Chapter 46

Labour Market Uncertainty and Career
Perspectives: Competence

in Entrepreneurship Courses

Olivier Toutain and Alain Fayolle

46.1 Introduction

Nowadays entrepreneurship is high on the agenda of many countries, and the num-
ber of entrepreneurship education initiatives is growing fast. Since the beginning of
the third millennium, European Union institutions (European Commission 2003,
2009, 2010, 2013), OECD (2010) and national governments across the European
Union have become increasingly involved in entrepreneurship education. The vari-
ous schemes and initiatives address primarily two broad objectives, on the one hand,
supporting new business start-ups and, on the other hand, developing an entrepre-
neurial mindset in society (and among the young in particular). For example, an
international survey conducted by the European Commission shows that 87% of
European higher education institutions and universities offer entrepreneurship edu-
cation programmes (European Commission 2008a).

Thus, expectations towards entrepreneurship are gaining momentum in Western
societies and mostly revolve around two broad issues: (1) How to increase the num-
ber of start-ups in order to strengthen the creation of economic wealth and social
value? (2) How to educate and train people in order (a) to foster entrepreneurial
attitudes and behaviours, (b) to develop the type of skills necessary to start and
develop business projects and (c) to develop adaptation mechanisms to cope with an
uncertain and unpredictable world?

Since the Lisbon European agreements (Convention on the Recognition of
Qualifications concerning Higher Education in the European Region 1997 —
enforced as of 1 February 1999) some 15 years ago, many entrepreneurship
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education programmes have emerged (Eurydice 2012). However, empirical studies
have yet to identify clearly what entrepreneurial competencies are targeted by these
programmes, which leads us to ponder how these competencies are defined and,
above all, who designs and teaches these entrepreneurship education programmes.

Most current scientific studies concerned with entrepreneurial competencies
focus on their role in business start-up and growth, and so far they have failed to
yield consensual results or a coherent taxonomy of expected competencies
(Mitchelmore and Rowley 2010).

In the field of entrepreneurship education, teaching programmes are developed
based on criteria that relate to four main questions (Fayolle and Gailly 2008): (1)
What types of courses will the programme include (disciplines, contents)? (2) How
will entrepreneurship be taught (pedagogical tools and methods)? (3) What learner
profile is targeted (discipline, age, psychological profile, background and experi-
ence in entrepreneurship)? (4) Why and for what outcomes is entrepreneurship
taught (objectives and evaluation)? Most studies suggest that higher education
entrepreneurship programmes are widely influenced by cognitivist and socio-
cognitivist theories (Byrne et al. 2014). Therefore, pedagogies used often include
experiential learning, learning-by-doing, serious games, case studies, problem-
based learning and project development. However, despite the contributions of the
aforementioned studies, the field still lacks a clear understanding of the competen-
cies developed in these courses.

In addition, the vast majority of available research is undertaken mostly within
the context of higher education, due to the proximity between researchers and the
education ecosystems of the universities and colleges in which they work
(Ruskovaara 2014).

Finally, introducing entrepreneurship education in vocational training institu-
tions is still a recent phenomenon, despite long-standing recommendations (Gibb
1996).

Consequently, as we will see in this chapter, the definition of entrepreneurial
competencies in vocational and professional education stems in large part from sci-
entific research conducted in the context of higher education. Reviewing the defini-
tion of entrepreneurial competencies raises questions (related to the learning object,
the nature of the learning context, the teacher’s profile and the pedagogies imple-
mented) that extend beyond specific teaching contexts and that concern all teachers
involved in entrepreneurship education.

While the entrepreneurial competencies expected in schools relate more to the
development of entrepreneurial attitudes and behaviours than to starting a business,
expectations in vocational training centres involve a combination of entrepreneurial
attitudes, behaviours and technical skills with a view to starting a new business
(Ruskovaara 2014).

This chapter constantly moves back and forth between the learning contexts of
vocational and professional (higher) education. The various sections should there-
fore be considered as being addressed primarily to researchers and teachers, as well
as school heads of education and teachers and vocational training institutions.
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We will first present a state-of-the-art review of entrepreneurship education
today. We will examine more particularly how entrepreneurship education is dis-
cussed among the academic community. We will thus show how the entrepreneur-
ship learning process and, as a result, expected competencies are defined by a
complex interaction between the teacher, the learning object and the environment.

In the second part of this chapter, we will discuss future trends in entrepreneur-
ship education and expected competencies in higher education and vocational insti-
tutions. The increasing individualisation of training programmes, in which learners
have to take responsibility for what they learn, the growing professional mobility
and the need for lifelong education lead to the transformation of the learner into an
entrepreneur from an ever-earlier age, an entrepreneurial posture that is highly val-
ued among recruiters and institutions. According to scholars, the success of the
twenty-first-century education relies on the capacity of schools and vocational train-
ing centres to help learners acquire entrepreneurial competencies, which require
them to take control and self-direct their own learning process. Self-directing one’s
learning process implies the development of meta-competencies, which enable
learners to act in contexts of uncertainty and unpredictability. The type of compe-
tencies expected in this approach to learning mostly relates to the acquisition of soft
skills, such as autonomy, creativity, calculated risk-taking, cooperation and adapta-
tion to the environment.

46.2 What Do We Know About Entrepreneurship Education
and Entrepreneurial Competencies?

Entrepreneurship as a discipline has its roots outside of school, in processes of
human action that create economic, social or cultural value, driven by the will to
develop projects.

As we will see in this section, targeted competencies differ depending on:

(1) The learner’s personal commitment (or the degree of student freedom and con-
trol in the learning process)

(2) The learning object (new business start-ups or the transformation of the indi-
vidual through the acquisition of an entrepreneurial mindset and behaviour)

(3) The learning environment (nature of the learning ecosystem moving back and
forth between the classroom and a strong connection with the real world, with
partnerships and outside experiences)

(4) The role of the teacher (source of knowledge, facilitator and/or coach)

The three elements of any education scheme (the learning object, the environment
and the teacher) interact with the learner who, as a result, acquires technical or
behavioural competencies, with more or less freedom depending on whether the
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approach is prescriptive (acquisition of technical knowledge, execution of tasks) or
open-ended (learning how to act) (Le Boterf 2013; Toutain 2008, 2010). These
competencies then influence the transformation of the learner’s behaviour, cogni-
tion and knowledge (Toutain 2010).

The rapid expansion of entrepreneurship in higher education and vocational
training institutions goes hand in hand with a great diversity in the way that pro-
grammes are developed and taught and how objectives are defined (Béchard and
Grégoire 2005; Rizza and Varum 2011). These initiatives respond generally to a
need, which consists in training students to start and grow businesses or to develop
an entrepreneurial mindset, which implies developing a general attitude that can be
of use in any personal and/or professional experience. These two didactic defini-
tions relate to the acquisition of different competencies. The first type of compe-
tence relates to the kind of know-how necessary to start up and develop a business,
whereas the second one relates more to knowing ‘how to act entrepreneurially’ (Fig.
46.1).

Trainer
Transmitter of
knowledge
Facilitator
Coach
A

AJ
Learner Entrepreneurial mindset
competencies (Soft skills)

Business creation
competencies
(technical skills)

—>  Environment Learning <

Fig. 46.1 Process of acquiring entrepreneurial competencies
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46.2.1 The Learning Object
46.2.1.1 Competencies Related to New Business Start-Up

As mentioned above, some entrepreneurship teaching programmes focus on train-
ing individuals to become entrepreneurs and start their own business. Skills such as
networking, developing business plans and business models, managing financial
and human resources, devising a marketing strategy or even choosing between dif-
ferent legal and fiscal business forms are all useful for turning learners’ projects into
reality. In this context, education programmes are mostly focused on acquiring and
developing skills as well as engaging with a network of potential partners linked to
business start-up and management. The acquisition of expertise and technical skills
is therefore essential in order to enable individuals to set up their own business and
thus become entrepreneurs, and knowledge transfer is the predominant approach.
The mission of the school or university is to impart a determined set of skills and
‘truths’ rather than to educate. This approach to learning is more particularly associ-
ated with the French educational model as championed by Durkheim (Behrent
2014). For the French sociologist, education goes hand in hand with method and
rigour, whereby individuals are trained to think critically and reason based on a
proven body of knowledge. According to this ‘teaching paradigm’, the learner is
expected to read, use deductive reasoning, provide logical and rational argumenta-
tion and display well-structured thinking (Barr and Tagg 1995) with particular refer-
ence to business start-up and development.

46.2.1.2 Competencies Related to an Entrepreneurial Mindset

In the second type of entrepreneurship education initiatives, courses aim at training
students to develop an entrepreneurial mindset, which can be defined as the acquisi-
tion of a dynamic set of attitudes, values and cross-disciplinary competencies. In
this case, learning relies mostly on the acquisition of soft skills, including abilities
and attitudes such as motivation, self-confidence, adaptability to uncertain environ-
ments, identification of resources in the environment, risk evaluation, creativity,
projection, empowerment, leadership, teamwork or even self-reflection. Learners
are encouraged by teachers to be proactive. Specific competencies expected thus
include the identification of opportunities and the development of realistic innova-
tive projects, the ad hoc commitment and management of resources, as well as sell-
ing the business concept. In this paradigm, the role of the teacher is to help transform
learners (Mezirow 1997) in order for them to acquire these competencies, which
requires time and appropriate mentoring. Transformation here refers to the way
learners transform experience into learning, by changing their ways of acting and of
viewing the world and also by changing their frames of reference. In other words, it
is the whole process by which knowledge is created that is transformed (Harrison
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and Leitch 2005). The theoretical underpinning of this approach to learning stems
from Dewey’s founding work (Dewey 2012). In this model, schools and universities
tend to educate through feeling and experience, which means that individuals learn
by making sense of their everyday experience. The concept of entrepreneurial edu-
cation thus takes on its full meaning, what Barr and Tagg term the ‘learning para-
digm’, as opposed to the ‘teaching paradigm’ (Barr and Tagg 1995).

46.2.1.3 Competencies Related to Didactic Models

The two didactic models presented above define different approaches to teaching
entrepreneurship. Yet, didactic objectives are rarely addressed before pedagogical
approaches are determined (Byrne et al. 2014; Naia et al. 2014). Most publications
in the scientific literature discuss methods for teaching entrepreneurship without
explicitly addressing the link between the didactic objectives and the methods
examined, which makes them difficult to compare objectively (Blenker et al. 2011).
In order to see through this diversity of practices, Béchard and Grégoire (2005) sug-
gest using Bertrand’s typology (Bertrand 1995) of the four main components of
contemporary theories of education: (1) the contents of education, (2) the interac-
tion between education and society, (3) person-centred approaches ‘personalist
approaches’ (personalist theory) and (4) interactionist approaches (psychocognitive,
sociocognitive and technological).

From an academic perspective, Honig (2004) and Neck and Greene (2011) sug-
gest that schools, universities and students in entrepreneurship first define the way
they view entrepreneurship education. Fayolle and Gailly (2008) propose a concep-
tual framework incorporating two complementary levels of analysis (ontological
and educational). The ontological level relates to the following questions: What
does entrepreneurship education mean? What does education mean in the context of
entrepreneurship? What are the respective roles of educators and participants?
Fayolle explores the question further and suggests three strategies for the future
development of entrepreneurship education (Fayolle 2013): (1) target entrepreneur-
ship education by incorporating entrepreneurial culture, reasoning, action, method
and bricolage (tinkering) in order to enable participants to think, act and make deci-
sions in a wide range of situations and contexts; (2) connect entrepreneurship teach-
ing with other disciplines (more especially with education science) and real-life
entrepreneurial action as experienced by entrepreneurs themselves (more particu-
larly with regard to how they solve problems); and (3) adopt a systematically critical
and reflexive approach to scientific and academic knowledge (from different disci-
plines) and the different initiatives in entrepreneurship education.

From a more pragmatic perspective, Blenker et al. (2011) suggest connecting the
‘what’, the ‘why’ and the ‘how’ by asking educators and teachers to answer one or
more of the following questions (which they should have previously selected): How
do you train individuals (1) to start new ventures? (2) to create high-growth firms?
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(3) to solve a large range of societal issues, by thinking and acting entrepreneur-
ially? and (4) to develop an entrepreneurial mindset?

In short, the learning object is above all determined by the didactic goal of entre-
preneurship education (the ‘why’), which translates primarily into two complemen-
tary visions of teaching and entrepreneurship: learning how to start and develop a
business and developing an entrepreneurial mindset. In the first case, the acquisition
of technical entrepreneurial competencies is critical, whereas in the second case, the
focus is on developing soft skills. Depending on the didactic approach selected,
teachers will opt for different teaching strategies. The acquisition of technical skills
relies more on prescriptive tasks (students mobilise knowledge to solve specific
problems), whereas the development of the soft skills necessary to develop an entre-
preneurial mindset requires students to show initiative and to be creative, coopera-
tive and autonomous in order to find solutions (which are not determined at the
outset).

46.2.2 The Environment

The environment plays a key role in the success of pedagogical practices and the
individual’s self-development throughout the learning process: it is a key resource
for learning and a collective construction of competencies.

46.2.2.1 The Environment: A Key Resource for Learning

The learner’s environment is composed of the people at school, members of their
family circle and more generally members of their social networks. The influence of
the environment in the learning process has been widely studied in education sci-
ence, most notable in the latter half of the twentieth century by Vygotsky and Piaget.
According to Vygotsky, the members of the learner’s social networks (primarily the
teacher) play a key role in the development of the learner’s knowledge (Vygotsky
2012). With the concept of ‘zone of proximal development’ (refers to what tasks a
child (or a student) can perform when given appropriate help or guidance), Vygotsky
insists on the role of social mediation in the individual’s learning process. In other
terms, the people who interact with the learner play an important role as regulators
of the learning process: they facilitate the acquisition of competencies by the indi-
vidual. As for Piaget, an individual learns from interacting with his or her environ-
ment and thanks to what he called the ‘progressive equilibration’ process, whereby
the individual acquires the necessary competencies (Piaget 1975). In other words,
when a learner does not possess the required knowledge to solve a problem, he or
she finds himself or herself in an uncomfortable situation that Piaget defines as
‘cognitive disequilibrium’. The learner thus strives to re-establish equilibrium by
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interacting with the actors in his or her environment in order to find a solution to his
or her initial problem; the solution is therefore a source of new knowledge. The
learner thus finds himself or herself once more in a state of cognitive equilibrium;
this is what Piaget calls the ‘progressive equilibration’ process (Toutain 2010).

In the field of entrepreneurship education, the nature of expected competencies
also determines how much freedom of action the learner has. If the expected com-
petence is of a technical nature (for instance, how to draw up a financial statement),
there will be fewer interactions between the learner and the various actors in the
environment, and the mediating role therefore lies mostly with the teacher. However,
if the expected outcomes are the generation of new creative ideas, learners will find
themselves in a more open-ended learning process (less constrained by resolution
rules) in which interactions with the environment and the educator will play a
greater role. Pedagogical practices are also determined by the degree of openness of
the learning process: open-ended processes will tend to rely mostly on active peda-
gogies and learning-by-doing, whereas prescriptive or closed approaches will rely
more on transmissive pedagogies.

46.2.2.2 A Collective Construction of Competencies

It is widely acknowledged among scholars, and more especially in the French edu-
cation science literature, that the environment plays a significant role in the con-
struction of competencies (Bain 2002; Bellier 2000; Le Boterf 2013; Durand 2006;
Gorz 2001; Oiry 2005; Perrenoud 2002; Rey 1996; Stroobants 2002; Zarifian 2004).
The learning process thus generates a double transformation: that of the learner who
acquires new knowledge in order to solve the problems encountered (e.g. locating
information regarding financial aids to set up an innovative business) and that of the
environment, whose actors also acquire new knowledge (e.g. the launch of a new
innovative business). Interaction between the learner and the environment thus pro-
duces mutually reflexive outcomes for the learner and the members of his or her
environment.

By taking initiatives, the learners contribute to the construction of a collective
form of competence, based on the sharing — active or passive — of experiences. Le
Boterf (2013) speaks of a ‘shared environmental resource’, an expression borrowed
from the field of ergonomics.

In order to solve problems in complex entrepreneurial situations, learners are
encouraged to acquire the necessary skills to act collectively and learn how to
combine the resources present in the environment in order to obtain the knowl-
edge they need (Toutain 2007). Consequently, competencies are constructed,
developed and tested through action (Bellier 2000), which translates rather well
the idea of ‘doing in order to understand, and understanding in order to do’
(Avenier 2000). In this context, expected competencies are the result of a socio-
constructivist (Lobler 2006) and collectivist vision of the entrepreneurial process
(Jones and Spicer 2009).
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This constructivist approach requires educators and heads of programmes in
entrepreneurship education to develop and utilise the entrepreneurial ecosystem by
creating close collaboration networks (Tuunainen 2005), thus transforming their
schools or universities into entrepreneurial universities (Clark 2001). The entrepre-
neurship education ecosystem, which influences the nature of the expected compe-
tencies (open-ended or closed/prescriptive competencies, related to knowledge,
know-how or knowing how to be), can be defined by five dimensions (Mueller et al.
2014; Toutain et al. 2014a: the type of entrepreneurship programme (focused on
developing creativity and transversal knowledge/technical knowledge), the nature
of the networks developed (inside and outside the school context), the dedicated
learning space (open and collaborative/closed and individual), the type of entrepre-
neurial culture targeted (business management/entrepreneurial mindset) and the
pedagogical solutions adopted (transmission learning/experiential learning).

In short, the actors of the environment are stakeholders of the entrepreneurial
learning process. If the object of learning is to acquire the technical knowledge
necessary to set up a business, then interaction with actors in and out of the school
will be limited and the teacher will be at the core of the learning process. This
approach relates closely to an instructional (transmissive) model of education.
However, if the aim of the training programme is to acquire an entrepreneurial
mindset or study the feasibility of a project, the learning process is more open. In
this case, learners will maximise interactions with the actors in their environment,
which leads to a more collective competence-building process: learners and actors
of the environment collaborate in order to find solutions to the problems they
encounter. Finally, the effectiveness of the role played by environmental actors also
depends on the education ecosystem involved: the more open-ended the learning
approach (for instance, if geared towards acquiring an entrepreneurial mindset), the
more determinant the quality of the education ecosystem in order to help the learner
acquire useful soft skills.

46.2.3 The Educator

The teacher plays a crucial role in teaching entrepreneurship education. Its role var-
ies from the one who transmits knowledge to the facilitator who guides the learner.
Beyond this role we know very little about who teaches entrepreneurship (subsec-
tion 1) and what is their profile (subsection 2).

46.2.3.1 Who Teaches Entrepreneurship?

Entrepreneurship teaching programmes have developed exponentially in higher
education, more particularly in schools of management. For example, a recent inter-
national survey of entrepreneurship in higher education institutions shows that 87%
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of European higher education institutions (schools and universities) offer courses or
programmes in entrepreneurship (European Commission 2008a).

Although still in an early phase, the phenomenon is also spreading across voca-
tional training institutions. In Europe, between 3 and 4% of primary schools, 11%
of secondary schools and 15% of vocational training centres have taken initiatives
towards developing an entrepreneurial mindset.

Given the objectives defined by such international institutions as the European
Union (European Commission 2012, 2013), the trend is likely to consolidate over
the next decade. This evolution leads researchers to examine the nature of entrepre-
neurship education programmes that are being developed in European schools. In
this regard, Byrne et al. (2014) and Naia et al. (2014) show that most extant research
focuses on what to teach in entrepreneurship, how (with what kind of activities or
methods) and/or for what results (impact studies). However, there is, first of all, a
lack of understanding about why we should teach entrepreneurship (objectives are
often too general and lack substance), and the issue of ‘who’ teaches entrepreneur-
ship is not addressed. Indeed, other than the fact that they are teachers, we know
very little about the profiles of the individuals who teach entrepreneurship (Fayolle
2013; Lobler 2006). Aside from a recent study on entrepreneurship teacher profiles
in primary and secondary schools (Ruskovaara 2014), most research on entrepre-
neurial competencies is student focused (Hynes and Richardson 2007). Yet, if we
are to understand the didactic objectives and training methods used in entrepreneur-
ship education, we also need to understand better the profiles of entrepreneurship
educators and teachers, the way they view entrepreneurship and how they define
entrepreneurship education.

46.2.3.2 A Profile of the Entrepreneurship Teacher

Current research in entrepreneurship education (Mueller et al. 2014; Raucent et al.
2003; Surlemont et al. 2009; Toutain 2010; Toutain et al. 2014a, b) is more focused
on the expected profile of entrepreneurship educators than on examining the actual
profiles of teachers in entrepreneurship. The present dominance of constructivist
and socio-constructivist approaches in entrepreneurship teaching has led research-
ers to draw the following profile of the typical entrepreneurship teacher, who (1)
possesses both teaching and entrepreneurial experience, (2) has skills in leadership
and team management, (3) develops networks in and outside the school and (4) acts
more as a coach and facilitator than as a transmitter of knowledge. Besides the char-
acteristics listed above, it is important to note that heads of entrepreneurship pro-
grammes may sometimes be perceived as dissidents in standardised educational
systems (Mueller et al. 2014).

The profile of the entrepreneurship teacher is mostly defined with regard to that
of the higher education teacher (Ruskovaara 2014). According to the European
Commission (2008b), the ideal teacher in entrepreneurship possesses both entrepre-
neurial and academic experience and knows how to connect both worlds in his or
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her entrepreneurship programme. When teachers do not possess first-hand entrepre-
neurial experience, inviting real-life entrepreneurs as contributors is indispensable.

Consequently, teachers who have extensive entrepreneurial and academic experi-
ence will tend to adopt a more socio-constructivist approach, and students will be
encouraged to take risks in contexts of uncertainty and bricolage. The role of the
teacher is thus one of facilitator and coach, while students are handed over control
of their own learning process. As a result, a teacher’s prior academic and
entrepreneurial experience impacts more strongly his or her vision of entrepreneur-
ship education than other criteria such as age, gender and discipline (Ruskovaara
2014).

Due to the recent emergence of entrepreneurship awareness programmes in
schools across Europe, there is no available study on who teaches entrepreneurship.
However, early analysis of the data collected by the ‘Entrepreneurship 360°” pro-
gramme (under joint management of the OECD and the European Union; OECD
and European Commission 2014) shows that two profiles of entrepreneurship teach-
ers seem to coexist. One profile is that of the school teacher, whose intervention is
transversal across the school curriculum through entrepreneurship teaching, and the
second profile is that of an outside actor (member of an association or an institution
or a business owner) who uses his or her social network to connect with and inter-
vene in the school. In most cases, both join forces to offer entrepreneurial pro-
grammes inside and outside of the school. More generally, this joint initiative of the
OECD and the European Union aims at providing schools with reflective tools in
order to help them develop entrepreneurship awareness and identify internal and
external actors who may take on a leadership role in meeting these objectives. In
other words, teachers and heads of programmes who do not possess the necessary
entrepreneurial experience tend to use resources — notably human — from outside the
school, by engaging the help of entrepreneurs and organisations who work hand in
hand with them.

To sum up, no study has yet closely looked into who is in charge of teaching or
managing entrepreneurship courses. The available body of knowledge is mostly
limited to the expected or ideal profiles of entrepreneurship teachers, which are
mostly developed based on constructivist and socio-constructivist approaches. The
ideal type of entrepreneurship teacher in higher education consists in being more of
a facilitator, a leader, a creative entrepreneur and a network developer. While 15%
of vocational training institutions in Europe propose entrepreneurship courses, pri-
mary and secondary schools remain far less concerned by entrepreneurship educa-
tion. However, the early data collected on a European scale seems to show that
entrepreneurship education should involve a great diversity of teacher profiles,
ranging from the traditional teacher to the visiting entrepreneur.
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46.3 What’s Next? Towards Entrepreneurial Competencies
Based on Uncertainty and Self-Regulated Learning

The entrepreneur is at the heart of the phenomenon. He/she evolves in a socio-
economic environment in order to create and develop new economic and social
wealth. This environment is constantly changing. This allows the entrepreneur to
permanently adapt his/her decisions and actions to the changes without predicting
the future. In this context, the core issue in entrepreneurship education is (1) to
acquire competencies based on the management of uncertainty (subsection 1) and
(2) to self-regulate learning (subsection 2).

46.3.1 Dealing with Uncertainty

In the first — and only — special issue devoted to ‘entrepreneurial learning’ (July
2005), Harrison and Leitch (2005) start by writing that ‘It is important to recognize
that there is a fundamental distinction to be drawn between knowledge — that which
is known, and learning — the process by which knowledge is generated’.

The dominant approach in schools and vocational training centres consists in
raising cultural awareness of entrepreneurship and developing an entrepreneurial
mindset in individuals, an outcome which is strongly supported by national and
international institutions (European Commission 2013; OECD 2010). Among the
four strategic objectives defined by the framework for European cooperation in edu-
cation and training, European leaders emphasise the necessity to ‘enhance creativity
and innovation, including entrepreneurship, at all levels of education and training’
(European Commission 2009).

Fostering an entrepreneurial mindset in individuals extends the vision of the entre-
preneurial process beyond the traditional notion of business start-up. Creating entre-
preneurial mindsets implies encouraging the development of entrepreneurial
behaviours and attitudes and, more specifically, the development of skills such as
autonomy, responsibility, creativity, cooperation, adaptation to uncertainty and unpre-
dictability. In other words, it is about training antifragile individuals (Taleb 2013),
who are capable of creating opportunities by identifying and utilising human, material
and financial resources from the environment. This trend illustrates a strong demand
in a society forced to look for new socio-economic paradigms and innovative solu-
tions to an economy deadlocked in a never-ending cycle of exponential growth.

In the research field, the theory of effectuation (Sarasvathy 2001, 2008;
Sarasvathy and Venkataraman 2011) has largely contributed to a renewed under-
standing of the entrepreneurial process by breaking away from the positivist scien-
tific reasoning approach. According to the theory of effectuation, entrepreneurship
should no longer be regarded as a process of planned actions in a predictable future
but as a journey during which the individual develops his or her entrepreneurial
project by using the resources he or she can identify. In other words, the individual
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EFFECTUATION IN ACTION
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Fig. 46.2 Effectuation in action (The Society for Effectual Action (SEA) 2012)

A

progressively becomes an entrepreneur and develops his or her project according to
the various opportunities present in the environment.

This approach, which has gained considerable popularity in the field of academic
research over the past decade, invites teachers as well as the heads of educational
programmes to challenge the positivist view of traditional education based on
knowledge transmission. It is a priority to develop effectual reasoning skills in
learners, to enable them to act in uncertain and unpredictable environments. The
acquisition of these skills requires that the learners ask the following questions: (1)
Who are they and what do they know? (2) What can they do? (3) Who are the stake-
holders (inside and outside the school) that they can interact with? (4) What stake-
holders they may engage with in order to progress? Interactions with stakeholders
lead to the emergence of new means and new objectives, which in turn expand the
learner’s scope of learning (Fig. 46.2).

Reasoning effectually in order to develop one’s entrepreneurial mindset is not a
natural behaviour. In order to adopt an effectual mode of thinking, learners need to
be motivated, to be in control of their learning and to feel self-efficacious in the
execution of tasks. In education science, motivation, self-regulation and self-
efficacy are defined by scholars as the three key elements of self-directed learning.

As will be shown in the following section, self-directed learning requires the
development of skills in order for the learner to adopt effectual thinking with a view
to acquiring an entrepreneurial mindset.

The three key elements of self-directed learning provide a framework for struc-
turing entrepreneurship education programmes and expected entrepreneurial com-
petencies, based on the acquisition of soft skills.



998 O. Toutain and A. Fayolle

46.3.2 Entrepreneurial Competencies Gained Through Self-
Directed Learning

46.3.2.1 Origins of Self-Directed Learning

Self-directed learning emerged in the 1970s. Its epistemological characteristics
stem from cognitivist, constructivist and socio-constructivist theories in the field of
education science. Self-directed learning is closely related to the foundational work
of Dewey (2012), Piaget (1975) and Vygotsky (2012) and to the innovative pedago-
gies developed by Montessori (2012), Claparéde and Avanzini (2003), Freinet
(1993), Steiner and Bamford (1996) or Rogers (1969).

This type of learning relies on the initial belief that ‘an adult is only willing to
commit to a training programme if it responds to his or her needs and problems, in
his or her situation’ (Schwartz 1989). Therefore, what enables learners to take con-
trol of their learning process lies in their motivation, their capacity for action and for
making sense of and giving a direction to the process. Self-directed learning also
requires learners to mobilise and develop capacities to direct an ‘intentional mental
process’ and perform ‘behavioural activities’, more particularly as regards the
search for information (Long 1991). This learning approach thus clearly moves
away from the more traditional, transmission-based, learning models. Learners are
encouraged to ‘train themselves’: ‘the key competence in the social subjects who
are expected to become lifelong learners is self-direction’ (Carré 2010). The cogni-
tive and behavioural dispositions expected in learners are therefore very close to the
abilities expected from entrepreneurs in order to act and adapt to uncertain and
unpredictable contexts. Self-direction is the key competence to be acquired here,
and it transforms the representations of education into a permanent activity, con-
tinuing throughout the learner’s life.

46.3.2.2 The Three Key Elements of Self-Directed Learning

Self-directed learning relies on three key elements: self-determination, self-
regulation and self-efficacy.

¢ Self-determination

Self-determination can be defined as the feeling, for an individual ‘to be free to
act, to be free to choose one’s actions, to be proactive, that is to say to feel like the
author of one’s decisions and one’s actions’ (Carré 2010). The- degree of motivation
in learning is therefore closely related to the feeling one has of progressing on one’s
own, which translates into the progression from one anterior state towards another
state, deemed ‘superior’ (Nuttin 1980). This vision of learning is in particular based
on Piaget’s theory of progressing equilibration (Piaget 1975) and has been modelled
to explore entrepreneurship experiential learning process (Toutain 2010).

Self-determination is key to effective self-directed learning (see the chapter of
Nokelainen in this volume). However, self-regulation varies depending on the train-
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ing context and the learning process involved. Drawing on existing research, more
particularly that of Deci and Ryan (Deci and Ryan 2000), Carré- shows that it
evolves along a continuum involving four regulatory processes (Carré 2010): con-
trolled extrinsic motivation (for instance, the employee who engages in a training
programme at the request of his or her employer), introjected extrinsic motivation
(for instance, an adult who goes into training, because he or she knows he or she has
to do it), identified extrinsic motivation (the learner acts on behalf of his or her per-
sonal beliefs) and, finally, integrated extrinsic motivation (the learner is fully aware
of his or her freedom of choice).

Thus, the characteristics of entrepreneurship training programmes and how free
the learner is to engage them in and commit to the learning process constitute the
main variables that influence the intensity of the learner’s motivation at the outset,
but more especially its persistence over time. Indeed, initial motivation may erode
if it is not supported by abilities to self-regulate the learning process. The situation
is comparable, for instance, to an individual taking up a new sport. The issue of the
‘maintenance’ of the motivation through the learning process has been extensively
studied, for example, by anthropologists Bateson and Mead (Bateson 2000).

e Self-regulation

Self-regulation is another determinant dimension of self-directed learning — “all
learners are eventually faced with a dual problem: setting down to work and sustain-
ing their effort’ (Cosnefroy 2011). Self-regulation is thus defined by the capacity of
the learner to maintain his or her motivation and commitment throughout the train-
ing process.

Consequently, learners are encouraged to develop learning strategies. The ability
to self-regulate their learning process — and see it through — is therefore linked to
their initial motivation for learning. The opposite is also true: good self-regulation
fuels the learner’s motivation to persevere in the learning process. Therefore, self-
determination (motivation) and self-regulation interact closely.

In his review of the literature from the past twenty years, Cosnefroy identifies
three types of self-regulatory strategies (Cosnefroy 2011): (1) cognitive and meta-
cognitive strategies (the ability to learn how to learn), (2) volitional strategies
(maintenance over time of the will to learn) and (3) defensive strategies aimed at
protecting one’s self-esteem.

Thus, self-regulation requires the development of internal monitoring and
adjusting of one’s affective and cognitive states and of behavioural know-how
(or the acquisition of self-learning techniques such as repeating aloud or
self-interrogation).

Despite apparent proximity, self-regulation and self-direction are fundamentally
distinct. While self-directed learners are very autonomous in their choices and the
definition of their learning objectives, some learners may also be led to develop self-
regulating abilities by performing tasks despite not having chosen freely their train-
ing programme or their learning objectives (which are in this case defined by the
teacher). Consequently, a learner’s ability for self-regulation is not enough to sup-
port self-directed learning.
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e Self-efficacy

If motivation relates to satisfaction and self-regulation to strategy planning, self-
efficacy relates to learners’ beliefs in their own abilities to perform actions towards
the attainment of a given goal. Self-efficacy is therefore closely related to the notion
of ‘competence’, which results from ‘the successful undertaking of projects, activi-
ties and/or meaningful tasks-" (Carré 2010).

Self-efficacy therefore requires the construction of a positive self-image, dialogi-
cally related to self-determination and self-regulation: a feeling of satisfaction
enhances one’s positive self-image. Thus, the ability to successfully self-regulate
one’s learning process reinforces one’s feeling of self-efficacy, in the same way that
the successful self-regulation of one’s learning process, combined with strong moti-
vation, positively impacts one’s self-esteem, and therefore the feeling that one is
competent.

The combination of self-determination, self-regulation and self-efficacy thus
promotes what philosopher Paul Ricoeur calls ‘agentivity’, in other words, ‘one
person’s power to act’ (Ricoeur 1995). However, the agent is not isolated socially
but self-directs his or her learning by interacting with the various resources present
in the environment. The agent is thus a social subject (Bandura 1997), who depends
on the context in which he or she acts, as co-producer of his or her knowledge, just
like an entrepreneur in action (Jones and Spicer 2009). In other words, ‘self-directed
learners show initiative, independence and persistence in learning; they take respon-
sibility for their own learning and consider problems as challenges, not obstacles;
self-directed learners are capable of self-discipline and display a high level of curi-
osity; they have self-confidence and a strong desire to change; they are willing to
apply their studying skills to organising their time and pacing themselves, and to
make plans to successfully complete their work; self-directed learners are individu-
als who love to learn and tend to be goal-oriented’ (Guglielmino 1977).

In self-directed learning, individuals are considered as social actors who show
initiative and interact with their environment. The values underpinning this approach
respond to society’s expectations in a context of socio-economic change, uncer-
tainty and unpredictability. Moreover, it is consistent with the principles of effectua-
tion theory.

The development of entrepreneurship education programmes inspired by self-
directed learning offers a tremendous opportunity to help students transform into
enterprising individuals and/or entrepreneurs. Project-based pedagogies, learning-
by-doing and problem-based learning within an effectual framework can provide an
‘autonomy-supportive’ learning environment (Reeve et al. 2008), conducive to self-
directed learning. Self-directed learning is also key in helping learners acquire the
meta-competencies required to develop an entrepreneurial mindset and learn how to
negotiate their way through life in an uncertain and challenging environment.

To sum up, training individuals to acquire an entrepreneurial mindset in schools
and vocational training centres leads teachers and programme managers to invent
new, more transversal, ways of learning. These new principles challenge the tradi-
tion of transmission teaching based on the positivist paradigm of knowledge trans-
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fer. Applied to the world of education, the theory of effectuation offers a new
framework for action in order to help learners acquire entrepreneurial competencies
such as autonomy, risk-taking, creativity, cooperation and the ability to adapt to an
uncertain and unpredictable future. In these conditions, learners need to acquire
second-order competencies (or meta-competencies), the acquisition of which is
strongly related to a motivated and sustained commitment to learning, as well as the
self-control of one’s learning process. More generally, these entrepreneurial meta-
competencies impact positively the feeling of being competent to act in situations of
great uncertainty.

46.4 Conclusions

This chapter was written with two objectives in mind: (1) to present an overview of
current entrepreneurship teaching approaches and expected competencies and (2) to
propose a reflective framework for programme managers and educators based on
emergent theoretical and pedagogical concepts in the field of entrepreneurship edu-
cation. Most studies concerned with the notion of entrepreneurship competencies
are conducted in the context of higher education, which means that defining expected
competencies in vocational training institutions represents a new field of investiga-
tion. As a result, entrepreneurship teachers, researchers and institutional actors are
encouraged to expand the field of study beyond the limits of higher education. This
chapter is a contribution in this direction.

We first presented an overview of entrepreneurship education. We then showed
that the competencies expected from entrepreneurial education programmes revolve
around two main objectives: (1) the creation and development of new businesses
and (2) the acquisition of an entrepreneurial mindset. We also underlined the fact
that the entrepreneurial learning process is a complex endeavour, which requires the
interaction between three key components: the teacher, the learning object (start-up/
development of a new business or development of an entrepreneurial mindset) and
the environment.

Entrepreneurship education is not yet widely developed in vocational training
institutions (Gibb 1996; Ruskovaara 2014). However, the situation is likely to
evolve rapidly in the next few years, as some countries like Finland, Sweden and
Denmark, other member states of the European Union and the OECD are commit-
ted to promoting entrepreneurship education, with particular regard to the develop-
ment of an entrepreneurial mindset. Besides the use of active pedagogies that place
learners in situations in which they can/must act, this approach of entrepreneurship
learning encourages researchers and practitioners to invent new frameworks for
action, moving away from the more traditional knowledge transmission approaches.
With this in mind, we have suggested using a new educational approach based on
effectual reasoning as a framework for action. Effectual reasoning relates to the way
one views — and acts in — the environment while accepting uncertainty and the
necessity to adapt to constant change. In support of this framework, we also high-
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lighted the need for learners to acquire meta-competencies in order to self-direct
their own learning process. The teacher and the teaching methods used play a sig-
nificant role in helping the learner to take control of his or her learning process.
They are also key in enabling the learner to develop his or her sense of competence
in order to become autonomous, creative, responsible and cooperative, to take cal-
culated risks and, more generally, to act confidently in uncertain and challenging
situations.

In this chapter, we have presented some key elements for guiding reflection on
expected entrepreneurial competencies, based on the following questions:

— Whatis the objective of the entrepreneurship training programme? Learning how
to set up a business or developing an entrepreneurial mindset.?

— What is the teaching approach? A ‘closed’ (prescriptive) pedagogical approach
(mostly based on the acquisition of technical competencies) or an ‘open’
approach (based on the transformation of the individual)?

— What is the framework for action? A strictly scheduled and predetermined frame-
work or one based on uncertainty and unpredictability?

— How much freedom do learners have regarding their learning process? Is there
little room for self-direction (the teacher sets constraints on how tasks are to be
performed), or is it mostly self-directed (great freedom is given regarding the
learner’s choices and learning objectives)?

The answers to these questions define the type of entrepreneurial competencies
targeted. They fall into two broad categories: technical competencies, based on a
positivist paradigm of knowledge transmission, or soft skills, based on a construc-
tivist and socio-constructivist approach. An appropriate definition of these compe-
tences related to the specific context, teacher’s profiles and practices are key in
making entrepreneurship education become a recognised discipline and consolidat-
ing the respectability of teachers, schools, parents and, most of all, students. To this
end, in addition to a better definition of expected competencies, it is also important
to check that pedagogical innovations, programme contents and target objectives
are in line with the field of entrepreneurship teaching (Kuratko 2005).

The current demand from institutions to train students to act entrepreneurially in
a society forced to invent new socio-economic paradigms (hence the need for entre-
preneurial competencies) is one of the foremost educational challenges of the next
decade.
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