you going to 

finance it, how you are doing to generate income?’ That surpasses what you can 

learn in a textbook” (GRE1).  
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AZM10 encouraged participation in a sponsored business plan competition. GRE7 validated that this 

CD-Curated ECA enhanced ESE through stimulated positivity, advisory and VL from role models. 

“That obviously made me feel, believe in my idea a lot more, motivated me to work 

on it a bit harder. People not from the academic circle were telling me that my idea 

was good. They gave me a lot of input. There were three or four entrepreneurs. 

There were two women, [anonymized] employees but they were having 

entrepreneurial ventures on the side. There were industry experts in this field. 

Presenting to them was very instrumental; not only giving me confidence but also 

helping me think in various different ways. That presentation was being judged. They 

would ask many questions: ‘What would you do if this happens? How have you 

verified that this is possible?’ That really helped guide my path a little bit more” 

(GRE7). 

 

GRE8 obtained self-confidence from curated advisors and mentors which enhanced ESE.  

“You … meet people who have 'done it before', with experience, and say, ‘This is 

kind of what I’m thinking.’ They go, ‘That sounds like a good idea.’ That built a lot 

of self-confidence over time, especially doing this consistently … multiple times 

when they say, ‘this is a good idea.’ Then (also if) you do not have a good idea or they 

do not think it is. When you are challenged in conversations, which is really 

valuable in building self-confidence. (We) ‘field’ present to people from both 

industry and our faculty. … They're asking what's going to happen next with it. That's 

when we started thinking, ‘Okay, maybe we could do something here. Maybe, this 

isn't that crazy’” (GRE8). 

 

GRE6, GRE7 and GRE9 raised concerns that the university environment did not provide sufficient 

authentic advisory-focused coaching. Authentic feedback from guest entrepreneurs endorsed GRE7’s 

start-up concept that motivated her to start-up.  

 

However, after graduation, some GREs experienced negativity (ESE erosion) from industry-based 

testing, outcomes and setbacks. These experiences indicated that the ESE of some GREs altered after 

graduation outside the safe environment of their universities. 

 

GRE6, GRE7 and GRE9 researched how other entrepreneurs fared in their start-ups when they 

encountered setbacks. Reflexivity on activity outcomes assisted GRE5 in his decision to change the 
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industry that his start-up operated in after he market-tested his concept. He resolutely maintained his 

ESE despite the setback. 

“I think it is important as an entrepreneur to be confident during the low times. 

There were definitely times where it seemed more challenging; for example, fund 

raising, financing, 'on-boarding' companies, working with top clients in an industry. It 

has been quite consistent, my level of confidence” (GRE5). 

 

GRE2, GRE6 and GRE9 initially started-up based on CD advisory and inquiry before they 

experienced authentic advisory and inquiry. GRE4 and GRE6 wanted critical, objective and authentic 

feedback to reflect and improve their start-ups. GRE4 sought authentic advice from business mentors 

and from his networks. A desire for authentic feedback occurred as his start-up progressed.  

 

GRE6 desired authentic customer feedback, distinct from academic feedback, to develop a customer-

oriented mindset. GRE2, GRE4, GRE6, GRE5 and GRE7 validated the self-determined learning 

through which they experienced authentic advice when they started up their businesses. 

“Honest authentic real-world feedback and a set of highly self-critical questions 

aided my progression. In my first year, I probably would not be that bothered. But in 

my second and third year, when I was slightly more serious with my business, I would 

relish that feedback. … something that was negative about it so that I could 

improve. I didn't want everyone to say, ‘oh, that's fantastic’ or ‘well done’. I needed 

something where I could go away and work with” (GRE4). 

 

The ESE developed from her EE program that assisted GRE6 to start-up was quickly eroded by 

negativity from setbacks after graduation. After graduation, GRE6 perceived an inaccessibility to 

entrepreneurial and social capital. Her ESE eroded when she perceived a stark difference between the 

classroom and authentic advice from industry. GRE6 gave up developing her initial MBA-incubated 

start-up but eventually found another opportunity, assisted by entrepreneurial awareness developed 

through the practice of entrepreneurship methods and reflexivity. 

“The minute you are out of school, you are now sitting with this idea, and I need to 

execute it. I do not have the ‘safety net’ of my professor, telling me, ‘Oh, great! Carrying 

on doing it.' It was getting up every day, pushing yourself, motivating yourself to 

carry on with this. … You think, ‘Okay I got all this knowledge. I am riding this. It 

was going to happen now.’ And, when it does not happen, it tends to cause doubts to 

creep in and override some of the confidence you felt coming out of an MBA. That 

for me was a hindrance” (GRE6). 
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Contrastingly, GRE1 (GRE6’s senior) executed an entrepreneurial project at his workplace during 

his program, reinforcing his ESE. Before the pandemic lockdowns, GRE1 also experienced a local 

field visit to experience the life and conditions of entrepreneurs and an overseas field visit to 

experience technology-based entrepreneurship. This example indicated that reflections on multiple 

ESE sources were necessary to develop sufficient ESE. 

 

GRE6 could not field-test her concept due to the COVID pandemic. Feedback she received from 

peers were less useful than feedback from her lecturer and industry mentor in developing ESE to 

initiate start-up activities. However, after graduation she needed to change her mindset and seek out 

feedback from customers instead. 

“Now, I got no rubric. You have to get it right by going out, speaking to customers 

and gain market approval of your products. It was very different. … I needed to 

change my mindset, on how things work. Not a grade based on whether the people 

liked it or not. But graded on how I reacted, changed my models to fit what the 

customers wanted me to do for them. (When) my mentor is looking at it, she would 

challenge me based on a real-world perspective. AFM46 would challenge me based 

on both a real-world and (an) academic perspective. ... My peers, whilst they were 

critical, they were less than what AFM46 and my mentor would be because they 

would be your friends” (GRE6).  

 

GRE7 validated that reflexivity on authentic feedback developed a more authentic sense of ESE. 

“We were asked to build a prototype, a working model of our business and 

implement it in the market to see if it was actually working, before you went on to 

scale it up. With my model, I actually went around my community. …. By doing this 

prototype, we got a lot of understanding on how receptive the market was. …. Were 

they happy with it? What they would change, etc. … That really helped with 

believing the idea that you have works. It's not people telling you that they may buy 

it but they’re actually using it” (GRE7). 

 

GRE8 augmented his curriculum-based experiences with more authentic experiences from two 

accelerator programs (ECA), where he obtained additional coaching and financing, while working on 

his start-up as part of NAM26’s EED.  

“From there, our final-year engineering design project, we realized that we wanted to 

take this further; to see whether we could turn this into a business. Up to that time, we 
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were working on it like a business. But none of us thought that we could turn this 

into a real thing. Then we got accepted into an accelerator program [anonymized]. We 

went through that for three months. We basically learnt the ‘other side’ skills. We learnt 

engineering but did not know anything about starting a company, funding, marketing, 

sales. Another accelerator program [anonymized] kept funding coming in. I and [other 

two anonymized founders] did our Masters. Through that Master, we were able to get 

some funding and work specifically on [anonymized start-up] throughout that year 

(GRE8). 

 

 

5.14 Validation of Reflexivity in Self-Determined Learning and Self-Curation 

 

The majority of interviewed CDs implemented self-determined learning into their courses to develop 

their students’ entrepreneurial self-reliance and awareness. This included field research, customer 

validation of their prototypes, and field projects. Self-determined learning (Section 6.3.3) included 

reflection on experiences from self-initiated activities and on Self-Curated ESE sources. This type of 

learning was assisted by inquiry-focused coaching.  

 

GRE3 and GRE4 validated EUM58’s EED. GRE4 became aware of his potential blind spots and risks 

(“what could go wrong”) through developing contingency plans, reflecting and troubleshooting. 

“In the first year, the coach will more or less run the coaching session. In the second 

year, they are 'kind of be part’ of coaching session, but you run it yourself, the team 

runs it themselves. In the third year, they more or less sit back and listen and input 

when needed.  

“(In) a first-year session, it will be well-organized. The coach would have a lot to say. 

They would literally be running the session. In the second year, the teams plan their 

own sessions, decide on where they need to improve. Perhaps someone would come 

up with a business idea and say, ‘I would like to have ten minutes of the team's time’. 

Then, we locate to the whiteboard and plan the session. The coach will be part of 

that discussion. It would more or less be a ‘sit back' session. Perhaps they were asked 

a question … ‘What's your direction?’ … give you something to think about. It was 

interesting to see the gradual process of stepping back. By the time you finish 

university, you are doing the course and sessions, more or less, on your own. They 

are there, in case you want to ask them something. The level of responsibility increases, 

year-on-year” (GRE4). 
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CD-Curated business coaches supplemented GRE4’s Self-Curated domain experts (ESE sources).  

“If we wanted our coach to prepare us something specific, she would. A specific talk 

on how to do accounts or relationship marketing where she could provide examples 

from her background. She would do it, if she thought it was relevant, as per our request. 

… Networks within the same industry that I could pick-up most of the 'stuff' from. 

… for 30 or 40 minutes, the information you pick up from that, is amazing. I found 

they were even more motivational than the people that have come into university. Seeing 

something from the same industry was a lot more beneficial. I went for a chat with 

[anonymized.] She actually ended up investing in my business” (GRE4).  

 

Self-determined learning required GREs to be autonomous learners. As an example, AZM10 trained 

GRE7 primarily through inquiry-focused coaching. GRE7 researched, explored solutions through 

marketing research, prototyping and ‘structured’ reflection.  

“Every month, I would tell her what the feedback I was receiving was. She would 

encourage me, question and challenge what I was doing and expect me to navigate 

those things by myself. I think that is the best way of doing it because, right now when 

I’m working on my own business, I don’t have someone who will sit with me, to tell 

me if this is correct or not. But having someone challenge my thinking, has 

encouraged me to do it myself. Every time I do something, ‘Okay, can I do it 

differently? Is there another way to do it? Who are the people I can get to help 

me?’” (GRE7). 

 

AZM3 and AZM10 required GRE5 and GRE7 respectively to participate in a continuous process of 

trying, delivering solutions and reflecting on outcomes. This pedagogical design enhanced ESE.  

“Stepping out of my comfort zone, networking or meeting prospect clients, when I 

started. It developed in a 'cycle’, to be able to present, to pitch, to close though I was 

a young student, and after 'closing' successfully, is what builds a level of confidence. 

The more clients and the bigger the clients that I closed, helped to reinforce my 

self-confidence in sales, pitching” (GRE5). 
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5.15 Validation of Pedagogical Designs for Self-Authentic Entrepreneurship 

 

Self-Authentic entrepreneurship found to be the pursuit of personally meaningful entrepreneurial 

activities, guided by one's Internal Entrepreneurial Awareness (IEA). Pedagogies such as field 

projects and ECAs facilitated Self-Authentic activities for students to experience entrepreneurship, 

reflect on outcomes and build ESE.  

 

GRE5 validated that he reinforced his ESE through ECAs, learning-by-doing while he concurrently 

developed his technical skills. 

“I developed e-commerce for them, websites, etc. From smaller projects, I slowly built 

up. That was when I realized that was the way for me to really learn programming. To 

get paid while I learnt. That was important for me. The skills that I picked up, a lot of 

it came from efforts that are beyond classroom. That allowed me to develop my skills 

definitely for my business even faster and ahead of my peers.  

“I knew that entrepreneurship or business had to take place outside of school. 

Whatever I was learning in school, it was very hard for me to actually visualise it 

and see how it tied in with the current market. I would just skip the class. I would 

attend business networking events. I remember once when the CEO of IBM came to 

give a talk. The skills which are directly correlated with the self-confidence has 

definitely empowered me forward” (GRE5). 

 

EEDs helping students to face real-world situations included self-study of the experiences of 

entrepreneurs, VL and applied lectures teaching business methods such as BMC that led to reflexivity 

and ESE (confidence) development. GRE2 applied the methods he learnt and feedback from 

academia and industry experts. He minimized the negativities of uncertainty by accepting failure as 

an aspect of entrepreneurship.  

“I had a lot of insecurity and uncertainty, that is still there. But once you accept that 

you can fail, once you know you want to ‘become’, you know that was part of 

journey. … In order to minimize that uncertainty, having a tool that helps you to 

ensure that you thought about everything. You have a business degree. That gave me 

the confidence. The feedback you received from professors. Your scores are 

positive that shows you know something about business, plus what I have read, 

plus the support from my family, my wife, were the keys to feel confidence that I 

can go, I can do this” (GRE2). 
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Pedagogies that taught students to cope with setbacks and failures included one-on-one discussions, 

reflective mentoring, applied theatre, applied lectures that taught failure and emotion management, 

and reflective journals. Real-life failure motivated reflections that led to strategic “rethinking” 

(GRE2, GRE6, GRE9), business model improvements (GRE3, GRE4) and/or drastic changes or 

“pivots” (GRE1, GRE5, GRE6, GRE7, GRE8). Each GRE had his/her own coping mechanism for 

setbacks. GRE1 shared: 

“Always be cognizant of the fact that you have to acknowledge failure and move on 

fairly quickly from that” (GRE1). 

 

External Entrepreneurial Awareness (EEA - a cognizance of accessible collaborations and resources) 

assisted student Self-Curation of start-up resources (funds and/or relationships). Self-Curated 

entrepreneurial collaborations assisted in achieving entrepreneurial aims of GRE4, GRE6, GRE7, 

GRE8 and GRE9. GRE2, GRE4, GRE5 and GRE6 desired more industry-based critical feedback on 

whether their concept was feasible or not. These GREs Self-Curated and experienced authentic advice 

and Self-Authentic entrepreneurship that developed a more accurate sense of ESE. 

 

Pedagogies and CDs that developed the habit of reflexivity assisted their graduates to cope with real-

world authentic situations after graduation, where they continued to develop their entrepreneurial 

awareness and ESE. While acknowledging that ESE developed from her EE program, GRE6 

discovered her “biggest driver” was positive authentic outcomes. Experiences of progress in the real-

world enhanced ESE. 

“It is getting traction and actually seeing it happen as opposed to everyone around 

telling you that they believed in you. It was great to surround yourself with people 

that believe in you. But at the end of the day, if you do not believe in yourself, it was 

a lot harder to get things done. We actually do it. Go through the learning. Pay the 

'school fees' and get the lessons. That is the main thing that gives you the confidence 

to carry on, in my experience” (GRE6).  

 

During EE courses/programs, students experienced peer and coaching support and encouragement. 

However, after graduation, graduates ultimately had to rely on themselves and their own ESE to 

persevere through the setbacks. ESE became extremely significant when the graduates no longer had 

their peers and coaches for guidance and support. 

“You know you got help. You got a network, a safety net. Whereas when you go out 

and actually have to make this thing work. It was very different. You do not have a 

lecturer that you can phone up saying: I need this. I don't know where I'm going. Yes, 
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you can but it was not the same, not at that level of dexterity or coddling when you 

are in the program. While I felt they tried to do it, and you get that experience, you 

will never fully engage with it until you do it yourself in the real-world … 

“You are always looking for that extra validation as well. ... Going ‘out’, I realized 

that I was seeking that. Much of confidence came from the validation I would obtain 

from my supervisor, lecturer or my peers” (GRE6). 

 

Authentic pedagogies were effective in giving students a glimpse of real-life entrepreneurship, but 

Self-Authentic start-up experiences were necessary to facilitate more accurate and personalised 

entrepreneurial awareness, that led to the development of ESE.  

“By making us interact with customers, bringing in people who shared their 

experience of this big bad world of entrepreneurship. I feel that whilst you get a 

glimpse of that you can never experience this big bad world until you experience it 

yourself. At the end, you’re still in this cocoon that is the comfort of an 

entrepreneurship course. … You can teach me how to open, own and run a 

business, but I will only fully understand this once I have experienced it myself” 

(GRE6). 

 

GRE6 validated that she applied a relatively wide range of entrepreneurship methods to fulfil 

academic requirements. She was taught to handle all aspects of entrepreneurship independently. After 

graduation she continued to “believe that I had to be involved in everything”. However, she only 

realised later that in real-life, some entrepreneurial tasks could be outsourced to others. 

“Initially, when I got others in, I was very apprehensive, because I (was) continuously 

carrying this narrative with me that to be entrepreneur, you need to struggle, you 

must be able to bootstrap. That narrative continued to some extent in school. They 

say, ‘You need to do all of this, the branding, marketing, the proposal and put the 

finances together. It is your work. You can do it.’ Because entrepreneurs cannot 

afford to hire others to do their things. That narrative gets pushed a lot. It took a very 

long time to relinquish control.” (GRE6). 

 

Courses often shielded students from the true extent of negative aspects of entrepreneurship by 

providing them with a safe environment where they did not feel the real loss of control and finances. 

Negativities from authentic outcomes clarified the true state of one’s ESE. GRE7 compared her 

setbacks during her prototyping phase during her year-long mentoring program with her ESE erosion 
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after graduation, when she encountered real-life setbacks. The negativities from the setbacks were 

not experienced during the EE. 

“That environment was still a safe place. But in the real world, having worked on 

my business for a year now, … many times there were questions. You were investing 

real money. … There are factors that we cannot control that influence the success of the 

business. This can feel de-motivating at times. The emotions can play a big role, in 

real-time businesses.  

“I am not confident anymore. … ‘I am going to implement it and ... make a profit’. 

That often does not happen. There are lots of ups and downs. During the program, we 

were very shielded from real-life emotions. … it was a very safe environment. You 

are just developing your business plan. You are not losing any money on it. It was 

more about testing the feasibility of your idea without losing much. You still a 

student. You have that safety net of, ‘If this doesn’t work, it was just a project’” 

(GRE7). 

 

Knowledge from multiple pedagogies learnt from courses gave the GREs a start, and they 

subsequently had to learn to apply it in the real world. GRE1 highlighted the importance of building 

a support structure for encouragement (to maintain ESE) as GREs could end up feeling lonely. 

“A combination from my first venture, the lessons that I learnt there, the university 

of hard knocks in life. Then, there is the tertiary formal qualifications. I know all 

these things. It was a matter of applying it. Then it's about just buckling down and 

getting it done.  

“But before you do that, you need to build a support around you. Because, like you 

know, it becomes very lonely, very quickly. You make sure you have the necessary 

support. It's not simply your family members but the people you meet along your 

entrepreneurial journey, people you get to know through your own networks can 

help you on that journey, when (the days) you are down, when it's tough. They say, 

'Hey, look how far you have come. You've not come this far, only to come this far. 

There's more to it than where you are at’” (GRE1).  

 

ESE developed from GRE6’s course was insufficient when confronted with the realities of authentic 

entrepreneurship. 

“There was nobody standing on the side, looking at every piece of work you submit and 

say ‘yes’, ‘no’, ‘change it’. There were only so many times you go to friends and family 

to 'bounce off' an idea. I cannot say it was false confidence because it was not. I had 
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the structures and resources, everything behind me. I wish they had let me fail 

more and not necessarily giving me the feedback that I wanted, or feedback at 

every turn. Let me struggle a bit more so at the end, I was not so dependent on 

that” (GRE6). 

 

ECAs were self-initiated or encouraged by CDs (EUM20, EUM53, EUM59, OCM49). Before he 

enrolled in his degree, GRE2 volunteered in a start-up incubator.  

“What Harvard incubator has given me (is) the confidence to see people driven to 

‘go for it’. ‘I believe in my idea, and I can do this.’ I thought, ‘If that person can 

do that, I can do that!’ Their ideas were not as exciting as mine. Their views were not 

necessarily ground-breaking. It was all about drive, passion. I learnt from a lot 

various people (experts, entrepreneurship professors), who worked with venture 

capitalists, advisors to start-up businesses. … it was the entrepreneurial 

environment that has convinced me, ‘Hey, you can do this’” (GRE2). 

 

GRE2 validated that he developed ESE through a community providing entrepreneurship knowledge 

(instruction), and from his course, self-study, ECA and authentic advice. He initiated his start-up 

immediately after a BMC course with OCM52. 

“This first project had low risk, low returns. But I wanted to fail. What I read in all 

those books, the recurring theme is, ‘Go for it, go fail and learn.’ That was the insight 

I learnt and gave me the confidence to first, get a degree. Make sure I understand 

accounting, statistics, strategic thinking, operations, supply chain management. I 

understand those things before I do an educated guess with my business. My papers 

(courses) all of them were very practical. That paper (capstone course) gave me the 

confidence to talk in front of people and share my ideas. It was a community that 

gave you social persuasion, ‘Here is how to do, you can do it, go and do it’” (GRE2). 

 

 

5.16 Peers as Catalysts and Entrepreneurial Self-Efficacy Sources 

 

Pedagogies that enabled vicarious learning (VL) enabled peer-enhanced ESE and catalysts, through 

friendships, the sharing of ideas, group discussions, planning and reflecting on the solutions of others, 

and peer pressure to start-up. VL from seniors also enhanced ESE. Peers and seniors were effective 

catalysts of entrepreneurial action as they were perceived as relatable role models who demonstrated 

that entrepreneurship was achievable. 
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GRE4 was inspired by a senior in the same program who shared how much he raised in a single event. 

He reflected that if his senior could do something impressive, he could also develop his start-up. 

GRE8 decided to implement his start-up idea when his roommate, a senior in the same program, 

started-up. GRE3 decided to start-up his own business after helping his classmate to raise funds for 

his business. GRE3 shared: 

“In the short term, the course was absolutely amazing for actually pushing me into 

business. By the third year, many students including myself were debating leaving the 

degree, to focus entirely on our businesses. But one of the things that kept us back was 

the support network that we built and was the reflection.  

“That incubator I mentioned, that's part of my 'new' support network. Although it is 

fantastic, I cannot compare it to the support network we had on the program. We're 

friends for life! The reason why I think that reflection and coaching that was solving 

problems was lesser for my program, was simply how much we cared about each other. 

We wanted to see each other succeed …we were all extremely 'relevant’, in the same 

space, the same 'periods' of our businesses. Hence, it was the most relevant experience, 

learning and reflection we could get. …. 

“I was the first person to actually do something, do a business. That started off a kind 

of catalyst. I came to the coaching sessions and said, ‘I've done this, this and this’; 

and told people specifically what skills I developed, my experiences. I have now 

‘switched’ everybody from ‘I'm going to party’ (to) suddenly, 'Oh s***, he's done a 

business. Maybe I should do something now!' Instantly, people started, attempted to 

develop their businesses” (GRE3).  

 

GRE9 perceived that if “someone running a successful business was in this seat”, she could also 

succeed as an entrepreneur. Similar to GRE3 and GRE9, GRE8 validated role modelling and catalysts 

of entrepreneurial activity: 

“One thing really valuable in education, personally, has been talking to people you 

can relate to. Seeing people who literally went through the program we were going 

through, and two years later actually have a company and have raised money and 

more, is so valuable. You go, ‘This is possible!’” (GRE8).  

 

Students with entrepreneurial achievements inspired other students to initiate entrepreneurship. 

Relatable role models enhanced ESE and were catalysts. 

“He [anonymized] knew he wanted to start a company when he got into university. 

It was people that you perceive as close to your age, ‘doing’ things. That was probably 



127 

 

a very big ‘driver’ or impact that pushed me to want to do that as well. He was only 

one year ahead of me in terms of raising funds and going through [anonymized 

program] and creating patents. …  

“We were always talking about different ideas, ideating. I never even thought about 

starting a company at all, until I started talking with him, getting this into my mind, 

‘It is possible.’ … It was people that you perceive as close to your age, doing things. 

I was talking to him the whole time, saying, 'Wow! It would be so cool to do this next 

year’” (GRE8).  

 

Peers assisted each other in developing ESE through VL, gaining inspiration, positivity and 

perseverance by observing peers, actual entrepreneurs and reading real-life cases. Students also 

assisted each other in activity-reflection based on entrepreneurship theory (methods). Authentic, 

theoretical and moderated ESE sources facilitated ESE development. GRE2 and GRE3 validated ESE 

development through motivating and inspiring peer interaction (catalysts). 

“If (you) saw yourself as those people, you don't feel alone. There are many people 

trying to do something. I admired their will or ‘route’ to try, rather than accept 

any job they get. When you see them around you, it was motivating. It was 

entrepreneurship. You read or see other businesses trying. You see them fail. They 

go learn and then try again. Sometimes, I talk to them. I say, ‘Okay, it's worth the 

journey’” (GRE2).  

 

“In the third year, … all had a proper go at our businesses. It got to the point where 

we are now trading quite a bit. We are bumping into all these new problems of start-

up. We were talking about them and reflecting. We did use all these psychological 

(methods) … the fishbowl model and entrepreneurial role models, different coaching 

dynamics, different ways of reflecting. It would always end up with some sort of deep 

emotional conversation which isn't necessarily related to business, but really helped us 

as business owners, as entrepreneurs …  

“Rather than bringing someone ‘old’ to talk about the 'new’, get some people who are 

relevant who are making friends with that cohort, to talk about what they have 

done or what they have experienced and how they found their passion” (GRE3). 

 

Team discussions facilitated the sharing and reflections of the experiences of peers and VL. 

“For every coaching session, we have a 15-minute check-in. We say, essentially, 

‘What we have done? What went well? What went bad?’ And the 15-minute check-
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out is ‘What we have learnt? What would we do for next time?’ And in-between it 

was someone having their own presentation, talking about what they have achieved, 

‘What we have learnt from it? What went wrong or bad?’ It would be the whole 

group. Essentially, each one having their turn, reflecting at a deeper level on their 

business” (GRE3). 

 

GRE6 validated that collaborative achievements and group assignments fostered ESE: “I do not think 

it erodes self-belief. It definitely fosters because you have seen something grow. You see the fruits 

of your work. You start realizing that a lot more can be achieved than just doing it on my own.” 

However, GRE6 also observed that peer feedback was not as significant as CD feedback or Self-

Authentic experiences derived from the progress of one’s start-up. AFM46 observed that GRE6 and 

her peers wanted his validation and “permission to be entrepreneurs”.  

 

GRE1 validated that he benefitted from a monthly support group organised by AFM46 where he and 

his peers learnt vicariously from nascent entrepreneurs. 

“We get opportunities to engage with people from our class and new entrepreneurial 

students, with ‘new’ entrepreneurs explaining their business- how they landed in the 

new entrepreneurial world. For me in my current context, that's a very nice support 

structure. Whenever you battle with something or maybe you doubt your ability, just to 

see that there are other people going through exactly what you were going through. 

So, just buckle down and get it done and look at opportunities” (GRE1). 

 

 

5.17 Summary of Data Analysis 

 

Thematic analyses of the data, using the transcripts of interviews with the pilot CDs, main CDs and 

GRE participants, developed themes that validated known ESE sources as well as new sources of 

ESE.  

 

The known ESE sources included VL and social persuasion (advisory) that were reflected on by 

students. The new sources of ESE were identified as Internal and External Entrepreneurial Awareness 

(IEA and EEA). 

 

Role-transitioning between educator roles was important in enabling action and reflection that 

developed ESE. Reflexivity on ESE sources was observed in many of the learning experiences, and 
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validated by GREs. Pedagogies that enabled reflexivity developed ESE and assisted GREs to cope 

with real-world situations after graduation. Reflexivity on authentic industry feedback developed a 

more authentic sense of ESE. 

 

ESE sources were curated by CDs and GREs and these facilitated VL and catalysed entrepreneurial 

activity. Relatable role models were more effective as sources of VL and catalysts. The following 

four chapters detail the thematic analyses guided by the four research foci. 
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6 RESEARCH FOCUS ONE ANALYSIS: PRACTICALITY 

 

Research focus one stated that EEDs with more Practicality develop more ESE than those with lesser 

Practicality. The classification of courses according to their levels of Practicality (more active “hands-

on” learning experiences or more passive theoretical learning) required the examination of the types 

of learning actions and CD roles. Themes (data interpretations) related to ESE development and 

Practicality were derived from horizons and codes related to learning actions and CD roles. 

 

This chapter explains the theme developments guided by research focus one. It explains how themes 

were developed from horizons (significant words or phrases) related to Practicality. The horizons (in 

bold text) from the participants’ interview data (quotes) were used in thematic analysis to present 

their perspectives faithfully.  

 

 

6.1 Cognitive and Executional Learning Actions 

 

The horizons related to the learning actions and pedagogies by CDs were firstly identified. Pedagogies 

usually involved a combination of cognitive (lower Practicality) and executional (higher Practicality) 

learning actions. Learning actions included “synthesis” (EUM23), construction of the “structure of 

knowledge” (AZM9), reflection, and proposals with justification (OCP20). The analysis, evaluation 

and synthesis of concepts, data, knowledge with one’s ‘lived’ experiences led to reflexivity that 

enhanced or eroded ESE. The synthesis of prior reflections with current conditions helped to identify 

opportunities (EUM23). 

 

Students of OCP2 “reflected on key but unexpected learning moments a la Jason Cope’s critical 

incidents learning. They then integrate current experiences with prior reflection”. AZM9 shared: 

“Higher order thinking is demonstrated in the student’s narrative, analysis, synthesis 

and evaluation. Content should demonstrate ability to apply the knowledge [to] 

address relatively complex questions with some elaboration …. Students present 

the facts, process knowledge, ensure integration and that explanations are 

justifiable” (AZM9). 

 

Like AZM9, AFM18 required synthesis of the BMC components into a report and presentation. 

“Synthesis involved analyses; evaluate and synthesis of different perspectives” (NAM15). In 

students’ business plan and presentation, AZM7 required that: 
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“They identify the problem. They identify the solution, do value proposition, 

competition, ‘needs’ gap, opportunity identification plan. Now, you have to develop the 

marketing, operational, and financial plans. These topics I do in the case studies. Now, 

they have to synthesise everything. Now, it is not about the pieces, but it has to flow 

as one unit” (AZM7). 

 

“Their report is more than the presentation, role-playing or storytelling …, the strategy 

on how all the elements of their BMC related or interact with one another 

coherently. … Students have to think more about linking up channels with 

operations, which links to the pro-forma financial Excel spreadsheet, and all these 

have to link back to the characteristics of the customer segment” (NAM19). 

 

A critical cognitive action was interpretation, the generation of perceptions or awareness. Knowledge 

was created from integrating interpretation of contextual data with personal reflections. Students 

derived experiences from “questions (that) helped them reflect” (NAM2), interpreted and presented 

“what it means” (AZM14) “for their own practice” (EUM12).  

“Pitching is not to go out to check the facts but is how to present the facts. In presenting, 

one has to further process knowledge, ensure integration (and) explanations are 

justifiable. Presenting is a way to structure their knowledge. … Lectures only provide 

external stimulus for students. … Educators do not bank in the knowledge to our 

students but help create their own knowledge; how to interpret data. What are the 

recent ways things have been? In pitching, they process data (that) helps them absorb 

or digest what it means to perform market research or decision analysis” (AZM9).  

 

Cognitive pedagogies involved reflective discussions, and evaluation and interpretations of market 

data. 

“I do not want them to just gather information. I also want them to interpret what it 

means. The person they interviewed gave them so much information that you have to 

be the one structuring it. It is important for them to decipher and discern what does 

it mean. How does this ‘fall’ into the feasibility project?” (AZM14). 

 

 

Interpretation required practicing reflections using questions and different perspectives.  

“The final assessment of this course is a reflective journal to record their ‘earned’ 

experiences. You learn from experience. But unless you work at learning from 
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experience … it is not like taking a vitamin, you got to work at it. I provide them with 

eight questions to help them reflect on their assignment” (NAM2).  

 

Cognitive pedagogies enabled reflexivity, which generated perceptions of entrepreneurship 

either enhanced or eroded ESE. 

“The way they reflect is: what entrepreneurial opportunity did you learn from, or 

find insightful. They have reflected on the theoretical aspects. … They are more 

valuable because they either increase confidence or shatter it. They are both okay in 

my opinion. What is the point of completing any course and not having any change 

in one’s opinions? It is ‘now, I know that I can do it!’ or feel that the challenge is so 

challenging that it is not worth doing entrepreneurship” (EUM56). 

 

Consistent reflections on outcomes and feedback from CDs and peers (advisors), guided 

improvements and ESE. Students developed resilience to persevere, with or without instructions, 

which enhanced the creativity types of ESE. 

 

NAM32 explained the benefits of structured reflection based on activity outcomes and peer feedback:  

“They learnt more about themselves and entrepreneurship in those three weeks than 

they do in four years in university. Partly because every day, they have to do a 

reflection journal. Partly because every other day, they have to do ‘circle time’ where 

they have to share their insights and reflections with other people and give feedback 

to each other. Partly because, they have to pitch and get feedback from the class every 

day. So, they have to learn that resilience and pivoting components.  

“Here is the formula. You go and do it, and then we come back and talk about how 

we going to criticise, dissect the model. The ones that do the Hackathons, will have 

achieved many of those learning thresholds, especially because the way we grade them 

participating in that Hackathon, by telling them they have to complete a reflection: 

what surprised them, what did they learn, what … to do differently next time?” 

(NAM32). 

 

 

Experiential EEDs involved both cognitive and executional pedagogies and facilitated reflection on 

activity outcomes. 

“The journal is on activities throughout the course. They (students) are action-based. A 

bunch of tools, which they have to use in action. It is reflection on action taken, 
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Donald Schon type of reflection. About 33 to 40% of reflection are group actions. 

They actually interview and observe within the cohort … watch or hear back 

interesting findings to reflect or reconceptualise” (OCM47). 

 

Executional and cognitive pedagogies that involved creating, solving, practicing and reflecting 

developed creative self-efficacy (CSE). Activities that countered students’ barriers to creativity were 

organised by CDs such as AZM10, AFM46 and EUM42. They included “What is Stopping You?” 

(NAM30) and “Get Out of Your Own Way” activities (NAM32). 

“I use an exercise to show them, to stop thinking like a specific person (a vet, a 

captain ...) because it makes you myopic. That is pretty much what I teach them. It works 

because at the end of semester, I see them be more creative” (NAM36).  

 

CSE, a form of ESE, was developed through reflection on creative outcomes. NAM43 believed his 

students became more creative in two ways: 

“Firstly, they think and are convinced that they are more creative via the experiences 

from the activities. Secondly, (they) learnt ways to use the ‘toolbox’ better and hence 

create more creative outputs. With each iteration, the creativity doubles from the 

preceding one. At the end, they produce things where they have no idea where it came 

from” (NAM43). 

 

 

6.2 Role-Transitioning Between Educator Types and Roles 

 

The EE literature showed that ESE sources were CDs, guest speakers, assessors, mentors and peers 

(classmates). Construct splitting (Fisher and Aguinis 2017) categorised the educators into seven 

educator types that utilised three educator roles: instructor, advisor and inquirer.  

 

Table 6.1 highlights the theme development of educator roles and types using CDs’ horizon data. 

Regardless of course content and learning context, transitioning between educator types and roles 

enabled cognitive-executional, activity-reflexivity recursive learning. 
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Table 6.1: Theme Development of Educator Roles and Types 

Horizons Educator Roles (Themes) Educator Types 

(Themes of Themes). 

Expert, lecturer, “sports coach” 

(NAM30), screenplay (‘script 

writer’), ‘gardener’ (GRE1). 

Instructor providing how-to-

perform instructions, how to 

apply entrepreneurship methods 

(executional) and reflexivity 

(cognitive actions) 

Educator types were 

generated from the role-

transitioning between 

educator roles. 

Academic Mentor (AZM3). 

Counsellor (AZM10).  

Tutor (OCP10). 

Process Mentor (NAM37).  

Director (NAM41), supervisor, 

expedition guide (SAM29), 

discussion facilitator 

Inquirer performing inquiry, 

asking reflexive questions. 

Editor, assessor, ‘pruner’ (GRE1). Advisor providing advice, 

feedback or critiques delivered 

sensitively (OCM1, EUM42). 
Inspirer, ‘empowering’ team-

builder (EUM31), ‘influencer’ 

(GRE1). Catalyst (GRE3 and 

GRE5) 

Industry liaison, museum guide, 

movie producer (AZM54) 

Curator of additional learning resources and ESE sources (roles) 

(NAM45) to supplement educator types and roles. 

 

 

Instructors required students to perform executional actions (higher Practicality). Inquirers 

questioned students, facilitating reflexivity (lower Practicality). Advisors provided feedback for 

students to reflect on (either lower or higher Practicality, depending on context). Students learnt how 

to perform entrepreneurship through instruction, received guidance through inquiry (questioning), 

and obtained assessment and feedback through advisors.  

 

Transitioning between educator types and roles enabled the iterative process of action and reflection. 

During the researcher’s data analysis, more pedagogical emphasis on a specific educator role was 

indicated when a role identifier appeared more times than other roles within the transcript.  

 

From the thematic analysis of the main and pilot study data, CDs and/or their teams of educators 

imparted instructions, questioned (inquired) and provided feedback (advisory) with varying degrees 

of emphasis.  

 

Table 6.2 highlights the interviewed CDs’ (and/or their team of educators’) seven educator types 

involved in the transition between instruction, inquiry and advisory roles. 
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Table 6.2: Participants’ Educator Types and Roles 

Educator (CD) Types Concise Thematic Descriptions of 

Educator Roles 

From Participants 

Coaching Ternary 

 

“Coach” in this research refers to all 

educator types and roles that coach students 

using instruction, inquiry and advisory. 

Coaching ternary is an educator type with 

approximately equal emphasis or 

association among instruction, inquiry and 

advisory Figure 6.1 

OCP4, OCP10, OCP16, 

AZM1, NAM19, NAM28, 

NAM32, NAM48, EUM4, 

EUM20, EUM55. 

Instructor (Lecturer) 

“Sports Coach” 

(NAM28, NAM30), 

“Director” (NAM41) 

Figure 6.2 

Predominantly lectures on application of 

theory and methods (instruction), also 

facilitates discussions, questions (inquiry) 

and provides feedback.  

OCP3, OCP18, OCM33, 

AZM14, NAM15, NAM30, 

NAM41, EUM24, EUM42, 

AFM18, SAM29. 

Counsellor (AZM10), 

“Teacher” (EUM57) 

Figure 6.3 

Predominantly asking questions (inquiry-

based coaching), supported by some initial 

instruction and advisory, facilitating 

reflexivity on self and emotions, reflective 

discussions on outcomes to gain insight. 

OCP7, OCP13, OCP20, 

OCM1, OCM17, OCM52, 

AZM10, AZM11, NAM2, 

NAM16, NAM26, NAM36, 

AFM46, EUM12, EUM23, 

EUM31, EUM38, EUM53, 

EUM57, EUM58. 

Advisor  

Figure 6.4 

Assessing mastery and providing feedback 

(advisory based on outcomes from 

executional actions), supported by 

instruction and inquiry. 

OCP2, OCP5, OCP6, OCP8, 

OCP15, OCM47, AZM7, 

AZM9, AZM21, AZM54, 

NAM43, NAM45, EUM27, 

EUM59, SAM40. 

“Academic Mentor” 

(AZM3) 

Figure 7.1 

Similar to counselling. Mainly mentoring, 

advisory by practitioners. Relatively equal 

emphasis on instruction and inquiry. 

OCM8, OCM52, AZM3, 

AZM5, AZM34.  

“Process Mentor” 

 (NAM37) 

Figure 7.2 

Relatively equal emphasis on instruction 

and advisory, with little or no inquiry. Like 

instructors and those conducting 

masterclasses for the more experienced. 

OCP4, OCP12, OCP14, 

OCP17, OCP19, OCM25, 

OCM49, AZM6, AZM13, 

AZM22, AZM35, NAM37, 

NAM51, EUM44, EUM56, 

AFM39, AFM50. 

“Tutor” 

(OCP10, AZM21) 

Figure 7.3 

Guiding students to self-study and perform 

entrepreneurial tasks autonomously. 

Primarily asking questions and providing 

feedback. 

OCP10, AZM21, OCM1, 

EUM58. 
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Transitioning between instructor and inquirer enabled recursive relationships between executional 

and cognitive actions, the practice of theory application, execution of instructions, and subsequent 

reflection on outcomes, performance and emotions. Reflexivity was subsequent to action that 

generated further actions and reflexivity. 

 

NAM37 coined “Process Mentors” to describe the recursive between instructor and advisor. 

“Academic Mentors” coached and shared their industry experiences (AZM3). “Counsellors” 

(OCM1, EUM58) and “tutors” (OCP10 and AZM21) provided relatively lesser instruction than other 

educator types.  

 

Coaches and mentors utilised instruction, inquiry, advisory and their industry experience, but not 

necessarily their entrepreneurship experience (AZM3, AZM10, NAM37 and NAM48).  

 

A coaching ‘ternary’ (Figure 6.1) had an approximately equal focus on instruction, inquiry and 

advisory. A ternary is an approximately equal association among the three components. All 

pedagogical combinations were indicated with plus (‘+’) signs. 

 

 

 

 
 

FLG: Focus Learning Group 

Selection of Pedagogical Combinations 

AZM3 (fully online): Executional + Cognitive- FLG 

(debate) + reflective discussion. Executional- Field 

research + business planning.  Cognitive- Applied 

lecture, analysis paper, dialogue. 

EUM4 (fully online): Executional + Cognitive- FLG 

(debate) + reflective discussion. Cognitive- theory 

lecture. Executional- Simulation. Field-researched plan. 

FLG (debate) + ‘Live’ in-depth case.  

NAM19: Executional + Cognitive- FLG (debate) + 

reflective discussion, online journal (reflexivity). 

Cognitive- applied lecture. Executional: Business 

planning + field report + pitch; experiments + FLG 

(conceptual). Field research + FLG (debate). 

EUM20: Executional- business planning, pitch, field 

project. Cognitive- theory lecture, dialogue “think about 

this” from guest speakers. 

Figure 6.1: Pedagogical Combinations- Coaching Ternary 

 

 

Coaching Ternary

Instruction Inquiry Advisory
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6.3 Role-Transitioning in Entrepreneurship Education Designs 

 

This section highlights the theme of role-transitioning, previously unidentified in EE literature. 

Although distinct roles were identified in previous studies (Section 2.4.5), the mechanism of role-

transitioning was not highlighted or investigated. In this research, role-transitioning enabled recursive 

activity between lower and higher Practicality pedagogies. Reflexivity on actions taken produced 

further action that effected further reflexivity. Educator types and roles (Table 6.2 in Section 6.2) 

determined the learning actions by students. 

 

Role-transitioning enabled the iterative process of “forwards and backwards” between action and 

reflection. OCP4 required journals, the students’ written comments on their own learning, 

entrepreneurial attributes and experiences. During reflection, students cognitively integrated theories 

from previous and current courses, combining concepts (“tools”) to create meritorious arguments. 

 

Activity outcomes from executional actions (experiences) were derived from “experiments” 

(NAM32), market testing and business concept iterations. Instructors transitioned to inquirers to 

facilitate reflexivity (cognitive actions). Students had to “decide what actions to take, and what 

data to reflect on” (AZM11). AFM46 required a reflection portfolio after 12 months of mentoring. 

 

EUM42 utilised an activity-reflexivity recursive learning: 

“Collect all your experiences from that period, place them in your journal, in whatever 

form you want, images, drawing, photos, narratives, and that becomes the raw ‘basis’. 

At the end of that week, you make a sort of reflective comments around all of that. 

… Then in red, like in a scrapbook, write ‘I missed this ... I did not realize that it was 

important’. It is an iterative process. Move forwards, then back, forward, back, 

forward, back, all the way through. That becomes a rich valuable learning tool which 

you could use again, again and again. … you had an idea but you changed that idea 

to something else, and it was not working out by week three. You can go back to the 

idea and ‘take this in’. That would be the perfect journal” (EUM42). 

 

CDs and/or their team of educators changed roles within a teaching session or course. Instructor 

transitioned to tutor and subsequently to counsellor (AZM54). Transitioning between roles, recursive 

‘backwards and forwards’ activities, depended on the progress, “evolution” or “maturing” of students 

(AZM21), the technical difficulty of the projects (SAM29) or student needs. Lecturing (instruction) 

proceeded to workshops where feedback (advisory) was provided, then back to lecturing (OCP12). 
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Discussions facilitated peer VL and stimulated emotions. Coaching provided feedback and 

instruction.  

 

Role-transitioning between instructor and mentor facilitated learning experiences, which coached and 

developed ESE. 

“I see myself as facilitator, advisor, coach. I try to build up their confidence to 

succeed” (NAM15).  

 

“It is about giving them confidence. I find that ‘that’ is a big issue with my students. 

They need confidence to be able to go out and execute. I give them frameworks and 

tools. They understand how to do ‘that’. As they learn those and experience ‘that’, 

they grow in confidence. Facilitator comes together with coach because I’m 

facilitating the experience, then coaching them through those experience” 

(NAM28). 

 

CDs transitioned from various roles ranging from instructing to tutoring to facilitator:  

“(I am a) facilitator of students’ learning but also facilitating the development of the 

entrepreneurs” (EUM53).  

 

“This is provided through one-to-one sessions during office hours, which requires extra 

effort from instructors providing a good learning experience. Act more of a facilitator 

rather than an instructor. The role of the instructor is mainly not in class, but out of the 

class” (AFM39). 

 

“We have a transition: the first five to six weeks lecturing and tutoring inside the 

curriculum, developing the pace then progress to more counselling activities. Then we 

have mentoring to facilitate start-up activities and finally we have ‘jury members’ 

from industry” (AZM54). 

 

“There are stages that are more lecturing, and then they learn vicariously from those 

discussions and stimulate emotional states. When it comes to coaching: I am giving 

you feedback, very specific, structured, even a sequence of decisions and actions 

that one can take; that would be imparting social persuasion” (NAM32). 
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EUM23 and NAM43 observed themselves changing between the educator types and roles many times 

during a single session. SAM29 transitioned naturally between mentoring, coaching and evaluating 

students’ strengths and weaknesses. He observed, “one role seems to go seamlessly into another. 

I’m a coach, evaluator ... expert”. EUM55 stated, “In the morning, I’m a lecturer. In the afternoon, 

I’m a coach or motivator or a mentor.” 

 

OCM1 described role-transitioning as recursive, depending on the students’ progress. However, role-

transitioning was a mentally exhausting experience (Section 6.4) for both CDs and students. 

“(Students) … move between things. You do not recognise the different roles you have 

taken on. They are things that needed to get done or appropriate behaviours within specific 

contexts. Personally, it is natural to see the educator roles as one. There are times when I 

am giving you ‘this’. There are times when I’m going to stand behind you. There are times 

when I’m waiting for you to ask for help.  

“Students need to understand the different roles that we play. But it is so invisible the 

movement between them that is almost impossible to see the shift. It is not like I’m 

changing hats. No. You are in and out of those roles, backwards and forwards” (OCM1). 

 

As students progressed towards the end of standalone courses, some educators transitioned from 

instructor to coach and mentor. 

“In the beginning, they are listening to your ideas when you ‘open the door’ to topics. 

When the evolution of the students is going well, when you think that they are 

‘maturing’ in the topics, towards the end, you coach and mentor, when there is more 

mutual confidence in order to develop ideas. The extent of mentoring is based on 

students’ eagerness to pick your brain or ask for advice (AZM21). 

 

 

 

6.3.1 Instruction-Focused Coaching 

 

Instructions were identified as best practices, evidence-based theories how to use tools. Instruction-

focused coaching combined “highly applied” instruction-based, theory-based learning and process-

based learning with lesser emphasis on advisory (Section 6.3.4) and inquiry (Section 6.3.3). 

Instruction-focused coaching (higher Practicality) enabled reflexivity and developed perceived 

mastery, a source of ESE. 
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FLG: Focus Learning Group 

Selection of Pedagogical Combinations 

AZM14: Executional- Field research + FLG (debate). 

Cognitive- applied lecture, dialogue, reflective 

discussion. 

AFM18: Executional- FLG (debate). Business planning + 

pitch. Field-researched plan. Cognitive- theory and 

applied lectures, reflective discussion, dialogue + 

reflective journal 

SAM29: Executional + Cognitive- Business planning + 

reflective discussion. Cognitive- applied lecture, site visit 

+ dialogue. Executional- field project + pitch. 

NAM30: Executional- experiments + FLG (conceptual). 

Executional + Cognitive- field project + reflective 

journal. 

EUM42: Executional + Cognitive- apprenticeship, FLG 

(debate), simulation + reflective discussion. Executional- 

Business planning, FLG (debate) + pitch. Cognitive- field 

research + reflective journal. 

Figure 6.2: Pedagogical Combinations- Instruction-Focused Coaching 

 

 

NAM30 described instruction-focused coaching as: 

“This is how you do it. Do it this way. Our website and videos we produced show you 

how we execute the process. It is taught prescriptively but in reality, we know you 

are going to jump in and jump out, at different points in time and at different 

stages. Once you learn the technique that is it. … In the context of a football or baseball 

coach, they have very specific content knowledge. My job as coach is to develop 

your skills as you are doing this and in an environment that is supportive” 

(NAM30). 

 

Theory (instruction) was compared with learning and utilising a language to express and reflect on 

experiences. 

“I tell them this is what we found in the literature. This is how this works … 

provided examples from a research point of view. This part is still about the language. 

The first part is not super experiential. The second part, they really have to do 

something” (EUM20).  

 

 

 

Instructor, 'Sport Coach'

Instruction Inquiry Advisory
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EUM57 utilised inquiry with instruction and provided a “language” for self-evaluation.  

“I do not try to teach. I do not give any codes, any codified patterns of behaviours to 

emulate and relegate. I do not provide any set of rules or principles to follow. I succeed 

to index myself into the way they think and perceive themselves, and their place in the 

world. Suddenly, I bring language into their feelings. For the first time in their lives, 

they have a better tool to articulate what they think, what they sense” (EUM57).  

 

AZM54 transitioned from theoretical to practical instruction. Students had to apply practical 

instructions to perform entrepreneurial activities. 

“We lecture but at very different pace within the first five weeks. But the next five to 

seven weeks, I am talking more to them about practical applications. They will have 

guest speakers. It is more learning through application, discovering what ideas they 

have, how they intend to ‘jumpstart’ the ideas. What to do with the Lean Canvas. It 

is not simply about theoretical understanding. The role is now shifted toward the 

practical applications” (AZM54). 

 

“The activities are most important. When you are not ‘doing’ then the coaching aspect 

will not resolve this (your) problem, that is, when you are not active then coaching 

will not help you” (EUM31). 

 

NAM45 emphasized on applying problem-solving “tools”. 

“… work with them (students) in partnership in applying entrepreneurial thinking 

and innovation tools to understand the problems and figuring out new ways of 

thinking with the hope that you can develop innovations or solutions. What we do is, 

work on the mindset, the tools, the skills they need and the application of them. You 

do some kind of exercise, on the application side” (NAM45). 

 

EUM38 focused her coaching on entrepreneurial skills and mindset development: 

“We are in a context that is different from their environment, … Hence, I solely focus 

on teaching them these skills. I tell them: maybe the business ideas that we develop 

now, would not work. But I want you to be able to apply those tools. … That is given 

by coaching. They need to develop their business ideas, to know where they stand, 

know how to think entrepreneurially, internalising the entrepreneurial mindset 

including the skills: managing uncertainty, being adaptable, flexible, changing 

one’s plans if needed” (EUM38). 



142 

 

 

Weekly journal reflections on experiences were based on evidence-based theory (AZM6). Students 

reflected on the experiences obtained from activities. The application of theory assisted reflexivity 

that enabled future entrepreneurial activities. 

“At each stage in the process, we give them a different theoretical lens [to] look at 

that technology for jobs to be done, to value proposition, to barriers, to adoption, to 

alternative business models. We give them lenses to help them understand what 

they're seeing and make sense of the real world. And then maybe come up with 

some conclusions” (NAM32). 

 

 

6.3.2 Instruction-Focused Pedagogies: Curation of Entrepreneurship Methods 

 

Educators curated or appropriately selected evidence-based theories for students to perform 

entrepreneurial activities. Educators were “curators” (NAM45) of questions for inquiry, best 

practices, solutions for potential questions and entrepreneurial projects.  

 

Students applied entrepreneurship methods: evidence-based theories (AZM6), principles, tools, 

processes and methodologies in instruction-focused coaching (Section 6.3.1). CDs and/or students 

both curated entrepreneurship methods (instructions). Curation of other ESE sources (VL and 

advisory) are elaborated in Chapter seven. 

 

Theory application was the foundation of one’s perception. 

“Recognising different ways of valuation: a company may have high financials but low 

strategic valuation or a stock can be traded low but it has actually high economic value. 

Students get a ‘feel’ of the various ways of valuation. When they use their intuition 

to make judgments, … it is necessary to know a theoretical base” (AZM11). 

 

Entrepreneurship activities were based on well-known methods such as those mentioned in Table 6.3. 

In this research, participants’ proprietary methods have been anonymized. 
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Table 6.3: Selection of Curated Entrepreneurship Methods 

Renowned Entrepreneurship Method Pedagogical Designers (CDs) 

The Business Model Canvas (BMC) 

(Osterwalder and Pigneur 2010). 

OCP16, NAM2, AZM3, AZM7, AZM10, AZM13, 

AZM14, EUM20, NAM19, NAM32, NAM41, 

NAM42, NAM44, NAM59, AFM18, AFM39, 

AFM50, OCM52. 

Design Thinking. AZM5, AZM13, EUM23, NAM32, NAM48, OCM47. 

Structured creativity. AZM35, NAM28, NAM30, NAM36, NAM37. 

Effectuation theory of entrepreneurship 

(Sarasvathy 2001). 

EUM31, EUM55, EUM59. 

Resources-based entrepreneurship 

(Alvarez and Barney 2007). 

OCP13, OCP18. 

 

 

EUM27 designed an online entrepreneurship course based on public knowledge, a best-selling book 

by Eric Ries, “Lean Start-up”. 

“It became like a book club. From within those chapters, I would then bring in more 

content on start-up, videos and other articles. It was not someone standing in front of 

them, telling them from open slides; or you should read this. This is what 

entrepreneurship is” (EUM27). 

 

“With the BMC, students come up with possible solutions and proposals. They use 

the BMC as a model or template to frame their business proposal. They apply 

concepts like break-even, weak and strong ties in their entrepreneurial ecosystem or 

networks” (EUM20). 

 

EUM31 and EUM59 combined major entrepreneurship methods (Table 6.3) into their EEDs. 

Assessments in entrepreneurship courses were based on these theoretical foundations and their related 

ESE types (for example, utilising creativity, critical thinking) and learning action (for example, 

creating, proposing, synthesising). Effectuation is a methodology used by entrepreneurs to develop 

their business ideas based on available resources that they have, to create a market, resource base and 

stakeholder network (Sarasvathy 2001). 

“Entrepreneurship as a method, combined Design Thinking and effectuation. There 

are three core elements: creating and realising ideas, empowerment and work towards 

community benefit. When realising ideas for the community, you need to bring good 
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arguments. Why ‘this’ idea should be realized. For that, we use the debate class or 

club” (EUM31). 

 

“We do teach effectuation, the resources-based view, and other theories to 

understand their own process. When evaluating students' assignments, I review, are 

they able to explain the theoretical and practical aspects. Finally, are they able to put 

it all together, formulate sensible arguments, applying reasons for utilising for 

effectuation principles in their start-up” (EUM59) 

 

Students of EUM23 tested their assumptions including what their customer did not express. He 

combined a planning template with Design Thinking. 

“It starts off with investigation. It does not start with planning. Feasibility is the testing, 

the convergent thinking, not the divergent thinking. The Lean Canvas is a way of 

doing divergent thinking. That goes as far as understanding how your customers, 

how they might be thinking, how their thinking changes and customer’s sub-conscious 

thinking- the thinking that they are unable to articulate to you” (EUM23). 

 

NAM37 curated industry practitioners to teach his students and also requested his course alumni 

(GREs) to share their start-up experiences. 

 

OCP13 advocated his form of causal-logic resources-based entrepreneurship “using a lean version of 

BMC, to survive and thrive beyond five years”. NAM37 also required his students to develop 

enduring start-ups. These advocated processes of entrepreneurship: 

“I do not think you should start a new venture unless you are thinking ‘resources-based 

view’ otherwise you got copy-cats all over. … You can say the whole experience was 

worth it. ‘I failed. I’m broke but I learnt a lot’. But you rather start a new business 

that had sustainable competitive advantages. … the only way is to renew it through 

unrelentless innovation, media technology or even in your physical point of sales” 

(OCP13). 

 

Some CDs designed discussions and FLGs to facilitate the discovery of better solutions. Collaborative 

pedagogies reinforced value creation for others. AZM35’s strong advocacy for the continuous quest 

for the best solution was echoed by AZM11, OCP13 and OCM47. 
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“It is not like if you are not following [anonymized method] you are unable to solve the 

problem. Anybody can and will solve your problem. But the amount of time required 

is drastically cut down” (AZM35). 

 

“As an entrepreneur, you should be problem-centric, not money-centric, not 

solution-centric. It is about the problem. Identify the problem. Everyone including 

me helps solve the problem. Entrepreneurship is about sticking to a problem. 

Entrepreneurs are fascinated by the problem and not by the solutions. They look for 

solutions (and) may change the solutions” (AZM11). 

 

NAM43 focused on a “creative problem-solving process involving Design Thinking and a little bit 

of ‘Agile’”. Other CDs that mentioned problem-solving: 

“Direct your creativity to a specific (client) problem that you need to understand. You 

got to find what the client wants, so listen to your client. Structure the problem and 

manage expectations” (NAM28). 

 

“The main objective is to find, to identify a problem or opportunity in the market. 

Why they can (cannot) take advantage of this opportunity; to develop a business idea 

or a social project. We use creativity and innovation, as main tools to bolster their 

entrepreneurial spirit; also trying to develop their creativity” (SAM29). 

 

OCM8 and AZM7 required paper or digital prototypes.  

“Basically, they use simple Design Thinking principles. They do them on cardboard, 

draw on it. Some make cardboard boxes. Some actually play around with ‘Visio’” 

(AZM7).  

 

 

6.3.3 Inquiry-Focused Coaching 

 

Inquiry is an intellectual series of questions, directing students to reflect on outcomes, performance, 

assessing themselves individually and their team performance ‘reflexively’. Inquiry-focused 

coaching (lower Practicality) was identified as a recursive between inquiry and advisory or a recursive 

between inquiry and instruction. Inquiry assisted in changing one’s understanding and in considering 

the effects of contextual conditions. Inquiry also assisted in critiquing and testing their experiences 

using a range of theories or perspectives.  
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Coaches transitioned from instructor to inquirer, motivating students to explore (“movement”) and 

experiment (EUM42). Counsellors guided students using the inquiry-advisory recursive. Some did 

not spoon-feed students (AZM10) and provided minimal or no instructions (NAM43, EUM23, 

EUM58). Counselling (Figure 6.3), asking questions could discover one’s passions (aspirations) and 

one’s relationships that determine the feasibility of entrepreneurial projects.  

“Go, move and see what happens, by movement. We teach this to students in 

creative thinking. Simply move. It does not matter where you are going, it in itself. 

The problem people relate is, I do not know what I want to do in five years’ time. Well, 

just think about or aim for something and move to it. Because movement creates 

purpose” (EUM42). 

 

 

 
 

FLG: Focus Learning Group 

Selection of Pedagogical Combinations 

AZM10: Cognitive- applied lecture + reflective discussion. 

Executional- Business planning + field research (testing). 

Pitch. Executional + Cognitive- Field research (testing) + 

reflective discussion. 

OCM17: Executional + Cognitive- ‘live’ case + reflective 

report. FLG (debate) +, field report + reflective discussion 

(x2). Executional- field research (testing) + field report. 

Pitch + FLG (debate). 

AFM46: Executional + Cognitive- FLG (debate) + dialogue. 

Executional- field project. Cognitive- reflective discussion. 

OCM52: Cognitive- Theory lecture. Applied lecture. 

Content exam. Executional- Business planning. FLG 

(debate). 

EUM53: Executional + Cognitive- field project + reflective 

discussion, dialogue or site visit + field report. Executional- 

FLG (debate). Cognitive- reflective journal. 

Figure 6.3: Pedagogical Combinations- Counsellor 

 

 

In ‘direct’ inquiry, academics enabled reflection, asking, “what would you do?” (NAM2, NAM28, 

NAM43), or asked questions that motivated retrospection and planned future-oriented improvements. 

The researcher classified ‘indirect’ inquiry as assignments and projects.  

“I use journaling in a longer whole year course, a journal, a ‘wiki’. An [anonymised] 

extra-curricular study tour, where students submit a mini-thesis or research report- 

an entrepreneurship portfolio including the reflective journal (AFM46).  

 

Counsellor, Teacher 

Instruction Inquiry Advisory
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“If you can pinpoint the weakness, pinpoint what went wrong, or whose opinions 

mattered, we will still give you a reasonable grade, even though you may have lost 

money or time” (EUM53). 

 

The inquiry educator role enabled reflexivity by not providing a framework to answer theory-based 

critical questions, which prompted students to find their own answers. “Reflection enables us to 

correct distortions in our beliefs and errors in problem-solving. Critical reflection (reflexivity) 

involves a critique of the presuppositions on which our beliefs have been built. Learning may be 

defined as the process of making a new or revised interpretation of the meaning of an experience, 

which guides subsequent understanding, appreciation and action” (Mezirow 1990, p.1). Challenging 

questions encouraged students to explore or utilise different perspectives. 

 

Role-playing assisted them to discard dysfunctional perspectives (NAM2, EUM57). The practice of 

reflexivity through “Socratic” coaching and role-play facilitated self-determined learning (AZM11, 

EUM58). Students practiced inquiry to perform reflection on action outcomes, case scenarios and 

reflection on emotions. Inquiry enabled curiosity-based learning, self-determined learning, 

experimentation and failure analysis, that consequently improved students’ IEA (Section 8.2). 

 

Self-determined learning commenced with assisted problem-based learning and involved determining 

one’s own learning with minimal instructions. Inquiry tested the understanding of theory application. 

Inquiry assisted in planning and executing entrepreneurial activities and acknowledging 

achievements. Educators prompted students to self-discover, in the form of field research, projects or 

reports. Some CDs trained students to develop creativity through a series of questions (requirements) 

to be answered.  

 

AZM7, AZM9, AZM3, and also NAM26 and EUM58 and their teams, required students to actively 

survey actual customers. Inquiry enabled critical self-assessments, recorded in reflection documents 

together with the experiences that prompted reflection. In the absence of an instructor, students 

performed inquiry on each other: 

“(In) argumentative discussions, conceptual frameworks, reflections, back-and-forth, 

asking questions with each other, sometimes looking and correcting conceptual 

misunderstanding. There are multiple (case) questions, depending on where I am 

putting them in the process” (AZM7). 
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Coaches were more likely instructors in prescriptive learning but inquirers in self-determined learning 

contexts. 

“The role of a coach is not to instruct but it is to support and move. Except in the 

very first year, a coach is far more directive than you would. In your second or third 

years, you are still not saying, ‘do this, do that, do this’. You are asking very pointed 

questions. You are noticing a lack of engagement, lack of movement, you are 

challenging much more strongly” (EUM58).  

 

NAM2, AFM46 and OCP7, being practitioners, resisted providing answers to students. They 

encouraged students to self-discover solutions. 

“I am role-playing their boss/client. I seldom role-play their instructor. The ‘hard’ 

for me is to not tell them what to do. If I know the answer, it would be easier for me and 

for them. If I were the boss, I would tell them the answer because my objective is to get 

it out of the shop as fast as you can and send them the biggest bill you can. My instinct 

is to tell them how to do it. (What) I try to do as an instructor is not tell them how to 

do but try to help them create a framework to think about the right answer” 

(NAM2).  

 

Inquiry enabled self-discovery. OCP7 asked students:  

“Do you know this? Do you know how to use it? Can you explain it so that someone 

else can use it? It is a self-assessment activity on how much they understand different 

things.  

“If you, the seller, do not (ask) any questions to the buyer on how they are using the 

product, you will not be able to price it properly, cost plus. You might make a profit 

but you may leave a lot of money on the table because you haven’t found out (for 

example) your widget lasts twice as long as the others” (OCP7). 

 

Similar to their practitioner counterparts, academics like EUM12, EUM23 EUM31, EUM58, OCM1 

and OCM47 also performed inquiry. 

“In a self-determined approach, it is saying, ‘Here is the framework, skeleton, and 

what do you want, or think you need to do, when and how will you do it, and how 

will you know you have accomplished it? How do you think you need to do it? You 

are going to have to do. So what would work for you?’ Guided by their responses to 

this question, they will set themselves tasks and check back with me next week on 

whether they did these tasks or not” (EUM12). 
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The students of EUM12, EUM23 and EUM58 experienced self-determined learning with a focus on 

inquiry and self-discovery. 

“(They) experience something. We will say to them, ‘Okay, what is the theory? Why 

don’t we look for theory?’ We place a lot of emphasis on when you have your best 

ideas. Are there diaries and reports where they have to monitor, when they have 

their ideas? You have not told them. They have (to) work these out for themselves. 

You ask them how (they) were feeling at that time” (EUM23).  

 

“They have friends, but they are talking in a different way and not on solutions. They 

have to find their own way. They are not doing this with their own parents. For many 

students, this was a new journey, where they have to find ways of doing this. It sounds 

funny but you are leaving your comfort zone where you have to find the solution 

and not someone telling this is way, this, this, this” (EUM31). 

 

During self-determined learning, AZM11, NAM43, EUM12, EUM23, EUM53 and EUM58 provided 

their students with very little instructions. Guided by inquiry, they had to be resourceful and 

collaborative to generate experiences to reflected on. 

“Mostly it is about the students and what they want to do. It's about asking them 

questions, ‘what do you want to do and what’s your plan?’” (EUM53).  

 

EUM58 described how students were introduced to self-determined learning, beginning with a 

bootcamp.  

“We do their first client challenge with them. They have to suddenly work in teams, 

to address a real client’s problems and they have to pitch their solution back to the 

client, later on in the day. They already get introduced to the idea of ‘Wow! This is 

absolutely full-on! No one has taught us anything. How can we possibly deliver 

within a few hours?’ We tell them, ‘Just think about it. Use whatever resources you 

can. What does this (activity) now teach you?’ We are doing this to help them 

appreciate this is the real-world, to introduce them to the model, which has bits in 

them like a client challenge” (EUM58). 

 

“With beginner level business strategy, we say a company operates within an 

environment that has influence on it; consider how you will define environment 

trends, competitors and customer behaviours. You also have to understand 
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theoretical foundation of organisation and business management. They read that and 

go, ‘Do I know what a trend or the theoretical financial structure of ...? No! I have to 

go find that out! Because I cannot tick that box until I understand these.’ As students 

learn and progress, it became highly improvised towards an end stage or scene, 

progressing through and acknowledging intermediate milestones” (EUM58). 

 

Inquiry-focused coaching enabled reflections that directed future decisions and actions. Reflection 

using questions guided students to capture evidence-based lessons and to self-discover answers. 

OCP12 through inquiry required his students to mentally progress through all the technology 

commercialisation steps.  

 

NAM32 required a consistent practice of reflexivity using a personal SWOT (strengths weaknesses 

opportunities and threats) framework. 

“We have structured questions in the reflection journal. It was not just like a random 

walk. They have to answer questions. Two thirds of them are really bad at it when we 

start the program but every day they get better. People learn by doing. If you know 

that every evening, you have to write something in your journal, and maybe share 

a bit of that with the rest of the group, your approach to the day is different because 

you’re actually looking for a learning moment that you can share later. They try to 

build on each other. Here is the really important thing: they are always looking for 

evidence (of learning moments)” (NAM32).  

 

NAM43 utilised inquiry to prompt independent activity and reflection that fostered ESE. 

“No assignment ever has instructions. ‘I can make a video?’ I say, ‘I don’t know, 

can you?’ ‘Would it be better if I did a power-point?’ I say, ‘I don’t know, would it be 

better for you?’ ‘Can I make a website?’ I say, ‘I do not know, can you?’ That is the 

whole point. They do not know how to do it but they do it anyway, and they are 

really proud of their work” (NAM43). 

 

Some mentors used inquiry to guide students to perform and reflect on entrepreneurial activities. 

AZM10 and OCM8 “answered a question with a question”. Likewise, academics like EUM4 

“posed new questions to steer and direct the discussion, to get them to ask more questions”. 

“Questions allow you to find the answer. The answers to the questions I give you, 

may be something you have never thought about. Often, we know the answers but 

we do not know the question that would give us those answers.  
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“I do not tend to go, ‘Read this and this. This is the ‘gospel’ of innovation. You must 

apply this. What I tell you is the absolute truth and in everything I tell you, you must 

do.’  

“Most people will have their own answers. They just do not how to find them. … It 

is just about helping them, teaching them how to use a compass so that they can find 

the direction they want to go on” (OCM8). 

 

The role of inquiry in self-determined learning was to identify areas of ignorance.  

“We tease them in how to respond to their questions to get them to ask more 

questions. For example, a copyright is the ‘right’ to copy. The discussion becomes more 

engaged. The person who drew the drawing goes, ‘They made all this money, and I 

made nothing.’ ‘Why did you give it to your friend? It was a gift, wasn’t it?’ ‘But I did 

not know that they would do that ...’ By the end of an hour, these students are desperate 

to know everything they can about IP. Because it affects them on a day-to-day 

basis” (EUM23). 

 

AZM10, EUM12 and NAM26 required at least three individualised mentoring sessions per semester 

with each student to deeply reflect on the personal implications of an entrepreneurial career. 

“We do a lot of ‘one-on-one’ that change understanding. Once they start writing that 

reflection paper, start focusing, applying what they’ve learnt to themselves, then I 

spend a lot of time coaching them along that, in terms of diving deeper into this. I know 

what you got on the business side but what does that mean to you? How is that going 

to do it?” (NAM26).  

 

AZM10 (a certified coach) inquired to facilitate reflexivity that developed self-awareness of personal 

hinderances and conditions that eroded ESE. Inquiry-based reflections generated potential self-

solutions to enhance ESE. 

“When one says, ‘Should I publish my website right now?’, a coach may ask, ‘What 

is stopping you from doing that? What is the purpose of asking me this question? 

Are you doubting something right now? What is it that you know?’ A coach will 

answer a question with a question that evokes a thought process which the client 

has not thought about yet. A coach shows perspectives that an entrepreneur will 

not be able to see at the moment” (AZM10). 
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“Once they figured out what their business idea was, then they would do much of the 

work themselves. They would come back to have more workshops and one-on-one with 

me. It is not a typical course where the professor comes and teaches. … In those 

mentoring sessions, we look at how they were stopping themselves from 

(entrepreneurship). We were not only looking at the business model … (but) on the 

things they were not doing and how they could use more innovative thinking into 

their business model. One student wrote the struggles encountered in (a) finance course 

and was avoiding those classes. … Similarly, they were also avoiding entrepreneurship 

as well. Hence, reflection helps students realize or be self-aware of what is 

happening” (AZM10). 

 

Students also considered questions related to situated real-life problems in cases, during reflective 

discussions and reflective journaling. 

“I will ask multiple students in a very Socratic method. ‘This person said ‘X’. Do you 

agree with that? Are they missing something?’ We end up building this spreadsheet 

together. Students giving input initially on what they think should go into each cell. I 

guide them towards the better or correct answer” (NAM16). 

 

“We give them cases about particular entrepreneurs, asking, ‘Do you think there’s 

someone in your vicinity similar to him/her? What is your opinion? Do you think 

from the last time we discussed the case about Elon Musk, was he more innovative? 

Our society has not moved from ‘that’ perspective. What is your reflection? Can 

someone like Elon Musk exist in our society? And if they are not existing, what are the 

reasons?’” (AZM34). 

 

 

6.3.4 Advisory-Focused Coaching 

 

CDs became advisors (Figure 6.4) when they assessed mastery performance and provided advisory-

focused coaching (lower Practicality) after students had executed instructions. Students reflected on 

the provided feedback (advisory) and on their outputs. The principles used in advisory were based on 

theory. 

 

Advisory-focused coaching identified and devised ways to address weaknesses in students. Students 

articulated their new learning, their “connections” (EUM23), and obtained feedback from peers. 
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Students made decisions based on real-life customer feedback. Advisory-focused coaching validated 

students’ plans and ideas that enhanced their ESE. 

 

 

 
 

 

 

 

FLG: Focus Learning Group 

Selection of Pedagogical Combinations  

AZM7: Cognitive- analysis paper. Executional- ‘live’ 

case, business planning, field research (testing), field-

researched plan + pitch, FLG (conceptual). 

EUM31: Executional- business planning + FLG (debate), 

Executional + Cognitive- Field-researched plan + 

reflective discussion. Cognitive- reflective journal. 

EUM38: Cognitive- Reflective discussion. Dialogue + 

site visit. Executional- FLG (debate) + ‘live’ case. Field 

project + business planning. Pitch. 

SAM40: Cognitive- Dialogue. Problem-based exam. 

Executional + Cognitive- FLG (debate) + reflective 

discussion. Executional- Business planning + field-

researched plan. Pitch. 

NAM43: Executional- Field research + field project. 

‘Live’ case + FLG (debate). Cognitive- applied lecture + 

reflective journal. 

AZM54: Cognitive- applied lecture, reflective journal. 

Executional- Business planning. Field project. 

Figure 6.4: Pedagogical Combinations- Advisory-Focused Coaching 

 

 

Advisory-focused coaching could consist of commentaries that stimulated different perceptions of 

customer demand and consequently generated potential customer solutions. In group coaching, 

feedback was provided to, and reflected on, by multiple students at the same time. 

“(Students) found their way in how they navigate the market … They show the 

problem, their customer analysis and display their first solution feature. I give 

them feedback. I couch my comments in a way where they do not come across as ‘you 

have to do this now’ but rather to allow me to open up a different perspective” 

(EUM4). 

 

Advisory-focused coaching was provided during FLGs when students demonstrated their newly 

acquired learning. Advice transitioned from purely academic to authentic practical feedback from 

both CDs and industry experts. 

“We get more and more complex in our requirements, and we get more demanding in 

two areas. Part one, students have to argue to their peers on six to twelve alternative 

solutions, assessed on how similar are these solutions. If they are all variations on a 

'Advisor'

Instruction Inquiry Advisory
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theme, we do not rank them very highly. If they are distinctly different, then we 

rank them highly. Part two is the way they make their argumentation.  

“Whenever they as learners make a new connection in their mind, we ask them to 

articulate that. This handle worked this way and I suddenly thought we have the handle 

working in this environment. That would be a new connection. We have many 

prototypes, but the students have to articulate those. Part two might be how successful 

your solution is in the eyes of the evaluators, at the end of this module. The evaluators 

are 50-50 external partners” (EUM23). 

 

Advisory-focused coaching was mostly provided as feedback on submitted assignments. 

“How you get there, the process is far more critical than the outcomes or grades. 

We (team of six) collected assignments and give feedback, without grades (repeated 

many times)” (NAM43). 

 

Students reflected on challenges and feedback provided by coaches, mentors and/or peers that 

developed ESE. 

“Some of the students that just only make it into the program, often because they are 

shy or lacking in self-confidence. They do not understand that they are really an 

entrepreneur, but they have not had the chance to show it. … a lot of peer learning, 

giving feedback to each other. It is not just me helping them. The mentors they 

meet, customers they meet, entrepreneurs they meet. … Each day, they have to 

present where they are with their plan.  

“Both internally during the day while they are working the teams; sometimes they will 

meet with another team and get feedback. They get the daily feedback. There is a 

kind of learning by challenging. You present something and inherently what you 

don’t realise is that there’s assumptions and biases in what you presented. If the 

other students don’t do it, I do it with challenging assumptions and biases” 

(NAM32). 

 

“(Students)… discussed their findings, field research data. Then you give them 

feedback. You coach them, ‘This is what you should do; this is what you should not 

have done. Now go and do this.’ Then, they go out and do some more. They come 

back to you next week and for further discussions” (AZM34).  
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“(Students) go have that experience in a safe manner and then come back and let 

us try to make sense of it” (OCM1). 

 

Students responded to inquiry and received advice in return. Advisory-focused coaching enabled 

reflection on one’s competence (NAM2, NAM43) and validation of one’s entrepreneurial self-

identity (NAM32, AFM46). NAM2 required students to role-play and test their surveys on him. 

“The question that they ask is seldom what they are really asking me. Suppose what 

you really want to know is how confident you should be in your point of view” 

(NAM2). 

 

“What students want most from me is permission to be an entrepreneur. They want 

validation that they can do it. They are in a corporate job. They are thinking, ‘Is it safe 

to leave? Do I take a chance? What would the consequences be on my life and my 

family?’ What they want from me is some encouragement” (AFM46). 

 

EUM56 highlighted the challenges and time required for advisory-focused coaching to enhance ESE. 

The horizons of EUM56 implied a coaching stance of sensitivity and commitment. Only AZM3 and 

EUM56 advocated that coaches should be trained to impart ESE sources to students more effectively. 

Coaching could be similar to being a sports coach (NAM30). 

“When it comes to coaching, I tell them an example of a batting coach. You really get 

into the technique of batting, observe the trainee batting, give feedback, change 

his/her technique. If you want to coach someone in business model design, then you 

have to actually design it, give feedback, modify their techniques on how to design. 

They are very cumbersome activities.  

“Many faculties found it challenging to practice coaching. It is staying with the team 

or entrepreneurs for a slightly longer time. Watching them practising and 

providing feedback about their own practice. Hence, coaches should be very 

relatable. It can get very emotional. People can take critical feedback very badly. 

Hence, how do you help them overcome that and actually learn from their own 

practice? … Show them how they could perform better, this increases confidence 

and trust” (EUM56). 
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6.4 Curation of Entrepreneurial Self-Efficacy Sources 

 

Curation complemented EED by providing a variety of ESE sources that supported entrepreneurial 

learning and was a key factor in developing ESE. The variety of curated resources provided a greater 

range of higher and lower Practicality learning opportunities. Students reflected on outcomes and 

themselves (reflexivity) after executional actions. Reflexivity developed awareness or cognizance of 

one’s entrepreneurial potential that consequently developed ESE.  

 

Curated learning resources included entrepreneurial capital, entrepreneurship methods, cases, ESE 

sources (contract educators, guest entrepreneurs, role models and guest assessors) and “right sized” 

client problems (NAM2) as projects. NAM45 was the first participant to describe the curation of 

cases and examples when describing how he planned to improve his intensive course. 

“I see our job like working in museums, curators, the ones that gather rather than (to) 

create new content. Bringing the right content to the right group at the right time. 

That’s how I would do it” (NAM45). 

 

As an example of curation, EUM24’s EED consisted of theory application, tutorials led by an 

entrepreneur, guest speakers and assessors for student plans. He mentioned honestly that he did not 

know whether his EED developed ESE. EUM38 and EUM53 advocated the curation of a wide range 

of real-life cases and models to facilitate ESE development in as many students as possible. EUM53 

reasoned, “you don’t know exactly which ones inspire you until you experience something”. 

 

NAM41, EUM56 and EUM59 advocated the curation of other faculty members and/or ESE sources 

of authentic instruction and advice from industry, when those necessary roles were not assumed by 

the CD. 

 

Role-rebalancing was necessary as there were limits to the coaching provided by a single CD (OCM1, 

EUM56). CDs activated specific educator types and roles according to how his/her students engaged 

with the learning experience. Intensive role-transitioning could be “mentally exhausting” (EUM59). 

A multi-role teaching team was advocated by AZM10, AZM22, EUM53, EUM58 and EUM59.  

“Sometimes, it is very conscious and other times, it is less conscious; it just happens 

to be like this. We have many faculty members. We do have different roles and we do 

more than others. When I was new here, I would say I was assuming more the friend 

role, rather than the assessor. Later on, I took on the lecturing and assessor roles, 

while some younger faculty are taking the friend and supportive roles. … As a year 
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one PhD to full professors, we all have very different roles. … It can be mentally 

exhausting” (EUM59). 

 

CDs sometimes faced situations where they were unable to help a student further, and they advised 

the student to approach other ESE sources such as entrepreneurs and industry experts (AZM6, OCM1, 

EUM56). Some CDs curated additional coaches and mentors as ESE sources to assist students in 

developing their start-up ideas. EUM38 described the challenges of curation as “finding out what 

are their ways of learning. You will end up with so much variety that it is shocking. I do that with 

people, enabling them but we are time restricted.” 

 

NAM41’s teaching team practiced role specialization with role-rebalancing to help prevent role 

‘overload’. NAM41 strongly recommended role specialization. OCP6 typically curated eight or nine 

guest lecturers from industry. 

“If you are a mentor in the business accelerator, please be a mentor to A, B, C and 

D. Do not teach them. Be a mentor. Transfer your own experience. They can decide 

and return if they want more knowledge in other areas. It was important to say, ‘I 

declare that I do not teach because you put all together.’ It is such problem. 

Sometimes, we request our professors to be good mentors, to give good advice, 

make fantastic classes. This is very difficult. That is why we combine co-teaching 

with many, eight to ten guest speakers to ‘make’ their roles. They have more 

strengths” (NAM41). 

 

NAM41 found that assuming multiple roles at the same time could become confusing for his students. 

“Sometimes you are acting in this multiple approach. Sometimes, when you are 

assuming a more mentor role, you try to give specific advice for ‘x’ process. At the 

same time, transmitting some knowledge. … even when you have the mentor hat 

on, ‘Ah! I just read about this report. Don’t forget to read this report about that.’ You 

are combining in many ways. But if you combine roles ... students may find it 

difficult to catch you. But both are relevant, I find it very interesting this balance. 

Sometimes, you split every different role in different stages of the course. Sometimes, 

you are a facilitator of the process via teaching in the traditional way, presentation, 

you need to read that. When lecturing, I transfer knowledge. Outside office hours, I can 

be mentor or sort of coach. We talk about a specific project. It is important to give 

this time for these activities. Try not to combine in the same (session), because the 

cognitive process will be a mess” (NAM41). 
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AZM22 was adamant on role specialization and teaching teams: 

“Coach and judge at the same time made things worse. You kind of helped them 

and then criticise them. I cannot evaluate something that I believe is going to be a 

success but maybe the market say no. I do not believe that I can be an evaluator of their 

ideas. … A teaching team is necessary in teaching [anonymized] entrepreneurship … 

with various and different professionals and experts. You … bring in a start-up 

ecosystem into the class, so that the setting is more real” (AZM22). 

 

AZM7 highlighted the role of an entrepreneurial community to develop entrepreneurial habits, for 

example, customer discovery and validation.  

“If you do the course as it was designed and with rigor, and if they continuously 

practice it, then they will get a habit out of it. The task of making it a habit is not on 

me. That is on the entire community that is teaching you, but I think I do my bit in 

my course” (AZM7). 

 

CDs accumulated a pool of supplementary ESE sources over time. Some courses/programs that did 

not have insufficient cohorts of graduates had fewer GREs (alumni) or guest entrepreneurs (ESE 

sources) to invite. Furthermore, some CDs found it challenging to curate and contract entrepreneurs 

to provide regular authentic advice and VL. 

“I have people who are good at different things. A resource pool, to point students 

where they should go, is something for an educator to develop over time. We have 

to find solutions to acquire resources, networks to benefit the program. Should a 

mentor not have the opportunity to be part of our program, then we have to think 

differently on how to fill this vacancy, because we cannot substitute that exact person 

with another very similar one. We invite in someone who is very different and have to 

reorganise the entire structure to fit in this new person” (EUM59). 

 

This prompted some CDs to encourage students to Self-Curate (Section 8.1). Students self-initiated 

entrepreneurial activities, assembled teams, marshalled resources and curated their preferred sources 

of VL, advisory and even instructions (self-study of entrepreneurship methods). OCP4, AZM13 and 

EUM38 supported students to develop ESE from exploring their creative or entrepreneurial interests. 

These activities assisted the development of EEA (Section 7.5) and IEA (Section 8.2).  
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Student start-ups and entrepreneurial projects required time and effort beyond the confines of a single 

course or even an EE program, as validated by both CDs and GREs. Some CDs encouraged students 

to participate in ECAs (such as incubators and accelerators) to further develop their start-up ideas 

(AZM10, EUM20, EUM27, EUM53, NAM26, NAM43, OCM49). After graduation, GREs continued 

to improve on their start-ups or restarted their start-up failures. EUM56 and OCM1 experienced limits 

of effective coaching and emphasized having access to networks to enable entrepreneurial activities. 

“Personally, it is drawing clear boundaries on what roles I can play and those I am 

not equipped to assume and find others who can play those roles for the 

entrepreneur. Secondly, as a human being, I have limited capacity. At any one time, 

I can have a few entrepreneurs and not dozens, choosing the ones you can help and 

handling those or pointing them to others. It involves enabling access. We are truly only 

enabling them, making the connections. We do not know whether they will work or 

they will do anything but at least try to enable connections and review how it goes. 

We are enabling, connecting, facilitating” (EUM56). 

 

“There are times where I’m going to say, ‘I’m not able to help you anymore with 

that today. But you should go and talk to that person because he/she could help 

you.’ Then there are times, where I can say, ‘Stop for a minute and think this through. 

Why not you read this or that? Come back next week after you’ve had that meeting 

… with someone in chemistry and discuss wherever you are at’” (OCM1). 

 

Some CDs guided students to discover or create opportunities. EUM59 expected his students to 

eventually curate their own resources and ESE sources. The progression from more prescriptive to 

self-determined learning is elaborated in Section 8.1. 

“The guiding metaphor (CDs as guides) makes a lot of sense. It relates a lot to 

showing them what is out there, at least at the beginning. To make them 

acknowledge, to make them conscious of opportunities that are around them. Many 

students when they first enrol, think about other students, faculty in the university. They 

do not perceive the opportunities in the ecosystem” (EUM59). 

 

Some students Self-Curated their own preferred ESE sources. 

“There was an entrepreneurship network. Students pick mentors, outside class. They 

evolve to a point where they become entrepreneurs under these so-called mentors” 

(EUM24). 
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AZM54 encouraged students to participate in additional coaching, incubators and competitions 

(ECA) that enhanced ESE.  

“Additional training for business plan competitors encompassed the importance of 

entrepreneurship, how to perform an elevator (three-minute) pitch, use the Lean Canvas 

model and how to sell things online. We will train and teach you. They are (will be) 

ready with some confidence on how to face the jury members, at least 50 to 60% (of 

the time)” (AZM54). 

 

“For co-curricular activities, there is ‘Be Your Own Boss’. There are 12 weeks of two-

hour sessions to support people to start-up; more than simply creating content. If they 

develop their business ideas, they will obtain some funding and mentoring support 

in that program, a practising entrepreneur supporting them” (EUM53). 

 

NAM45 designed intensive EEDs and started a university incubator program. However, he observed 

that students only benefited from ECA when they were self-motivated. 

“The students that came are already driven. They already had ideas. They needed 

some type of business teaching. This group, their mindset was more business traffic, 

more tangible mindset or business orientated. They wanted to learn not only how to 

build but also run a business” (NAM45).  

 

AZM13 recommended students start less challenging small-scale businesses to learn and experience 

entrepreneurship. However, he also observed that a majority of his students did not do so. 

“Do a ‘mini’ first, try out and see whether that works, then you get confidence and 

start to do other things and get more confidence. You can learn so many things just 

by selling items, (for example) smartphone covers” (AZM13). 

 

Contrastingly, four out of ten students coached by OCM49 participated in an incubator. Half of 

EUM20’s students after completing his intensive course, participated in further ECAs. 

“(The students take part in) Venturing Weekend that is even more action orientated. 

If they still like the idea, they go into the [anonymized] accelerator program. We give 

them training, coaching and networking” (EUM20). 

 

Some students started-up as part of their program or as ECA. GRE8, referred by NAM26, benefited 

from start-up funding and ECA-based feedback. 



161 

 

“Besides a project-based master program where their project is actually their 

company, either from pre-formed ideas, (or) carry-ons from undergraduate 

programs …. We also run two accelerators, a ‘scale’ program, networked into the 

global accelerator program [anonymized.] Our students participate in competitions. 

They have special funds they tap into, competitively for prototyping, development 

and customer discovery, up to $10k per start-up. We have the summer incubator 

program. They could apply to enter. They get paid to work on their start-ups” 

(NAM26). 

 

Some students participated in “an incubator where students can monetize their 

business model. We have different programs, depending on the maturity of the project. 

We have co-curricular programs with the MBA from ideation ‘I have an idea, but I 

want to wait awhile’, team creation, a more formal accelerator program combination, 

‘middle stage’, between an incubator and an accelerator for more virtual … products. 

An incubator, more for physical patents, for more formal ventures with a history of 

two to three years. An accelerator program, very formal with mentees companion 

process. Six to eight Entrepreneur-in-Residence within an agreed contract, serve as a 

‘Q n A’ support system for students …. Those dialogues are designed where they pitch 

their ‘crazy’ ideas to real entrepreneurs who reply, ‘Let me help you with that’. 

Those dialogues are set up outside the course, with few exceptions” (NAM43).  

 

EUM27 created an on-campus start-up advisory accessible to all students of any discipline. 

“Irrespective of what degree you are doing, what level you are at, you can still come 

for advice. But it becomes more relevant for students enrolled in the entrepreneurship 

major” (EUM27). 

 

 

6.5 Interpretation: Educational Design Practicality and Entrepreneurial Self-Efficacy 

 

The research data revealed a large range of practical EE pedagogies used by CDs. When their students 

reflected on outcomes and themselves (reflexivity), they developed and improved awareness or 

cognizance of their entrepreneurial potential that consequently developed ESE. However, 

pedagogies, experiences and curated ESE sources and subsequent reflexivity could either enhance or 

erode ESE. 
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Lower Practicality (cognitive) pedagogies facilitated reflexivity whereas higher Practicality 

(executional) pedagogies generated activity outcomes first, then students subsequently reflected on 

these outcomes. Reflexivity led to further entrepreneurial activities and further subsequent outcome 

reflections, in a recursive learning cycle. 

 

Transitioning between educator types and roles for lower and higher Practicality pedagogies was the 

key to the students generating activity outcomes and performing reflexivity, that subsequently led to 

ESE development. 

 

The research found that EEDs with both lower and higher Practicality developed ESE, and that CDs 

played an important role in their students’ ESE development, through role-transitioning and curation. 

 

EEDs with both types of Practicality were necessary for ESE development and these could not be 

isolated. Neither lower nor higher Practicality type EEDs developed more ESE than the other. 

 

 

6.6 Summary of Research Focus One Analysis 

 

This chapter highlighted the wide variety of EEDs and range of educator types and roles employed 

by entrepreneurship CDs and/or their teams, supplemented by curation, to educate their students and 

build ESE. These had varying levels of Practicality (more active “hands-on” learning experiences to 

more passive theoretical learning). 

 

Analysis of the research data showed that pedagogies with both lower and higher Practicality 

developed ESE. More importantly, it was the educators’ influence, through role-transitioning between 

the various educator types and roles, that helped their students to reflect on activity outcomes, leading 

to ESE development. 

 

The next chapter details the analysis of research focus two, the development of ESE by lifelike 

pedagogies. 
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7 RESEARCH FOCUS TWO ANALYSIS: LIFELIKENESS 

 

Research focus two (pedagogical designs with more lifelike pedagogies developed more ESE than 

pedagogical designs with fewer lifelike pedagogies), guided thematic analysis related to the 

contextual conditions of EEDs. The Lifelikeness of an EED referred to whether it was further from 

or closer to real-life business and entrepreneurial reality. Lifelike EEDs necessitated the curation of 

experiences outside the classroom, both by CDs and also Self-Curated by their students. 

 

The development of ESE was a complex, multi-source endeavour, and included external 

entrepreneurial awareness (EEA) and internal entrepreneurial awareness (IEA), two groups of 

previously unidentified ESE sources that initiated further entrepreneurial activities and subsequent 

reflexivity. 

 

Students reflected on components of their EEA (feedback, outcomes, resources and relationships) 

derived from executional actions based on instructions (theory and methods). They also reflected on 

components of their IEA (perceived mastery, stimulated emotions, interest, aims and aspirations). 

 

Table 7.1 highlights the main pedagogies related to the four types of Lifelikeness contexts. Three of 

the four contexts (theoretical, moderated and authentic learning) relate to EEA. 

 

This chapter, guided by research focus two, highlights the development of themes related to EEA, 

contextual pedagogical designs and curation of ESE sources with different types of Lifelikeness.  

 

The horizons (in bold text) from the participants’ interview data (quotes) were used in thematic 

analysis to present their perspectives faithfully. IEA and the Self-Authentic context are covered in 

the next chapter.  
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Table 7.1: Lifelikeness of Entrepreneurship Education Pedagogies in Learning Contexts 

Learning 

Contexts 

Cognitive Pedagogies In Learning 

Contexts 

Executional And Cognitive Pedagogical Combinations Situated In The 

Learning Context 

Descriptors Of 

Lifelikeness 

‘Self-

Authen-

tic’ 

Entrepre-

neurship 

Learning 

(20 out of 

77 EEDs; 

~25%) 

• Analysis paper. 

• Reflective discussion. 

• Journals. 
(OCP4, OCP12, OCP19, OCP/M1, 

OCM17, OCM33, OCM49, AZM5, 

NAM2, NAM26, NAM32, EUM12, 

EUM38, EUM42, EUM55, EUM57, 

EUM59, AFM19, SAM40).  

• Apprenticeship (EUM24). 

• Personally relevant business planning (NAM26, SAM40). 

• Field projects (OCM1, OCM33, OCM49, OCP4, OCP12, NAM2, 

NAM30, NAM32, EUM12, EUM38, EUM55, EUM59).  

• EUM24, EUM31, OCM47, EUM53 required students to work on areas 

of interest and their own ventures. 

• Pedagogy 

combinations to 

enable personally 

meaningful 

entrepreneurial 

realities develop IEA 

and EEA. 
(OCM1, OCM33, EUM12, 

EUM38, EUM58, EUM59, 

AZM3). 

Authentic 

Entrepre-

neurship 

Learning  

(74 out of 

77 EEDs; 

96%) 

  

• Theory. 

• Applied lectures. 

• Reflective discussion. 

• Journals.  

(All CDs except OCP19, EUM57, 

SAM49). 

• Field-research based projects or business planning including testing 

start-up concepts and/or products with actual customers (OCP2, OCP3, 

OCP5, OCP8, OCP13, OCP14, OCP16, OCP20, NAM2, NAM19, 

NAM36, NAM37, NAM41, AZM3, AZM5, AZM7, AZM9, AZM10, 

AZM13, AZM54, AFM18, EUM23, EUM24, EUM31, EUM42, EUM55, 

EUM59, OCM17, OCM25, OCM47, OCM49, OCM52, SAM29, SAM40).  

• Critical market and customer analysis to generate feasible plans 

(AZM22). 

• EEDs in industry or 

societal-facing 

learning contexts 

develop IEA and 

EEA.  

• Industry-based 

sharing, assessment of 

project plans and 

business pitches by 

real entrepreneurs, 

sometimes together 

with academics. 
(NAM26, EUM23, 

EUM42, EUM59). 

• ‘Live’ cases or projects: working in-situ on entrepreneurial projects, 

real-life challenges, with entrepreneurs or clients (NAM2, NAM28, 

NAM43, EUM38, EUM44, OCM17, OCM49, AZM7). 

• Real-life start-ups (NAM30, EUM58, EUM59, AZM3, AZM10). 

• Field projects, consulting (OCM1, NAM2 and AFM39). 

• All 77 EEDs required students to reflect, analyse, assess real-life cases.  

• Teams solved real-life cases using spreadsheet through video 

conferencing via ‘Socratic’ coaching (NAM16). 

• Study tours (field visits). 

• ‘Question and Answer’ with entrepreneurs (OCP12, OCM33, OCM47, 

AZM1, AZM5, EUM38, EUM53, EUM59, NAM32, SAM29, AFM39). 
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Learning 

Contexts 

Cognitive Pedagogies In Learning 

Contexts 

Executional And Cognitive Pedagogical Combinations Situated In The 

Learning Context 

Descriptors Of 

Lifelikeness 

Mode-

rated 

Entrepre-

neurship 

Learning  

(47 out of 

77 EEDs; 

~56%) 

• Theory. 

• Applied lectures. 

• Problem-based exams. 

• Reflective discussion. 

• Journals. 
(OCP2, OCP3, OCP4, OCP5, OCP6, 

OCP7, OCP10, OCP12, OCP14, 

OCP16, OCP17, OCP18, OCM1, 

OCM8, OCM17, OCM47, OCM49, 

OCM52, AZM1, AZM7, AZM11, 

AZM13, AZM14, AZM34, NAM2, 

NAM15, NAM19, NAM26, NAM28, 

NAM32, NAM36, NAM41, NAM51, 

EUM4, EUM12, EUM20, EUM24, 

EUM27, EUM42, EUM44, EUM57, 

AFM18, AFM46, AFM50, SAM29, 

SAM40). 

• Fictitious commercialisations (OCP13). 

• Students reflected on key aspects of new product development (AFM46, 

AZM1, AZM5, AZM7, OCP7, OCP17, OCM8, OCM47). 

• Learning with some 

elements of 

entrepreneurial reality, 

primarily through 

cases and simulations.  

• Peer or academic 

assessments with no 

entrepreneurs present 

in class but through 

videos. 
(EUM4, EUM53, EUM55, 

EUM58, AZM7, AZM11, 

NAM2, NAM26, NAM28, 

NAM45, NAM52, OCM1, 

OCM49, OCP7, OCP16, 

OCP20). 

• Students experiment first in class before real-life start-up. Customer 

(client) questionnaires and practice interviews (AZM7, NAM2, NAM19, 

NAM28). 

• Justify a valuation method for a real company (OCP10). 

• Learning and applying entrepreneurship and business planning theory 

from textbooks (OCP17, NAM15, EUM20, SAM29, AFM50). 

• Simulations of product development and value-chain (EUM4, OCP2, 

OCP7, OCM49). 

• Games or role-play (OCP5, OCP6, OCP18, OCP20, NAM2, NAM19, 

NAM26, NAM28, NAM36, NAM51, EUM4, EUM27, EUM42, EUM58, 

OCM8, AZM11, AZM34, AZM35). 

• Present or ‘pitch’ to a simulated ‘Dragon’s Den’ of academics or peers 

(OCP13, OCP20). 

Theore-

tical 

Learning  

of 

Entrepre-

neurship’  

(25 out of 

77 EEDs; 

~32%)  

• Theory. 

• Applied lectures. 

• Limited discussions. 
(OCP2, OCP3, OCP4, OCP7, OCP12, 

OCP14, OCP15, OCP17, OCP18, 

OCM52, AZM5, AZM7, AZM10, 

AZM11, AZM22, NAM2, NAM16, 

NAM19, NAM26, NAM30, NAM32, 

EUM4, EUM12, EUM20, AFM18).  

• Learning, explaining how to apply theories or methods (OCP7, OCP13, 

AZM3, AZM6, NAM16, EUM4, AFM18). 

• Abstract principles rather than their own opinions (EUM12). 

• The least lifelike 

learning context with 

few real-life 

examples. 

•  Minimal real-world 

interactions, self-

reading, viewing 

videos. 

(OCP16, AFM46). 

• Critique and FLG (conceptual) based on readings. 

• Experiment with ideas, business or product concepts (AZM11, 

NAM15).  

• Review, modify existing or create new models to explain 

entrepreneurial mindset (AZM11, EUM12). 
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7.1 Curation of Moderated Entrepreneurial Self-Efficacy Sources  

 

Thematic analysis revealed a group of EEDs operating in moderated entrepreneurship contexts, where 

students performed entrepreneurial activities but did not interact with any real-life entrepreneurs 

and/or customers. A delineation between moderated and authentic learning was based on the presence 

of real-life entrepreneurs. In moderated learning, coaches who were academics guided students to 

perform and reflect on entrepreneurial activities. There were no horizons indicating that moderated 

entrepreneurship enhanced ESE. 

 

CDs curated the content and context to safeguard students from the real-life negativities of 

entrepreneurial failure experiences, to minimise ESE erosion. Some ‘safe’ learning contexts and 

entrepreneurial activities were extremely lifelike. Some students experienced failed online businesses 

(OCM1, EUM53). Some achieved small-scale successes from short duration projects. Some CDs 

organised challenging simulations where students experienced problem-solving in ambiguous 

contexts (EUM4, NAM28, OCP7, OCM49, NAM51). 

 

Simulations with built-in ambiguity simulated the negativities of entrepreneurship without real-life 

financial loss and emotional pain. Some CDs required projects, completed by a team of four to six 

students. Teams under the guidance of OCP20 pitched to ask for fictitious start-up capital. One of 

them role-played as the founder and others as co-founders or key employees. 

“Each student generates a single idea for a new business under specific criteria. They 

share those ideas within groups and the top four ideas are put forward to a 

‘management committee’ to decide which ideas would be further developed. Then, 

they build a framework of a start-up company around ‘that’ over the following 

eleven to thirteen weeks. From week two, the teams become ‘companies’. They meet 

together in board meetings on a weekly basis to discuss progress. They decide how 

much capital they need. They must be able to justify why they need that amount of 

capital” (OCP20). 

 

“Half of class (three to five teams) is privy to the simulation and all the details therein. 

The other half of class has no access to simulation and have to meet with the first teams 

and ask them questions about the business. … The teams of consultants ‘grope around 

in the dark’, ask 20 questions to figure out what the business problem is, creating this 

almost immersed case study, using the simulation. What they type in for sale next 
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quarter is irrelevant; it was whether you can ask the questions to understand the 

problems” (NAM28). 

 

EUM4 “created a very real scenario of information asymmetry. Nobody has enough 

questions to get all the details of all the different ventures. But most people will use 

their questions wisely to gain deep insights into one specific venture” (EUM4). 

 

“With three or four months, we could do things iteratively, again and again on rich, 

scalable and sustainable business models. With only four weekends, intensive mode 

propels, motivates students to work extra hard. It simulates the environment that 

entrepreneurs and innovators sometimes face, time pressures, resources 

constraints and the uncertainty and the stress that comes from all that” (NAM45). 

 

“They have to cross the chasm to realise that it’s not just the numbers, market 

behaviour that effect their product or service feasibility. … Although they have a great 

product, they cannot make the business viable; after two rounds in the simulation, they 

get stuck in the chasm and realise that they have to take into account the numbers 

but also behaviours and have a clear marketing plan, customer identification. They 

understand by playing this simulation that they need a clear strategy, feasibility plan 

in order to make the product viable” (OCM47). 

 

EUM55 curated group projects from local industry to simulate lifelike entrepreneurial conditions. 

“We try to make it as real as possible. It is still a mock simulation, to provide a safe 

environment to fail or to learn within the university. If you go out, then the safety 

net is not there. Students in [anonymized] courses find real problems to solve or build 

their ventures around (and) within the community. The municipality of the city 

would have various problems needing to be solved, relating to sustainability, 

integration, transportation. We (also) find real problems for students to solve, from 

companies (in the local environment) to co-create solutions” (EUM55). 

 

AZM11, NAM26 and EUM58 utilised short duration Hackathon-type team projects to generate safe 

moderated entrepreneurial experiences for reflection. 

“(I) send students out of the campus. They must decide where the best, not the easiest 

place to get information. In one of the exercises, the school gives them $10 (each) in 

credit or the like. Over the weekend, they should create and bring back this amount 
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as many multiples as possible …. It’s a kind of contest. It’s graded not how much 

money they bring back but how original they were. …. We are encouraging on 

originality, creativity (and) interesting ways. I emphasise: make it practical not 

abstract” (AZM11). 

 

 

7.2 Curation of Authentic Entrepreneurship Sources 

 

In authentic learning, students were coached by or interacted with real-life entrepreneurs and 

practitioners in lifelike contexts. Authentic contexts involved interactions with real-life entrepreneurs, 

investors, domain experts, clients and/or customers. Students reflected on exciting relatable stories 

and on the negativities of entrepreneurship. These included a range of entrepreneurship entry 

decisions (EUM27) and the “pleasure of failing” (NAM45). 

 

CDs also curated guest speakers to match their students’ present cognitive and emotional capabilities. 

EUM23, EUM31, EUM42, EUM56, SAM29, SAM40 and OCM52 curated local relatively unknown 

entrepreneurship cases or relatable guests to facilitate effective VL. Students learnt vicariously from 

CD-Curated real-life cases and role models, their successes and failures. Some of these guests also 

imparted instruction and advisory (social persuasion). Social media, internet and video technology 

facilitated the curation of guest speakers when they could not lecture on campus, for example during 

pandemic lockdowns (NAM41, NAM48, EUM59). 

 

 

7.2.1 Authentic Vicarious Learning Sources 

 

Vicarious learning (VL), learning by observing others (Section 2.4.2), was an important aspect of EE 

and considered very lifelike (authentic). Some CDs curated role models whom students easily related 

to, for example, a 25-year-old entrepreneur sharing about his/her failure (OCM1). Other examples 

included “some female entrepreneurs perhaps took a career break because of children. They are 

in some ways, similar to the young entrepreneurs. They are starting with very low capital” 

(EUM42).  

 

OCM1, EUM23, EUM42 and SAM40 curated guest entrepreneurs for their students and observed 

that relatable guests were more effective in building the students’ ESE. Based on students’ feedback, 

EUM23 only invited a few ‘stars’ as guest speakers. 
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“Perhaps being typical educators that want to show off, we brought in our ‘superstars’. 

We also bring one that just started up the year before, who just left (graduated) … 

They were the ones that had the impact. They were more approachable. (His students 

commented) ‘The ‘stars’ scared the living daylights out of us. We can never be good 

as them’” (EUM23). 

 

Some GREs affirmed that the perceived relatability in “struggling” models and authentic advice from 

curated entrepreneurs provided a more accurate sense of ESE. GRE3, GRE4, GRE8 and GRE9 

validated that relatable contemporaries, seniors and recent-alumni GREs inspired them and enhanced 

ESE (Section 5.15). 

 

Some CDs conscientiously curated a variety of role models to relate to as many of their students as 

possible. Not all role models were helpful as students could react positively or negatively to curated 

cases. 

“Some entrepreneurs say, ‘It is really difficult to be an entrepreneur. It is 

impossible. I would not have done it if I know now what I know.’ It is not true what 

they are saying. Because the likelihood is that they would still do it. They would say 

very negative things about (a) self-employment career choice. This terrifies some 

students. But it excites and galvanises others who want to (experience) the 

uncertainty, the risk and return, linked to self-employment.  

“It could be a home business, cosmetics, initially and suddenly, they are running an 

organisation turning over 500k pounds, in a very short timeframe. This is also 

simulating too. That is another way of connecting with and developing the 

emotional state” (EUM42). 

 

“They want excitement. They want stories of students around their age that they do 

not know about. Bring them something that they have not seen or heard. Show them 

the 'pleasure' of failing in an attempt but also show them the learning that they 

would go through” (NAM45). 

 

AFM46 encouraged his students to reflect and critique the curated content to develop their own self-

perceptions on entrepreneurship. 

“When presenting what looks like lecturing with theory and content, I am asking 

students to think about this. Their thoughts and comments. Not simply I put it on a 
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slide, it must be useful. Try to provide different views. The active curation is not 

censorship. It is (also) not showing a single channel” (AFM46).  

 

CDs curated a diversity of ESE sources with the aim of inspiring and initiating entrepreneurship in 

students. EUM53 observed, “I was never inspired hearing about Branson, Jobs and other famous 

entrepreneurs. … But I was inspired by some social entrepreneurs. It can be something a guest, a 

peer, a lecturer, said or did” (EUM53). Cases of fictitious entrepreneurs or real-life entrepreneurs 

and guest speakers were also curated. EUM53 implied that a wide diversity of curated ESE sources 

could potentially inspire the students and lead to ESE enhancement. 

 

FLGs or reflective discussion was used by 74 of 77 EEDs in this research to apply entrepreneurship 

methods to entrepreneurship cases. Some CDs curated real-life examples, media articles, case 

discussions, viewing videos and guest lecturers sharing on entrepreneurship. In the case of 

practitioners, VL and role modelling were offered by the sharing of their own industry experiences. 

“Real-life case studies to illustrate what real entrepreneurs have done” (AZM14).  

 

Conspicuously, AZM11 only selected entrepreneurs who shared specifics on how they overcame 

failure. OCP9 and OCP13 excluded guest lecturers who did not advocate entrepreneurship methods. 

 

EUM27 curated cases of failure. 

“As a mentor, I make them familiar with the strengths and weaknesses of their idea 

before they start working on it. Making them aware of the failed examples along 

with the successful ones help them, be critical of business ideas of others” (EUM27). 

 

OCM52 provided a variety of entrepreneurship cases, especially of local real-life businesses.  

“Looking at business models that have succeeded and failed, I try to use local ones 

when I can. I do use the classic hugely successful ones too. … I find more closer to 

life, less exotic and unattainable in a way, examples. Usually, business models that 

have innovated and/or pivoted (dramatically modified) to give them a taste of what is 

happening here” (OCM52). 

 

OCM52 also commented on the challenge of curating guest speakers during lockdown situations. 

Intriguingly, SAM29, EUM23 and EUM59 observed that online technologies improved the variety 

of entrepreneurial models curated. 
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EUM56 compared the effectiveness between cases and real-life guests. 

“A real person in class truly motivates, especially if he/she is a much less successful 

entrepreneur. Inviting them in makes a difference. Students also do projects with local 

entrepreneurs. They appear to enjoy more local activities. A more famous entrepreneur 

went IPO, a local entrepreneur (who) only raises series A once. Students perceived 

they gained much more from the latter or even an ‘angel round’ entrepreneur. They 

get very excited vis-a-vis the case that does not tell very much more, the drama behind 

the success, the IPO or whatever. These big success stories could provide guest lectures, 

but I don't think they provide the impact in a class than would a local entrepreneur 

who is struggling and is 'making it every day’. The closer they are to the context, 

the cases and the guests makes a tremendous difference” (EUM56). 

 

Relatable role models enhanced ESE more effectively than those who were unrelatable (SAM40, 

EUM56). SAM40 shared the impression that young entrepreneurs made on her students.  

“We invite into class a young entrepreneur so that the students see. ‘Oh, he is young like 

me and he is successful businessman. Ah! I can do it too!’” (SAM40). 

 

EUM56 curated a wide range of entrepreneurial models to enable his students to have a balanced and 

more realistic view. He tried to prevent them from becoming over-confident, to enable them to 

develop more realistic ESE. 

“It is learning from failure and hoping some of these people will start-up. It is 

important to balance it out otherwise they have this huge one-sided view. More than 

developing self-efficacy, they end up becoming over-confident, saying ‘I can also do it 

because it appears so easy.’ Everyone who shares, ‘I did this, and I managed to go 

through this.’ Somewhere I think this gives a very false understanding. We all know 

that the percentage of success is very low. If we only fill up the class with successful 

examples, the top 1 or 2%, and then some may get the wrong feeling.  

“I think it is good to intersperse. There are those who go low on self-efficacy and not 

start-up. Those who are tough will realize that one can still survive. Some of these people 

have gone on to start again, despite all the difficulties. When they say ‘No, I will still do 

entrepreneurship given another chance’, there is much more strong feeling in the class. 

If you go through all these difficulties and still say, ‘I still want to be an 

entrepreneur again’, that means there must be some joy in it! This also increases the 

belief that it is worth the career” (EUM56). 
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NAM28, EUM44 and AFM46 offered students a positive perspective that entrepreneurship was 

feasible. NAM28 curated four or five experts who operated in small, medium and large corporations, 

from younger to older, to guest lecture throughout the semester. “They vicariously understand what 

the industry is about through their eyes” (NAM28).  

 

EUM44 invited guests (other professors and entrepreneurs) to share their firms’ history, experience 

and knowledge. Question and Answer sessions “provided a taste of the industry, at times to test 

student ideas for feasibility”. Other CDs utilised seniors and alumni to inspire students to become 

change agents or entrepreneurs with big visions (EUM24, EUM58, NAM37). Authentic cases and 

models inspired students to understand and manage the process of failure recovery. 

 

AFM46 curated guest entrepreneurs to help his students to reflect and understand these entrepreneurs’ 

“mindsets”, providing them a view of others’ ESE. 

“Mindset, opportunity and resilience … very much building a view or outlook of 

entrepreneurship that is productive and healthy. They see what it means to be an 

entrepreneur. I tend to just jump in ahead pedagogically by exposing them carefully 

chosen speakers that give them the reflective ability, ... to see the entrepreneurial 

mindset” (AFM46). 

 

SAM29 and AZM54 ensured that their students were taught the realities of entrepreneurship. SAM29, 

a practitioner-turned-academic, shared about the gravity of an entrepreneurial career, so that his 

students would build a more realistic view, and hence develop more accurate and enduring ESE. 

“It is a decision that will affect their lives. They are in a safe place in a university. They 

are not investing their own resources. I tell them the good stories but also bad stories 

and the risks it takes to be an entrepreneur. Maybe you are telling them some things 

they do not want to hear. Some things that affect their emotions. Maybe I am 

generating some fears. It is important that they know that there is no paradise. They 

have to be alert and understand that they are taking a big decision” (SAM29). 

 

“When some view entrepreneurs, they assume it is easy and straightforward. That it 

is something really good. We have to tell them about the dark side and the bright 

side. How exactly they can work” (AZM54). 
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Half of the 38 practitioners chose not to share their industry experience. NAM37, AFM46, EUM53 

were cautious in sharing their industry experiences. Instead, they focused on developing their 

students’ “uniqueness”. 

“Some students want your expertise and hear your experience. I say, ‘This is what 

you can do’. They need to make the decision whether they want to ‘do’ or not. I’m 

very careful in doing that, very reluctant in saying this is what I have done in this 

situation and you can do the same. It is what do you want to do and how can I help 

you” (EUM53).  

 

Contrastingly, AZM14, NAM16, NAM32, SAM29 and EUM56 shared their real-life industry 

experiences. Their students reflected on these authentic experiences as comparisons to their own or 

as reference point to their own future authentic experiences. 

“When I tell them of my own experience, I can be an expert and a coach to inspire 

them. Tell them of my work, experiences, failures, achievements. … they can learn 

from me in class but ‘outside’” (SAM29).  

 

“As a component of experiential learning, I used case studies because I had 

[anonymized number] start-ups in my incubator. I used real-life examples” 

(NAM32).  

 

“I bring in my own challenges and experiences, finding new markets, creating new 

value” (EUM56). 

 

“These are my projects, in different stages: some in maturity, some in the 

brainstorm, idea generation stage, some have gotten grant funding. I tell these 

things and make it relevant to what they (will be) facing, striving to become 

research scientists” (AZM14). 

 

“I got blog posts on what practitioners were talking about. Everything is much 

‘applied’ focused. I used to be the fund administrator for an angel fund. This is not 

theory for me. It is stuff that I have actually done. I am trying to tell them how it 

works” (NAM16, practitioner-turned-academic).  

 

An important aspect of curation of multiple ESE sources was possessing industry relationships. Guest 

speakers and CDs assumed the role of guides to lead students to non-university authentic ESE 
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sources. OCM8 connected the students who conceived a personal budgeting app with start-up funders. 

OCM25, NAM15, AFM39, AFM46 and EUM56 connected their students to their networks of 

entrepreneurs. The learning experienced by students of AZM10, OCM33, OCM47, EUM38, EUM58 

and EUM59 were embedded in their local entrepreneurial ecosystem. 

“Whenever possible, we will run the classes at external venues. We run the class ‘in-

situ’. We are immersing students in the ecosystem. From there, … it’s so much easier 

for students … start talking to the entrepreneurs. As a minimum, there is usually a 

welcome by someone who owns the space, to talk about their incubator, accelerator or 

workshop series. They will also pitch ‘in-situ’… to people in industry as a baseline” 

(OCM17). 

 

AZM6 emphasized on connecting entrepreneurial students to resources.  

“The handover (is) at the end of the semester, if they are interested in being more 

involved in the entrepreneurship community. How do they transition? I guide those 

interested very specifically, on where and names of persons to obtain the necessary 

resources and angel funding, where the incubators are. A number of them come to 

my class. They get a face to the person that they are going to link up with” (AZM6). 

 

CDs also arranged site visits. “I always link them to the business community. We have field trips. 

… I encourage and do provide internships with the business owners whom I know, usually done 

after my course ends” (AZM34). AZM1 organised two field trips whenever possible within a 

semester. Site visits were sources of VL: incubator (AZM1, AZM10), a research facility (EUM59) 

and an entrepreneurial organisation (OCM47). During the COVID pandemic, EUM59 organised a 

virtual visit (a video tour) to a research laboratory for students in different locations. 

 

 

7.2.2 Lifelike Authentic Advisory Sources 

 

Authentic industry-situated learning included interviewing real-life customers and participating in 

industry related projects. Some students tested their start-up concepts with actual customers and 

validate their products ideas outside class (OCP4, AZM3, AZM6, AZM7, AZM9, AZM10, AZM11, 

AZM13, AZM14, AZM22, AZM14, SAM40, AFM18, AFM50, OCM1, OCM17, OCM33, EUM23, 

NAM15, NAM19, NAM36). Authentic feedback (advisory) generated inspiration and guided Self-

Authentic (personally important) entrepreneurial projects that enhanced ESE. 
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Performing customer validation enhanced ESE (AZM9, NAM19). 

“Confidence in predicting the success of a business model is related to the level of 

validation students achieve through their interviews” (NAM19).  

 

“They will have self-efficacy because they really try to interview customers, 

competitors, visit competitors’ store. That experience itself gives them very high 

confidence if they really want to do an entrepreneurial career. When they do their 

research projects, they really try to setup a business or shop. So, their self-efficacy 

is developed, going through this process, their experiences when making decisions, 

taking risks” (AZM9). 

 

AZM22 emphatically declared, “they need to test them in the market, develop ideas in the market. 

It would be the market that's the real evaluator. I do not assume that role in my teaching”. 

SAM40 concurred with AZM22 and advocated that students behave like real-life entrepreneurs, as 

this developed their confidence and skills, and led to more realistic and authentic ESE. 

“They have to go to the market and see if the people want to buy it. They come back 

and change the product and then again go to the market to see. It is more practical. They 

have to 'live' their business. They have to live like an entrepreneur. They have to 'do'. 

We do not read (about) what is entrepreneurship. What an entrepreneur thinks, what 

they do, we want them to act and do” (SAM40). 

 

OCM33 required his students to test their e-commerce websites with domain experts. 

“Never assume that you know your target market unless you have spoken to them. 

Even if you consider yourself a member of your target market, you do not know what 

makes them tick, what makes them buy your product. You have to talk to people. 

You have to probe with your questions” (NAM36). 

 

AFM18, AFM46, OCP2, OCP3, OCP6, OCP18, AZM5, AZM10, AZM13, AZM22, AZM54, 

NAM32, NAM37, NAM41, EUM23, EUM27, EUM31, EUM42, EUM55 and EUM59 curated 

entrepreneurs and/or investors to assess students’ plans and pitches. AZM13, OCP6, OCM1, SAM29, 

SAM40, EUM59 and NAM51 emphasised that industry and customers provided the most suitable 

advice on how feasible student start-ups were. Market-based evidence was utilised to assess students’ 

business plans or start-up concepts. Students of EUM44 worked with a hospitality entrepreneur to 

refine their own hospitality plans. 
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“The real environment is the assessor. The assessment of the task is ultimately 

performed by the environment. That was why I did not have to put many marks on it” 

(OCM1).  

 

Contrastingly, practitioners like AFM39 and NAM37 graded student business plans and/or feasibility 

studies based on the quality of critical thinking and process adherence. EUM53 and AZM54 graded 

students based on the quality of reflection on failure outcomes. Reflexivity on authentic failure 

outcomes developed entrepreneurial awareness for future improvements. Reflection on authentic 

advisory developed a more accurate sense of ESE. 

“It may have not succeeded, if it’s not planned well. (However) it is about how you 

perceive the situation and how you manoeuvre your strategies. ‘What would I do 

better, based on what I've learnt when another opportunity presents itself’” 

(AZM54). 

 

“By failing in their business, they can still pass the module. That is the way we 

designed and compensated it. You failed in business, but you can now write a rich 

reflection about how you failed and still pass the module. That changes their 

mindset. They have produced some very interesting new pieces of ‘what went 

wrong’, how they interact (in their groups), what led to failure” (EUM53). 

 

AZM3, EUM23 and EUM42 curated feedback from academics and practitioners. A mixed jury of 

academics and investors assessed the academic rigor and investment potential of student pitches. 

EUM59 mentioned that he required students to “present their findings to a panel of four industry 

experts who ask questions, weigh in, assess business feasibility of student ideas and impart their 

knowledge”. 

 

The only case of equating academic grades with one’s market-based evidence of start-up feasibility 

was AZM3, a practitioner. GRE5 (referred by AZM3), observed that only some students appreciated 

his inquiry-focused coaching and self-determined learning design. 

“We explain that start-up and company valuations (are) like their marks go up or 

go down. Your start-up valuation works in (a similar) sense: if you have more 

customers, revenue being generated, if you have enough traction, your value goes 

up. If you do not have all that, your valuation goes down” (AZM3). 
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AZM13 explained how he would have designed the subsequent learning phase after the feasibility 

study. In some courses, one semester was insufficient for students to test market their start-up ideas. 

Short courses had more time constraints and students had less opportunities to build their ESE. 

“BMC is a good stepping stone. But now, I want you to test it on the market. Ah! That 

is the challenge. Are you able to face rejection or not, convince others to buy your 

products or services? That is the next step. But due to time constraints, students cannot 

do so much” (AZM13).  

 

NAM32 shared on how coaches balanced the negativities of entrepreneurial Lifelikeness with 

encouragements to persevere in learning about entrepreneurship.  

“They will tear your business plan to shreds. But when they have finished, they go, 

‘You guys did a lot of great work. I can see great progress. I can see your thoughts. 

You can just fix this. If you need help, I'm happy to help you.' It is separating the 

business from the person” (NAM32). 

 

The above examples show that ESE-enhancing social persuasion had to have encouragement and 

salient instructions and/or feedback to develop competent performance (Bandura (1994). They also 

suggest that authentic lifelike activities can boost students’ ESE more accurately than non-lifelike 

pedagogies. 

 

 

7.2.3 ‘Real-Life’ Start-Ups and Authentic Advisory 

 

The term ‘real-life’ denotes activities that are industry-based or authentic, such as start-ups, 

internships, working with entrepreneurs and commercialisation of technology. Real-life start-ups are 

not business simulations, student projects or consultancies within an EE course or program. Refer to 

section 2.3.2 for a detailed explanation on authentic learning. 

 

Some students initiated real-life start-ups as part of their course activities that resulted in self-

determined recursive learning (NAM30, EUM58, EUM59, AZM3, AZM10) and subsequent ESE 

development. Students of NAM37 and SAM40 enhanced their ESE through authentic feedback and 

authentic start-up activities. Authentic advice developed a more accurate perception of one’s ESE as 

this type of feedback was based on real-life entrepreneurship situations. 

“One of the learning objectives is about developing entrepreneurial confidence. Once 

you present to the VCs, who do not hold back, I say, ‘Be as demanding as you would 
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in a normal meeting.’ In the real world, next time you do it, you will feel that you're 

much more capable than you've been” (NAM37).  

 

“When they do the business, they are developing their skills and their beliefs. 

Because if I cannot do this thing, I cannot believe that I can be an entrepreneur. 

The self-belief is created by doing. I can do this. I am capable. I can do it!” (SAM40).  

 

“By … performing field research, facing potential customers, their annoyance that 

they got it wrong and going back to the group saying, ‘We really stuffed it up. Let us 

go back and rethink this.’ Hence, they have to reflect what went wrong. This also 

stimulated emotional states. They need reality, coaching. So, that they are not overly 

ambitious, overly positive, leading to unrealistic expectations” (EUM27). 

 

AZM11 and OCM1 compared entrepreneurship to medicine, emphasizing the significance of 

authenticity. 

“We keep giving new doctors, medical students, dead and simulated body parts to 

work on? That is not the same as being in an emergency room when someone comes 

in. Where we have to think, ‘What is the issue here? How am I going to address this?’ 

Someone has to come down and actually do it, because knowing what to do, does 

not mean you can do it” (OCM1). 

 

EUM59 described the challenges of student start-ups as a program requirement. 

“They start-up and work in a real company …. The start-up does not count to any 

credit in this program. On paper, it is a voluntary student activity. However, all the 

courses are connected to this. If you do not have a start-up, you will struggle in the 

compulsory courses. Their start-up is voluntary but an important part of their 

study required field extra-curricular activity. In the third and fourth semester, they 

are writing their master theses related to some aspect of their start-ups. We have some 

of the start-ups fail. We do encourage them to start-up something else. But it does take 

time. Some students in the last semester right before the exam will not have any start-

up” (EUM59). 

 

Reflection on creative outputs based on personally meaningful projects enhanced ESE. Horizons and 

themes related to self-awareness (IEA) are in Section 8.2.  
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“They are working on doing their business they started, … this is where people 

become really good problem solvers because they work on stuff that is really 

important to them. The assessments, they write a reflection paper. They do some 

tool practice on stuff that are important to them. … You are getting to work on 

something and giving them that self-efficacy, that self-belief that they can actually 

come up with quite creative, actionable, workable solutions. Almost like punching 

through their psychological barrier [repeats], a creative mindset modification kind 

of approach, but skill building as well” (NAM30). 

 

EUM27, NAM45 and EUM53 observed that students could learn about entrepreneurship through 

working in the start-ups of others. Students of OCP19 presented their solutions to strategic problems 

to actual executives “within an internship context”. 

“During the pandemic, instead of requiring them in the past to create their own business 

ideas, I gave them a business idea which they had to execute through their own plans. 

Do a feasibility study, contact the suppliers, obtain the pricing, delivery details and 

every decision. Also, requiring creativity as to what kind of mask can it be. … It was 

realistic in their capstone course, more about execution rather than simply creativity” 

(EUM27). 

 

“Go to a company and convince them of the importance of what you might introduce to 

them, so that they can allow you to access their resources. In this case, the resources are 

the data. Then work on creative approaches to the problem, engage with different 

stakeholders within those organisations” (NAM45). 

 

Some CDs “right sized” client consultancy projects for students to complete within one semester 

(NAM2, NAM28, NAM43). NAM2, AZM3, AZM10, EUM23, EUM58, NAM2, NAM28 and 

NAM43 required students to find solutions for actual clients. Authentic projects also included live 

cases where students worked with actual entrepreneurs or clients to solve their challenges (NAM2, 

NAM28, NAM53, NAM45, EUM44, NAM55). Students of EUM44 performed one in-depth case 

study throughout a semester, involving marketing, operations, finance, matching value proposition to 

target customers, to develop a feasible hospitality business. 

 

The EEDs of OCM17 and SAM29 indicated a progression from moderated to authentic 

entrepreneurship. SAM29 “provided templates, excel spreadsheets, tools on how to interview, how 

to prototype, … develop into something robust enough to be pilot tested at the end of the course; 
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(to) test, validate the prototype with their chosen target”. NAM19 required his students test their 

customer surveys by interviewing each other before they experience real-life marketplace interaction. 

 

Some CDs required their students to observe lifelike components of entrepreneurship before 

interacting with them. This helped them to practice in a safe environment, and to grow their ESE in 

a safe manner. 

“That first little exercise, ‘visualizing an ecosystem', is learning by thinking critically, 

evaluating, doing, searching and presenting. In the meantime, they go out to their 

ecosystems and actually see some of these places. Taking trips to these start-up 

spaces, try to talk to some of these stakeholders, putting their map in front of them, 

saying 'I am mapping out your ecosystem for you. What do you think? Give me some 

feedback: are the right people on the map, am I missing someone, should someone be 

taken off the map, does the layout make sense?’ Hence, they are getting feedback from 

people in the ecosystem, to visualize it” (OCM17).  

 

 

7.3 Role-Transitioning from Less to More Lifelikeness 

 

Mentors were entrepreneurs and/or practitioners who coached students and shared their authentic 

(more lifelike) industry/entrepreneurial experiences. They enabled self-determined learning through 

inquiry and advisory with the necessary instructions (theories or processes) to perform entrepreneurial 

tasks. Mentors facilitated the interpretations of different perspectives and the understanding of the 

contexts wherein entrepreneurship methods were appropriately applied. 

 

NAM48 explained how instruction-focused coaching (less lifelike) transited to inquiry-focused 

mentoring (more lifelike) around the time when students were completing their courses/programs. 

“It’s more coaching in earlier venture formation stages, saying this is what you need 

to do; this is how it works. When students work on launching ventures, that is when 

I mentor, once they left the program, once about every six monthly. The mentor helps 

you discover the answer. The mentor helps you in the situation, in a game, adapt 

to what was happening. Mentoring is, ‘You’re in that situation. Here's what you 

should be thinking about it.’ In mentoring roles, students have the problem that 

they face with at that moment, and they need solutions. This is when you (mentor) 

say, ‘Have you thought about the value proposition development? Do you understand 

pains and gains for that particular customer?’” (NAM48). 
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After instruction-focused coaching (after students mastered the application of some entrepreneurship 

methods), NAM30 transited to inquiry-focused coaching. 

“You are further along, and you are working with folks who have developed skills. 

In a mentorship role, you are working with folks who are very intrinsically 

motivated. I am not going to mentor someone who asks me, ‘What is my grade?’ When 

you have internalised the tools, you can teach other folks” (NAM30). 

 

CDs transitioned to mentoring towards the end of the course when their students had progressed in 

ESE types related to planning, creativity, venture formation and innovation. Inquiry-focused coaching 

trained students to apply entrepreneurship methods adaptively in dynamic contexts (EUM38, 

NAM48). All educator types and roles assisted students in developing ESE, but more ESE 

development was likely through more lifelike roles such as mentoring. 

 

 

7.3.1 Academic Mentors, Process Mentors and Tutors 

 

Academics who performed consultancy for industry (NAM16, EUM4, EUM31, OCM25 and 

OCM52) and practitioners (NAM2, AZM3) both performed Academic Mentoring (Figure 7.1). 

Academic Mentors were prepared to respond to any question posed by students (AZM3, EUM4). 

Academic Mentors focused more on instruction (less lifelike) and inquiry (more lifelike). Academic 

Mentors, like tutors, asked questions (inquiry) and provided feedback (advisory). 

 

 

 

Selection of Pedagogical Combinations 

OCM8: Cognitive- theory lecture, reflective report. 

Executional + Cognitive- FLG (debate) +, field-

researched plan + reflective discussion. Field report + 

reflective journal. Cognitive- theory lecture, analysis 

paper. 

AZM5: Cognitive- theory lecture, content-based exam, 

applied lecture + reflective discussion, site visit + dialogue, 

reflective journal. Executional- FLG (conceptual). Field-

researched plan + business planning, pitch. 

AZM34: Executional- problem-based exam, field research 

+ field-researched plan. FLG (debate) + simulation. 

Cognitive- content-based exam, reflective journal. 

 

FLG: Focus Learning Group 

Figure 7.1: Pedagogical Combinations- Academic Mentoring 

Academic Mentor 

Instruction Inquiry Advisory
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AZM3 (an education technology entrepreneur) and NAM2 (an industry consultant) utilised logic and 

facts presented by students to assist their students in creating authentic marketable proposals. 

“Academic Mentors are student guides, advisors, ‘FAQs’, points of contacts for 

discussion, suggesters of alternative ways. Hence, they are both knowledge experts, 

learning facilitators and evaluators …. They may not have all the answers. The 

point is that students have an adult that guides them based on sheer logic” (AZM3). 

 

Students of AZM3 self-studied and utilized his ‘click and build’ online platform to develop their 

ventures. AZM3 represented a rare case where curation and mentoring combined to assist online 

students with their start-ups (ESE). 

“Once they have interviewed … a minimum of five customers per week, they then 

have to analyse the results. They are taught how to interview and how to analyse 

data online. Once they finish their analysis, they then upload their analysis to the 

system. Then they call a meeting with their Academic Mentor. This is 

complemented by case discussions (AZM3).  

 

Process Mentors (Figure 7.2) focused more on instruction (less lifelike) and advisory (either more or 

less lifelike) to ensure adherence to the practice of a particular process. Perceived mastery in 

performing entrepreneurship methods (processes) developed ESE. Some Process Mentors chose to 

share their industry experiences. 

 

NAM37 assembled a team of Process Mentors to implement his EED.  

“(They are) industry experts in general, not necessarily entrepreneurs. People with 

some value to provide student groups, help in the process, would weigh in, say 

something from industry experience. They may be more coaches because they do not 

know necessarily much about the industry. I say ‘process’. That is true for me. I 

am not at all an expert in the domain of focused venture. I'm more a process expert” 

(NAM37). 
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FLG: Focus Learning Group 

Selection of Pedagogical Combinations 

AZM13: Cognitive- applied lecture. Executional- pitch, 

field research, business planning + pitch. 

AZM35: Executional + Cognitive- simulation + reflective 

discussion 

EUM56: Cognitive- reflective discussion. Executional- 

field project. 

OCM25: Executional + Cognitive- FLG (debate) + 

reflective discussion. 

Executional- field-research plan + pitch. 

NAM37: Executional- Business planning. Pitch + FLG 

(debate).  Cognitive- reflective discussion. 

AFM39: Executional + Cognitive- FLG (debate) + 

reflective discussion (x2). Cognitive- site visit. 

Executional- problem-base exam, ‘live’ case. 

OMC49: Cognitive- applied lecture, reflective discussion. 

Executional- FLG (conceptual). Field project. FLG 

(debate) + ‘live’ case. Simulation. Experiment. Business 

planning. Pitch. 

AFM50: Cognitive- applied lecture. Executional- 

business planning.  Executional + Cognitive- FLG 

(debate) + reflective discussion. 

Figure 7.2: Pedagogical Combinations- Process Mentoring 

 

 

Students mentored by NAM30 experienced ESE enhancements through “mindset change but skill 

building” as a process.  

“Real hands-on application of the tools of creative problem solving. My students 

and alumni say they feel very confident in doing and facilitating because they drill 

them so much in the fundamentals. 'Do it again, do it again'. They also work on 

other people’s challenges. I say do exactly what I tell you. Use these phrases. Use 

these words. Do not mix stuff up. Do this and once you got this down, then you can 

play around with it, modify it. Do not go inventing creativity tools. Here are the 

tools. Use them more and more times” (NAM30). 

 

Like NAM30, NAM37 shared, “I do not really talk that much about my own 

experience. It may not relevant at all. It’s certainly not replicable. Just because it 

was what I did, does not mean that’s what they should do. Instead, I always default 

back to ‘Remember the process. Here are the steps of the process’. I facilitate the 

spaces, moments, visits, the topics and guide them to all of these destinations, but I 

Process Mentor

Instruction Inquiry Advisory
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don't get into the content. I only guide them as a methodology, but they fully 

develop their own content” (NAM37). 

 

NAM32 described his EED as a recursive process of experiments and feedback. 

“Real-world experiential reflection; use a real-world experience to illustrate tools 

and frameworks like BMC, from the real-world. … My lab includes, ‘Let us talk about 

this. Here are some concepts, do some experiments, challenge each other, have a 

look at this and then give some feedback at the end.’ Other activities are more 

structured. It depends on what they need at the time” (NAM32). 

 

Tutors primarily employed an inquiry-advisory recursive (transitioning between more and less 

lifelike) to confirm solutions and correct understanding (Figure 7.3). 

NAM2 described tutoring as, “we literally run a project with each group. The only 

difference is I am not their boss. In other words, if I was working with them, I would 

not let them chase any blind alleys. But we are studying together. If I think chasing 

that blind alley is a good learning exercise, I let them chase and find out for 

themselves. I encourage ‘get it wrong'. I say this to them all the time: I promise you 

that the penalty for getting things wrong in this class is zero” (NAM2).  

 

  

Selection of Pedagogical Combinations 

OCP/M1: Cognitive- reflective discussion. Executional- 

FLG (debate) + field project. 

 

EUM58: Executional- field project + FLG (debate). 

Cognitive- reflective discussion. 

 

AZM21: Cognitive lectures, cases, reflective discussion. 

Executional + Cognitive- field research + video-log. 

 

 

FLG: Focus Learning Group 

Figure 7.3: Pedagogical Combinations- Tutoring 

 

 

Academic mentors, process mentors and tutors provided a mixture of Lifelikeness, with variations in 

each individual. They assisted students to build ESE through encouraging activity and reflection, but 

it was unclear whether any of these educator types improved ESE more than others. 

 

Tutor

Inquiry Advisory



185 

 

 

7.4 Peer-Enhanced Entrepreneurial Self-Efficacy: Collaboration 

 

An awareness of entrepreneurial resources in one’s context included peers (providing VL, instruction 

and feedback) and relationships. This awareness enhanced perceptions of feasibility that subsequently 

enhanced ESE. Entrepreneurial collaboration involved both peer learning and emotional support that 

enhanced ESE (AZM34, EUM59). The researcher’s conceptualisation of entrepreneurial 

collaboration was validated by the data collected (Table 7.2). 

 

Table 7.2: Validation of Researcher’s Description of Entrepreneurial Collaboration 

Researcher’s Dimension Descriptors  Validation By Main Study CDs 

Coordination: Assigning and directing of tasks, 

integration of team members' roles and activities. 

Student teams cooperated and coordinated among 

themselves to sell products at physical locations or 

on their websites (AZM11, AZM54, EUM53, 

EUM58, EUM59, OCM1). 
Cooperation: Purposeful contribution of personal 

effort to the completion of interdependent jobs. 

Information exchange: peer learning and support, 

sharing, feedback, and critiques from FLGs. 

Teams of OCM8 exchanged and reviewed case 

notes, incorporating diverse views on services and 

product companies. 

Team adjustment behaviour: students of OCP2, 

OCP7 and OCP13 adapted when peers, CD 

(during simulation) or industry judges provided 

new information.  

Teams of OCM1 and EUM53 tested website 

adjustments after noticing low traffic or no sales. 

Adaptability by teams guided by EUM58 and 

EUM59 when encountering the unforeseen. 

 

 

Teams assembled by CDs had diverse yet complementary competencies and mindsets, facilitating 

academic and entrepreneurial achievements. 

“The coach makes the directions for you to use your skills, in the correct way. … It 

is the combination of direction, put together all the people in a team … to permit 

you to use your skills, like the ‘director’ of an orchestra. … they have this capacity to 

have a wide view and understand each sound and put them all together in a normal way” 

(NAM41).  

 

“When I mix them in teams, marketing with engineering or different types of 

people, when they work together, they begin to understand ... together we are so much 

better in figuring things out, rather than as an engineer” (OCP12).  
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“Engineering students working in teams are very rare. Teaming up with a business 

or a music student puts a different spin on their relationships as a team. That is 

what it will be when some … form their start-up teams” (NAM19).  

 

Some teams were guided by CDs. Students under the guidance of OCP16 and OCP5 listened, 

reflected and provided comments to one another. Peers provided feedback on feasibility studies 

(OCP4).  

 

Students also assembled (self-determined) their own teams. These students coalesced into 

autonomous groups with “their own branding” (NAM28) or solved problems. Some teams worked 

on complex real company valuation challenges (OCP10, AZM11, NAM16). Students formed 

consultancy teams and worked on entrepreneurial strategy, formulating how to improve the 

innovation capabilities of real businesses and corporations (AZM5, OCP18, NAM2, NAM28). 

 

Collaborative activities and peers enhanced ESE (AZM34, EUM59), enabling students to persevere, 

stay positive and get out of the “valley of negative ESE” (EUM56). 

“Students should hang around with the right networks to some extent. All 

entrepreneurs face struggles and get into that valley. The ones who keep their heads 

up and find new ways, are very well-networked with the entrepreneurial 

community. Senior mentoring helps but the real power comes from peers. ‘I am 

also going through this, but this is what I am doing to survive or move ahead.’ A 

much stronger input than having a very successful entrepreneur saying you must 

do this or that or other advice” (EUM56). 

 

AZM14 shared about the criticalness of peer advisory.  

“The face-to-face sessions are important in terms of learning from each other. The 

fact is that the learning does not come from me. If they do not prepare, for example, I 

told them to interview five potential early adopters that week, then they cannot give 

anything to the discussion. They missed out on the opportunity to get feedback from 

me and, more importantly, from their classmates” (AZM14). 

 

Thematic analysis (Table 7.3) revealed that self-determined learners also collaborated to create, test, 

implement and adapt potential solutions and business models to achieve entrepreneurial aims.  
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Table 7.3: Theme development- Entrepreneurial Collaboration 

Summary of First Order Concepts* Second Order Concepts 

(Themes)** 

Aggregate 

Dims*** 

A variety of skills (arts, accounting, business, engineering, 

science) in teams that generated ideas, planned, researched, 

decided, and pitched on best commercial ideas (EUM55). 

Complementary skills, 

multiple perspective 

team-based learning. 

Guided cooperation, 

coordination, team 

adjustment behaviour, 

information exchange, 

sharing financial and 

technical knowledge, 

supported by coaching 

from CD. 

CD-guided 

entrepre-

neurial 

collabora-

tion 
Team start-up, projects, field consultancy, solving real 

clients’ or entrepreneur’s problems. 

Critical skills are collaboration and leadership (NAM32). 

With teamwork, odds of success are much better (NAM37). 

Joint decision-making (NAM15). 

Group creative problem solving (OCM52), “responsibilities 

to that team, commit to each other” (OCP20). 

Unstructured learning where groups design and develop 

plans, and decide and direct project activities. 

They adapt to and solve unexpected challenges. 

Self-guided, self-

determined learning in 

teams. Unstructured and 

evolving relational 

group dynamic, 

friendships, peer VL, 

peer instructions, peer 

feedback that enhanced 

the achieving of mutually 

feasible aims.  

Self-deter-

mined 

peer- 

enhanced 

ESE 

develop-

ment  

Considering peer critiques in FLGs, experiments, debates, 

and reflective discussions. 

Management committee decides best ideas and discusses 

progress. 

When experiencing negative ESE, aspirations and support 

from peers and mentors can improve perseverance (EUM56).  

Teams motivate, persuade and create a self-belief that they 

can do it (AZM34).  

Supporting one another improved self-efficacy (EUM59). 

Entrepreneurs need a team, tools and an ecosystem (AFM39). 

* First order concepts are groups of similar horizons. 

** Second order concepts (themes) are groups of similar first order concepts. 

*** Aggregate dimensions are groups of similar themes. 

 

 

EUM59’s entrepreneurship master program was entirely team-based with peer-facilitated ESE 

development.  

“We observe teamwork increasing the quality of their submissions significantly, 

resulting in applicability of their findings in their later professional lives, either in a 

big company or in a start-up. There is social pressure within the class to work well 

and they try to do their best. In a sense, it is also co-production of their self-efficacy 
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since they are very much supporters to one another. They are the closest friends 

they have in the entrepreneurial environment than the others in their class” (EUM59). 

 

“They go into the field and see what the situation is. Along the way, (they) motivate, 

persuade, create a self-belief in themselves that they can do it” (AZM34). 

 

AFM46 and NAM43 advocated an entrepreneurial mindset encompassing collaboration, self-

determined learning and adaptability to solve complex client challenges. As part of coaching, OCP12, 

NAM19, NAM36, SAM40, EUM12 and EUM55 formed multi-disciplinary stimulating 

entrepreneurial teams. Concurring with OCM8, AZM54 emphasised that part of the process of 

becoming an entrepreneur involved learning business administration, managing cash flow, 

developing revenue models and analysing cost structures from different individuals.  

“We should give them more opportunities to move away from the 'hero’ sort of 

mythology. The media focused on one person who is amazing when that person usually 

has some sort of a team” (OCM52). 

 

While the majority ranked creativity/ opportunity identification as the most essential entrepreneurial 

competency, SAM40, NAM32, NAM37 and NAM41 chose collaboration.  

“When it comes to entrepreneurship, it is definitely collaboration, leadership and 

teamwork, all critical skills.  Especially tech entrepreneurs ... you cannot do it with 

one person” (NAM32).  

 

“If I were pressed, I would say, you do have to have a team. You do not have to, but 

your odds of success are much better” (NAM37).  

 

“You need a team. Secondly, you need tools. Thirdly, you need an ecosystem. It's 

impossible for you alone to be successful if you don't have these three elements” 

(AFM39). 

 

Like SAM40 and OCM47, EUM55 required his students to understand and apply the theory behind 

multi-disciplinary teams. Using a version of EUM23’s critique method, his students formed optimal 

teams by justifying their own strengths and critiquing each other’s justifications. 

“They must think how to motivate others to join in. They cannot say, ‘I go to the gym 

with this guy’. They present their skills, and the teams are (kind of) bidding for these 
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talents. This makes them feel that they were acquiring the best possible and diverse 

team” (EUM55). 

 

“(They) take ownership and responsibility that cannot be rated in any (EPG) quadrant. 

If you are part of the team, then you will have responsibilities to that team. You need 

some training on that in some respects. I do spend a bit of time on that type of 

training. There is upon them an opportunity, a responsibility to each other and for 

the delivery of the promise. They commit to each other; and if someone does not do 

his/her job, then it was up to them to resolve this in the first instance, as the senior board, 

company management” (OCP20). 

 

“Forming teams with the same intelligence as you are, all with the analytical skills 

will fail. Effective teamwork is more critical than communications. From our empirical 

experiences, we discovered that when you have a good team, with colleagues that 

complement you, probably 95% of time, one team member will have enough 

communications skill to sell the product or project. The rest of the team can campaign 

in a multi-disciplinary way, compensating some skills from one another” (NAM41). 

 

AZM5, AZM10, NAM28, NAM43, OCP20, OCM47, EUM58 and EUM59 allowed teams to coalesce 

around the best voted ideas. This form of Self-Curation generated positivity and peer-enhanced ESE 

(AZM34). Students of EUM12 and OCM1 brainstormed all different kinds of assessments and voted 

on how they would be assessed.  

“Then it is over to them. ... They have to work in (their assigned) groups to do 

something that is totally defined by them” (EUM12).  

 

In uncertain contexts, peers shared, assessed and reflected on the feasibility of opportunities (EEA). 

Through sharing and inquiry, peers assisted each other in situational awareness, and in each other’s 

ESE development.  

“After students work for the first five to six weeks, they form teams to ‘ideate’, review 

the world around them, adopt a problem or challenge to work on, identify customer 

problems” (AZM5).  

 

“Students typically receive significant conflicting information and thus, are 

confronted with uncertainty with respect to the direction and decisions they must 
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make. The takeaway from this activity is that students must decide if they will pivot, 

persevere, or abandon their idea” (NAM15).  

 

“In questioning their presentation, they are encouraged to be quite direct about flaws 

they see or share other experiences that they had that contradicted with what was 

presented. It's not debated but (it’s) pointed questioning” (EUM23).  

 

Some EEDs were designed to discourage unmotivated students and those who were deficient in 

crucial entrepreneurial skills. This activity resulted in the remaining students, who were more capable, 

to study with more motivated, entrepreneurially capable peers which facilitated collaboration and 

peer-enhanced ESE. Educators in these EEDs could also allocated more time to those who were eager 

to develop ESE. 

 

EUM58 and NAM26 required participation in a bootcamp and reflexivity to assist students in 

deciding whether they would continue with the course/program and whether an entrepreneurial career 

was worth pursuing. Some students unenrolled, deciding that entrepreneurship was an unsuitable 

option. However, some students, though aware of their deficiencies, decided to persevere and 

remained enrolled. 

“They should start understanding that they need more mentorship, more coaching, 

that they need more team members. They cannot do it alone” (NAM26). 

 

“After the first year, ‘the penny drops’. Some realize that they do not want to start-

up, after they have done the [anonymized] module” (EUM53). 

 

The self-determined nature of some EEDs dissuaded uninterested students from enrolling.  

“I ‘weed out’ very early on. In fact, some students drop out. If you are really not 

interested, then do something else. I do not want you sitting here for twelve weeks and 

wasting yours or your fellow students’ time. A more successful outcome is someone 

who goes off and starts a business, which I have seen over and over again. But I would 

not be offended by that in any shape or form. Because the reality is, if you are not 

ready, do not do it. If this unit helped you to make that actualisation, then fine. 

Whenever the opportunity arose, creativity frameworks, tools (are) provided to 

students and the autonomy to be more creative …” (OCM25). 
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Some horizons by EUM58, NAM26, AZM5, AZM11 and SAM29 implied that their pedagogical 

focus in the first week of class was like OCM25’s. NAM32 and his team interviewed prospective 

students to assess whether they had a prerequisite mastery of finance and communications.  

 

 

7.5 External Entrepreneurial Awareness Through Reflexivity 

 

To perform entrepreneurship, some CDs ‘sensitised’ students to lifelike opportunities in the external 

environment. External entrepreneurial awareness (EEA) was an awareness of the accessible resources 

and relationships that, once marshalled and mobilised, determined the scope of feasible 

entrepreneurial activities and opportunities. Establishing their entrepreneurial potential led to 

initiating executional actions and subsequent reflection on outcomes.  

 

Reflexivity of outcomes through sensitisation to cues (AFM46, EUM58) and conditions in one's 

environment subsequently updated and clarified EEA, leading to ESE development. 

 

EEA was associated with internal entrepreneurial awareness (IEA) (Section 8.2). Students needed 

both EEA and IEA in order to develop the confidence to start-up (ESE). They needed to be aware of 

accessible relationships and resources according to their interests, amidst the changeable environment 

of entrepreneurship. 

“In entrepreneurship, … you have no idea what's going to happen. You have to able 

to make sense of things. You have to stop, think, ‘Who am I relative to this 

opportunity? What do I know? Whom do I know? What resources?’ … Then, they 

can deconstruct the outcome, whether it was a good or not so good outcome. Asking 

themselves honestly: what is needed to be present for this to work?  

“The number one determinant of entrepreneurial behaviour is confidence. Now, 

one cannot be overconfident. … But if you are not confident about something, we 

are not going to do it anyhow. So we have to develop the person in terms of their 

awareness of their surrounds (and) their proclivities” (OCM1). 

 

EUM12 and EUM38 required students to practice reflexivity, and to develop their EEA (and ESE) 

based on their life experiences and context.  
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EUM38 helped students to update EEA through reflection on their relationships. She instructed 

students to present, verbalise, demonstrate and acknowledge their ‘lived’ experiences. Subsequently, 

as an advisor, she provided students with feedback, knowledge, insights and new perspectives. 

“I pick (an ecosystem) and ask more questions. The others will agree or disagree. 

Between them, a facilitation occurs where I'm simply aware. It grows in me this 

new image. I see something different. I then reflect this on them. They cannot 

express it but they have it, the wealth inside of them that I'm discovering in them, 

in this process. By giving them this wealth, they could then use it. …  

“This is what I teach my coachees: your success is the fact that you are capable of 

creating of your awareness that is beyond simply good business decisions. What 

feeds into your business awareness is the context that you're living in. The context 

means humans, environment, politics, everything. The context, if you take it with 

you for decision making, when the time comes in the future, that is your success” 

(EUM38). 

 

EUM38 utilised instruction, advisory and inquiry to develop EEA. The formation of EEA required 

changing one’s assumptions, discovering customer needs (opportunities) and resources that assisted 

in the actualisation of those opportunities. She guided students on contextual awareness through 

inquiry that enabled entrepreneurial activities. 

“I start them with this new awareness, to look at their new environment. They 

perceive (themselves) as someone from a story told to them. I ask them to walk about 

their environment with a different mindset that they have learnt now. Now, the whole 

would look completely different. I encourage them to discuss with businesspeople 

through this perspective, now with your creativity, the tools. Check your 

ingredients. You are the ones that will be able to create so many businesses because 

you have so many needs, so many ingredients, so many customers. Check your 

ingredients and come up with this business idea that serves your community or 

context” (EUM38). 

 

EUM58 described the development of EEA through Applied Theatre. EEA provided a sense of 

control over one’s context (ESE).  

“Look at the setting as a stage. You are a director and an actor in this piece of 

theatre. In a stage, nothing that should not be there, should be present. You do not step 

into a stage without thought. You think about the script ….  
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“When you are having a difficult conversation, you (have) the opening lines as you 

can take charge of that. ‘This is what I would like to talk to you about. Here is the 

situation.' You work out who you want them to be, their roles in terms of their 

interactions with you. Work out how the scene ends in your view. … how do you 

want that experience to evolve for you and for them. You work out who you want 

them to be, their roles in terms of their interactions with you. Work out how the scene 

ends in your view” (EUM58). 

 

An awareness of one’s surrounds (OCM1) could be developed through visualization (EUM4, 

OCM17). “They develop those problems into ‘problem maps’ or ecosystems around the 

problems. They understand customers and design solutions” (EUM4). EUM20 and NAM45 

highlighted the importance of stakeholder analysis. EUM31 advocated “creative solutions for the 

community”. OCM8 emphasized on “the value you create for others”. 

 

The relationships one possessed determined one’s ability to access start-up resources (OCM1). 

“They do not know anybody, about a particular industry that they want to do something 

in. They have no means of accessing resources. But they want to do something there. 

Then, I am going to talk that student out of it as you are setting yourself up for a 

failure. …Why not do something that's connected to your home country, where you 

do know people, where you do understand the context and you may be able to access 

resources?” (OCM1). 

 

OCM17 required his students to identify and interact with potential key stakeholders in their networks 

to become aware of potential opportunities. 

“You have a list of people you can pitch to your idea to get feedback on whether 

your idea would benefit the ecosystem. You got to create value for the ecosystem 

and be able to extract value (from it) in order to survive … 

“Students use a variety of ways to visualize, sketching their prototype ecosystem up, 

to show who's who, how they are connected and how resources flow from one 

person to another. Given what you have learnt about the ecosystem, now forecast 

your role within the ecosystem. Think through what you would do in the ecosystem 

for the next five years. Now put yourself in your own shoes five years from now 

and write a letter back to yourself. You are writing a proposal to yourself from the 

future; tell yourself today, how to start adding value for the next five years” 

(OCM17).  
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EEA encompassed an awareness of the decision-making and activities of stakeholders in one’s 

context (AZM9, EUM38), including the perceptions and aspirations of customers (NAM19, EUM23, 

EUM38), other entrepreneurs (EUM53) and investors (AZM9). Students also obtained data on the 

entrepreneurial potential of others (EUM38) in relation to their own (AFM46). 

 

EEA was developed through informational awareness and empathy. The interpretation of the 

emotions of others was trainable and a critical start-up success condition. 

“I spend a lot of time on the methodology of thinking, being aware, feeling what 

others feel, and the context, then and only then are decisions made or considering 

what is the next set of required information. If they are incapable of ‘reading’ the 

customer, in creating a value proposition, this means they have to repeat their 

behaviour. Aware, all the time of what are other people are doing. I make sure that 

they are aware of this all the time” (EUM38). 

 

"In entrepreneurship, one has to think, consider how customers, funders, think and 

make decisions. Based on this knowledge, one can decide how to act accordingly” 

(AZM9).  

 

“We constantly talk about the importance of interpreting customers' emotions and 

how all their buying decisions are related to emotions, either real or imagined. Some 

videos provided students with some insights on how to try and manage their emotions 

when interviewing customers” (NAM19). 

 

Students learned to adapt and to cope with changes through reflection, becoming more adept (skilful). 

This perceived mastery enhanced ESE.  

“The reflection through the discussion, which is the critique, that you then bring 

this newness or unexpected changes in. It is breaking that resistance to not 

accepting something new. Because if you are in a real entrepreneurial environment, 

and you are resisting something that has changed, then you may be missing 

something! Whereas if you could introduce it and become more accepting that things 

are changing, when you are used to dealing with it on a regular basis, you simply 

become more adept, because it is your life-world” (EUM23). 
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EEA could be developed through synthesis of prior and current reflections to generate solutions based 

on an understanding of contexts and to actualise opportunities. 

“We often throw in something new when we have those ‘crits’ (critiques), something 

else unexpected where they have to deal with it on the spot; … We give them the 

autonomy of thought, initially on a small scale. They get used to it, they become willing 

to make good guesses on the spot. You can always reflect on those to get better. That is 

exactly what an entrepreneur has to do, do something new. It is thinking on your feet 

but also coming up with reasons why you think that might not work, 'on the fly' 

and synthesising your prior reflection with the current set of conditions” (EUM23). 

 

Some CDs indicated that entrepreneurial awareness was utilised in the effectual entrepreneurship 

method. 

“New venture creation is more free, open-ended, where resources are either acquired 

from elsewhere or students can improvise, bootstrap, perform effectual thinking, 

progressing from one small success to the next” (EUM55).  

 

“The resource profile of each student is the determinant on how far they can move. 

Whom they know, what they know and what resources they can gain access to. 

That determines what feasibility exists around a project” (OCM1). 

 

 

7.6 Interpretation: Educational Design Lifelikeness and Entrepreneurial Self-Efficacy 

 

Students learned how to apply entrepreneurship methods and theories in theoretical, moderated, 

authentic and Self-Authentic contexts. Activity outcomes that were reflected on led to ESE 

development. Learning contexts and pedagogies had varying levels of Lifelikeness (Table 7.1 at the 

start of Chapter 7). 

 

All lifelike pedagogies developed more ESE overall, but the learning contextual conditions (the CDs, 

curated ESE sources and real-life learning opportunities) influenced the accuracy of students’ ESE. 

ESE sources that the students could relate to were more effective in developing their ESE. 

 

EEDs that were more lifelike necessitated the curation of experiences outside the classroom to enable 

students to experience entrepreneurship in more lifelike authentic conditions. 
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Reflexivity developed ESE more than the Lifelikeness of an EED, through entrepreneurial awareness. 

Reflection on appropriately selected ESE sources facilitated an iterative evolving process of activity 

and reflexivity. An awareness of one’s real-life environment, external entrepreneurial awareness 

(EEA), was a source of ESE that initiated entrepreneurial activities and subsequent reflexivity, 

leading to further ESE refinement.  

 

Reflexivity on curated ESE sources that developed EEA was assisted by role-transitioning between 

the educator types and roles.  

 

 

7.6.1 Interpretation of Curation and Entrepreneurial Self-Efficacy 

 

Educators curated a variety of ESE sources in their EEDs to provide ESE developmental opportunities 

for their students. However, it was sometimes uncertain whether curated material developed ESE. 

Themes related to curation are presented in Table 7.4. 

 

Some CDs implemented self-determined learning and encouraged students to pursue 

entrepreneurship in their areas of interest. These students also Self-Curated their preferred ESE 

sources (Section 8.1) and found domain experts to assist in their entrepreneurial activities.  

 

Curation assisted CDs in role rebalancing and alleviated their fatigue from role-transitioning (Section 

6.4). 

 

CDs curated a range of ESE sources such as guest instructors and assessors, student peers, seniors, 

alumni, entrepreneurs, investors, contract educators and other faculty members from different 

disciplines. Boyd and Vozikis (1994) suggested four ESE sources- mastery experiences, social 

persuasion, vicarious learning (VL) and stimulated emotions.  

 

Themes indicated that students reflected on curated social persuasion (feedback and instructions) and 

their emotions to establish perceptions of mastery. VL involved reflections on the behaviour of role 

models and their sharing. Inquiry-focused coaching enabled reflections on curated ESE sources, 

assisting in the development of students’ ESE. 
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Table 7.4: Theme Development- CD-Curation of Entrepreneurial Self-Efficacy Sources 

Summary of First Order Concepts* Second Order Concepts 

(Themes)** 

Aggregate 

Dims*** 

• Understand theories, methods, templates and tools from 

applied lectures and simulations to perform 

entrepreneurship (Section 7.1). 

Create and/or select 

entrepreneurship 

instructions and 

questions to enable 

reflexivity on sources of 

ESE. 

Curator of 

ESE 

sources 

• Inquiry and reflection questions (what, how and whys) to 

modify perceptions, thinking and reflect on feedback and 

instruction (Section 6.3.3). 

• Reflective discussions and assessments based on 

entrepreneurship and methods. 

• Encourage participation in ‘Start-up’ weekends, business 

plan competitions, Hackathons. 

• Secure start-up funding for prototyping, development, 

customer discovery. 

EE curriculum and 

additional mentoring 

and industry-based 

coaching. 

Encourage participation 

in authentic 

entrepreneurship, 

entrepreneurial activities 

within and outside the 

university context 

(Section 7.2). 

• Internships, incubators, accelerators (ECA) to develop or 

progress on start-up ideas.  

• Right size field projects. 

• Use actual industry equipment. 

• Creatively curate, marshal and secure appropriate 

resources, networks and mentors. 

• Additional skill training (ECA) on pitching, start-up risk 

management, and BMC by industry. 

• Enable VL from fictitious or real-life cases, model 

entrepreneurs, guest entrepreneurs, entrepreneurs-in-

residence, mentors and practitioners (Section 7.2.1). 

Selectively marshal 

relatable entrepreneurs, 

role models, to provide 

authentic feedback and 

instructions. 

• Guide and show students places and people they can 

access to obtain the necessary start-up resources, 

technical knowledge from faculty from other disciplines, 

websites or e-commerce designers.  

• Help students to go into industry to present and test ideas 

with clients, customers, investors (Section 6.3.1). 

Facilitate learning from 

an ecosystem context- a 

physical and online 

network of 

entrepreneurial capital 

and ESE sources, an 

‘extended’ classroom 

(Section 6.4). 

Resource-

ful 

industry 

ecosystem 

guide 

* First order concepts are groups of similar horizons. 

** Second order concepts (themes) are groups of similar first order concepts. 

*** Aggregate dimensions are groups of similar themes. 
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Reflexivity on authentic instruction and feedback enhanced ESE. This type of reflexivity required 

level three and four reflections (Table 7.5). The researcher expanded the descriptions by Peltier, Hay, 

and Drago (2005) in order to highlight the distinct levels of reflexivity. 

 

Table 7.5: Researcher’s Modified Peltier, Hay, and Drago (2005) Reflection Hierarchy 

Level 1: Non-reflective habitual actions, ‘surface’ learning, memorising mechanically. 

Level 2: Solely understanding textbooks, learning within the boundaries of pre-existing 

perspectives with no personal relevance. 

Level 3: A deep learning approach to reflect on personal experience, internalise concepts and 

assimilated into one’s personal knowledge structure (Leung and Kember 2003) with the insights 

and awareness from reflections on the resources and relationships in their external contexts. 

Furthermore, learners challenge assumptions, assess alternatives and seek to improve on their 

existing solutions. 

Level 4: Learners become aware of, or change, the way they think, perceive or act, involving 

‘perspective transformation’ (Mezirow 1998b), “introspection of self, critical reflection of activities 

and the creation of learning practices that enable and facilitate the exploration of alternative 

actions” (Higgins, Smith and Mirza 2013, p.138). 

Source: Adapted from Peltier, Hay, and Drago (2005). 

 

 

No horizons or themes suggested that the very experiential (lifelike) EEDs, courses with nine or more 

types of ESE sources, developed higher levels of ESE. Most critical was that reflexivity developed 

ESE, through entrepreneurial awareness. Reflection facilitated an iterative process of activity and 

further reflexivity. As validated by all GREs (Section 9.3), a significant pedagogical feature that 

contributed to ESE development was the curation of cases and role models that were relatable to 

students.  

 

The ESE literature (Section 2.2) indicated individuals might not initiate entrepreneurship unless they 

perceived sufficient self-efficacy (Bandura 1977b; Bandura 2012).  

 

Themes indicated that students reacted either positively or negatively to the complexities of 

entrepreneurship that enhanced or eroded their ESE, respectively. Some were inspired by relatable 

models; others were intimidated by authentic feedback (guest advisors/assessors). Hence, CDs were 

compelled to moderate the intensity of emotional stimulation in their courses, and to induct their 

students into the complexities of entrepreneurship gradually through curation.  
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7.6.2 Interpretation of External Entrepreneurial Awareness and Entrepreneurial Self-

Efficacy 

 

Horizons and themes indicated that EEA was an awareness (perception) of accessible resources and 

relationships that assisted start-ups. Perceptions of accessible entrepreneurial and social capital (Shaw 

et al. 2009) assisted in actualising entrepreneurship. Favourable reflections of resource accessibility 

enhanced the perceptions of start-up feasibility and desirability (Fitzsimmons and Douglas 2011) that 

developed ESE. A summary of the thematic development of EEA is in Table 7.6. 

 

The students often faced challenges in initiating connections to start-up resources in their context. 

Instruction-focused coaching facilitated activity outcomes. Role-transitioning to inquiry-focused 

coaching enabled students to reflect on outcomes to identify and develop relationships that enabled 

them to access to start-up resources. 

 

Gecas (1989) and Bandura (1989) reviewed how societal and group structures and processes 

influenced the development of self-efficacy, activities, perceived mastery and sense of control. Self-

efficacy is the self-belief in one’s mastery in performing a nominated activity. Bandura (1977a) 

differentiated between self-efficacy expectations and outcome expectations (assessment of how one’s 

context would respond to the outcomes from that action). Therefore, if one’s perception of the 

entrepreneurship environment was negative, then one might not initiate starting up despite possessing 

ESE.  

 

CDs were able to influence the development of EEA (and subsequently ESE) through their courses. 

EEA evolved through subsequent rounds of activity and reflexivity that identified more 

entrepreneurial capital as one’s start-up progressed. 

 

Creative problem-solving and entrepreneurship methods also assisted students in analysing the 

connections to resources. Field and class experiments combined with inquiry synthesised current 

experiences with prior reflections to predict likely future responses from customers or suppliers 

(EUM23). This form of reflexivity also forecasted one’s future value-creating roles (OCM17). ESE 

developed from coaching in synthesising challenging situations (“working out the setting,”), to build 

the confidence to “take charge” (EUM58). Moreover, this ESE development initiated further activity 

and reflexivity (Section 6.3). 
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Table 7.6: Theme Development- Cultivating External Entrepreneurial Awareness 

Summary of First Order Concepts* Second Order Concepts 

(Themes)** 

Aggregate 

Dims*** 

• Deconstruct the entrepreneurial activity. 

• Identify the resources needed to achieve goal. 

• Evaluate evidence-based outcomes (EUM12). 

Self-discovery of one’s 

entrepreneurial potential 

based on one’s networks 

and essential relationships 

to access resources that 

determine the feasible scope 

of entrepreneurial project. 

External 

Entrepre-

neurial 

Aware-

ness 

(EEA) 

• Evaluate available resources and identify which they 

can gain access to (OCM1, EUM12). 

• Create a value proposition for customers (EUM38). 

• Make sense of situations (AZM14). 

• Confidence to try based on self-evaluation relative to 

opportunity or task (OCM1). 

• Interpreting external environment based on prior 

experiences, past and current learning (AFM46). 

• Awareness of one’s connections to society and 

ecosystem. 

• Understand issues and evaluate solutions in relation to 

one’s morals (EUM38). 

• Discard what is not aligned with entrepreneurial 

mindset (EUM57). 

Reflections on the 

relationships in one’s 

proximal context that 

enhance or limit one’s 

entrepreneurial potential. 

• Awareness and interpretation of emotions of 

customers (NAM19). 

• Observe before decision-making. 

• Be alert to required information (EUM38). 

Reflexivity generates 

awareness of opportunities 

and be able to extract value 

from these opportunities. 

An awareness of the value-

creation potential of others; 

their cues, emotions, 

aspirations, knowledge and 

masteries. Linked with 

Internal Entrepreneurial 

Awareness (section 8.2). 

• Sensitive to cues (AFM46, EUM58). 

• Alert to conditions in one’s environment (EUM38). 

• Consider how customers and stakeholders think and 

make decisions (AZM9). 

• Create value for the ecosystem, be able to extract 

value from it in order to survive (OCM17). 

* First order concepts are groups of similar horizons. 

** Second order concepts (themes) are groups of similar first order concepts. 

*** Aggregate dimensions are groups of similar themes. 

 

 

7.7 Summary of Research Focus Two Analysis 

 

This chapter highlighted the lifelike EEDs and contexts introduced by CDs to educate their students 

and build ESE. These EEDs provided students with opportunities to experience entrepreneurship 
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realities and real-life business conditions. Lifelike EEDs necessitated the curation of experiences 

outside the classroom, both by CDs and also Self-Curated by their students. 

 

Lifelike pedagogies developed more ESE overall, but the accuracy of students’ ESE depended on 

various factors such as the ESE sources that were curated (Section 7.6.1). 

 

An awareness of one’s environment, external entrepreneurial awareness (EEA), was a source of ESE 

that initiated entrepreneurial activities and subsequent reflexivity, leading to further ESE refinement 

(Section 7.6.2). Reflection by students facilitated a repeating and evolving process of activity and 

reflexivity. 

 

Reflexivity assisted the awareness of one’s entrepreneurial potential based on the quality of one's 

relationships and the identification of opportunities in one’s environment. The quality of these 

relationships assisted or hindered one's access of start-up resources. EEA improved one’s ability to 

recognise and extract value from opportunities that were not noticed by others. Reflexivity also 

developed an awareness of the entrepreneurial potential of others. These reflections could assist in 

determining the feasible scope of one's start-up that could enhance ESE. 

 

Reflexivity through entrepreneurial awareness developed ESE more than the Lifelikeness of an EED, 

and it was assisted by role-transitioning between the educator types and roles. 

 

The next chapter is the analysis of research focus three, the development of ESE by combinations of 

practical and lifelike pedagogies. 
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8 RESEARCH FOCUS THREE ANALYSIS: PRACTICALITY AND 

LIFELIKENESS 

 

Research focus three (combinations of Practicality and Lifelikeness developed ESE) guided thematic 

analysis of EEDs implemented in four lifelike contexts (Table 7.1 in Chapter 7). Of the four contexts 

(theoretic, moderated, authentic and Self-Authentic), the Self-Authentic context (consisting of 

students’ personally significant and meaningful learning experiences) was found to be the most 

lifelike and practical as they executed personally significant entrepreneurial activities in their areas 

of interest.  

 

Many EEDs in this research contained a combination of practical and lifelike pedagogies, in varying 

proportions. Both CDs and students also curated multiple lifelike and practical learning experiences 

(such as ECAs) and relatable authentic ESE sources that developed and updated ESE. 

 

This chapter explains the theme developments guided by research focus three. It explains how themes 

were developed from horizons (significant words or phrases) related to combinations of Practicality 

and Lifelikeness. The horizons (in bold text) from the participants’ interview data (quotes) were used 

in thematic analysis to present their perspectives faithfully. 

 

 

8.1 Curation Versus Self-Curation 

 

EEDs varied from more prescribed to more self-determined learning. From the first to the third year 

durations of researched EEDs, reflexivity became progressively more complex. This increasing 

complexity was accompanied by a transition from curation to Self-Curation of ESE sources as part 

of self-determined learning. Of the 77 CDs, 13 implemented some form of self-determined learning 

(AZM3, AZM10, EUM12, EUM38, EUM23, EUM27, EUM42, EUM53, EUM58, EUM59, NAM2, 

NAM30, NAM43). 

 

Self-Curation of ESE sources was guided by inquiry, a “go and find out” approach (OCM17) 

involving self-discovery. As an example, OCM47 expected his students to Self-Curate instructions 

on how to perform Design Thinking tasks and learn vicariously from experts as they performed their 

operations during an intensive study tour. 
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EE programs comprising several interconnected courses (both practical and lifelike pedagogies) were 

more likely to develop ESE than a standalone course in one semester.  

AZM21 reflected, “It is difficult to observe the evolution of self-efficacy of students 

through only one semester, sincerely. Self-efficacy is the ability that you feel that you 

can control things to achieve something. A student did an internship in a family 

business and discussed with the business successor all the things (taught). The 

students are creating a sense of knowledge about family business. But, until they 

arrive at real-life, they cannot perceive this self-control. When they are facing with 

the problems and ideas, I think they will be more aware about these things. They 

will remember what we discussed. This remembering will help them to navigate the 

problems, issues and challenges” (AZM21). 

 

A gradual increase in the complexity of the activity-reflexivity recursive enhanced ESE. 

“Students’ expectations regarding entrepreneurship can be unrealistic. I make 

them understand in [anonymized course] … it involves sufficient theoretical 

grounding. I do not want to them to feel that they can launch a business 

straightway. They need to gain first-hand knowledge and even experience.  

“When they reach the final courses, that is when they feel much more confident if 

they were to launch their own businesses. … with extra knowledge of the practical 

world …. You are confident. You do not know the solution that you can solve 

whatever problems are thrown at you, as you go along. They begin to feel that they 

know the tools or the concepts but that was not good enough. If they cannot test and 

assess where one case works and in another, it does not, then the confidence is one-

sided” (EUM27). 

 

Students of OCM1, AZM10, EUM12, EUM58 and EUM59 were expected to eventually Self-Curate 

their own learning resources. AZM3, AZM7, AZM9, AZM54, AFM39, OCM17, OCM49, EUM56, 

EUM58 and EUM59 guided and encouraged students to actively participate in ECA. These ECAs 

included elective courses related to the course designed by CDs, competitions and start-up support 

programs to complement their pedagogical designs.  

 

ECAs were sometimes encouraged by CDs and/or self-initiated by students. Students Self-Curated 

their preferred ESE sources and entrepreneurial capital to assist their start-ups or entrepreneurial 

activities. ECAs were mostly performed in authentic and Self-Authentic contexts.  
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Level one undergraduates commenced with learning basic theory to perform reflexivity on prior life 

experiences (EUM12, NAM26, NAM43). More instructions, for example, how to interview, perform 

market/field research and the BMC process were progressively introduced or self-studied.  

 

CD-Curation transitioned to Self-Curation as students become self-determined learners (AZM10, 

EUM53, EUM58, EUM59). These CDs expected their students after their first years, to self-curate 

knowledge, skill and resources towards achieving their academic and entrepreneurial goals. EUM58, 

who referred GRE3 and GRE4, expected them to Self-Curate resources in their start-up and resolve 

team related and unexpected real-life business challenges.  

 

AZM10 required students to organise their own authentic self-learning, to identify potential resources 

and to practice their entrepreneurship in lifelike conditions. 

“I would send them off on an expedition at the end of every class, to find out the 

entrepreneurial ecosystem in the city. Go and find out who are the incubators, what 

are their specialities? This is not going to be internet research. You have to visit the 

incubator. We go and observe, what are investors saying they want to hear or 

looking for, that is what you need to have. What is your story in five slides (for it to 

be effective?) …. Is it a three- or five-minute pitch?” (AZM10). 

 

EUM53 described the type of questions (inquiry) that guided Self-Curation. 

“In level two and three courses, it was more, ‘You tell me your choice, what you 

want to do, exactly.’ … At this stage, we ask them, ‘What do you think? Will it 

work?’ They ask us, ‘How many do you think we can sell?’ We then ask back, ‘How 

many do you think...?’ They have to set up their own goals. They go out of the 

building after three years. We tell them, ‘Think about how businesspeople would 

think, how you would apply them in your future life, …  your start-up or in working 

for another business …’” (EUM53). 

 

In their first semester, EUM59 and his team curated ESE sources that guided students’ learning. 

However, second year students Self-Curated and peer-coached each other. 

“They decided by themselves what learning resources were required to progress on 

their projects and business plans with minimal reminders from her. In their free time, 

they are using the incubator space to organise ‘successes, failures and struggles’ peer 

sharing events. We have a student-driven accelerator initiative, our sort of centre of 
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entrepreneurship, a kind of mentorship initiative. Students with entrepreneurship 

experience are coaching students with less experience” (EUM59). 

 

Some students further developed their start-up concepts, originating from their feasibility course in 

an incubator (OCM49). Half of EUM20’s executive students learned how to pitch and start-up at their 

university’s accelerators. Self-determined learning included participation in competitions. Some 

students of AZM54 participated in voluntary coaching sessions to enhance their entrepreneurship. 

“Whenever they talk about business, they say, ‘We do not have the funds and do not 

take any risks.’ So, we have to create or change their mindset. It is not about risk. 

Yes, risk is involved but how to mitigate that risk. How to calculate that risk which 

is important. They go for these training sessions and workshops, conducted by many 

trainers” (AZM54). 

 

Both CD-Curation and Self-Curation, as well as a combination of both, constituted a multiple 

pedagogy learning experience. CDs designed a range of practical and lifelike pedagogies and curated 

a mixture of lifelike ESE sources.  

 

Multiple learning experiences provided the students with a rich array of reflexive opportunities that 

enabled them to develop ESE. Since the students’ ESE improved when they related well with the 

sources of ESE, providing them with multiple sources increased their chances of developing ESE. 

 

Table 8.1 summarises the thematic development of CD-Curation and Self-Curation that assisted the 

development of entrepreneurial awareness that could consequently develop ESE. 
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Table 8.1: Theme Development- Curation of Self-Efficacy Sources 

Summary of First Order Concepts* Second Order 

Concepts (Themes)** 

Aggregate 

Dims*** 

• Design enjoyable exercises (OCP12, NAM36, NAM43). 

• Inspiring sharing by guests galvanised, stimulated or 

terrified students (OCM8). 

• Sharing encouraged or deterred pursuit of starting up 

(AZM5, EUM42). 

Selection of both 

positive and negative 

real-life cases, role 

models (VL) and 

advisory as ESE 

sources for students 

to reflect on and 

develop their self-

perceptions. 

CD-

Curation 

• Reflections on authentic feedback. 

• Reflections on safe setbacks (OCM1, EUM53). 

• Students not unduly deterred by negative feedback (OCP6, 

NAM19, NAM43. EUM12). 

• Students discovered, selected knowledge and resources 

required for starting up. 

• Interviewed entrepreneurs, potential customers (OCM17, 

EUM38). 

• Interacted with investors, designers, experts, mentors, 

coaches, seniors or alumni (EUM20, EUM53). 

Self-determined 

learning and inquiry-

focused coaching 

assisted sourcing and 

utilisation of 

entrepreneurial and 

social capital. 

Assisted 

Self-

Curation 

• Resource and relationship difficulties motivated exploration 

for additional solutions (GRE2, GRE5, GRE6, GRE7 and 

GRE9). 

• GRE1, GRE3, GRE4 and GRE8 identified additional 

resources (funding, peers, seniors, advisors, coaches and 

mentors). 

Perceived 

accessibility (or 

inaccessibility) to 

resources, 

entrepreneurial 

collaboration and 

social capital guided 

sourcing for 

assistance. 

Self-

Curation 

including 

extra-

curricular 

activities 

(ECA) 
• Teams and peers brainstormed ideas, shared how they solved 

common start-up challenges, provided emotional support. 

• Peers with entrepreneurship experience coached the 

inexperienced. 

• Self-initiated seeking of and reflection on authentic feedback 

and instruction, additional coaching and mentoring. 

Sourcing for 

complementary 

support, such as 

emotional guidance, 

technical and 

entrepreneurial 

expertise. 

• Self-organized teams comprising students with 

complementary skillsets formed to achieve entrepreneurial 

aims, and/or present to alumni and guest judges. 

* First order concepts are groups of similar horizons. 

** Second order concepts (themes) are groups of similar first order concepts. 

*** Aggregate dimensions are groups of similar themes. 
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8.2 Internal Entrepreneurial Awareness Through Reflexivity 

 

Reflexivity is the interpretation of personal meaningful experiences within the internal Self-Authentic 

context that leads to ESE development. Inquiry enabled reflections on one’s self-concept, an 

awareness of one’s perceived mastery or lack of it. Students’ self-concept (Section 2.2.2) was 

modified by the awareness of outcomes and perceived relationships within one’s context. 

 

Entrepreneurial self-identity was developed through self-comparison to role models. Horizons 

indicated that purposeful reflexivity on one’s self-identity developed IEA. Reflections that clarified 

one’s self-identity included critical comparisons with curated models. The refinement of IEA 

involved synthesizing one’s prior ‘lived’ experiences (AFM46), and the experiences of others in their 

contexts (EUM38). 

 

The EEDs of AZM3, AZM10, AZM11, AFM46, NAM19, NAM30, NAM32, NAM43, EUM12, 

EUM23, EUM38, EUM57 and EUM58 focused intensely on inquiry that enabled reflexivity and self-

discovery that developed, clarified and/or updated IEA and ESE. 

 

IEA could develop during the first few weeks of an entrepreneurship course (AZM5, AZM11, OCM1, 

NAM26), or in the final year (EUM42, EUM53) or throughout the program (EUM12, EUM58). 

While the mentees of AFM46 had one year of “sensitising”, undergraduates of EUM12, EUM31, 

EUM53 and EUM58 developed IEA over three years. 

“We call that learning about, for, and through entrepreneurship, over three years. 

In the final year, you start your own ventures. Once you deal with those skills in the 

first and second year and develop the mindset, you get to the final year, have the 

opportunity to enrol in two modules where you can start something of your own, 

not necessarily a commercial business but use their passion to start something for 

their community” (EUM53). 

 

ESE-eroding attitudes in undergraduates and postgraduates were observed by OCM1, NAM15, 

NAM43, and EUM57. Inquiry enabled reflexivity based on theory (EUM12) to discard non-

entrepreneurial mindsets (NAM36, NAM43, EUM38, EUM57). Inquiry-based pedagogies (both 

practical and lifelike) changed mindsets that hindered entrepreneurial activities (AZM10, AZM35, 

NAM32, NAM41, EUM12 and EUM38). These CDs developed and modified IEA, enabling ESE 

development. 
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Students’ self-awareness (IEA) from reflexivity was an important aspect of entrepreneurship as it 

revealed their convictions and how they viewed themselves and the world. 

“When we try to assess our 'model', our identity, how we come to understand and 

identify ourselves as modern individuals, we have to comprehend (how) our sense of 

agency, personhood, has evolved. I fight in my classes to enhance self-understanding 

of the student. The ideas, convictions, they have in mind. How they view themselves, 

and their connections to the world. … it is unravelling one's background, a better 

understanding, the framework, the sources of imaginations, sources of one's social 

imaginary and personal visions” (EUM57). 

 

Students compared themself to real-life cases and role models (AZM5, AFM46), interpreting and 

deciding whether they were prepared for entrepreneurship or not. “Through this real-life case 

analysis, they subsequently achieve their personally relevant project goals” (OCM47).  

 

The development of IEA required CDs to utilise multiple pedagogies, and these were a mixture of 

Practicality and Lifelikeness. Reflexivity, the most important contributor towards ESE development, 

was itself a practical activity, and it worked in conjunction with both practical and lifelike pedagogies 

to develop ESE.  

 

 

8.2.1 Reflexivity on Perceived Interests 

 

All GREs initiated start-ups aligned to their interests. NAM30, NAM32, NAM37, NAM43, AZM10, 

EUM24, EUM31, EUM38, EUM44, EUM58 and OCM1 harnessed the aspirations of their students 

to initiate entrepreneurship. IEA assisted in initiating the first steps (activities) in entrepreneurship in 

one’s domain of interest. Some students reflected on Self-Authentic outcomes (EUM12, NAM30, 

NAM32, NAM43, OCM1, OCM47, NAM37). Some students convinced themselves that they had 

“entrepreneurial potential” (AFM46) and to persevere in seeking better solutions (AZM11, AZM35, 

OCP13, OCM47). 

 

Students discovered and persevered in solving personally meaningful problems that they were 

passionate about (OCM47). The effects of curiosity-driven, interest-driven learning (related to IEA) 

on students was high engagement learning. “That’s interesting to me. Why didn't it work? They will 

go much further, dig deeper, find out lots of interesting things and they really enjoy the 

journey” (OCM47). 
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CDs assisted students to initiate entrepreneurial activities based on their interests. 

“Coaching begins by saying, ‘Tell me why this is important to you?’ It forces you 

to take ownership of the experience, not me. I act as a guide, as a navigator. I keep 

coming back to you and saying, ‘Why is this important? What power do you have? 

What actions can you take?’ They do not feel that I am a fountain of knowledge. I am 

absolutely not. Even though I made a success of my entrepreneurial career, that is 

not (what) drives this. What drives this is you. When a student says, ‘I do not know 

what to do next’, my response is not, ‘Let me show you’ but ‘What do you think is 

the next step that you can take, between now and when we meet again?’” (AFM46). 

 

Many CDs assisted students in initiating their first entrepreneurial activities. OCM1 initiated activity 

and reflexivity by asking: 

“Is there a certain industry, something you are interested in? What is currently 

relevant in one's life? What would you like to do? Find out from the student: if they 

had the opportunity to make some change in the world, to pursue something that 

they are interested in, what would that be? If the student has all the theories, all the 

tools, learnt problem-solving or creativity techniques, that will not do them good if 

they do not understand who they are relative to the environment in which they are 

ultimately going to do something in” (OCM1).  

 

Some CDs advocated that students work on their interests. EUM24 emphasized:  

“It's extremely important that they do what they want to do. They need to be 100% 

committed. That doesn't mean that they have to work ‘24/7’. It means that they believe 

in what they have to do” (EUM24). 

 

EUM44 recommended to “listen to the students, try to understand them on what they like to do.” 

“The project they work on (is) basically a real start-up insofar that we encourage students to start-

up on their own. In that sense, it is not a research project” (AZM3). “I am not forcing them to do 

something that they are not ready for. I am tapping into a latent interest, a latent passion, purpose 

that is designed to match their motivation with changing the world” (NAM43). 

 

OCM47, AZM5 and NAM45 formed teams around “ideas or problems … that they cared for”. 

“I get all of them to pitch problems and then they self-form groups, around 

problems they are passionate about. With self-motivated passions on things that 
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people are really excited about, interested in. … They actually love the learning 

journey that goes along with it. It was getting people to get passionate and fall in love 

with the problem rather than fall in love with their ideas or solutions. There is normally 

quite a distinction” (OCM47). 

 

NAM37 shared about how his GREs were “changing the world” when challenged with formulating 

“credible $100 million concepts by year five”. One of his students whose mother had some disabilities 

was inspired to embark on her Self-Authentic (personally meaningful) challenge. This was a case 

where IEA synthesised with EEA.  

“She was very familiar with the challenges that women have about wearing clothing 

that is not meant for their bodies. What is driving her is, ‘I want to change the world’. 

(They) tap into the passion that they have, for something meaningful, to have an 

impact” (NAM37). 

 

Reflexivity developed an awareness of one’s self-concept in relation to the evolving aims, aspirations 

and emotional states of customers (AFM46, NAM19, EUM23), the “ingredients” of 

entrepreneurship (EUM38). This reflexivity also involved a synthesis of reflections on one’s prior 

experiences, education and self-perceptions, leading to enhanced ESE. 

“The mindset is an interaction between ways of seeing, ways of being, how you see 

the world and interpret the world around you and how you act in the world, largely 

defines your mindset. You learn to respond to the world around you. You harness 

everything that you know, everything that you have done that is enacted in some 

behaviour.  

“With student entrepreneurs I think in my experience, is connecting them to what is 

unique inside of them … to connect deeply with who they are. Then, they can begin 

to enact this journey of entrepreneurship, almost unhindered by rubrics and 

course outline. The big advantage of this [anonymized] course is that it comes 

almost at the end of the year. They had times of 'filtering’. For many of them, not 

all of them, I think they are more sensitised to their own potential” (AFM46). 

 

 

Authentic learning and IEA development were combined in every session of NAM45’s intensive 

EED.  

“I require them to work on something they care or passionate about for 15 minutes, 

in groups. … After group work, they come back together to present something they 
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discovered, their research or decisions. For the reflection to make sense, to be a 

meaningful experience for them. … you mix the ‘doing’ with the case studies, an 

actual live problem … then take the whole learning experience after that, to base 

the reflection on. Why reflection is so important is because there is lots of creativity, 

creative and critical thinking, integrated into the reflection. They actually do it 

themselves, instead of telling them. Explore creative and critical thinking on their 

own to identify those areas or skills they have” (NAM45). 

 

Self-Authentic (lifelike) personally significant entrepreneurial opportunities and/or problems were 

necessary for students to learn effectively, and to initiate activity and reflexivity that developed ESE. 

“It has to be something that matters to them. It has to be real. Some may not view 

it as an overall entrepreneurial opportunity. Personally, it is a problem or an 

opportunity that they are trying to solve. In terms of being able to develop 

metacognition and learning from experience, personally [with emphasis] the 

experience has to be 100% authentic. If the experience is cultivated by the educator 

or by the program, it is not going to work” (OCM1). 

 

“I try to help people achieve their passion. If the passion is not entrepreneurship, that 

is okay by me. We focus a lot on resilience, which is, do you make sure that at some 

point during the class, students suffer a major setback and have to bounce back. 

They have to find a problem and come up with a solution; create a business plan 

from scratch” (NAM32). 

 

 

8.2.2 Reflexivity on Perceived Mastery 

 

Inquiry trained students to acknowledge (reflect) their mastery and life experiences that enhanced 

ESE. EUM12 and EUM38 used inquiry to empower their trainees who acknowledged their 

achievements that reinforced self-identity and enhanced their ESE.  

 

Reflecting on one’s strengths (and weaknesses) was a crucial learning experience that updated ESE. 

EUM38’s students were empowered when they realised that they had the potential to succeed. They 

subsequently challenged and inspired themselves to plan and take further action based on these 

reflections. 
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 “I always sincerely let them be themselves. So many incredible things are 

generated by these people. … They are empowered with their own creativity and 

their own new realisation that ‘yes I am’. Remember one of their family members 

who has a business, from memory, and try to recite all the knowledge that they have. 

Then look at that from a different perspective- facts can change as facts. They have 

a lot of learning material within their own context. Not that they measure themselves 

to big stars but that they learn the mindset. They have more potential to succeed 

because they have more problems to solve in their context, ‘because I can’…” 

(EUM38). 

 

EUM38 facilitated the development of IEA by relating mastery to their interests and aspirations. 

Her students subsequently “dived into the unknown, making decisions based on 

moving forward. You keep repeating what (is) special in others. If you don't 

recognise your own value, then you cannot create. … I want them to be aware of: 

'look, this is what you did', 'this is what you told me that', 'here you are’. … That 

was when they start awakening. … I simply repeat what the person in front of me 

said and ask, ‘Where is that energy? Where did that come from? Why are you now 

projecting on me ‘I cannot. I do not want or I have no idea?’’ I leave them with that. 

Then they will see reality from a completely different level …. It is getting them to 

believe that they are and can be creative and entrepreneurial and also directing 

that self-belief into something tangible, for example, start a business that supports 

your family …. The mindset, tools and decision-making skills help crystal their 

passion towards new business” (EUM38). 

 

Some CDs developed mastery in creativity that reinforced CSE (Section 2.2.3). NAM43 enabled 

reflexivity related to IEA, leading to ESE development, through creativity exercises.  

“(Students) find a repressed part of ourselves, to be willing to say, ‘Absolutely! I have 

ideas for the future. Absolutely! I can create a vision.’ …. I do not teach creativity. 

They already have it. I am there to give them the confidence and the tools. Students 

learn from each other way more than they learn from me. Confidence is the key. 

The answer is two-fold. Are they more creative? No, because their brains are still the 

same brains. But are they more creative? Yes. Because they can do better. The 

admission of the skill is what makes the difference, any time you improve creative 

confidence” (NAM43). 
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FLGs facilitated by CDs assisted in the discovery of students’ areas of mastery. Areas of weaknesses 

were identified and addressed through advisory-focused coaching (EUM42). Students of EUM42 

self-critically reflected on their weaknesses to request what they needed (resources) from real-life 

investors.  

“To recognise that they are short of a specific skill set or knowledge, or access to a 

particular network. What they are saying to the investor (is) that we want to identify, 

not only do we want the money but also demonstrate the skill set required from the 

investor to fill a gap, perhaps knowledge” (EUM42). 

 

“Small group mentoring helps students discover their strengths. Do not spoon-feed 

and give ample room for students to self-discover” (AZM5). 

 

 

8.2.3 Reflexivity on Emotions 

 

As students obtained feedback and generated activity outcomes, they experienced a range of 

emotions. Reflections on these emotions were synthesised with self-perceptions, prior reflections and 

entrepreneurial awareness. These reflections led to further academic and entrepreneurial activities, 

multiple learning experiences and the development and update of their ESE. Feedback and outcomes 

were generated from a combination of practical and lifelike pedagogies. 

 

A component of ESE was a perceived ability to cope with challenging situations. ESE was enhanced 

when negative emotions (such as anger, frustration, nervousness, hopelessness and fear) were 

acknowledged and addressed. 

 

The practice of reflexivity developed one’s emotions related to entrepreneurship. Inquiry guided 

students to perform reflexivity and self-evaluations on their emotional constitution and knowledge 

domains as part of their entrepreneurial formation. IEA was “self-understanding” (OCM1) 

moderated by self-assessed emotions arising from failure and achievement. Positivity towards 

entrepreneurship enhanced one's entrepreneurial self-identity. 

 

Academics and guest entrepreneurs utilised both practical and lifelike pedagogies to stimulate 

positive emotions and negative emotions. The major emotions were disappointment due to ‘safe’ 

failure (OCM1, EUM53) and unexpected crises (EUM58), inspiration when they vicariously learnt 
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from industry sources (EUM12, OCM47), or felt challenged when they reacted to advisories from 

guest judges (EUM42, AFM46).  

 

ESE measured as self-confidence could vary considerably due to emotions (OCM17). Hence, self-

management (control) of emotions was crucial to maintain ESE to persevere through both academic 

and entrepreneurship challenges. 

“These temporary negative feelings are part of the 'basic equation'. I cannot see an 

entrepreneur being happy all the time. Because the stress is part of the game. No 

one should be expecting in a good and effective formation process, joy all the time” 

(AZM11). 

 

EUM23 and NAM43 observed that all pedagogies stimulated both positivity and negativity.  

“It's every pedagogy in the course. The whole class. I like to put them in a heightened 

stage of emotional mix-ups, which is intentional. You were not learning, unless out 

of their comfort zone, a bottom-line fact. I want them to learn about themselves. 

Otherwise, I am not effective” (NAM43). 

 

Students of EUM42 were guided to experience and express their negativities towards 

entrepreneurship. This pedagogical design facilitated the self-assessment of emotions. 

“You need to upset them. Obviously, you do it in a sensitive, measured way. You 

need to destabilise them. I am very comfortable with students showing negative 

emotions within certain parameters. The uncertainty of running your own business, 

working with a new team. The whole experience can be a roller-coaster” (EUM42.) 

 

Through inquiry, students of EUM38 learned to control their emotions in a safe environment. 

“(They) expressed themselves without fear, with complete confidence, how they 

perceive their world. Guess what? It is inspiring if you 'set yourself’. You receive 

(data from actions), then you replan and make (decide) on your second step. That 

was the only way. The alternative for them is frustration, fear, anger, worry. You 

will find yourself not doing things in an entrepreneurial way” (EUM38). 

 

Contrastingly, NAM30, NAM36 and NAM43 designed humorous creativity exercises to develop 

CSE. Their students laughed and enjoyed themselves during the exercises. Practical and lifelike 

pedagogies that generated positivity could enhance ESE development.  
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“Because they have fun. They are learning. Doing something together outside their 

comfort level. They experience that it's okay to do that” (NAM36).  

 

“They need to change their behaviour first. … When these folks experience this and 

go, 'Wow! I never thought I could solve this. Wow! I'm amazed at the ideas that 

my colleagues have given me when dealing with this challenge which I didn't think 

I could make any progress on...' It literally blows your mind. So what happens when 

you develop self-efficacy, that creative self-confidence, that you have these tools, you 

can apply this stuff, and way you go!” (NAM30). 

 

Following prescribed methodologies (processes) assisted students in managing negativity. Reflection 

on one’s emotions through inquiry (EUM12), enabled self-management to achieve one’s aims and 

self-awareness of one’s emotions. Acknowledging the negativities from setbacks and reflexively 

deconstructing, analysing and evaluating the reasons behind those setbacks, were paramount in 

entrepreneurial mindset formation.  

 

Structured problem-solving, an entrepreneurship method, alleviated the negativity of entrepreneurial 

learning. AZM13 advocated methods to alleviate the negativities of starting up.  

“Suppose I ask someone to think of and start a business. They will say, 'Huh? How to 

do!' Now, students can follow these two methodologies. First, I must identify my 

problem and then find solutions. I must do a unique selling proposition” (AZM13). 

 

EUM12 emphasised managing emotions before deciding on further action. 

“(Students) reflect, particularly on the emotional side. How these things are making 

them feel; get them out in the open, address any issues and to put their best to find 

out what that is telling them about what they need to do next” (EUM12). 

 

A gradual progression from theoretical to moderated and subsequently to authentic learning also 

assisted in minimising the negativities of entrepreneurship. Students developed mastery of the basics 

of entrepreneurship and developed some initial ESE to perform more complex activities. 

“You would get blank sheets on the first day, saying, ‘What's a business? What's a plan? 

I do not know what entrepreneurship is.’ They are equipped to develop an 

executive summary, a pitch deck, a business plan, a full set of financials. Some do 

not know what a balance sheet is. They read some basic accounting …  how to do 

‘bottom-up’ research … how to create a portfolio of opportunities. … They develop 
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confidence. They know how to do a case study. They can speak more intelligently 

in a public forum, present. All the learning elements of the class are very clearly 

evidenced throughout and especially towards the end” (NAM37). 

 

SAM40 observed her students’ entrepreneurial formation in relation to acquired knowledge and 

emotions. 

“I teach the entrepreneurial mindset then teach creativity to identify opportunities, 

then exploit them and foster more entrepreneurial spirit. In the second year, it is 

an approximation, like the idea of an entrepreneur, making money, making 

business, to inject in the emotions to be entrepreneur. With more knowledge, at the 

end of their degree, they can do more scalable and bigger business” (SAM40). 

 

NAM48 also emphasized acknowledging and becoming accustomed to negativity associated with 

criticism, overcoming the anxiety of presenting, and the reluctance of field work. Emotions related to 

achievement and challenges influenced memory, perception, awareness and ESE. 

 

Consistent reflection on one’s reactions to an entrepreneurial task identified one’s domains of control 

and led to ESE development. Students of EUM12 reflected on how they solved entrepreneurial 

challenges in relation to their entrepreneurship attributes and how to manage emotions using theory. 

“After every single task they do, … I go around and invariably say, ‘tell me how you 

felt’. That is the most important thing. We talk about those negative emotions, about 

how to use and convert them. … Emotions of any type, positive or negative will tell 

you what you are feeling in control of and what you are not feeling in control of. 

“The same as self-efficacy as everything you have the confidence in your ability to 

control. It does not mean to say you do not feel panicked. By articulating it and being 

able to address it, you can then regain confidence in your ability to do something 

about it.  All of that really is about taking ownership of your emotions” (EUM12). 

 

Uncertainty, volatility, time pressure and “information asymmetry” (EUM4) developed creativity. 

Students learned to accept negativities and reflected on authentic criticism (NAM48).  

 

NAM19 taught his students to detach themselves from their emotions so that they could handle 

customers and other business situations without getting emotional themselves. 

“It is important to separate oneself from the emotions of creation, the pride of 

conceiving a solution to a particular problem. Always process the customer emotions 
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first as these shape the value proposition; oneself as second priority. Students actually 

do not know what customers want but they have to find out what they want because 

that will create their value proposition. As opposed to a regular course, where you 

basically learn by reading a book and write a test. So, this equation of uncertainty and 

almost volatility, allows them to more or less experience what a real entrepreneurial 

journey is all about” (NAM19). 

 

OCM49 and OCM17 coached students to reflect on situations and to develop emotional resilience 

and flexibility to counter uncertainty. Students learnt to become more adaptable and to think on-the-

spot as entrepreneurs did, which helped them to improve their ESE.  

“The idea behind this [anonymized] module is to objectively assess the data. Towards 

the end, they might realize that they have to change their idea, be adaptable, flexible, 

to facilitate discussion among peers, stress them to generate solutions on-the-spot, 

working, presenting under time pressure” (OCM49).  

 

“We keep them in the state of uncertainty and be comfortable with not knowing 

what is next, not fully understanding what they are doing; and forcing them to make 

decisions with limited information. I make them realize that this is not abnormal. 

This is actually quite common. The world is not neat and tidy assignments that you 

are asked what to do and that there is a right or wrong answer. They sort of go out on a 

limb. We will often default in providing them with some assurance that these 

feelings are normal. I try not to give them too many examples of what previous 

cohorts have done” (OCM17). 

 

Some EEDs enabled students to grow as entrepreneurs through learning and reflecting on their 

business failure experiences, allowing them to pass their courses as long as they submitted high 

quality reports on their reflections (OCM1, EUM53). Students were taught to manage their emotions, 

to deal with criticism and to humbly understand what they did not know in order to move forward. 

 “Everyone got to get past their emotional hang-ups with their ideas and hearing 

criticisms. That was often the hardest thing, especially for scientists. Field research is 

getting out of the building, getting over the anxiety of presenting to people and 

having direct feedback; and having your reflective submission at the end of the term 

… it is the humility to understand what you do not know and to able to go out find 

answers to your urgent questions, to move your venture forward.  
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“That is the most important skill. You can have an idea. Through the customer 

discovery process, (you) find out things you do not know yet. You need to go out 

and do that, a sort of adaptability and flexibility. That is most important. The 

creativity is coming up with that idea, but the validation is more important than the 

idea itself” (NAM48). 

 

EUM53 and AZM54 advocated teaching their students adaptability and reflexivity from their failures. 

“That is being an entrepreneur! Expectations are high but you fail. That was 

learning by or through failures: the disappointment, the uncertainty they 

experience for five to six weeks, without selling anything …  Fail, but fail safely. 

We practice this very carefully because we cannot have them fail in their life. This 

is an experience. You fail, you learn and get back on your feet” (EUM53). 

 

“It is not about being very successful in their entrepreneurial journey. We need to 

learn from failures, no doubt. What went wrong? How exactly they landed there? What 

were the issues? If you have a failure story, please come and share because we learn 

from failure. We never learn from successes” (AZM54). 

 

OCM1 designed authentic assessments to acclimatise students to failure.  

“If I can help you to become entrepreneurial, it will be helping you to embrace 

failure. Do not be scared of it. Seven out of ten of my students are petrified of failing 

in anything. You can afford to fail in this process. It was only worth two to three 

marks! But you cannot afford not to deconstruct it and be honest with it, in your 

reflection. … If you come up ‘short’, first time in life you ever failed, don't worry 

about it” (OCM1). 

 

Like EUM58’s self-determined learning EED, NAM43 simulated ambiguity, uncertainty, volatility, 

management in crisis and hazy real-life conditions, encouraging students to perform retrospection 

(reflexivity). Inquiry-focused coaching assisted self-determined learning. 

 

Sometimes authentic negative experiences by guest entrepreneurs were curated to model and simulate 

entrepreneurial reality. However, reflection on the negatives of entrepreneurship could erode ESE 

and create an emotional response towards planning or embarking on entrepreneurship.  

“Self-doubt, feeling lousy, ‘I failed’, ‘this is something not for me’ feelings when 

confronted with challenging aspects of entrepreneurship, the toughest job on earth, 
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in combination with developing mastery, with social persuasion and role modelling 

will develop ESE. Emotional states are so important, but we have not stressed upon 

in [anonymized course.] Our guest lecturers try to provide reality checks. Site visits, 

information from guest lecturers, the tutors and students’ own reflection may lead 

some to conclude that entrepreneurship is not for me” (AZM5). 

 

 

8.3 Interpretation: Multiple Practical and Lifelike Experiences and Entrepreneurial Self-

Efficacy 

 

Both practical and lifelike pedagogies were useful in developing ESE, through a process of reflexivity 

leading to entrepreneurial awareness.  

 

For the students, authenticity (Lifelikeness) was more important in developing a more accurate sense 

of ESE, and they were able to Self-Curate ESE sources that were personally relatable to themselves. 

CDs tended to design a fuller range of pedagogies, and curate both more and less practical, and both 

more and less lifelike, ESE sources. They had a wide range of students to educate and were unable to 

personally customise ESE sources for each of their students according to their needs. 

 

A wider range of practical and lifelike pedagogies was more beneficial in developing ESE, as the 

students were all different and needed different ESE sources that they could relate to. The more 

lifelike ESE sources enabled the students to experience more real-life situations. However, these 

either built or eroded the students’ ESE as examples of failure or difficulties could deter them from 

entrepreneurship. 

 

Reflections on one’s self-identity in relation to role models, emotions, perceived mastery and interests 

developed IEA. This type of reflexivity enabled better control of one’s emotions to maintain one’s 

ESE. Students reflected on the failure and achievement processes of curated role models. They 

acknowledged the frustration, nervousness, fear (negativities) in themselves while vicariously 

learning how other entrepreneurs operated. Table 8.2 summarises the developed themes related to 

IEA. 

 

The definition of self-concept (Gecas 1982) implied a practical relationship between the Self-

Authentic (internal) and one’s external authentic context. The researcher interpreted entrepreneurial 

awareness as a synthesis of IEA and EEA to facilitate entrepreneurial activity and reflexivity. The 
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development of entrepreneurial awareness inducted students into entrepreneurship through an 

iterative process of feasible activity and reflexivity that developed their ESE. 

 

Table 8.2: Theme Development- Cultivating Internal Entrepreneurial Awareness 

Summary of First Order Concepts* Second Order 

Concepts (Themes)** 

Aggregate 

Dims*** 

• Ask what does this mean for my project? (AZM14, EUM12). 

• What went right/wrong? Do I do something different? Go, 

no-go? (NAM26). 

Evaluation of 

perceived mastery 

and ESE deficiencies.  

Self-assessment 

(reflection) through 

inquiry. Analysis, 

interpretation of peer 

and authentic 

advisory.  

Internal 

Entrepre-

neurial 

Self-

Awareness 

(IEA) 

• Feedback from CDs, guest speakers or judges, mentors, 

seniors and peers. 

• Pedagogies: FLGs, reflective discussions, sharing 

experiences, questioning, experimenting, critiquing. 

• Identify areas for development (NAM26, EUM42). 

• Awaken, sensitise, prompt, show them their potential 

(AFM46). 

• Work on what one is passionate about (OCM47). 

• Be motivated by one’s passion, something meaningful with 

impact (NAM37). 

Evaluation of 

aspirations, interests, 

‘lived’ experiences, 

mindsets, thoughts 

and attitudes about 

entrepreneurship. 

• Ask what matters to you? What do you want to change when 

given opportunity? (OCM1). 

• Identify self-doubts that hinder start-up (AZM10). 

• Find creative repressed part of oneself (NAM43). 

• Awareness of mental inertia (AZM35). 

• Discover what is stopping you (NAM32). 

• Evolving self-identity, personhood, personal visions 

(EUM57). 

Reflexivity through 

inquiry on emotions 

and entrepreneurial 

self-identity.  

Discard dysfunctional 

thinking and develop 

entrepreneurial 

mindset to realise 

opportunities and 

manage failure. 

• Developing self-awareness by comparing self to others in 

knowledge and achievement (AFM46). 

• Developing awareness of one’s positive and negative 

emotions (EUM12, EUM31, EUM58), from safe failures, 

VL from cases, videos, coaches, mentors, entrepreneurs, 

investors, seniors and peers (Table 7.1 in Chapter 7).  

* First order concepts are groups of similar horizons. 

** Second order concepts (themes) are groups of similar first order concepts. 

*** Aggregate dimensions are groups of similar themes. 
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CDs harnessed the student’s interests to initiate the first few entrepreneurial activities and initial 

reflections. Based on these reflections, some students decided not to pursue entrepreneurship while 

others decided to persevere with learning entrepreneurship. However, it was paramount for students 

to reflectively discuss with their CDs, how they would initiate an entrepreneurial project for academic 

purposes or a start-up. 

“If they attempt to do something quite complex, they will be 'in over their heads’. 

They do not have the empathy or understanding of who they are and their 

surrounds. (They) need to understand who they are because (they are) individual 

people working with others in a given environment that determines whether they 

succeed. If you do not understand your environment and who you are, you cannot 

relate to other people, all the theories and concepts won't matter for anything” 

(OCM1). 

 

Themes indicated that reflections on prior experiences synthesised with self-perceptions (IEA) and 

reflections on current activity outcomes (EEA) initiated further activities and self-discovery. Through 

further activities (in ECAs or other courses) and reflexivity, the IEA of entrepreneurship students 

continued to develop and evolve. 

 

CD-Curation was supplemented by Self-Curation in many EEDs. Reflections on Self-Curated 

authentic advisory developed a more accurate sense of ESE (Section 7.2). 

 

 

8.4 Summary of Research Focus Three Analysis 

 

This chapter focused on combinations of practical and lifelike EEDS in the development of ESE in 

entrepreneurship students. 

 

Both practical and lifelike pedagogies were useful in developing ESE, through a process of reflexivity 

leading to entrepreneurial awareness. For the students, authentic lifelike pedagogies developed a more 

accurate sense of ESE, especially when they were Self-Curated.  

 

Overall, a wider range of practical and lifelike pedagogies was more beneficial in developing ESE. 

The more lifelike ESE sources enabled students to experience and learn from both the positive and 

negative aspects of entrepreneurship. 
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Reflections on one’s self-identity developed IEA and enabled better control of one’s emotions and 

thoughts to maintain one’s ESE. Entrepreneurial awareness was a synthesis of IEA and EEA, 

facilitating an iterative process of entrepreneurial activity and reflexivity that developed one’s ESE. 

 

The next chapter is the analysis of research focus four, GRE perceptions on pedagogy combinations 

that developed ESE. 
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9 RESEARCH FOCUS FOUR ANALYSIS: GRADUATE PERCEPTIONS 

 

This chapter explains the theme developments guided by research focus four (GRE perceptions on 

pedagogy combinations that developed ESE). The GREs (the participating CDs’ entrepreneurship 

course graduates who had launched businesses) were from six different countries. Their responses 

validated and elaborated on the description of ESE-enhancing or ESE-eroding pedagogies and roles 

(ESE sources). 

 

Their narratives consisted of CD roles, the activities and multiple practical and lifelike pedagogies 

the GREs experienced. The commonalities found among the themes were that inquiry-focused 

coaching and reflexivity on curated ESE sources during their courses developed ESE through 

entrepreneurial awareness. 

 

Themes were developed from horizons (significant words or phrases) related to GRE perceptions on 

ESE development from combinations of practical and lifelike pedagogies. The horizons (in bold text) 

from the participants’ interview data (quotes) were used in thematic analysis to present their 

perspectives faithfully.  

 

 

9.1 Entrepreneurial Self-Efficacy from Instruction and Inquiry 

 

The GREs experienced multiple learning experiences from a combination of instruction-based 

(higher Practicality) and inquiry-based (lower Practicality) pedagogies. GRE1, GRE2, GRE4, GRE5, 

GRE6, GRE7 and GRE9 reported ESE enhancements through the practical structured 

entrepreneurship methods such as BMC and Design Thinking. GRE3 and GRE8 mentioned that 

inquiry guided reflexivity on their entrepreneurial activities enhanced ESE. 

 

The questions associated with the BMC method facilitated reflection on start-up activity outcomes 

(GRE2). The BMC method assisted GRE2, GRE5, GRE6 and GRE8 to perceive opportunities based 

on resources and relationships in their respective contexts.  

 

The practice of inquiry enabled reflexivity that modified GREs’ business strategies as their IEA and 

EEA (sources of ESE) developed. 
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The quality of GRE6’s reflexivity and entrepreneurial awareness was enhanced by inquiry-focused 

coaching. 

“If you are reflecting on your own, I would not go to that level. Personally, that 

opened up new potential and thinking. We would come to the conclusion together but 

still individually. It was her probing that enabled my realization. It would start with 

your significant activities- what are going, how are you achieving your goals, what 

are the outcomes, it will start with that surface level.  

“Beyond that are the whys. How have you done it, why have you done it this way, 

why do you feel the way you feel about it. Then after we go through the whys, how 

are you going to grow from this, how are we going to implement this, how are we 

going to use this as a learning to improve what we are doing.  

“That personally was very beneficial because it changed the course of where my idea 

went, based on answers to those whys. Once I understood the why, now what? How 

am I going to go forward?” (GRE6). 

 

Both GRE6 and GRE9 had pre-enrolment business concepts, and the instructions from multiple 

pedagogies implemented in their courses provided them the ESE to start-up. 

“It gives you slightly more self-belief that you can do it, than prior doing the MBA. I 

cannot say that it does not. It definitely builds up a level of confidence. So, when you 

walk out of there, you are still riding on it. It was only that I did the 

entrepreneurship course that I realized that a lot of the tools we were learning, the 

role models …. I understood what it meant to understand your customer, ‘walk 

the customer journey’. I understood the importance of creating a brand.  

“... the BMC, how we had to look at each element and how they work as a whole. I 

understood all of that intuitively. Yet I never had that the self-confidence in myself 

to go. Just not calling it the correct, academic or scientific terms. I realized that I can 

actually do this. I have done it with a new venture” (GRE6). 

 

“What I brought in prior to that course was that absolute desire and passion to run a 

business. Being enrolled in that course made me feel ‘this is real’. This is tangible. 

This isn't like a pipe dream. This might be something I can actually do. …  

“The course helped me to take the tools out of my backpack and put it all together 

and feel that I could actually start a business. … The course very much put the 

structure together, provided some foundational learning on pretty much everything. 

Here what you need to consider from a financial and investment standpoint, your 
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balance sheets, how to show a profit versus a loss, also marketing, knowing how to 

tell your whole story, the whole gamut of things but from a very basic foundational 

perspective. The formalized learning was simply very ‘textbook’ (GRE9). 

 

Learning theory, case studies, executing, analysis and evaluation (reflection) of data combined 

to teach entrepreneurship. GRE5 resolved his business challenges from the practice of activity 

and reflexivity using the pedagogies he experienced. 

“All (pedagogies) work together as a process. This whole process is important, 

every element of it! Reflecting on what the learning points are, after you 

experienced a setback or rejection in the market. The learning points will be the 

most important things.  

“The 'doing' (pedagogies) are definitely number one. That is no doubt! The second, 

is theoretical knowledge and reflection. More or less like an early exposure to what 

are the things you need to know. Knowledge derives from both practical 

experiences and what I read or heard about. It is important to have the foundational 

learning … (a) theory base that can be translated. You do actually learn and apply 

theory in the real-world, time spent with clients, scoping their projects. Selective 

theoretical learning is a very quick way to test out what works and does not work 

(firstly). Secondly, to form general knowledge.  

“I feel a good synergy between theoretical knowledge and the creative practical side 

of things. Because many times, when I face a barrier where I have to solve something 

on-the-ground, on-the-spot, during a sale, I have to generate a creative solution fast. 

That would highly depend on the amount of knowledge that I have” (GRE5). 

 

The application of entrepreneurship methods enabled reflexivity that clarified GRE2’s understanding 

of his accessible resources and relationships (EEA) that improved his competitive advantage. 

“When I was reading those books, I did not necessarily have the context to 

understand what was said. During my business degree, it was clearer to me because 

you had to apply the theory to a real-life company. … It was not, this is my supplier, 

and this is my VP. It is, how my supplier ‘gets’ my value proposition. Simply 

speaking, it is connecting the dots of one's BMC” (GRE2).  
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Some CDs guided their students to turn their hobbies into real-life businesses during the programs 

(GRE1, GRE4). GREs were more likely to start up in their areas of interest. 

“Before that we did not even have a logo, website. It was only after I moved to 

university and started on the course where it was a business rather than a hobby” 

(GRE4).  

 

“Before, it was a hobby, when in university, that's when it definitely became a business. 

… (I) followed the methodology … to unpack the necessary academic or business 

plan milestones that you need to achieve. To have that structure in place to say, ‘I 

have done all the research’, that really helps you. Not to muster up the courage, but 

to really formulate and buy into your idea that it is more than just a gut feeling. I 

think this will make money. It allows you to structure your thinking and put it into 

place to execute ultimately your idea” (GRE1). 

 

An Academic Mentor coached GRE2 on how to apply the BMC on his start-up. The BMC became a 

reflexivity device to help evaluate activity outcomes and to formulate further improvements for both 

GRE2 and GRE3, improving their entrepreneurial awareness. 

“I am constantly thinking what my value proposition is at that time. What about my 

supply chain? Ah, that is an issue. I should find different … how can I change my 

suppliers? There are questions to reflect on, questions that I think about all the time 

about my business model. What could I have done better? What did I miss? … it forces 

you to reflect on every single key component, whether you do it in the right or 

wrong way. … When I look for my business, I look at what is out there, what other 

businesses are doing. Then I decide, ‘What can I do better? What can I do 

differently?’ You trial your business idea, you come back to your BMC with the 

feedback you got from your trial. 'Okay, that didn't work. Let us try this’” (GRE2). 

 

“In terms of the BMC, I did that in my second year, after making that mistake not 

knowing who my customers were, I actually looked at who can I target. I started 

getting into societies now; where else can I go to now? Are there still opportunities 

in the [anonymized] market?” (GRE3). 

 

“You create a whole business and pitch it, similar to a kind of 'Dragon's Den', 'Shark 

Tank' type, my idea to the class. It really got me thinking about formulating the 

story and how I would present myself, what do I talk about. Things prior to the 
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class (that) was not on my radar. I was not sure what to do, how to speak to the 

value proposition. There was so much textbook material in that class that was 

really great” (GRE9). 

 

GRE7 had no prior entrepreneurial experience. Participating in entrepreneurship courses improved 

her entrepreneurial awareness and subsequently her ESE, assisting her to start-up. 

“I never saw myself as someone that could do it. Through the program, I realized 

that even entrepreneurship can be structured. You can structure it in a way that 

works for you. Everything I learnt about making your business model, having clear 

objectives. Before you start, have a clear target audience, checking out who your 

competitors (are), the revenue model, all these things I assessed before I started 

working on my business. When we know that certain things are not working, we 

just go back to our business plan as a reference- what are our goals? We change 

our tactics to meet those goals” (GRE7). 

 

Multiple entrepreneurship-related programs provided domain knowledge and subsequent ESE 

development that enabled GRE8 to launch a technology start-up. 

“You do a course on project management, entrepreneurial finance, a technical study 

of some kind. There was also a course that ran through the whole eight months, much 

the same as in the undergraduate, (to) achieve set milestones throughout those eight 

months- customer discovery, problem identification, then creating an MVP 

(minimally viable product)” (GRE8). 

 

GRE1 vividly recalled the lifelike inquiry-focused coaching that enhanced his ESE. 

“You had to present almost in a ‘Shark Tank’ execution, where you have a proper 

investor, with subject matter experts and some academia. They ask you questions. 

They look at your business model. … It is, test your business idea, run it through the 

mill, to see if it makes sense. That builds a lot of (self) belief, having that almost like 

'rubber stamp' of approval. It has gone through a rigorous testing process with 

people that do this for a living and it actually passed” (GRE1). 
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9.2 Entrepreneurial Self-Efficacy from Advisory-Based Coaching and Mentoring 

 

Coaching and mentoring-related pedagogies were a combination of Practicality and Lifelikeness in 

varying degrees, depending on the learning contexts. 

 

GRE2, GRE3, GRE5, GRE7 and GRE8 experienced one-on-one individualised mentoring that 

imparted feedback and inquiry that enabled self-reflexivity and activity reflections. Mentors who 

assisted GRE2, GRE5 and GRE7 followed up on them and their start-ups after graduation. GRE1, 

GRE3, GRE4, GRE6 and GRE8 experienced long-term (one to three years) coaching throughout the 

program. 

 

GRE7 experienced development in ESE, such as critical thinking, information alertness and creative 

problem-solving (Table 5.12), through AZM10’s one-on-one inquiry-focused coaching.  

“In a month’s time, come back with your objectives, or with a prototype. We were 

given something to do. Every month we would have a regular session with her, 

which was non-negotiable. You have to go, talk and discuss on the progress you 

made. Other times, she was always accessible. We asked the questions we wanted. It 

was not a typical lecture format. But a mentor on your project … 

“For AZM10, it was more, ‘What do you think the problem is?’ She's encouraging 

me to give her different solutions that I think are feasible. She would just ask 

questions like ‘Why is it not going to work? … Is it logistics that's the problem?’ It's 

kind of like a brainstorming session where she is asking questions that encourage 

me to think why I'm facing a problem, rather than, 'Okay, what is the solution?’ 

Many solutions come from just thinking about why do you have that problem. 

What are the root causes? How can you eliminate them? … When we went out into 

the real-world, I do not … have someone telling ‘Hey, this is wrong. This is the right 

way to do something’. You are learning-on-the-go. I think what helped from the 

beginning was someone that helped you critique, with critical thinking” (GRE7). 

 

GRE9 described NAM15’s time-efficient mentoring sessions as, “him talking about the content, 

asking me questions. No more than one hour per week, out of the four hours I was with him, every 

week.” 
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GRE5 commented that inquiry-focused coaching “served as a catalyst” to discover customer-

oriented innovation solutions. The addition of coaching and mentoring to the existing pedagogies was 

important in developing students’ CSE. 

“Without the structure of the coaching and mentoring, I think students will not even 

go to the step of being innovative, being put into a position where you have to think 

of a relatively realistic solution that your user will need. … Not forced, but this is 

where this serves as a catalyst to be innovative, you will brainstorm for ideas, solutions 

(GRE5). 

 

GRE7 combined the benefits of her year-long advisory-focused and inquiry-focused coaching with 

authentic feedback from guest entrepreneurs. She developed the habit of reflexivity that assisted her 

start-up development. Likewise, GRE3, GRE4, GRE6, GRE8, who experienced long-term coaching 

and mentoring, practiced reflexivity consistently when developing their start-ups. 

“When you have a mentor that challenges your ideas, you pick up on challenging 

them yourself. Sometimes, your thinking is pretty one dimensional. You were 

thinking, ‘Here is the problem, here is my only solution.’ But there are different 

perspectives that yourself may not wired to think about, because your experiences 

have not led you there.  

“She was more a mentor. She was looking at our business plans from when we started 

and when we were testing our prototype. She would provide lots of input along the 

way. These entrepreneurs were not … following my entire journey. They did not help 

me along the way. They were testing the feasibility of my idea but not developing 

the idea completely. I think they were very effective but in different ways. They 

were providing me inputs from their experience, challenging the idea versus 

AZM10 who helped guide my entire business plan until to completion” (GRE7). 

 

GRE8 experienced regular advisory-focused coaching throughout his final undergraduate and 

postgraduate program, curated by NAM26. Authentic feedback enabled him to progress with his start-

up (ESE). 

“We had great advisors whom we could approach. We met them [anonymized] every 

week. Ran through with them everything we were doing. We were going to them to 

inquire and get advice, … to talk about the engineering and the entrepreneurial 

side. It was simply great to be able to talk about your efforts to someone or NAM26. 

We were reflecting on the company … made the decision to pivot towards the 
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software-centric side. … (we) decided on it, but it stemmed from the questions we 

received from people” (GRE8). 

 

 

9.3 Vicarious Learning and Entrepreneurial Self-Efficacy 

 

Lifelike pedagogies such as interviews, dialogues, pitches and live projects with real-life 

entrepreneurs and role models facilitated ESE development through vicarious learning (VL) and 

social persuasion (instruction and feedback). The above pedagogies ranged from low to high 

Practicality respectively. 

 

Of 77 CDs, 51 curated authentic (lifelike) role models for their students, to enable a wider range of 

experiences leading to reflexivity and ESE development. GRE1, GRE2, GRE3, GRE4, GRE8 were 

inspired by seniors and guest speakers curated by CDs. ESE was developed by recursive and 

contextualised entrepreneurial learning, augmented by a diversity of ESE sources curated by CDs or 

Self-Curated by students. 

 

During his EE program, GRE1 experienced setbacks in his corporate entrepreneurship project. A 

combination of theory application, VL, authentic experiences and advisory enhanced his ESE. He 

gained the following conviction: 

“Entrepreneurs spot problems and find solutions to these problems, for society as a 

whole. When all the chips are down, entrepreneurs keep on grinding away to find 

a solution to a problem. An entrepreneur can spot failure, acknowledge failure and 

move on from that to something successful” (GRE1). 

 

Reflective discussions, FLG (proposing and critiquing), brainstorming and collaborative projects 

facilitated ESE development through VL and social persuasion among peers. The above pedagogies 

ranged from low to high Practicality respectively, and varied in Lifelikeness. 

 

Brainstorming and group discussions were commonly utilised pedagogies in the development of 

creativity (leading to CSE) through VL and collaboration. GRE4 and GRE7 benefitted from peer 

problem-solving sessions. 

“You are around people who are talking about not the exact same idea, but a lot of 

the challenges that you face in a business are quite similar regardless of what the 

idea is; for example, you are trying to reduce some of your overhead costs. Or, how do 
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I reach my target audience? Creating awareness of your business idea? … Being around 

other students who, regardless of their business, were facing similar challenges.  

“We were talking about creatively solving those problems, (it) was also 

encouraging, pushing your creativity to another level because you were hearing 

different perspectives. Many of these perspectives were encouraged. Definitely, it 

came with mentorship, but it came about being (with) other students who were creative. 

I felt that that was a very creativity inducing environment” (GRE7). 

 

“I would have an initial group discussion, do some brainstorming initially. Once I got a 

little more of an idea, I would then take that more educated idea, problem or maybe half-

solved problem to someone with relative interest and knowledge” (GRE4). 

 

Regardless of the context (moderated, authentic or Self-Authentic) and type of curated ESE sources, 

VL facilitated reflexivity on role models and/or entrepreneurial activities. 

 

 

9.4 Interpretation: Multiple Practical and Lifelike Experiences and Graduate 

Entrepreneurial Self-Efficacy 

 

The GREs validated that pedagogies that involve inquiry-focused and advisory-focused coaching 

(lower Practicality) developed ESE through reflexivity leading to entrepreneurial awareness. 

Instruction-focused coaching (higher Practicality) gave the GREs the structured entrepreneurship 

methods and knowledge to execute entrepreneurship, leading to increased confidence and ESE.  

 

Reflection on CD-curated and Self-Curated ESE sources also developed ESE through the 

development, modification and clarification of EEA (Section 7.5) and IEA (Section 8.2). Peer VL 

and peer emotional support also enhanced ESE. All GREs experienced the authentic complexities of 

entrepreneurship while vouching for the benefits of the structure provided by entrepreneurship 

methods. 

 

Their ESE was developed primarily through reflexivity from the activities derived from multiple 

pedagogies including inquiry-focused coaching, self-determined learning, Self-Curation and self-

initiated ECA. These pedagogies were highly lifelike and mixture of higher and lower Practicality.  
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After graduation, these GREs continued to develop their Self-Authentic (personally meaningful) 

start-ups. They possessed the necessary ESE to persevere, modify and develop their start-ups. GREs 

developed a more accurate sense of ESE from Self-Curated authentic activities (ECA) and feedback, 

both highly lifelike and a mixture of higher and lower Practicality.  

 

CD-curation of theoretical and moderated ESE sources (less lifelike) was useful in developing some 

ESE but not an authentic sense of ESE. A balance between inspiration from real-life ESE sources and 

the negatives of entrepreneurial reality (more lifelike) was required to develop a more accurate sense 

of ESE.  

 

Horizons validated the necessity for credible authentic social persuasion (instruction and feedback) 

and modelling (VL) in developing ESE (Sections 7.2). Both were highly lifelike and a mixture of 

higher and lower Practicality. 

 

GREs developed EEA that modified and updated an awareness of accessible resources, relationships 

and opportunities (or the lack of them) that modified their perceptions of feasibility. Self-Curation of 

entrepreneurial capital guided by EEA assisted GREs in their start-ups.  

 

GREs also Self-Curated personally significant or Authentic ESE sources of instruction, inquiry and 

advisory to assist them in their start-ups. GREs obtained authentic feedback and instructions from 

non-CD sources such as their personal networks. 

 

Some GREs reflected on curated ESE sources that conflicted with their self-perceptions of 

entrepreneurship. Crucially, it was reflection on a range of prior experiences, credible and relatable 

role models and authentic feedback that developed ESE. Self-curation permitted students to reflect 

on a more personalized and diverse suite of ESE sources, to self-discover, reinforce or modify 

entrepreneurial self-identities. 

 

 

9.5 Summary of Research Focus Four Analysis 

 

This chapter concluded the research analyses by reviewing the GRE perceptions on pedagogy 

combinations that developed ESE. The GREs validated and elaborated on the description of ESE-

enhancing or ESE-eroding pedagogies and educator roles. 
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The GREs experienced ESE development primarily through reflexivity, from the activities derived 

from multiple practical and lifelike pedagogies and from coaching and mentoring.  

 

Higher Practicality pedagogies gave the GREs the structured entrepreneurship methods and 

knowledge to execute entrepreneurship, leading to increased confidence and ESE. 

 

Lifelike pedagogies involving contact with industry, live projects, entrepreneurs and role models 

facilitated ESE development through vicarious learning (VL) and social persuasion (instruction and 

feedback). 

 

CD-curated and Self-Curated ESE sources developed ESE through both VL and reflexivity. The 

GREs’ reflexivity contributed to the development and refinement of EEA and IEA, the components 

of entrepreneurial awareness. The next chapter presents the research findings. 
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10 RESEARCH FINDINGS 

 

This research identified the entrepreneurship education (EE) pedagogies and educator types and roles 

that developed entrepreneurial self-efficacy (ESE) in tertiary students. Thematic analyses guided by 

research foci one to three revealed further aspects of ESE development that were not clearly 

understood prior to this study.  

 

The findings (discoveries) of this research were entrepreneurial awareness (both internal and 

external), role-transitioning among educator types and roles by course designers (CDs), the curation 

of ESE sources, and CDs, peers and ESE sources as catalysts of entrepreneurship. These findings 

were not conceptualised or investigated in the extant EE literature. The following sections discuss 

and integrate these findings with the researcher’s reflexive comments. 

 

 

10.1 Composite Description: Education Design Enhancing Entrepreneurial Self-Efficacy 

 

A composite description of ESE-enhancing pedagogical designs was constructed from a combination 

of textural and structural themes. The textural themes of this research described the essence of the 

characteristics of the experiences of entrepreneurship education designs (EEDs). The structural 

themes described how contextual conditions influenced the participants’ experiences. Contextual 

commonalities of the pedagogical designs that enhanced ESE, the phenomenon under investigation, 

were also derived from structural themes. When relevant, the researcher utilised extant EE theories 

that offered the most accurate explanations for the experiences and commonalities, and to identify 

new discoveries from the interview data. 

 

Students transitioned between four learning contexts (theoretical, moderated, authentic and Self-

Authentic) resulting in multiple learning experiences that developed ESE. The researcher integrated 

ESE development from IEA, EEA, role-transitioning and curation of ESE sources. CDs, peers and 

curated ESE sources were also catalysts that initiated activity and reflexivity. 

 

Table 10.1 integrates four of the key findings of this research. Themes related to ESE development 

(EEA and IEA, role-transitioning between the educator types and roles, and curation) are 

associated with each other. The educator and curated roles in the pedagogies supported the 

development of entrepreneurial awareness. 
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Table 10.1: Entrepreneurial Self-Efficacy from Entrepreneurial Awareness, Role-

Transitioning and Curation 

Components of Internal Entrepreneurial Awareness (IEA) 

in ESE Development  

CD Assisted 

Learning 

Self-Determined 

Learning 

Perceived mastery to actualise aims, interest and entrepreneurial 

self-identity (who I am). 

Recursive 

EED from 

role-

transitioning 

between 

educator types 

and roles. 

This enabled 

activity and 

reflexivity that 

developed and 

updated 

student 

entrepreneurial 

awareness. 

Self-initiated 

inquiry leading 

to reflexivity. 

Perceived 

mastery and 

structure from 

instruction, 

leading to 

emotional 

stability (IEA). 

Evolving 

dynamic between 

self and 

resources, peers, 

mentors and 

coaches (EEA). 

Evolving and reflexive self-concept relative to role models (what 

I think and believe, how I feel about myself). 

Self-assessed emotions (positive or negative) from the realities of 

entrepreneurship. 

Self-perceptions (IEA) in relation to external conditions (EEA). 

Components of External Entrepreneurial Awareness (EEA) 

in ESE Development 

Theoretical and moderated awareness of resources and 

relationships related to opportunities. Reflection on feedback 

from peers and CDs. 

Reflection on activity outcomes and/or authentic advice from 

market, customers, guest speakers, investors and entrepreneurs. 

Reflection on perceived accessible (or inaccessible) resources 

and relationships. 

Reflection on stimulated emotions from curated real-life cases 

and role models (successes and failures). 

CD-Curation 

(Table 7.4).  

Self-Curation 

(Table 8.1). 

 

 

The Entrepreneurship Education Pedagogy Grid (EPG) discussion device was modified to become 

the composite description of EED in Table 10.2. Columns one and two highlighted cognitive and 

executional learning actions with their designed outcomes. Column three contained the ESE-

enhancing pedagogies and the curation of ESE sources. 

 

The researcher’s initial theoretical model of EED (Figure 3.1) was modified to become Figure 10.1. 

The four known literature-informed ESE sources within the groupings of IEA and EEA were 

perceived mastery, emotions, VL and social persuasion. Pedagogies generated ESE sources in the 

original model in Figure 3.1. The new model in Figure 10.1 showed that role-transitioning by CDs 

together with catalysts and curation of ESE sources, in conjunction with the application of 

entrepreneurship methods and pedagogies, enabled activity and reflexivity that developed 

entrepreneurial awareness and ESE. IEA assisted one’s start-up plans, while EEA determined whether 

resources are accessible and whether a start-up is feasible.   
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Table 10.2: The Composite Description of Entrepreneurship Education Design 

Lifelikeness: Pedagogies Used in Entrepreneurship Education Design  Practicality: Cognitive and Executional Actions in Pedagogies 

Theoretical Entrepreneurship Learning: What is entrepreneurship, who 

an entrepreneur? CD-Curation of theoretical content. 

Passive cognitive actions: Hear, 

observe, read. Exposure to short 

examples.  

No executional actions. 

Commencement of entrepreneurial 

learning. Gaining factual knowledge 

from learning entrepreneurship theories. 
Pedagogies used in theoretical contexts: Theory or concept lectures. 

Moderated Entrepreneurship Learning: Experiencing assessments by 

academics, no work-related interactions with real entrepreneurs. Curation 

of games/simulations with site visits. 

Passive and active cognitive 

actions: Explain, question, 

understand, analyse, assess, 

interpret.  

Changes in factual, application, 

procedural knowledge through 

inquiry-focused coaching and 

advisory-focused coaching. 

Guided reflection on cases, 

outcomes and feedback. 

Passive executional actions: Decide 

which theories to apply in which 

situations, analyse fictitious or simulated 

entrepreneurship. Comparing one’s self-

identity with case protagonists. Decision 

to initiate further actions.  

Planning and experiments initiate some 

changes in conceptual understanding. 

Pedagogies used in moderated contexts: Methods application lectures. Case 

or problem-oriented tests, reflection journal, reflective discussions, 

secondary research, analytical papers on entrepreneurship topics/concepts, 

group argumentation, conceptual research, product development, value-

chain experiments, simulations, role-playing founders, consultants and 

investors. 

Authentic Entrepreneurship Learning: Experiencing work-related 

interactions and assessments by entrepreneurs/investors in 

industry/society-facing projects. Assisted Self-Curated and CD-Curated 

authentic VL, advisory and resources. 

Active cognitive actions: 

Analysis, assessments, inquiry. 

Inquiry effected further changes in 

skills, attitudes, conceptual 

understanding and knowledge. 

Reflections on outcomes and 

reflexivity based on academic and 

industry inquiry and advisory. 

Transition from CD-led to self-

determined learning.  

Combination of cognitive and passive 

executional actions: Decide, propose, 

justify, critique and integrate knowledge 

with reflections to develop IEA 

(awareness of self-identity and self-

concept) and EEA (awareness of 

accessible capital and relationships). 

Peer-enhanced ESE, student-led 

collaborative business planning and 

projects. 

Pedagogies used in authentic contexts: Pedagogies in theoretical and 

moderated contexts, dialogue, interviews with entrepreneurs, feasibility 

studies, Business Model Canvas, primary field research/surveying, 

prototyping, real-life customer validation, field projects, ‘live’ cases, 

discussion group with peer feedback, presentation/pitch to industry 

practitioners, entrepreneurs and/or funders, Go-to-Market, product or 

strategic plans, e-commerce website, starting a real small/online business. 
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Lifelikeness: Pedagogies Used in Entrepreneurship Education Design  Practicality: Cognitive and Executional Actions in Pedagogies 

Self-Authentic Entrepreneurship Learning: Experiencing personally 

meaningful authentic/industry/society-facing start-ups or entrepreneurial 

projects. Self-Curation of instruction, inquiry, advisory and VL, academic 

and entrepreneurial resources with minimal guidance from coaches. 

Passive and active cognitive 

actions: Changes in 

entrepreneurial thinking through 

self-determined learning and ECA. 

Development of creativity and 

reflexivity. 

Combination of cognitive, passive 

executional and active executional 

actions: Create, test, iterate and practice. 

ESE development through evolving EEA 

and IEA. Highly individualized 

outcomes, assisted by collaborations in 

one’s context.  

Pedagogies used are those used in theoretical, moderated and authentic 

entrepreneurship learning contexts. 
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Figure 10.1: Main Educational Influences on Entrepreneurial Self-Efficacy Development 
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10.2 Activity and Reflexivity Through Role-Transitioning 

 

Lower and higher Practicality pedagogies both assisted in developing ESE. Students performed 

entrepreneurship methods (higher Practicality) to derive activity outcomes (experiences). They 

subsequently reflected on activity outcomes (lower Practicality).  

 

Role-transitioning between educator types and roles enabled oscillation between activity and 

reflection. This activity-reflexivity recursive developed entrepreneurial awareness, regardless of the 

learning context. All EE educator types encompassed different pedagogical emphases among the 

three educator roles (instruction, advisory and inquiry).  

 

Activity outcomes from executional pedagogies and reflexivity from cognitive pedagogies were both 

beneficial in developing entrepreneurial awareness and consequently ESE. Role-transitioning 

between the educator types and roles facilitated reflexivity that developed and modified 

entrepreneurial awareness that initiated further entrepreneurial activities and reflexivity that 

influenced the development of ESE. 

 

Creative Self-Efficacy (CSE), an important component of ESE, enabled students to become more 

adaptable and to solve entrepreneurial challenges more effectively. Both ESE and CSE could be 

improved through coaching and mentoring. 

 

Role-transitioning by CDs and/or their team of educators facilitated recursive learning where students 

repeatedly executed entrepreneurship methods and subsequent reflexivity on their resources and 

relationships (EEA), and their evolving self-perceptions (IEA).  

 

Students critically assessed evolving contextual conditions and self-assessed their personal 

entrepreneurial development or regression. This type of reflexivity modified perceptions of feasibility 

and desirability towards entrepreneurial opportunities. Positive perceptions enhanced ESE while 

negative perceptions eroded ESE. 

 

Table 10.3 shows a selection of data relating to activity and reflexivity through role-transitioning. 
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Table 10.3:Research Data - Activity and Reflexivity Through Role-Transitioning 

Finding Selection of Participants’ Quotes 

Activity and 

reflexivity 

through 

role- 

transition-

ing 

“I see myself as facilitator, advisor, coach. I try to build up their confidence to 

succeed” (NAM15). 

“It is about giving them confidence. ... They need confidence to be able to go out 

and execute. I give them frameworks and tools. … As they learn those and 

experience ‘that’, they grow in confidence. Facilitator comes together with 

coach because I’m facilitating the experience, then coaching them through those 

experience” (NAM28). 

“In the beginning, they are listening to your ideas when you ‘open the door’ to 

topics. When the evolution of the students is going well, when you think that they 

are maturing in the topics, towards the end, you coach and mentor, when there is 

more mutual confidence in order to develop ideas. The extent of mentoring is 

based on students’ eagerness to pick your brain or ask for advice” (AZM21). 

"I tell them: maybe the business ideas that we develop now, would not work. But 

I want you to be able to apply those tools. … That is given by coaching. They 

need to develop their business ideas, to know where they stand, know how to think 

entrepreneurially, internalising the entrepreneurial mindset including the 

skills: managing uncertainty, being adaptable, flexible, changing one’s plans if 

needed” (EUM38). 

“When I tell them of my own experience, I can be an expert and a coach to 

inspire them. Tell them of my work, experiences, failures, achievements. … they 

can learn from me in class but ‘outside’” (SAM29). 

“It's kind of like a brainstorming session where she is asking questions that 

encourage me to think why I'm facing a problem, rather than 'Okay, what is 

the solution? … I think what helped from the beginning was someone that 

helped you critique, with critical thinking” (GRE7). 

“If you are reflecting on your own, I would not go to that level. Personally, that 

opened up new potential and thinking. ... It was her probing that enabled my 

realization. … That personally was very beneficial because it changed the course 

of where my idea went, based on answers to those whys” (GRE6). 

“When you have a mentor that challenges your ideas, you pick up on 

challenging them yourself. Sometimes, your thinking is pretty one dimensional. 

... But there are different perspectives that yourself may not wired to think 

about, because your experiences have not led you there. … AZM10 who helped 

guide my entire business plan until to completion” (GRE7). 

“It was simply great to be able to talk about your efforts to someone or NAM26. 

We were reflecting on the company … (we) decided on it, but it stemmed from 

the questions we received from people” (GRE8). 
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10.3 Reflexivity on Curated Entrepreneurial Self-Efficacy Sources 

 

This research defined curation as the selection and utilisation of contextual content from theoretical, 

simulated or real-life authentic sources. CDs supplemented the content and context of 

entrepreneurship courses or programs with curated entrepreneurship methods (theories), real-life 

cases and simulations. Authentic ESE sources were real people providing instruction and feedback 

arising from real-life entrepreneurial activities. ESE development was significantly related to the CDs 

who taught the students and curated ESE sources for them, and people who influenced them. 

 

The Lifelikeness of a learning context was based on the proportion of its real-life content/context. 

This research identified three external learning contexts: theoretical, moderated (less lifelike) and 

authentic (more lifelike). A fourth Self-Authentic learning context was discovered, related to the 

internal personal world of students. Overall, lifelike pedagogies developed more ESE. The 

authenticity (Lifelikeness) of the learning contextual conditions influenced the accuracy of the ESE 

that was developed. 

 

ESE was also influenced by student reflections on the activities and outcomes of entrepreneurs (real-

life cases) and authentic feedback from outcomes and assessors. Curated ESE sources supplemented 

educator types and roles. CDs were also industry liaisons and ecosystem guides who directed students 

to authentic ESE sources and start-up resources. 

 

CDs designed courses with a variety of practical and lifelike pedagogies and curated both practical 

and lifelike ESE sources. They had a wide range of students to educate and were unable to personally 

customise ESE sources for each of their students according to their needs. CD-Curation was 

supplemented by student Self-Curation. Some students selected real-life (authentic) ESE sources that 

were personally relatable to themselves. Authentic (lifelike) pedagogies and real-life ESE sources 

were more effective in developing a more accurate and enduring sense of ESE in students. 

 

Guided by entrepreneurial awareness, students Self-Curated Self-Authentic sources of ESE. Self-

Authentic ESE sources were relatable role models, mentors, peers, authentic instruction and feedback 

useful to one’s start-up. Self-Curation of social capital (relationships) and entrepreneurial resources 

(funding, technology, expertise) assisted start-up development that reinforced perceptions of ESE. 

 

Table 10.4 shows a selection of data relating to reflexivity on curated ESE sources. 
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Table 10.4: Research Data - Reflexivity on Curated ESE Sources 

Finding Selection of Participants’ Quotes 

Reflexivity 

on curated 

ESE sources 

“Honest authentic real-world feedback and a set of highly self-critical questions 

aided my progression. In my first year, I probably would not be that bothered. But 

in my second and third year, when I was slightly more serious with my business, I 

would relish that feedback. … something that was negative about it so that I 

could improve. I didn't want everyone to say, ‘oh, that's fantastic’ or ‘well 

done’. I needed something where I could go away and work with” (GRE4). 

“The guest speakers he brought in … 'C' had a significant influence in my life. 

It might have been a different guest speaker that had a significant influence in 

someone else's life. ‘C’, a very successful entrepreneur, … helping you to really 

crystallize and clarify your thinking” (GRE1). 

I was very fortunate to spend the day with people like that, for a long time, especially 

with this lady to 'understand’. That had an immense impact on me! That really 

kick-started my self-belief!” (GRE1). 

People who influenced me greatly and how their impact would impact who I 

am and my business. I found it extremely therapeutic” (GRE6). 

“The biggest learning came from the people we connected with. Actually, 

talking to people. … all kinds of repeat entrepreneurs, those who have done it 

before and funding organizations who can talk about entrepreneurs who have 

done this before” (GRE8). 

“The practical questions that he (anonymized investor) asked on your business 

model. How are you going to finance it, how you are doing to generate income. 

That surpasses what you can learn in a textbook” (GRE1). 

“You … meet people who have done it before, with experience, and say: this is 

kind of what I'm thinking; they go: that sounds like a good idea. That build a lot 

of self-confidence over time, especially doing this consistently. … multiple times 

when they say, ‘this is a good idea’” (GRE8). 

“A real person in class truly motivates, especially if he/she is a much less 

successful entrepreneur. Inviting them in, makes a difference. … big success stories 

could provide guest lectures, but I don't think they provide the impact in a class 

than would a local entrepreneur who is struggling and is 'making it every day’. 

The closer they are to the context; the cases and the guests makes a tremendous 

difference” (EUM56). 

 

 

10.4 Reflexivity Developed External Entrepreneurial Awareness 

 

The feasibility of entrepreneurial activities partly depended on the accessibility of resources and 

relationships. An awareness of accessible relationships (social capital) and start-up resources 
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(entrepreneurial capital) was identified as external entrepreneurial awareness (EEA) that assisted in 

determining which opportunities were feasible. These perceptions of feasibility enhanced ESE. Due 

to the constantly changing business environment, these relationships and resources sometimes 

became inaccessible due to a variety of reasons such as business closure or relocation. 

 

Inquiry-focused coaching and reflexive pedagogies developed entrepreneurial awareness that 

consequently developed ESE. The habit of reflexivity developed through inquiry-focused coaching 

and reflexive pedagogies assisted in the discovery of potential collaborations, previously unknown 

resources from networks and opportunities in different yet related industries. A combination of 

practical and lifelike pedagogies including those utilised in self-determined learning facilitated the 

discovery and actualisation of feasible opportunities. 

 

Table 10.5 shows a selection of the data relating to External Entrepreneurial Awareness (EEA). 

 

Table 10.5: Research Data - External Entrepreneurial Awareness (EEA) 

Finding Selection of Participants’ Quotes 

External 

entrepreneurial 

awareness 

(EEA) 

“How can I improve the process? What can I do better in the next iteration? 

Or another business of mine? … it might be the idea that you had, was not 

viable. But out of that, something else shows itself to be viable” (GRE1). 

“Definitely being able to spot opportunities, to see what are the adjacent 

stuff, rather than being so fixated on what you are doing… That is how you 

start unpacking more opportunities that exist” (GRE1). 

“It relates a lot to showing them what is out there, at least at the beginning. 

To make them acknowledge, to make them conscious of opportunities that are 

around them. Many students when they first enrol, think about other students, 

faculty in the university. They do not perceive the opportunities in the 

ecosystem” (EUM59). 

“They will have self-efficacy because they really try to interview customers, 

competitors, visit competitors’ store. That experience itself gives them very 

high confidence if they really want to do an entrepreneurial career. When 

they do their research projects, they really try to setup a business or shop. So, 

their self-efficacy is developed, going through this process, their experiences 

when making decisions, taking risks” (AZM9). 

“The number one determinant of entrepreneurial behaviour is confidence. 

Now, one cannot be overconfident. … But if you are not confident about 

something, we are not going to do it anyhow. So we have to develop the 

person in terms of their awareness of their surrounds (and) their 

proclivities” (OCM1). 
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10.5 Reflexivity Developed Internal Entrepreneurial Awareness 

 

Self-perception included perceived mastery, aims, interests, reflections of prior ‘lived’ experiences, 

emotions and comparisons to role models. Reflections on these internal components developed 

internal entrepreneurial awareness (IEA).  

 

These self-perceptions influenced favouring or abandoning the pursuit of entrepreneurship, and were 

clarified and updated through the practice of activity and reflexivity. The synthesis of IEA and EEA 

assisted in generating perceptions of entrepreneurial feasibility that influenced the perceptions of 

ESE. 

 

Some CDs encouraged students to perform entrepreneurial activities in their areas of interest. The 

Self-Authentic context consisted of personally significant and relevant learning experiences that were 

the most practical and lifelike. Self-Authentic pedagogies facilitated reflections and development of 

IEA, assisted by inquiry-focused coaching, self-determined learning and/or self-initiated extra-

curricular activities (ECA). Both authentic and Self-Authentic pedagogies developed EEA and IEA. 

 

Although the university context was start-up friendly and supportive, the students sometimes 

discovered that real-life (very lifelike) entrepreneurial challenges were far worse than they 

anticipated. This could erode their ESE unless they had sufficient exposure to authentic 

entrepreneurship realities and feedback during their courses.  

 

Authentic entrepreneurship helped them to develop realistic perceptions of entrepreneurship. 

Reflections on authentic entrepreneurship outcomes developed and updated IEA and EEA and 

consequently modified their ESE. Setbacks (negative activity outcomes) included inabilities to 

generate profits and source for resources, and inaccessibility to relationships, which generated 

perceptions of unfeasibility. 

 

Activity outcomes and obtained feedback stimulated both positive and negative emotions. Reflexivity 

on emotions and feedback through structured inquiry (questioning by CDs, guest entrepreneurs or 

peers) reduced the effects of negativity related to entrepreneurial setbacks. The application of 

entrepreneurship methods learnt in their courses provided the students the expertise and confidence 

to manage their situations that minimised ESE erosion.  

 



245 

 

Conflicting feedback from multiple ESE sources sometimes caused students to feel confused. This 

represented an erosion in their ESE. Ultimately these experiences developed students’ entrepreneurial 

self-reliance and emotional coping mechanisms to maintain their developed ESE. OCP14 highlighted 

that ESE erosion was “not a bad thing” as it could motivate students to examine themselves more 

closely (IEA). 

 

Entrepreneurship courses could develop sufficient ESE to initiate start-up and entrepreneurial 

activities. However, after graduation, to prevent ESE erosion (when GREs encountered authentic 

setbacks), the habit of reflexivity to update and refine entrepreneurial awareness (EEA and IEA) was 

necessary to maintain persistent entrepreneurial activities. 

 

The development of ESE through entrepreneurial awareness also involved the crucial self-assessment 

of emotions stimulated by activity outcomes, feedback and comparison to role models. Reflections 

on one’s emotions (component of IEA) facilitated recursive reflexivity on EEA, such as relationships 

and instruction/feedback (social persuasion), and other aspects of IEA, such as vicarious learning and 

mastery experiences.  

 

As an example, negative feedback could lead to discouragement and other negative emotions. Self-

assessment and reflections on these negative emotions would enable reflections on this feedback and 

situation, which would lead recursively to further reflection and improved entrepreneurial awareness. 

 

Table 10.6 shows a selection of the data relating to Internal Entrepreneurial Awareness (EEA). 
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Table 10.6: Research Data - Internal Entrepreneurial Awareness (IEA) 

Finding Selection of Participants’ Quotes 

Internal 

entrepreneurial 

awareness 

(IEA) 

“He (NAM26) gets different entrepreneurs to come in, to talk about their 

experience- what were the hardest parts, they had to go through. You do a 

lot of self-reflection; on the things you actually care about and what do you 

want to get out of this” (GRE8). 

“If you are not self-assured, or you have not gone through your 'rationality' 

or your why's and those inquiries sufficiently, then you start to doubt based 

on the feedback. Whereas with inquiry, you have gone through that level of 

self-reflection, I find that you are more self-assured on what you offering to 

the world” (GRE6). 

“They learnt more about themselves and entrepreneurship in those three weeks 

than they do in four years in university. Partly because every day, they have to 

do a reflection journal. Partly because every other day, they have to do ‘circle 

time’ where they have to share their insights and reflections with other people 

and give feedback to each other. Partly because, they have to pitch and get 

feedback from the class every day. So, they have to learn that resilience and 

pivoting components” (NAM32). 

“We were not only looking at the business model … (but) on the things they 

were not doing and how they could use more innovative thinking into their 

business model. … reflection help students realize or be self-aware of what is 

happening” (AZM10). 

“Emotions of any type, positive or negative will tell you what you are feeling 

in control of and what you are not feeling in control of. The same as self-

efficacy as everything you have the confidence in your ability to control. … 

By articulating it and being able to address it, you can then regain confidence 

in your ability to do something about it” (EUM12). 

 

 

 

 

10.6 Entrepreneurial Self-Efficacy Sources as Catalysts of Entrepreneurship 

 

When one student started a business, the rest felt pressured and motivated to start-up as well. David 

et al. (2018, p.331) suggested educators, policymakers and “others to deliver enterprise programmes 

and be a catalyst for entrepreneurship”.  

 

This research found that ESE in conjunction with catalysts were contributors to initiating 

entrepreneurial activity. The development of ESE was enabled by recursive reflexivity that developed 
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entrepreneurial awareness (EEA and IEA) and improved by role-transitioning of educators and 

curation of ESE sources.  

 

Multiple ESE-enhancing experiences were derived from teams and collaborations with peers that 

facilitated peer VL and feedback. Peers primarily assisted in developing ESE through VL and 

positivity by sharing and helping each other with their start-up problems. Catalysts could include 

peers, seniors, alumni, guest entrepreneurs and educators. 

 

Some EEDs were designed to remove unmotivated students and those who lacked crucial 

entrepreneurial skills. This activity resulted in enabling the remaining students to learn 

entrepreneurship with more motivated and capable peers which facilitated VL and peer-enhanced 

ESE. The educators in these EEDs could also allocate more time to those who were eager to develop 

ESE and their entrepreneurial mastery. 

 

Table 10.7 shows a selection of data relating to ESE sources as catalysts of entrepreneurship. 
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Table 10.7: Research Data - ESE Sources as Catalysts of Entrepreneurship 

Finding Selection of Participants’ Quotes 

ESE sources 

as catalysts 

of entrepre-

neurship 

“I learnt from a lot various people (experts, entrepreneurship professors), who 

worked with venture capitalists, advisors to start-up businesses. … it was the 

entrepreneurial environment that has convinced me: ‘Hey, you can do this’” 

(GRE2). 

“I was the first person to actually do something, do a business. That started off a 

kind of catalyst. I came to the coaching sessions and said, ‘I've done this, this and 

this’ and told people specifically what skills I developed, my experiences. I have 

now switched everybody from ‘I'm going to party’ (to) suddenly, 'Oh s***, he's 

done a business. Maybe I should do something now!' Instantly, people started, 

attempted to develop their businesses” (GRE3). 

“One thing really valuable in education, personally, has been talking to people you 

can relate to. Seeing people who literally went through the program we were 

going through, and two years later actually have a company and have raised 

money and more, is so valuable. You go, ‘This is possible!’” (GRE8). 

“I never even thought about starting a company at all, until I started talking 

with him, getting this into my mind, ‘It is possible’. … It was people that you 

perceive as close to your age, doing things” (GRE8). 

“We invite into class a young entrepreneur so that the students see. ‘Oh, he is young 

like me and he is successful businessman. Ah! I can do it too!’” (SAM40). 

“We observe teamwork increasing the quality of their submissions significantly, 

resulting in applicability of their findings in their later professional lives, either 

in a big company or in a start-up. There is social pressure within the class to 

work well and they try to do their best. In a sense, it is also co-production of their 

self-efficacy since they are very much supporters to one another” (EUM59). 

“They go into the field and see what the situation is. Along the way, (they) 

motivate, persuade, create a self-belief in themselves that they can do it” 

(AZM3). 

“Without the structure of the coaching and mentoring, I think students will not 

even go to the step of being innovative, being put into a position where you have 

to think of a relatively realistic solution that your user will need. … Not forced, 

but this is where this serves as a catalyst to be innovative, you will brainstorm for 

ideas, solutions” (GRE5). 

“You are around people who are talking about not the exact same idea, but a 

lot of the challenges that you face in a business are quite similar regardless of 

what the idea is; … it came about being other students who were creative. I felt that 

that was a very creativity inducing environment” (GRE7). 
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10.7 Researcher’s Reflexivity 

 

The researcher reflected on his iterative coding activities during data analysis. Iterative coding 

assisted theme development and was initiated and guided by certain horizons (significant words) that 

changed the way the researcher interpreted EED experiences. Several rounds of iterative analyses 

were necessary to refine the themes. 

 

AZM22 was the first to mention how he transitioned from lecturer to discussion facilitator and 

subsequently to mentor outside the classroom for some students. The researcher remained unaware 

of distinct educator types and roles until NAM41 emphasised on the separation the role of the mentor 

from lecturer, to minimise cognitive overload in students. Subsequently, NAM45 highlighted the role 

of the curator.  

 

These horizons prompted the researcher to recall what previously interviewed CDs had mentioned 

when they curated guest entrepreneurs as supplementary speakers and assessors. Ultimately, iterative 

coding generated themes related to role-transitioning between instructor, inquirer and advisor. 

 

NAM45 further remarked, “the mixing of facilitation with coaching …”. OCM1 suggested a way 

to highlight varying proportions of activity and reflexivity within the EPG. Despite NAM32 and 

NAM43 highlighting the challenges of separating themselves into distinct roles, the horizons of 

OCM1 and NAM45 prompted the identification of the variations in the pedagogical emphasis of 

educator roles, actions and pedagogies in EEDs using identifiers. 

 

AZM7 noticed, “the community is teaching you”. This horizon alerted the researcher to authentic 

projects that involved start-up stakeholders in industry-situated contexts, when he was transcribing 

the interviews of OCM17, EUM23, EUM38 and AZM54. Furthermore, the horizons of AZM3, 

AZM6, AZM7, AZM9, AZM10, AZM14, AZM22, AZM34, NAM2, NAM26, NAM28, NAM43, 

EUM23, EUM55, EUM58, SAM29, SAM40, AFM46 and OCM33 highlighted the significance of 

obtaining authentic feedback from real customers, clients, investors and/or entrepreneurs.  

 

These horizons assisted the delineation of the authentic learning context where students interacted 

with entrepreneurs and/or customer, from the moderated context where students did not interact 

entrepreneurs or customers. 
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Pilot data revealed OCP13 training his students on commercialisation through inquiry (questioning). 

Upon review, inquiry was also used in the tutorials of OCP7 and OCP10, but described using other 

words. In the main study, NAM2 performed role-playing using questions: “How would you 

respond? How are you doing to present a potential solution …?”  

 

EUM12 was the first to use the horizon “inquire”. Prompted by this distinct pedagogy, unique 

identifiers for inquiry, instruction and advisory were introduced into the transcript data. Subsequently, 

the NVivo software registered the occurrences of these educator types and roles in EEDs to identify 

data patterns (Section 5.5). Subsequent thematic analyses identified educator types with varying 

pedagogical emphasises of instruction, inquiry and advisory. 

 

Other recurring horizons were also coded with identifiers for example, ‘rfx’ for reflexivity, ‘esa’ for 

self-awareness and ‘cognpeg’ for cognitive actions. The interview responses were checked with their 

pre-interview Qualtrics responses and course outlines whenever available. Interestingly, only one out 

of 42 pre-interview responses mentioned ‘self-awareness’.  

 

Reflexivity and self-awareness were identified as less common ESE sources (Table 5.11). Thematic 

analysis eventually revealed the EEA and IEA constructs. Transcript data containing similar 

identifiers were grouped into distinct NVivo folders. These folders were labelled using identifiers as 

part of iterative coding.  

 

Further scrutiny of the following horizons prompted the delineation between EEA and IEA: “what 

would you like to do”, “make sense of things”, “who am I relative to this task”, “what I can 

access” and “develop awareness of their surrounds” (OCM1). OCM1 required students to solve 

problems “of interest”, to reflect on their “agency” and awareness of relationships and accessible 

resources that enabled entrepreneurial activities. Their horizons reinforced the emergent construct of 

IEA and significance of reflexivity.  

 

EUM23, EUM27 and OCM33 were reinterviewed to confirm a distinction between IEA and EEA. 

The external context was separated from the internal world of students related to IEA. “100% 

authentic” (OCM1) as a horizon guided the interpretation and identification of the Self-Authentic 

context. Thus, the description of EED evolved from each round of iterative coding and interpretation. 

 

Some participants openly shared with students about the negativities of entrepreneurship that 

potentially eroded the ESE of some students. NAM26 required his students to critically reflect on 
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their personalities and backgrounds to convince themselves that they required more mentoring to 

become entrepreneurs. This was interpretated as an awareness of mastery deficiencies. Their horizons 

assisted in ‘thematically’ relating emotions with entrepreneurial awareness. The interviewer also 

acknowledged the claims and concerns of fatigue from role-transitioning between several educator 

types and roles (NAM41, EUM53, EUM59). Their horizons reinforced the themes related to curation. 

 

The interviewer asked CDs to rank and compare the importance of pedagogies in developing ESE in 

their pre-interview questionnaire. This prompted some participants to describe how they designed 

their courses in their own way. Some CDs commented that ranking pedagogies was too artificial and 

subjective. NAM51 reflected: 

“I feel as though the choices are limiting for how I think about teaching. You gave 

me 11 things that I may or may not do, and so ranked them only based on what you gave 

me. Because it does not fully capture the course that I am teaching or how I teach 

it. My feeling, I think the pedagogy is … more important than the content. Students 

are not going learn anything unless it is done in a way that is relevant to them, where 

they have the opportunity to try things (play). The only reason I put that (field 

project) first is because it was the final thing that they do and everything leads up to 

that. Other pedagogies: simulation, lecture, all that kind of stuff, we use those but may 

not use them in the order of importance” (NAM51). 

 

NAM32 remarked that ranking of EE pedagogies was not as important as identifying  pedagogies that 

enabled activity and reflexivity. He shared that students’ experiences from projects, site visits, theory 

lectures and reflective discussions would adequately develop ESE.  

 

Some CDs ranked sometimes up to several cognitive and executional pedagogies as of equal 

importance. Their horizons combined with those related to role-transitioning reinforced the 

interpretation that pedagogy combinations were recursive relationships between activity and 

reflexivity. 

 

 

10.8 Limitations of this Research 

 

Research limitations are shortcomings in a research design that likely influence the conclusions of 

the research. The main limitation of this research was the researcher’s inability to interview non-
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English-speaking CDs due to time, resource and language constraints. Hence, the cultural nuances of 

ESE development were limited as only English-speaking CDs were interviewed. 

 

Personal data privacy regulations in a vast majority of institutions restricted access to GREs. Only 

nine GREs from six countries were referred by CDs and subsequently interviewed. Some already had 

entrepreneurial intentions before enrolment in their courses which indicated that they already 

possessed some ESE. Therefore, it was difficult to determine how much their ESE increased during 

their courses. The evidence that all GREs started-up during or after their courses/programs suggested 

that their ESE was developed or increased. 

 

The researcher strove to maximise sample heterogeneity across a variety of contexts to minimize self-

selection bias, and to minimise systematic or response bias (Patton 1999). Ultimately, the sample 

consisted of traditional (theory-focused) and experiential (action-focused) EEDs of approximately 

equal proportions.  

 

Data related to EE pedagogical designs originated from 26 countries with approximately equal 

proportions of practitioners and academics, and approximately equal proportions of small and large 

institutions, teaching undergraduate and postgraduate courses. However, it was possible that some 

CDs did not participate in this research because they did not believe in ESE-enhancement. 
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11 DISCUSSION: RESEARCH IMPLICATIONS AND FUTURE RESEARCH 

 

This chapter highlights some implications of the findings and some recommendations for future 

research on areas related to the findings. 

 

 

11.1 Implications of Entrepreneurial Awareness and Future Research 

 

This research reveals how reflexivity on activity outcomes and curated ESE sources developed 

entrepreneurial awareness and ESE. The assembly of resources to achieve competitive advantages 

(Alvarez and Barney 2007) may be supported and improved by entrepreneurial awareness. Future 

research may discover how varying proportions of developed or modified external entrepreneurial 

awareness (EEA) and internal entrepreneurial awareness (IEA) influence entrepreneurship behaviour. 

 

In this research, student and GRE self-perceptions were predominantly related to self-concept and 

self-identity. Other self-perceptions that may influence the development of entrepreneurial awareness 

may include entrepreneurial passion (Cardon and Kirk 2015), intentions or self-reliance. Future 

studies may examine how other types of self-perceptions interact with self-concept and self-identity 

and how an expanded set of self-perceptions influence the development of entrepreneurial awareness 

(and consequently ESE). 

 

This research reveals that mentoring and coaching assist entrepreneurial awareness development (and 

ESE). Students develop entrepreneurial self-perceptions (IEA) and an awareness of relationships and 

resources (EEA) that enable entrepreneurship. Training entrepreneurship students in persuasion and 

emotional intelligence (an aspect of IEA) may assist them in accessing social and entrepreneurial 

capital more competently. Future research may examine more closely the effects of interpersonal 

training, inquiry-focused coaching and role-transitioning in the four contexts (theoretical, moderated, 

authentic and Self-Authentic) on the development of entrepreneurial awareness. 

 

EEA assists in forging new or modifying existing collaborations, by reflecting on outcomes and 

obtaining activity feedback. Future research may investigate how alertness to opportunities (Tang, 

Kacmar and Busenitz 2012) and entrepreneurial awareness are developed during entrepreneurship 

courses or during ECA. Such studies may identify more precisely the pedagogical emphases of 

educator roles and pedagogies (more or less Practicality/Lifelikeness) to assist in effectively 

identifying accessible start-up capital and relationships. 
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Interpretation of contextual conditions by entrepreneurs involved discovering missing information, 

interpreting matching or inconsistent information to determine “how clear the focal situation 

resembled an opportunity in actors’ minds” (Barreto 2012, p.366). Earlier, Choi, Lévesque, and 

Shepherd (2008, p.338) posited, “entrepreneurs need to wait until their level of ignorance reaches an 

acceptable level before deciding on shifting focus to exploitation. This level is acceptable when it 

provides the entrepreneur sufficient confidence to proceed with the investments required for 

exploitation of the opportunity.” Barreto (2012) posited that higher levels of interpretative 

determination (determining what information to look for) reduced the level of ignorance of 

opportunity, and vice versa. He suggested that entrepreneurial interpretation under conditions of 

information uncertainty guided alertness to contextual changes. 

 

Future studies may investigate how educator types and roles, and pedagogies that develop 

entrepreneurial awareness, may reduce levels of opportunity ignorance and clarify the components of 

opportunity in a student’s or GRE’s context. Higher levels of entrepreneurial awareness may reduce 

levels of ignorance to actualise opportunities more effectively. Varying levels of entrepreneurial 

awareness may influence the quality of opportunity actualisation. A lower or higher level of 

entrepreneurial awareness may influence how students and GREs perceive different entrepreneurial 

contexts with varying levels of uncertainty and risk. A higher level of entrepreneurial awareness may 

result in more GREs and start-ups. Future research may investigate the effects of varying levels of 

entrepreneurial awareness on the perceptions of and commitment to entrepreneurial activities by both 

students and entrepreneurs.  

 

The nature of reflexivity in EED remains under-documented. As student start-ups (or entrepreneurial 

projects) progress or regress, perceptions of feasibility (leading to ESE) may be enhanced or eroded. 

Future research may investigate the types of inquiry-focused strategies or questions asked by 

coaches/mentors that can develop or degrade one’s level of entrepreneurial awareness, consequently 

enhancing or eroding ESE. Further studies may focus on the effects of various reflective questions 

and the intensity of the inquirer on the levels of entrepreneurial awareness. 

 

This research highlighted reflexive pedagogies, for example, reflective discussions and one-on-one 

mentoring. Future research may discover which specific reflexive pedagogies may enhance 

reflexivity to develop entrepreneurial awareness more effectively and the contextual conditions that 

enhance the quality of reflexivity. 
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All GREs in this research indicated that their ESE developed during their studies. However, when 

they experienced authentic setbacks after graduation, some mentioned that their ESE eroded. This 

suggested that a portion of their ESE may have been unrealistic before they graduated. Through 

reflexivity, these GREs modified their ESE and re-started or modified their start-ups.  

 

GREs who experienced start-up setbacks during the course benefited from inquiry, peer VL and 

emotional support. The commonality among these experiences implies that reflection on authentic 

outcomes namely accessibility (or inaccessibility) to requisite start-up capital and feedback from real-

life customers developed a more accurate sense of ESE than classroom derived ESE development. 

This finding also implies that start-up plans should be closely paired with a well-developed sense of 

entrepreneurial awareness. 

 

Individuals exerted control over their context by initiating goal-directed actions (Bandura 1997) and 

invested in education to change their behaviour (Bandura 2001). Further investigations may examine 

how entrepreneurial awareness may influence perceived behavioural and emotional control to reduce 

overconfidence in students and entrepreneurs when they select industries and social contexts to 

venture into.  

 

 

11.2 Implications of Role-Transitioning and Future Research 

 

This research highlights that role-transitioning between educator types and roles has a crucial function 

in facilitating activity and reflexivity that develop the students’ ESE. CDs and/or their teams of 

educators switch between roles to meet their various students’ needs and help them to solve the many 

entrepreneurship-related issues that arise during the courses. No single role is sufficient by itself. The 

differences between pedagogical emphases and educator types and roles may influence the activity 

and reflexivity by students, and therefore their ESE development. Those that produce a higher level 

of reflexivity are more likely to develop ESE. 

 

In this research, all the educator types and roles contributed towards ESE development, and the GREs 

stated the need for both formal instruction and more informal coaching and mentoring. The GREs in 

this research estimated the proportions of instruction, advisory and inquiry for a variety of EEDs that 

they experienced. Their estimations are displayed inFigure 5.2, Figure 5.3 and Figure 5.4 in Section 

5.8. Most of the GREs stated that mentoring was helpful to their ESE development, and this role had 
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an extremely high proportion of inquiry and very low amount of instruction. GREs also mentioned 

that more inquiry-focused coaching and authentic feedback by mentors were beneficial. 

 

The necessary use of multiple educator types and roles, pedagogies and learning environments makes 

effective entrepreneurship courses difficult and complex to design, teach and administer. The need 

for frequent role-transitioning is also tiring and exhausting for some CDs. As mentioned by EUM59, 

“we do have different roles and we do more than others. … It can be mentally exhausting”. The need 

for one-on-one time with students for mentoring or coaching makes entrepreneurship courses more 

time-consuming than some other types of more traditional courses. 

 

All the CD participants interviewed showed great passion and dedication to their courses, and many 

of them shared remarkable pedagogies designed to train their students for entrepreneurship - “the 

toughest job on earth” (AZM5).  

 

These entrepreneurship CDs teach within tertiary education institutions, and need the support, 

understanding and resources from their institutions in order to adopt multiple roles and/or curate 

educators to operate effectively. Government and institutional policies need to include support and 

funding for entrepreneurship education, CDs, students and alumni, or these CDs may eventually burn 

out from exhaustion. 

 

The qualitative nature of the research did not include measurements of the extent of ESE 

improvement, which will require future quantitative studies to determine. Future studies may also 

more precisely examine how role specialisation and the curation of supplementary ESE sources (role 

outsourcing) may help to alleviate role-transition fatigue in CDs. 

 

 

11.3 Implications of Curation and Catalysts, and Future Research 

 

This research highlights reflections on curated role models and/or real-life cases, and the related 

emotions generated by curated ESE sources. This reflexivity may generate perceptions of 

entrepreneurship that favour or discredit the pursuit of entrepreneurial careers.  

 

Some GREs mentioned they experienced role models whom they did not agree with. GREs also 

mentioned that they needed to relate well with curated ESE sources to benefit from the encounters. 

This suggests that some students may have been inflexible as they had difficulty relating to some 
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people. CDs therefore had to expend more effort to find multiple role models or mentors in order to 

relate to as many of their students as possible. These students themselves also lost the opportunity to 

learn from unrelatable role models who may have given them new perspectives to develop their 

entrepreneurial awareness. 

 

The implementation of EEDs involving curation depends on a “large network of collaborators 

developed over time, with whom they have always collaborated either for lectures, project works, or 

internships" (Ndou, Mele and Vecchio 2019, p.8). Programs naturally accumulate alumni (GREs) 

over time that can aide the development of ESE through sharing their stories. This suggests that a 

relatively new program/course might be at a disadvantage in curating relatable role models and 

therefore in developing ESE. CD-Curation and Self-Curation are offered as alternatives to enhance 

ESE. 

 

This research reveals a progression in entrepreneurship courses from more prescriptive to more self-

determined pedagogies such as Self-Curated learning, perhaps to induct students into 

entrepreneurship in a more manageable manner. Learning in moderated contexts safeguards students 

from the potential negativities of authentic entrepreneurship. These findings imply that students 

should develop some ESE through the practice of applying entrepreneurship methods and reflexivity 

before venturing into authentic and Self-Authentic entrepreneurship. Further studies may examine 

the optimal balance between CD-Curation and Self-Curation to maximise the development of 

entrepreneurship awareness and consequently ESE. 

 

CD-Curation and Self-Curation can generate catalysts that encourage entrepreneurship among the 

students, through students’ seniors or other curated ESE sources. CDs themselves can be catalysts by 

requiring students to start-up or conduct authentic entrepreneurial activities during their courses. CDs 

and/or their teams of educators can become catalysts when they inspire and coach students to cope 

with entrepreneurial challenges and to develop entrepreneurial awareness and ESE.  

 

Students can also be each other’s catalysts, especially when they learn together with other motivated 

students who are growing their ESE. These catalysts are a beneficial by-product of VL, curation and 

collaborative pedagogies (teamwork), and may lead to increased rates of start-up activities and an 

increased number of entrepreneurs in society. 

 

Some of the GREs mentioned that they felt alone after graduation, having lost their supportive 

environments after their courses ended. The advice, mentoring and encouragement from their CDs 
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and peers had been essential during their courses, and the sharp drop-off was unsettling. Cultivating 

a supportive structure for alumni would benefit both the institutions and their graduates, as well as 

provide the CDs with a steady source of (hopefully) successful entrepreneurs to call upon for guiding 

the new undergraduates (curation of ESE sources). 

 

Government and institutional policies to provide funding, technology transfers, start-up incubators 

and support to entrepreneurship graduates and alumni would increase the likelihood of start-up 

activity as well as the success of start-ups. These entrepreneurs and start-ups would in return provide 

the institutions with the good reputation and prestige to attract good quality new undergraduates. 

Classes that comprise highly motivated and capable students will contribute towards generating peer 

inspiration and catalysts, further perpetuating a virtuous cycle of success. 

 

The many aspects of ESE development and catalysts need to work together to initiate entrepreneurial 

activity. This research did not exhaustively explore all potential ESE sources that could be feasibly 

curated. Further studies may discover more ESE sources from societal and/or cultural domains that 

could influence the development of entrepreneurship awareness differently from academic and 

industry-based ESE sources. 
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12 CONCLUSION: CONTRIBUTIONS OF THIS RESEARCH 

 

This concluding chapter contains the achievements, methodological, theoretical and practical 

contributions of this research.  

 

The effects of entrepreneurship courses on ESE development were mixed (Malebana and Swanepoel 

2014; Mozahem and Adlouni 2021). Several studies showed that the effect of pedagogies on ESE 

development were reportedly marginal (Zieba and Golik 2018), inconclusive (Bell, Dearman and 

Wilbanks 2015) and negative (Karimi et al. 2016). 

 

This research revealed that pedagogies were not the only or even the main contributor to ESE 

development. Instead, the main contributors were found to be the activity-reflexivity recursive 

learning enabled by role-transitioning, and reflexivity on curated ESE sources, that enabled 

entrepreneurial awareness and subsequent ESE development. 

 

Given that entrepreneurs generate economic, intellectual, and social value (Bacq and Janssen 2011), 

currently there is insufficient literature about the pedagogies and educator types and roles utilised in 

entrepreneurship courses that develop ESE. This research has explored and identified some educator 

types and roles (Table 6.2 in Section 6.2) that enable reflexivity on activity outcomes and self-

perceptions that initiate entrepreneurial activities (ESE). 

 

The documented rates of GRE (Section 2.5) indicate that the majority of graduates do not desire to 

pursue entrepreneurship after graduating. The findings of this research may contribute towards 

refining EEDs to increase the number of GREs. 

 

 

12.1 Methodological Contribution of the Research 

 

The main study EPG (Table 5.6) differentiated Lifelikeness (learning contexts) from Practicality 

(learning actions). This feature aided the development of structural themes to discover the 

commonalities of the phenomenon of EED in varied contexts. This research contributes to the 

interpretive phenomenological analysis (IPA) methodology in the EE domain by introducing a 

discussion process that facilitates the derivation of contextual themes.  
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The goal of IPA was the discovery of meanings behind the experiential claims and concerns of 

participants about the specific contexts (Larkin, Watts and Clifton 2006). The EPG discussion process 

implemented a “double hermeneutic whereby participants are seen to make sense of x while 

researchers make sense of the participants’ sense making” (Finlay 2014, p.127). This discussion 

process was based on a deliberately incomplete representation of EED. This motivated CDs to justify 

why certain pedagogies and educator types and roles were employed by identifying and explaining 

contextual conditions and learning actions. 

 

The derived structural themes were not simply contextual descriptions of EED but interpretations of 

how entrepreneurship courses were designed based on the interpretations of EED from participants. 

Thematic analysis based on this enriched data facilitated a deeper understanding and interpretation of 

EED.  

 

 

12.2 Theoretical Contributions of the Research 

 

This research revealed that role-transitioning between educator types and roles (instructor, inquirer 

and advisor) enabled reflexivity related to entrepreneurial activity outcomes and self-perceptions. 

This reflexivity highlighted two groups of entrepreneurial awareness (ESE sources) that related to 

perceptions of accessible relationships and start-up resources (EEA) and self-perceptions (IEA). This 

research discovered these two new (previously unidentified in the literature) groups of ESE sources, 

external entrepreneurial awareness (EEA) and internal entrepreneurial awareness (IEA). These forms 

of entrepreneurial awareness developed perceptions of feasibility and desirability that facilitated 

entrepreneurial activities and ventures (ESE). 

 

The researcher attained a self-authentic context delineating a student’s internal self-perceived world 

from the external contexts, where EEDs are experienced. This self-concept and self-identity, 

including aspirations, thoughts and emotions, exists within this Self-Authentic context. Reflexivity 

on self-concept and self-identity developed self-perceptions or IEA evolved with start-up progression 

and in a dynamic entrepreneurial environment. 

 

Robinson et al. (2016) earlier advocated a student-centred, socially situated experiential and 

continuous learning to develop the entrepreneurial mindset and promote an awareness of individual 

entrepreneurial potential or opportunities. Ndou et al. (2018) defined ‘entrepreneurial awareness’ as 

one’s understanding and familiarity of entrepreneurial activities. These studies presented tentative 
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conceptualisations of ‘self- awareness’. This research made practical distinction between the internal 

and external contexts that conceptually divided the entrepreneurial awareness construct into external 

and internal entrepreneurial awareness. 

 

Dobson, Jacobs, and Dobson (2017, p.61) advocated four aspects for an effective EED: “pursue a real 

opportunity, exposing students to grade-safe failure, intrinsic motivation resulting from student 

ownership of the business idea and engagement in the entrepreneurial cycle.” . This thesis reveals a 

personalised ESE development strategy through IEA and EEA that is designed to effectively motivate 

and guide students to actualise feasible start-ups or entrepreneurial projects. The pedagogical designs 

that develop ESE are described in the next section. 

  

Entrepreneurial awareness, once cultivated, enables initial entrepreneurial activity and reflexivity that 

clarifies and reinforces student IEA and EEA. This initial activity and reflexivity may potentially 

result in a self-awareness that an entrepreneurial career is unsuitable. Should student IEA and EEA 

be further developed and strengthened, continued participation in an activity-reflexivity recursive 

learning should further strengthen and update entrepreneurial awareness that develops ESE.  

 

IEA and EEA continue to evolve as the students’ and graduates’ start-ups progress and when new 

relationships and resources become accessible or inaccessible. IEA and EEA guide the Self-Curation 

of social and entrepreneurial capital, facilitating start-up development. 

 

 

12.3 Practical Contributions of the Research 

 

This research provides a comprehensive description and understanding of pedagogical designs that 

are designed to enhance ESE. A variety of educator types and roles facilitate the activity-reflexivity 

recursive utilised in four learning contexts not previously described in literature. This research 

highlights the significance of reflexivity in developing entrepreneurial awareness and consequently 

ESE. The interactions between activity outcome and reflexivity were under-described to explain ESE 

development. This research reveals a reflexive recursive between higher Practicality (executional) 

pedagogies and lower Practicality (cognitive) pedagogies that develops entrepreneurial awareness 

and consequently ESE. 

 

Although the literature identified a variety of educator roles (Evans and Volery 2001; Jones, Penaluna 

and Penaluna 2019; Wraae, Brush and Nikou 2022), role-transitioning in the EED domain has not 
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been identified previously. Role-transitioning between educator types and roles is the process that 

enables activity-reflexivity recursive learning that develops perceptions of feasibility and desirability 

that enhances ESE. . A range of educator types involved in role-transitioning between instruction, 

inquiry and advisory roles (Table 6.2 in section 6.2), were presented to help understand this 

phenomenon. 

 

This research demonstrates that all educator types, roles and EEDs facilitate activity and reflexivity 

to some extent, revealing that multiple learning experiences develop ESE. It is not simply developed 

through EEDs but through many other sources in concert, such as reflexivity related to CD-Curated 

and Self-Curated ESE sources. Students also obtain authentic feedback from guest entrepreneurs and 

domain experts on their business plans and pitches. Some GREs experience authentic 

entrepreneurship when they self-initiate ECA and performed consultancy for clients. 

 

EEDs develop entrepreneurial awareness (leading to ESE) through a balanced and wide mix of 

pedagogies and educator types and roles, especially those which are more lifelike. ESE development 

is highly influenced by reflexivity and the people (ESE sources) who enable it; those who design, 

curate, teach, coach, mentor and inspire the students. 

 

The researcher suggests that inquiry-focused coaching, authentic (industry-based) lifelike 

pedagogies, collaborative (team-based) pedagogies and the curation of relatable lifelike ESE sources 

as part of course design may improve the ESE development of students. The increase of ESE through 

recursive reflexivity and entrepreneurial awareness, facilitated by catalysts, curation and role-

transitioning by educators in the teaching of EE pedagogies, may lead to an increase in the numbers 

of entrepreneurially competent graduate entrepreneurs. 

 

 

 

 

 

12b “Of making many books there is no end, and much study wearies the body. 

13 Now all has been heard; here is the conclusion of the matter: 

Fear God and keep his commandments, for this is the duty of all mankind.” 

The Holy Bible, Book of Ecclesiastes 12 : 12b-13 (New International Version). 
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Appendix 1: Example of Coding with Metadata within a Transcript 
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Appendix 2: The Researcher’s NVivo Code Library 
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Appendix 3: Pre-interview Qualtrics Questionnaire for Course Designers 

 

 

 

  



299 

 

 

 



300 

 

 

 

  



301 

 

 

 

 

  



302 

 

 

 

 

 

  



303 

 

 

 

 

  



304 

 

 

 

 

 

  



305 

 

 

 

 

 



306 

 

Appendix 4: Research Activities and Timeline 

 

Year and Quarters 2018 2019 2020 2021 2022 2023 

Activities 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 2 3 4 1 

Pre-Pilot Study: Develop and face-validate EPG x x                    

Pilot Study: 

Obtain ethics approval, recruit, interview Australian 

CDs, analyse pilot data. 

 x x x                  

Modify and finalising EPG design, update main study 

interview protocol, literature and methods. 
   x x x x x              

 
Main Study: 

Obtain ethics approval, recruit and interview English-

speaking CDs, analyse main data, familiarise with 

NVivo software. 

       x x x x    x       

Generate themes from horizons by CDs, perform 

interpretative analysis. 
           x x x x x x x x   

                      

Validation study: 

Recruit and interview Entrepreneurship graduates 
              x   x    

Generate themes from horizons by GREs, perform 

interpretative analysis. 
               x x x x   

                      

IPA write-up: 

Developed findings based on interpretative analysis. 
                x x x x x 

Revised thesis draft with implications and 

contributions, submitted for examination Feb 2023. 
                  x x x 
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Appendix 5: The EntreComp Progression Framework Developed by European Commission Joint Research Centre 
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Appendix 6: Pre-Interview Qualtrics Data Pattern 

 

Legend: pure = pure academic, Prac = practitioner academic, INQ = inquiry, g-sp1 = guest social 

persuasion, ind.ex = industry expert, g-vl = guest vicarious learning, g-adv = guest feedback. 

ESE sources: self-m = self-management, adapt = adaptability, marshl = marshalling resources, info.a 

= information alertness, NPD = new product development, fin.mgt = financial management, mob.p = 

mobilise people, crit.tk = critical thinking, Opp.C = Opportunity Identification/Creativity, comm = 

communications, sell = entrepreneurial marketing, coll. = collaboration 

 


