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1

Case-based entrepreneurship
education in and for the Nordic
region

Lise Aaboen, Dag Hdkon Haneberg, Siri Jakobsen,
Thomas Lauvds, and Karin Wigger

SETTING THE SCENE

Entrepreneurship refers to a process of exploring and exploiting entrepreneurial opportunities
to create and capture economic, environmental, and social values (Baron & Shane, 2007).
Entrepreneurship is an important means of creating our future (Pacheco, Dean, & Payne,
2010). Educating students to have the necessary entrepreneurial skills and mindset to act
entrepreneurially (referred to as entrepreneurship education) is therefore high on the agenda
of many higher education institutions. Examples of entrepreneurial skills that entrepreneur-
ship education aims to increase are identifying new opportunities in the presently unknowa-
ble, creating value in uncertain situations, and making decisions based on few concrete details
(Nabi et al., 2017).

The aim of increasing students’ entrepreneurial skills and mindset distinguishes entrepre-
neurship education from other—more functional—disciplines at higher education institutions,
such as business and management education (Nabi et al., 2017). Entrepreneurship educators
often draw on experiential learning process and make use of game- and design-based learning
approaches to teach students these distinct entrepreneurial skills (Neck & Greene, 2011). Case
teaching is a popular pedagogical approach to teaching entrepreneurship (Neck & Greene,
2011) because using cases enhances students’ active participation, reflection, and discussion,
which are critical elements of an experiential learning process to increase students’ entrepre-
neurial skills and mindset.

Despite these differences between teaching entrepreneurship and more functional disci-
plines, such as management and business, many entrepreneurship educators currently borrow
case teaching methods and accompanying cases from business and management education
to teach students the art of entrepreneurship (Neck & Greene, 2011). Scholars argue that too
much functionality lessens the entrepreneurial spirit of the students and in the classroom
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CASE-BASED ENTREPRENEURSHIP EDUCATION: THE NORDIC REGION °

(Shepherd & Douglas, 1997). Consequently, this book argues that the case method needs to
be reframed for entrepreneurship education. This book provides examples of how it can be
designed and utilized to ensure that case-based entrepreneurship education facilitates peda-
gogical interventions aimed at increasing students’ entrepreneurial skills and mindset.

Traditionally, the case approach builds on a narrative from the ‘real world’—although the
case narrative can also be fictional (Greenhalgh, 2007). The case narrative puts the reader
in the role of a participant, and thereby provides meaningful connection to practitioners,
such as entrepreneurs (Ellet, 2007). In this book, we define cases as authentic and often
incomplete narratives of some form of entrepreneurial action that are open to interpretation
and subjectivity. Entrepreneurial action, such as sensing and pursuing opportunities and
mobilizing resources, happens in all types of entrepreneurial ventures; for example, start-ups
and corporate entrepreneurship set the scene for entrepreneurial narratives. Stimulated by
the case narrative, teaching entrepreneurship with the case method enables students to step
into the role of an entrepreneur and engage in entrepreneurial thinking (Blenker et al., 2011;
Fellnhofer, 2017).

Although the case method is a student-centred teaching method, educators play a crucial
role during the case process, including their preparation before the case intervention, execu-
tion in class, and reflection and evaluation after students have solved the case. Case teaching
does not necessarily need to revolve around a pre-written case; other mediums may also be
used, and teachers, students, and the ‘case entrepreneurs’ may have several different roles in
case development and solving. Subsequently, there is a lot of underutilized potential in adapt-
ing case teaching to entrepreneurship education to ensure that students are actually in the role
of an entrepreneur when working with a case.

When reality is brought into the learning space, the challenge of contextualizing entre-
preneurship needs to be interpreted (see further Welter, 2011; Welter et al., 2016). The case
method, entrepreneurship, and education are practised around the world, and so the particu-
larities of different regions and countries must be considered when borrowing educational
concepts, teaching methods, and materials developed in another context. Using the case
method in entrepreneurship education requires an understanding of the context in which the
case is embedded. To maximize learning from the teaching case, the contextual understanding
that students bring to classes and the case study’s context should be aligned in the best possible
ways. Indeed, Zahra (2007) claims that context matters highly in entrepreneurship.

To further elaborate on the context issue of the case method, we provide illustrative exam-
ples of why context matters and why an understanding of the context of the case narrative is
essential for an optimal learning outcome. Framework conditions, innovation systems, and
other formal and informal institutions, such as regulations, norms, and habits, vary from
country to country but are crucial for understanding entrepreneurial action and for practices
and norms at higher education institutions. Hence, context is an important aspect of entre-
preneurship education because (1) institutions develop specific particularities to respond to
the context and (2) students bring with them experiences and backgrounds that define their
contextual understandings; at the same time, case narratives are highly contextualized. At the
time of writing this book, Nordic higher education institutions tend to use cases from North
America that do not consider the Nordic context. Having said this, we acknowledge that case
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G REFRAMING THE CASE METHOD IN ENTREPRENEURSHIP EDUCATION

narratives from all over the world are important; however, they require that students have the
necessary understanding of the context.

Hence, this book solves three interrelated issues for case teaching in entrepreneurship
education at Nordic higher education institutions. First, it develops cases and case teaching
methods in and for the Nordic context. Second, it suggests case teaching methods that enable
students to take the role of an entrepreneur. Third, it provides cases that focus on entrepre-
neurial action. This book includes entrepreneurial narratives of persons who want to become
entrepreneurs, who are at the early stage of venture creation, and who are acting entrepreneur-
ially in established organizations. Hence, the book covers a broad range of entrepreneurship.

ENTREPRENEURSHIP EDUCATION

Acting like and being an entrepreneur requires a distinct mindset and skills (Kuratko et al.,
2021). Entrepreneurship education at higher education institutions aims to provide students
with exactly this mindset and skills. Thus, entrepreneurship education is regarded as promot-
ing various forms of entrepreneurship and as a means to increase entrepreneurial activities in
general. The main outcomes of entrepreneurship education relate to attitude change, knowl-
edge and skills change, feasibility, entrepreneurial intention, socio-economic impact, business
start-up rates, and business performance (Nabi et al., 2017). The outcomes from entrepreneur-
ship education can be grouped into five categories: cognitive, skill-based, affective, conative,
and behavioural (Longva & Foss, 2018). In other words, entrepreneurship education provides
understanding of entrepreneurship concepts, skill sets for developing business, and changing
attitudes and intentions. To achieve all these outcomes, there is an inherent embeddedness in
practice where learning is linked to business (Boon et al., 2013); for instance, by entrepreneurs
giving lectures, students obtaining real-world experiences by interacting with the entrepre-
neurial ecosystem, or students doing entrepreneurship (Neck & Corbett, 2018).

Many entrepreneurship educators (e.g. Kassean et al., 2015; Nabi et al., 2017; Pittaway &
Cope, 2007) argue that entrepreneurship education should provide students with learning
situations where they take part in real entrepreneurship action combined with reflective
processes in an environment without too much financial risk. Entrepreneurial knowledge
can be seen as a synthesis of primary and secondary entrepreneurial experience, where the
primary experience is the act of entrepreneurship, and the secondary experience is the reflec-
tion upon the same experience (Hagg & Kurczewska, 2020). The synthesis in turn is the input
for new entrepreneurial experiences. To structure the different entrepreneurship education
approaches where real-world experience and reflection are combined, Aadland and Aaboen
(2020) identified a six-class taxonomy. The taxonomy consists of three categories of learning
contexts (imitation, pretence, and real) and three education concepts (teacher-directed, partic-
ipatory, and self-directed). Case teaching in business schools has primarily been characterized
as teacher-directed and imitation; however, in recent years, it has begun to develop in the
direction of participation with the introduction of, for instance, live cases. However, entre-
preneurship education also covers real and self-directed concepts and thereby challenges case
teaching to expand its scope and boundaries.
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CASE-BASED ENTREPRENEURSHIP EDUCATION: THE NORDIC REGION °

The Case Method

The case method was first developed at Harvard Law School in the 1870s and over the follow-
ing decades spread to most well-known law schools in the United States (Weaver, 1991). When
Harvard Business School was established in 1908, its curriculum was based on practice, and
the teaching method was the case method, emphasizing classroom discussion (Merseth, 1991).
Since then, the case method has spread to other business schools and to other educational
fields around the globe. Consequently, various case method types, formats, and traditions
have emerged to provide students with a distinct mindset and skills (Greenhalgh, 2007). For
example, in medical education, cases pose problems that require objective and analytical
solutions, and in business education, cases typically represent business problems that require
solutions and decision-making (Greenhalgh, 2007).

The case method is an example of active learning, where educators act as facilitators who
pose open-ended questions to stimulate students’ self-reflection and interpretation of the case
and ensure group dynamics that enable critical and creative thinking and dialogue (Grant,
1997). Using the case method successfully demands that both the educator and students take
active roles. In contrast to traditional lectures where the educator disseminates their expert
knowledge to students, learning through case activities allows the educator to play the role of
facilitator of students’ learning. It requires students to read and prepare before class and to
be active participators in class (Desiraju & Gopinath, 2001). This is typical for Harvard cases
where students prepare written responses to a case text that enables them to participate in an
instructor-led oral discussion in a classroom or preferably a Harvard amphitheatre classroom
(Forman & Rymer, 1999). The approach is also widely used in entrepreneurship education,
and the interactions among students and between students and lecturer during case discus-
sions have been found to improve the emotional engagement of students and thereby their
individual learning process and performance (Nkhoma, Sriratanaviriyakul, & Quang, 2017).

However, the traditional case method has met with criticism. Pasricha (2016) claims that
most cases used in classrooms are outdated and do not reflect current issues faced by manag-
ers, business owners, and entrepreneurs. This aligns with Steiner and Laws’ (2006) claim that
the Harvard case study is limited in preparing students to deal with real-world problems, and
that many lecturers have limited or no working experience in the industry (Pasricha, 2016).
Although this critique may be too unilateral, educators may benefit from being aware of both
the drawbacks and possibilities of case teaching, and that case teaching may be altered to fit
the educational needs of students—for example, entrepreneurship students. There is a growing
understanding of the need to adjust and reframe the case method for entrepreneurship
education.

Narratives, which the case method typically builds on, are considered an important tech-
nique to inspire students, construct entrepreneurial identity, invoke role models, and con-
tribute to the creation of entrepreneurial opportunities (at least from a social-constructionist
perspective) (Blenker et al., 2011; Gartner, 2007). Hence, not surprisingly, narratives have been
actively used in entrepreneurship education in different forms, such as storytelling, documen-
taries, or embedded in teaching cases (Fellnhofer, 2017). Following this line of thinking, the
case method has the potential to facilitate the learning process in entrepreneurship education.
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° REFRAMING THE CASE METHOD IN ENTREPRENEURSHIP EDUCATION

Typically, case teachingin entrepreneurship education comes with associated action-oriented
tasks for students, which provides students with either simulated or authentic entrepreneurial
experiences that may be applied in practice. Hence, teaching entrepreneurship with cases calls
for creative teaching approaches. Further, and related to today’s continuously changing busi-
ness environment, there is a particular need for teaching methods that reflect these times in
both content and context (Neck & Greene, 2011). Thus there is a continuous need for new or
renewed cases that can be used in entrepreneurship education, reflecting the entrepreneurial
context these entrepreneurship students will face.

The Nordic Perspective

The Nordic perspective is often associated with a high level of trust, low power distance,
a well-developed social welfare system, happiness, independence, and a low-risk acceptance
rate (Delhey & Newton, 2005; Dvoulety, 2017; Hjorth, 2008; Hofstede, 2022). Such cultural
values, norms, and traditions define how certain phenomena are understood and interpreted,
such as entrepreneurial actions and the way people act in particular situations, for instance
when facing uncertainty. Moreover, the Nordic countries are small and very open economies,
which distinguish them from, for example, North America or China, which are the contexts of
many traditional teaching cases. In this book, we argue for the importance of context sensitiv-
ity in the teaching materials and learning approach—that is, student-centred learning through
real-world cases—as a starting point for the Nordic contextualization and focus in the book.

The Nordic countries are Denmark, Finland, Iceland, Norway, and Sweden, located in
Northern Europe. These five countries share similar historical and socio-cultural aspects,
such as the Viking era, the Sami Indigenous people, and the storytelling tradition rooted
in Saga and similar business practices, including those linked with starting a company and
employee-driven innovation practices (Hjorth, 2008). We acknowledge important differences
and nuances among these countries as well. For example, Finnish is a Uralic language, and the
other Nordic countries speak languages that belong to North Germanic languages. For this
introductory chapter, however, we approach the Nordic as a collection of the five countries
and focus on the patterns and aspects that constitute the Nordic, in particular regarding entre-
preneurship and education.

The Nordic are known not only for their extensive creative economy, biotech industry,
Nordic design, and ICT-related innovation (Hjorth, 2008), but also for more traditional indus-
tries, such as timber, fishing, and the oil and gas industry. Moreover, Stockholm’s start-up scene
and Finland as an innovation nation are often named alongside the Silicon Valley and other
innovation hubs and clusters, such as the blockchain hub in Zug (Dvoulety, 2017). Although
there are many examples of the Nordic entrepreneurial spirit, the Global Entrepreneurship
Monitoring (GEM) report and research on Nordic entrepreneurship show a more nuanced
picture. The GEM report shows a lower-than-average rate of entrepreneurial and start-up
activities (Dvoulety, 2017). The reasons for the low start-up activities are multifaceted, ranging
from incentives to start a company given stable job markets and the large public sector, to the
perceived attraction of being an entrepreneur and the lack of entrepreneurial skills and com-
petences. Conversely, entrepreneurship is regarded as an important driver for the transition
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of the Nordic movement, in particular of peripheral communities, towards more sustainable
Nordic societies and technological advancements. Hence, there is a need to provide prospec-
tive entrepreneurs with the necessary entrepreneurial skills.

Prior to the 1980s, entrepreneurship education gained little attention in Nordic higher
education institutions. However, since then, new entrepreneurship education programmes
and courses have been developed with the aim of increasing entrepreneurial skills and
competences, as entrepreneurship is regarded as an important complement to management
education aimed at large, well-established organizations, which has led to discussion on how to
teach entrepreneurship (Warhuus & Basaiawmoit, 2014). Nordic higher education institutions
typically have a stronger focus on basic rather than applied and vocational education, in par-
ticular science and technology institutions (Warhuus & Basaiawmoit, 2014). Further, Nordic
higher education institutions are known for their close university-industry interaction, which
provides access to entrepreneurs and companies. These characteristics influence the way of
teaching at higher education institutions. For example, while the case method originates from
vocation-based aspects of different types of education, such as business and management edu-
cation (Rippin et al., 2002), reframing the case method for Nordic entrepreneurship education
thus means incorporating these specificities so as to make it relevant and applicable to the
context of entrepreneurship education.

While the case method might need to be reframed to utilize its full potential for Nordic
entrepreneurship education, we argue that the Nordic tradition of storytelling and learning
using narratives favours the use of the case method at Nordic higher education institutions
(Blenker et al., 2011). Indeed, storytelling and narratives are an important means of commu-
nication and learning and have been used for centuries. Conversely, entrepreneurship scholars
argue that through narratives and storytelling, an entrepreneurial mindset comes into being, as
they define how students construct their identities and facilitate the creation of opportunities.

CONTENT AND OUTLINE: PERSPECTIVES ON HOW TO
USE THE BOOK

This book consists of 27 chapters divided into three parts. Part I, Introduction, introduces the
book, entrepreneurship education, and case teaching. Part II then provides a set of carefully
selected chapters that reframe the case method in entrepreneurship education. These chapters
inform and inspire theoretical perspectives and practical procedures related to case teaching
in entrepreneurship education. By reading Part II, you will be informed about concepts and
practices at the forefront of case teaching within the field. Nevertheless, case teaching would be
nothing without the actual cases, which is where Part III of this book comes into play. Part III
offers a selection of cases that may be used as they are or that have been adapted by educators
according to their own needs and preferences.

This book is intended to be useful for multiple audiences and in different situations,
although the core readers are entrepreneurship educators at higher education institutions in
the Nordic countries. For the experienced reader, the book can provide inspiring, perhaps
thought-provoking, perspectives on case teaching (Part II), as well as a fresh set of teaching
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cases to revamp their teaching in entrepreneurship education (Part III). For readers who are

less experienced in entrepreneurship education, the book is useful as an introduction to entre-

preneurship education and to the applicability of case teaching in entrepreneurship education
(Part II), as well as providing some hands-on examples of cases that can be applied in the class-
room from day one (Part III). The different perspectives on case teaching in entrepreneurship
education inform not only how case teaching may be applied in one way or another but also

why and upon which grounds you may choose case teaching as your preferred pedagogical

approach in given situations. With this book, we show that there is no one way of case teaching

in entrepreneurship education, while there is already a considerable knowledge base to depart
from as an entrepreneurship educator. In the book, we provide many examples, hints, tips, and
suggestions, but as always, your course or programme—your way.

Reframing the Case Method: Outlook and Lessons Learned

The chapters included in Part II of this book are divided into three groups: (1) Framing the
case method for entrepreneurship education, (2) Applying the case method in entrepreneur-
ship education, and (3) Methods for case teaching in entrepreneurship education. Table 1.1

provides an overview of the chapters included in each group.

Table 1.1

Overview of chapters in Part ||

Framing the case method for
entrepreneurship education

Applying the case method in
entrepreneurship education

Methods for case teaching in
entrepreneurship education

Chapter 2: Breum Ramsgaard and
Austin

Understanding cases as narratives
in entrepreneurship education:

a conceptual framework

Chapter 5: Lindahl Thomassen and
Breum Ramsgaard

Experiences from live casework
with Nordic micro-enterprises:
contextualizing learning designs in
entrepreneurship education

Chapter 9: Larsen and Kaspersen
Student case development based on
entrepreneurial experiences: a guide
for entrepreneurship educators

Chapter 3: Woodwark and Schnarr
How to conduct live cases in
entrepreneurship education

Chapter 6: Westerberg

Using self as case in
teach-the-teacher courses in
entrepreneurship to reflect on
experiences as student and teacher

Chapter 10: Solvoll and Haneberg
Student challenges in
entrepreneurship education:
planning for uncertainty

Chapter 4: Aarikka-Stenroos et al.
Bringing environmental
sustainability and the circular
economy into entrepreneurship
education with stakeholders: four
case methods from hackathons to
role-model cases

Chapter 7: Ilonen and Hytti
Teaching together in
entrepreneurship education: live
case method

Chapter 11: Amo
Teaching as guiding: the case of live
business cases

Chapter 8: Hagg

The moral perils when positioning
student entrepreneurs in real-life
contexts: balancing the nature—
nurture of educative live case
experience

Chapter 12: Wigger et al.
From utopia to sustainable
entrepreneurship: a novel case
methodology
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The first group of chapters in Part II frames the use of cases in entrepreneurship education.
In Chapter 2, Breum Ramsgaard and Austin conceptualize cases as narratives and argue that
explanation- and experience-based approaches to case-based education relate to different
pedagogical underpinnings and therefore imply different learning methods and processes
that need to be scaffolded in different ways. Woodwark and Schnarr introduce live cases in
Chapter 3 by defining how they are different from traditional cases and consulting projects, as
well as providing practical advice on how to source and teach live cases. Aarikka-Stenroos et al.
connect cases, entrepreneurship education, and sustainability in Chapter 4.

The second group of chapters in Part II focuses specifically on the facilitation aspect when
applying the case method in entrepreneurship education. In Chapter 5, Thomassen and
Breum Ramsgaard contextualize case teaching in the Nordic setting, and Westerberg provides
examples of teach-the-teacher initiatives in Chapter 6. In Chapter 7, Ilonen and Hytti show the
benefits of including educators from several disciplines in case teaching. In Chapter 8, Higg
warns about the ethical pitfalls when allowing students to engage in action-based education.
Action, pushing boundaries, and competitiveness are part of acting entrepreneurially, and
when this type of learning takes place in the real world instead of a classroom, it is important
that students are equipped with a moral compass.

In the third group of chapters in Part II, four concrete methods for case teaching in entre-
preneurship education are presented. In Chapter 9, Larsen and Kaspersen present their expe-
rience with the SWIF (student-written, instructor-facilitated) method in a venture-creation
programme (VCP) where students start a venture as part of their education. In a VCP setting,
SWIF allows entrepreneurship students to write a case based on their own venture, which
facilitates reflection and pinpoints issues to be solved in their own practice. Chapter 10, by
Solvoll and Haneberg, focuses on student challenges that are defined as different from live
cases in terms of their purpose, how the addressed problem is formulated, and the suggested
time frame. Using experiences from seven student challenges building on similar pedagogical
underpinnings but taking place in different contexts and with partly different stakeholders, they
illustrate that in student challenges, students become leaders of an innovation process where
they develop and propose solutions to problems presented by an external actor. In Chapter
11, Amo presents tour guiding, which describes how to best facilitate learning in connection
with visits to companies. Finally, Chapter 12 authored by Wigger et al. on utopia shows the
benefits of dreaming and represents an example of when students are allowed to depart from
the current and mundane nature of entrepreneurship cases, unrestricted by today’s problems
and practices when solving sustainability issues. All four concrete exercises have elements
of live cases in that the teaching and facilitation does not depart from a pre-written text but
has components of exploring reality and thereby engages students in authentic learning and
wicked problems. The uncertainty aspect of the case may come in many different forms: as
part of the case itself, as the solution to the case, or as facilitation of the case.
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Nordic Teaching Cases for Entrepreneurship Education: Outlook and
Lessons Learned

Part III of the book consists of 15 teaching cases divided into three main groups related to
becoming an entrepreneur, early-phase venture creation, and acting entrepreneurially in
established organizations. This is meant as an overall guide according to different phases of the
entrepreneurial process; Table 1.2 provides a more detailed overview that will help you choose
the right case(s) for your course or lecture. The first column in the table refers to the chapter
number and case authors to help you find the right case once you have decided which one to
use. The second column will guide you in choosing a case related to different topics such as
opportunity development, business models, or sustainability. This column also specifies in
which industry the cases are set, which can be useful if you want to relate your lecture to a spe-
cific industry. However, if you would rather choose a case to teach a specific theory, the third
column provides an overview of the main theories applied in each case. The last column shows
the teaching methods employed. Be aware that Table 1.2 is based on the main assignments
given in each case, and that there are suggestions for alternative use in most cases.

Table 1.2 Overview of teaching cases in Part 1]

Chapter number: Topic, industry/context ~ Theoretical Teaching
authors perspectives method
The journey of 13: Ausred and Business model, Effectuation, value Decision-
becoming and being | Feergemann incubators, digitalization | creation making,
an entrepreneur analysis,
reflection
14: Sustainability, Effectuation, resource | Role play,
Persson-Fischier stakeholder engagement, | management, discussion
etal. tourism industry co-creation
15: Lahikainen et al. | Academic spin-off, Effectuation Consulting,
support system, product discussion,
development, sensor reflection
industry
16: Wong and Opportunity Entrepreneurial Analysis,
Solheim development, opportunity, resource | discussion,
stakeholder engagement, | management role play,
support system, food consulting
industry
17: Amo Opportunity Effectuation, Decision-
development, entrepreneurial making, theory
stakeholder engagement, | learning, assessment
sports industry resource-based view
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Chapter number: Topic, industry/context ~ Theoretical Teaching
authors perspectives method
Early-phase venture | 18: Howard et al. Start-up, investment Practical approaches | Role play,
creation process, due diligence, to analyse investment | discussion
valuation, venture teams, | methods
IT industry
19: Laage-Hellman | Technology Industrial marketing, | Role play,
and Lind development, product research and presentation
development, development
stakeholder engagement, | management
internationalization,

academic spin-off,
composite industry

20: Senderovitz, Business model, Triple bottom line, Analysis,
Jebsen, and Suder sustainability, identity growth, resource reflection,
authenticity, pig farming | management, decision-

financing and human | making
capital, marketing

21: Veisdal Opportunity Ambidexterity, Analysis,
development, software critical incidents reflection,
development, two-sided discussion
platform, pivoting,
digitalization

22: Aadland and Sources of Financing Analysis,

Serheim entrepreneurial decision-
financing, aquaculture making
industry

Acting 23: Gullmark and Public sector Public sector Group work,
entrepreneurially Vestrum entrepreneurship, innovation and reflection,

in established opportunity entrepreneurship, discussion
organizations development, dynamic capabilities

stakeholder engagement,
public healthcare sector

24: Lauvas et al. Sustainability, Sustainability Game-based
opportunity and triple bottom learning, group
development, design line, opportunity work
thinking, fish-farming development, design
industry thinking

25: Eriksson and Global value chain, Dynamic capabilities | Role play,

Nummela global factory, discussion
international
entrepreneurship,

educational technology
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Chapter number: Topic, industry/context ~ Theoretical Teaching
authors perspectives method
Acting 26: Vestrum Community, cultural, Resource Role play,
entrepreneurially and public sector mobilization, discussion
in established entrepreneurship legitimacy, social
organizations embeddedness
(continued) 27: Lauvas and Sustainability, circular Effectuation, Group work,
Jakobsen economy opportunity sustainability, reflection,
development, circular economy discussion
collaboration, furniture
industry

The first five chapters in Part III are related to the journey of becoming and being an entrepre-
neur. In Chapter 13, Ausred and Faergemann present a case about an art student who engages
in the university incubator. The case follows the student’s initial 2 years from her first encoun-
ter with the incubator to her first paying customers. The teaching activities revolve around
presentations, discussions, and reflections on effectuation, various forms of value creation,
and the affordable loss principle. Chapter 14 by Persson-Fischier et al. follows an entrepreneur
in the tourism industry in Sweden. The case focuses on sustainability in offering recreational
fishing to customers from all over the world, and through discussions and role play students
gain insight into sustainability challenges facing an entrepreneurial venture. In Chapter 15,
Lahikainen et al. show the start-up process in a university-based spin-off and illustrate that
even in the systematic university setting, entrepreneurs rely on the resources and capabilities
they have at hand. The case activities challenge students in applying the theoretical concepts
of causation and effectuation when analysing the case and, further, reflect on the context of
university spin-offs. Chapter 16 by Wong and Solheim tells the story of an immigrant entre-
preneur who grows vegetables in a bomb shelter using a hydroponic method. The case focuses
on how the entrepreneur seizes opportunities in the development of his business, and in the
case activities students play the role of the entrepreneur’s board and advise him on the next
steps for his business. The last case in this section is Chapter 17 by Amo, where an entrepre-
neur looks back at the last 5 years of his entrepreneurial journey, reflecting on challenges met
and decisions made. The students working on this case are invited to sort out the root problem
in the complex case story, and to do that they need to select one or more suitable theories.
The next five chapters in Part III focus on early-phase venture creation. Chapter 18 by
Howard et al. follows the first investment round between a newly founded IT start-up and
a venture capital firm. The case follows the investment process through three parts: (1) the
static viewpoint of the first due diligence on the initial investment, (2) the dynamic viewpoint
of the progress made until the decision point of the final tranche of investment, and (3) the
outcome and reflections. In Chapter 19, Laage-Hellman and Lind tell the story of a Swedish
high-tech university spin-off that aims to commercialize a novel technology. To do so, the
firm needs to build a collaboration strategy for further product development, and the students
working on the case propose this strategy based on the information provided. Chapter 20 by
Senderovitz et al. takes us to a small-scale pig farm with a mission to produce premium-quality
pork based on sustainability values and considerations. The case activities start with students’

Karin wigger, Lise Aaboen, Dag Haneberg, Siri Jakobsen, and Thomas Lauvas - 9781800881150
Downloaded from PubFactory at 01/26/2023 10:25:20AM
via Norwegian University of Science and Technology



CASE-BASED ENTREPRENEURSHIP EDUCATION: THE NORDIC REGION e

personal reflections on their sustainable purchases before focusing on the firm and its sustain-
able growth barriers and suggesting possible growth strategies. In Chapter 21, Veisdal focuses
on student entrepreneurs and the dilemma of either continuing to sell the software they had
developed and risk not acquiring the necessary revenue to fund salaries after they graduate, or
risking both the venture and their graduate studies by investing time in a pivot of the service.
The case illustrates the paradox of exploration versus exploitation, and the case questions
encourage students to map and analyse the activities the student entrepreneurs engage in as
either explorative or exploitative. The last case considering early-phase venture creation is
Chapter 22 by Aadland and Serheim on early-stage financing for a start-up in need of more
capital. The case illustrates different financial options where all might seem favourable. The
case activities put the students in the entrepreneur’s position, where they evaluate the different
options before deciding.

The last section in Part III deals with acting entrepreneurially in established organizations.
In Chapter 23, Gullmark and Vestrum tell the story of a public sector entrepreneur over
several years, illustrating the drivers and barriers in public sector entrepreneurship. The case
ends when the entrepreneur faces stagnation, and the case activities encourage students to
analyse the situation and decide whether the entrepreneur should continue or abandon the
project. Chapter 24 by Lauvas et al. takes us to a fish-farming firm on a small island in Norway
with high ambitions for sustainability. The case shows how the firm has taken entrepreneurial
actions towards sustainability, and the case activities build on game-based learning where the
students develop an educational game about the actions made by the firm towards sustaina-
bility. In Chapter 25, Eriksson and Nummela present a case about a Finnish small-to-medium
enterprise (SME) in the educational technology industry with global operations. It focuses on
the value chain and the challenges of managing an international network of partners. In the
case activities, students act as the top management team and discuss how they should organize
the firm’s global value chain. In Chapter 26 by Vestrum, we meet an entrepreneur who develops
a music festival in a rural community in Norway. The case revolves around cultural, commu-
nity, and public entrepreneurship and illustrates the challenging task of mobilizing resources
from diverse stakeholders in developing a non-profit community enterprise. From the case
activities, students learn how entrepreneurs can build legitimacy to mobilize resources from
different sectors. The last case on entrepreneurship in established organizations is Chapter 27
by Lauvas and Jakobsen about a small Norwegian furniture company that has made a strategic
choice to become more sustainable. The case describes the process from the decision through
to the launch and success of a sustainable product. In the case activities, students employ the-
ories on effectuation and sustainability to map the firm’s resources and discuss how they used
their existing and new resources to pursue new sustainable opportunities.
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CHANGING THE SCENE FOR THE CASE METHOD IN
El\éTREE%ENEURSHIP EDUCATION IN AND FOR THE
NORDI

This book shows that entrepreneurship education greatly benefits from the case method when
designed for entrepreneurial learning purposes. This book includes manifold discussions about
case teaching in entrepreneurship education, such as the way reframing the case method and
case activities can be approached. Evaluating the lessons from the 26 individual contributions
of this book, we argue that the case method provides entrepreneurship educators with great
potential to be entrepreneurial and to think outside the box when adjusting the case method
for increased entrepreneurial learning. Further, experiences from testing Nordic teaching
cases at Nordic institutions indicate that the closeness and authenticity engage students and
create immersive learning moments. We believe that this book will provide great inspiration
to educators wanting to use the case method in their teaching.

While each chapter makes an important contribution to case-based entrepreneurship edu-
cation, clear themes emerge throughout the book. First, the book argues that innovative case
method designs, such as SWIF (Chapter 9), student challenges (Chapter 10), and tour guiding
(Chapter 11), incorporate experience-based learning elements to teach entrepreneurship. In
general, the discussions in Part III of this book suggest case narratives that address thorny
problems or build on authentic stories to tap into emotions to create novel learning situa-
tions, for which traditional analytical teaching cases are not necessarily equipped. Emotions,
however, are regarded as important in entrepreneurship education (Arpiainen et al., 2013).
Such learning moments are believed to be even more effective when the situation allows for
uncertainties. For example, Chapter 10 argues that when students embrace uncertainties, they
increase the entrepreneurial learning effects of pedagogical interventions. In general, this
book illustrates that the case method does not necessarily need to build on a written case with
predefined case activities; instead, the case can be co-created through the learning moment.

Second, and relatedly, we suggest that experiential learning situations can be created by
allowing students to create or co-create the case. For example, this can be done by letting the
student write a teaching case (see Chapter 9) or by designing an open-ended case approach so
the students can define which case they want to work with within a given frame (see Chapter
2). Hence, we suggest that in entrepreneurship education, the case method can be designed
more broadly and have a wider scope of utilization than cases borrowed from, for example,
business or management education. Thereby, the case method in entrepreneurship education
expands the traditional utilization of creating a narrative that students must analyse to make
a certain managerial decision (Grant, 1997).

Third, the case activities of the 15 teaching cases included in this book suggest a broad range
of case activities and tasks that are suitable for the case method—for example, a game-based
approach (see Chapter 24) or role play (see Chapters 14, 16, 18, 19, 25, and 26). We argue
that teaching entrepreneurship with the case method allows students to think beyond the
traditional set of questions accompanying the case. Further, Chapter 18 is an example where
the case is divided into three parts, and a new part is only introduced after the students have
completed the case activities of the previous part. Moreover, Chapter 12 suggests that the
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case narrative can be introduced later. This is particularly crucial when teaching sustainable
entrepreneurship in order to address the normativity and future orientation of the concept of
sustainability.

Fourth, we argue that the Nordic tradition of storytelling and learning through the use of
narratives favours case-based teaching (Blenker et al., 2011). Moreover, entrepreneurship
scholars argue that through narratives and storytelling, an entrepreneurial mindset comes
into being, as they define how students construct their identities and facilitate the creation
of opportunities (Blenker et al., 2011). To illustrate, the case narratives indicate that Nordic
entrepreneurship in many ways builds on a high level of trust, which is not necessarily as
common in other parts of the world. For example, Chapter 24 starts by telling the story of how
the owner handed over the business to his son-in-law and trusted the new management team
to make non-trivial strategic decisions. Further, the contributing authors were met by the case
owners with a lot of trust and openness, which was ultimately an important aspect in develop-
ing the case narratives included in this book.

Fifth, given the call for more innovative case method designs, case approaches, and activities
for Nordic case-based entrepreneurship education, we suggest redefining what a teaching case
is. Based on the insights from the chapters in this book, we see teaching cases for entrepre-
neurship education as entrepreneurial narratives that can also be applied in current and future
entrepreneurial situations that require entrepreneurial action. Hence, we regard the case as
a tool to frame and package an entrepreneurial story or situation that can be told and retold.

Although the chapters in this book make an important contribution to Nordic case-based
entrepreneurship education, further research on the case method in entrepreneurship edu-
cation and innovative practices and designs to utilize cases remains to be pursued. We are
confident that this book will inspire entrepreneurship scholars to further explore the case
method in entrepreneurship education with the aim of increasing students’ entrepreneurial
skills and mindset.
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Understanding cases as narratives
in entrepreneurship education:
a conceptual framework

Michael Breum Ramsgaard and Robert D. Austin

INTRODUCTION

Applying case-based teaching and learning involves both pains and gains for entrepreneurship
education educators. In this chapter, we propose a conceptual framework for understanding
cases in entrepreneurship education as narratives in efforts to elaborate the pedagogical
vocabulary and understanding of casework. We do this by expanding on a conceptualization
from Austin and Hjorth (2012) that distinguishes between explanation- and experience-based
approaches to case-based education.

The motivation for this chapter arose from discussions between the two authors about
their teaching experiences and their shared feeling that the benefits of case-based teaching
and learning might be especially great in entrepreneurship education. Of particular interest to
both of us were the pedagogical grounding relevant to cases designed for theoretical/fictional
purposes and the cases based in real-life problems and contexts. The shared interest in devel-
oping the idea of cases as narratives was found to be an important vehicle to provide further
pedagogical discussion and guidance for casework.

Working with cases in a classroom setting, whether cases that faithfully describe real-life
events or cases that are predesigned and retreat from real-life events, for pedagogical reasons
necessitates considerable pedagogical thought and planning by the educator (Foster & Carboni,
2009). Scaffolding these learning processes therefore involves a multitude of learning forms
during a classroom activity (Wraae & Thomsen, 2019). This interplay of learning forms thus
establishes an inherent and continuous linkage between explanation- and experience-based
styles of teaching and learning (Ramsgaard & Christensen, 2018). These learning forms
include both deductive and inductive precognition and consequently relate to different peda-
gogical underpinnings with implications for learning methods and processes (Neergaard et al.,
2012). Thus, we want to address recent calls in entrepreneurship education to bring attention
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to the pedagogical grounding of pedagogical methods in entrepreneurship education, specifi-
cally the case method (Hégg & Gabrielsson, 2019; Higg & Kurczewska, 2019).

In this chapter, we argue that case-based teaching and learning can bring a range of learning
possibilities to the classroom. As a distinct focal point of case-based teaching and learning,
we want to advance the notion of cases as stories consisting of a narrative form containing
elements of plot, character, and story. In this understanding lies a connection to the narrative
composition and therefore narrative learning forms that can help explain the pedagogical
effectiveness of case-based teaching and learning. Thus, the narrative understanding brings to
light important features of the relevance of case-based methods for understanding the sequen-
tial unfolding of cases (Goodson et al., 2010). In a narrative form, cases serve as a specific way
to achieve key objectives in a learning process, namely active student orientation through the
construction of a cumulative theoretical framework, as well as nurturing engagement and
more active learning (Austin et al., 2009).

The contribution of the chapter is twofold: first, it positions the relevance of seeing cases as
narratives consisting of plots, actors, settings, and a sequentially unfolding narrative with rele-
vance for entrepreneurship education. Second, it advances the pedagogical side of casework by
proposing a framework for understanding and working with cases as narratives to substantiate
analytical and reflective features.

BACKGROUND AND FOUNDATIONS
Positioning Cases as Narratives

Greenhalgh (2007) advanced the idea of cases being ‘incomplete natural narratives, open
to multiple and diverse interpretations’ (p. 181). Instead of beginning with traditional and
theoretical models for management and leadership, casework enables students to build and
develop skills and competencies and to extract for themselves theoretical frameworks from
case situations that can be adapted to a multitude of situations (Austin et al., 2009). Stories in
this respect have the potential to serve as communication vehicles. As Goodson et al. (2010)
express it, stories consist of ‘brief exchanges, short anecdotes, things we want to share with
others, either for a particular purpose or just for the sake of sharing. Some stories are factual
and descriptive; others express our experiences and feeling’ (p. 1).

In our efforts to reframe the case method, we particularly advocate a notion where cases
serve as ‘stories’ in the form of narratives (Austin et al., 2009). We further argue that cases
and case discussions have a dramatic structure—a plot that also often contains and gains ped-
agogical force from, to cite Aristotle’s Poetics, ‘a change by which the action veers round to its
opposite’ (Baxter & Atherton, 1997)—a reversal. We are inclined to think that human beings
have a history of deep engagement with such narratives. In this light, casework in a classroom
involves a process of discovery, which implies not only that the case itself can be understood
as a story with inherent dramatic structures, but also that the power of the learning experience
is enhanced by the fact that the narrative provokes a change of mind within the student. To
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arrive convinced of one thing, but then to be convinced, through a process of discussion, to
change one’s view, enhances the impact of the learning experience.

The unfolding of the case conjointly involves distinct learning and analysis processes of
understanding and revealing the case’s plot in notions of:

(1) aset-up, in which case facts relevant to the issue at hand are surfaced

(2) a demonstration and discussion of concepts, often drawn out inductively from discus-
sion of case facts

(3) an analysis, often moving from basic to more in-depth that leads to conclusions relevant
to the issues in the case

(4) apossible pivot when a conclusion is reached that is surprising or counter-intuitive

(5) aresulting shift in mindset that leads to deep and contextualized understanding.

Case analysis in this sense can be seen as a revelation process that might lead to a revision
of ‘what you used to think’ (peripeteia [Greek: mepuéteia]: a reversal of circumstances, or
turning point, which is an especially powerful human experience). Aristotle considered the
concept of anagnorisis—reaching a realization of which one has previously been ignorant—to
be the mark of the most powerful, memorable drama and stories (according to Aristotle, ‘the
finest form of discovery’). In casework, this can be orchestrated into the learning journey by
the educator in their role as an aggregator of content (Henry, 2020). Understanding cases as
stories has particular benefits for the entrepreneurship educator since the plot often involves
some aspect of value creation (Lackéus, 2018), and aspects of both entrepreneurial thought and
action are often included (Williams-Middleton & Donnellon, 2014).

THEORETICAL AND PEDAGOGICAL UNDERPINNINGS
Two Types of Casework

A key benefit from an understanding of cases as stories lies in the analytical processes that
follow. In narratives lies an implicit, genre-dependent structure that supplies the student with
an inherent set of analytical, sequential elements with which to inquire in the form of a narra-
tive learning structure (Goodson et al., 2010). When applied to cases in an entrepreneurship
education context, these analytical elements enable the student to reveal and discuss relevant
components of the case narrative. Thus, an entrepreneurship education case often consists
of problem definition, identification of context (stakeholders, market features, and customer
segments), value proposition, organizational strategies, and mission statements. Compared to
other narrative structures from, for example, fictional literature, the sequential and temporal
developments of the narrative composition will also be an interesting point of analysis. Here,
the plot structure, exposition (setting and character introduction), plot (rising action), conflict,
climax, denouement, and resolution will be relevant characteristics to investigate. Elaborating
on the understanding of cases as stories and the distinction between fictional and real-life cases
is relevant in order to illustrate the qualities of these two types of casework.
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Table 2.1

CASES AS NARRATIVES IN ENTREPRENEURSHIP EDUCATION

Characteristics of two types of casework as stories

Fictional cases

Real-life cases

Critical events

Cumulated plot structure planned by
narrator or educator

Non-linear and complex plot development

Main characters

Built-in and narrated identity
characteristics

Context-specific identity characteristics

Sub-characters

Designated role in story timed by plot
development

Identifiable through stakeholder analysis
but entry of new sub-characters possible

Evaluation

Dependent on abstract conceptualization
and theorizing

Dependent on outcome and evaluation of
success, failure, and process

Motivation enabled
by

Level of theory conceptualization built into
the story

Amount and quality of feedback from case
owner and other stakeholders

Risks

Low influence on learning outcomes

High influence on learning outcomes

Subject matter

Relevant subject matter is story and case
dependent

Relevant subject matter is context and
problem dependent

Complexity

Spectrum from low to medium complexity
depending on scope of case

Spectrum from low to high complexity
depending on scope of case and problem

Table 2.1 illustrates a number of important characteristics that mark the differences between
fictional and real-life cases. Fictional cases can serve as sources of input for abstract generaliza-
tions to provide students with practice or ability in generating implications through analysis.
There is a cumulative development of generalized knowledge often presented in a decontex-
tualized format.

Real-life cases bring business reality into the classroom, convey practical contexts, and
provide motivation for engagement with theoretical materials. They invite students to
‘translate’ concepts into a novel domain (practice). The analytical frameworks derived by the
student are subjected to ongoing challenge and refinement to add further theoretical nuance.

The Pedagogical Side of Casework in Entrepreneurship Education

Looking at the pedagogical side of casework in entrepreneurship education reveals some
overall pedagogical strategies and models. Many diverse approaches to entrepreneurship edu-
cation have been evidenced in several literature reviews (Mwasalwiba, 2010; Nabi et al., 2017),
accentuating the need to clarify and strengthen the pedagogical side of casework in this field,
something Higg and Kurczewska (2019) elaborated on with a contribution to the philosophi-
cal grounding in experience. However, the micro-credentials of applying cases as narratives in
this setting have been sparsely dealt with.

To advance the pedagogical understanding of entrepreneurship education, Hannon (2005)
suggested applying the notions of teaching about, for, and through in entrepreneurship edu-
cation, which answered a long-standing need for pedagogical guidance and an elaborated
conceptualization for the field. Rasmussen and Serheim (2006) evidenced how entrepre-
neurship education ‘focuses less on teaching individuals in a classroom setting and more
on learning-by-doing activities in a group setting and a network context’ (p. 185). Using
real-world or fictional cases can be seen as a way of linking course content to the practice
Lise Aaboen, and Thomas Lauvas -
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of entrepreneurship (Piihl & Philipsen, 2011). Foss et al. (2013) advanced the action-based
approach, highlighting how students can evolve their role based on their interactions with
diverse sets of actors facilitated by diverse teaching methods. Recently, Neergaard et al. (2021)
extended existing knowledge about the effect of particular kinds of pedagogies with the
concept of pedagogical nudging as a means to support enterprising behaviour, illuminating
how an exploration of the inner self, identity, and beliefs advances the possibility for students
to reshape future outcomes and create value.

Each of the two approaches has qualities and characteristics that resonate with teaching
methods relevant for entrepreneurship education. We specifically want to address this call
for pedagogical development by repositioning case-based methods so that entrepreneurship
educators can design courses and programmes consistent with the pedagogical opportunities
at hand. Our suggested framework for understanding cases as narratives is grounded in the
distinction between explanation- and experience-based casework because we believe this dis-
tinction provides a strong and direct pedagogical grounding for educators—a grounding fit for
both pedagogical planning in the classroom and reflective theoretical reasoning. In this light,
the educator must be able to assess and reflect upon the qualities of working with fictional
or real-life cases based on the content and context. In the remainder of this chapter, we will
advance and discuss the constituent features of the proposed framework.

DESCRIPTION OF THE APPROACH AND TEACHING
MOMENTS

Constituent Features of the Framework

To utilize the potential of adapting case teaching to entrepreneurship education and advance
the application of understanding cases as narratives, we suggest the following framework (see
Figure 2.1).

The suggested framework has three distinctive features:

® Feature 1: Reflecting explanation- or experience-based casework. Being distinctive about
what approach to teaching and learning advances the possibilities for taking a reflected
pedagogical choice for learning methods.

® Feature 2: Selecting fictional or real-life cases. The two types of cases have inherent
structures and qualities that influence the teaching approach and opportunities for
establishing the learning context.

® Feature 3: Advancing cases as stories for narrative learning. Applying an understanding
of cases as stories enables a set of analytical tools for the educator in order to advance
motivation, engagement, and problem-solving skills.

Below we give two brief examples of integrating the framework in casework sessions and how
to scaffold the inherent learning process.
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Figure 2.1 Framework for understanding and facilitating cases as narratives

Explanation-Based Use of the ‘Teuer Furniture (A): Discounted
Cash-Flow Valuation Case’ (Fictional Case)

Teuer Furniture provides students with opportunities to practise using valuation and related
frameworks, specifically firm value estimation using a discounted cash-flow approach,
construction of firm-level estimates of pro forma financial statements, and forecasting of
revenues, costs, and so on. The teaching note for the case states that before using the case,
students should already have been presented with the theoretical frameworks they need to use
for analyses in the case. It also notes that ‘assumptions of the case are well enough specified
that when correctly done, the students’ numerical answers will be relatively close’.

This is explanation-based, deductive pedagogy because it begins with theoretical frame-
works and then asks students to apply these frameworks to a specific case. This is case-based
learning, but it is deductive and more closely resembles the use of a ‘problems set’ to give
students practise in using a solution concept than facilitating a discovery process.

Experienced-Based Use of the ‘e-Types A/S’ (Real-Life Case)

e-Types A/S describes a disagreement between managers and ‘creatives’ within
a Copenhagen-based design firm about which of two proposed designs to present to the client.
One design stays close to what the client has asked for (the preference for e-Types manag-
ers), and the other is more creatively adventurous (and is favoured by creatives). The case is
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intended to engage students in a larger debate about strategy in creative firms. In the process
of debating, when it is properly orchestrated, students derive for themselves a theoretical
proposition that resembles Porter’s (1980) theory of generic strategies. This use of a case is
experience-based and inductive because it begins with case facts and helps students discover
a theoretical framework. The theoretical knowledge is arrived at in the context of the case sit-
uation, making it seem practically relevant and providing students guidance in terms of when
the framework should be applied. The case discussion facilitates investigation of the case nar-
rative and involves changes of mind (‘reversals’) as students realize that the situation is not as
simple as ‘the customer is always right’ or ‘you must let the creatives be creative’. Instead, they
extract general lessons about the relationship between the firm’s long-term strategic objectives
and the choices that should be made in situations such as these.

DISCUSSION

In the following, we will discuss how the two modes of teaching create implications for under-
standing narratives in the case at hand. We also address what types of students each method
might be more valuable for from a learning perspective, in the sense that students and their
agency are important for personal development.

Case methods are relevant in order to teach students the skills of identifying and solving
problems by discussing facts from the case and then exposing them to logical and rigorous
analysis (Greenhalgh, 2007). This form of teaching has been found to advance student
engagement (Desiraju & Gopinath, 2001; Foster & Carboni, 2009) because of the inherent
approach of asking students to engage in theorizing by making use of concepts to understand
case-specific problems (Prince, 2004; Rasmussen & Serheim, 2006). Engagement of students
and more active learning can therefore be seen as some of the main advantages of teaching
with cases (Gonglewski & Helm, 2010). However, the possibilities for engagement seem to be
dependent on whether to choose the explanation- or experience-based approach to the case-
work (Austin et al., 2009). Therefore, careful pedagogical consideration by entrepreneurship
educators must be a prerequisite for designing meaningful learning experiences.

Specifically, the possibility for students to become agents of their own learning journey is
prevalent in this form of casework. Case-based approaches have been highly valued as a way
of ensuring adaptability and agency when students must use competencies across complex
settings as part of their working practices (Fawns & O’Shea, 2018). Starkey (2019) identified
three dimensions of student-centric education: (1) a cognitive focus on student learning pro-
gress, (2) a student agency focus on empowering students, and (3) a humanist view on students
as individuals. Casework specifically addresses the second notion where student agency is in
focus (Biesta & Tedder, 2006), thus making it relevant to scaffold relationships between learn-
ing processes and agency in a temporal way, which our proposed framework supports.

The main feature for our framework links to the advancement of cases as narratives; in
particular, the possibility of building authentic stories that tap into feelings (joy, anger, anxiety,
stress, love, hate, empathy), as well as enabling students to engage in wicked problems. The
difference between explanation- and experience-based approaches to teaching and learning
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depends on the pedagogical purpose, as well as how directly the learning process should be
scaffolded. In both instances, the educator role changes into a role as a narrator or storyteller,
making decisions about the delivery of the story as well as the timing and unfolding of events
and narratives. The pedagogical role of the educator therefore lies much in preparing the case-
work. In either instance, the educator must search for impactful, in-depth, and context-rich
situations in order to provide cases where students are able to develop their entrepreneurial
skills and mindset. With real-life cases, it is possible to have students co-create and define the
scope of the cases, whereas in a fictional case the educator makes these decisions beforehand.
Depending on the educational setting, the preparation of casework further involves deciding
on whether to aim for grand stories, side stories, or even noir forms of entrepreneurial case
storytelling.

The proposed framework answers a specific call in the entrepreneurship education com-
munity to address the widespread confusion about pedagogical underpinnings (Jones, 2018,
2019). Frameworks that can be adjusted to a range of entrepreneurship education classrooms
enable educators to be more sensitive to the design, delivery, and evaluation of courses where
case-based methods play a substantial role. At the same time, the suggested framework can
guide the educator to choices about whether fictional or real-life cases are relevant for a given
setting and context.

In addition, understanding cases as narratives is a particular characteristic of the case
method and holds prominent relevance for entrepreneurship educators. As our analysis shows,
the narrative feature of cases provides an opportunity to include suspense, realistic challenges,
and a link to an applied knowledge base that puts the student in a professional role of solving
complex problems and building solutions. The learning processes instilled around the
framework withhold opportunities for strengthening motivation among students, engaging
external stakeholders when working with real-life cases, and avoiding a strict educator-centric
course design. Applicability and real-life accountability strengthen the learning process where
the elements of the case analysis continuously interact with the case narrative and the given
unfolding of the case—both fictional and real-life. This places the student at the centre of the
learning process but scaffolded by the pedagogical choices made by the educator.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

We conclude the chapter by illustrating some key benefits and pitfalls of case-based
teaching and learning in the field of entrepreneurship education as we suggest further
avenues for research and theory development. Previous reviews of teaching methods in
entrepreneurship education conclude that applied methods are diverse, broad, and un-
clear (Fayolle & Gailly, 2012; Henry & Lewis, 2018; Mwasalwiba, 2010; Nabi et al., 2017).

With the current chapter, we have been able to reposition the understanding of case-
work for entrepreneurship education to extend the relevance of seeing cases as narratives,
since it brings specific features to the pedagogical side of casework—both in relation to
the pedagogical scaffolding and in relation to understanding the learning process to be
student-centric.

The main implication is the focus on cases as stories, which contributes to narrative
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learning. According to Goodson et al. (2010), narrative learning can take place in two
ways. First, it takes place through life narratives as tools for facilitating strategies for
learning. Fictional or real-life casework instils this process by the implicit narrative struc-
ture, which is open to interpretation and continued development. Second, narrative learn-
ing can take place through reflection on the narration itself, which is embedded in our
proposed framework.

One of the pedagogical implications for educators that this brings to light is to be atten-
tive to both the case narrative itself and subsequently the narration of the case. Herein lies
a distinction between the fictional and the real-life case since it typically instils different
forms of learning. However, some archetypical activity ideas can be considered regarding
the pedagogical facilitation. Some examples with inspiration from IDEO (2021) are:

. Storytelling is often neglected rather than data and analytics when working, for
instance, with developing a business model. Thus, there is potential to explore and
include narrative strategies such as storying, improvisation, and plot development.

« The specific entrepreneurial format of pitching can be seen as one approach to
developing the skills of narrating a coherent story of a case or venture (Nybye, 2021).

« Contextis important; when you consider your listener’s background and context, you
can tell a more profound case story. Here, life stories or character development can
be vehicles to facilitate this.

- Complexity matters; consider students’ ability to handle authentic and highly puz-
zling situations depending on their educational progression.

« Origin stories of a business or idea can reveal underlying rationales and inform anal-
ysis of decisions and trajectories.

« The mission story can show how different actors are motivating a team to work
towards a mission.

The current chapter has directed attention towards the specific distinction in case-based
teaching between explanation- and experience-based approaches and hence the contri-
bution of a fine-grained understanding of the potential for understanding cases as narra-
tives. The chapter further posits that this is an interesting avenue for further research. We
are hopeful that we will see much research in this field and understanding in the future.
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How to conduct live cases in
entrepreneurship education

Meredith Woodwark and Karin Schnarr

INTRODUCTION

Business schools have long utilized the traditional case method (TCM) as a core teaching
technique in management to depict real-world situations. Despite its popularity, however,
the TCM has faced a plethora of criticisms including being outdated, inauthentic, and
not impactful. Applied to entrepreneurship education, the TCM is consequently unlikely
to have a positive impact on student entrepreneurial intentions and activity, key goals of
entrepreneurship education. In contrast, recent research has shown that competence-based
entrepreneurship education—where students produce deliverables for actual firms—increases
both entrepreneurial intention and activity (Schultz, 2021). In response to criticisms of the
TCM, an alternative form of business case emerged with the ‘live case’. We suggest that
a competence-based model like the live case method can similarly overcome the limitations
of the TCM in entrepreneurship and further the goals of enhancing student entrepreneurial
intention and post-course activity.

Live cases are now a common pedagogical practice in many business schools or other facul-
ties where entrepreneurship is taught (Yadav et al., 2019). However, the pedagogical literature
about the method has not yet provided a clear definition. Consequently, we suggest that live
cases be formally defined as follows: a description of an actual, current, and novel organiza-
tional situation, commonly involving a decision, a challenge, an opportunity, a problem, or
an issue which remains unresolved, and where proposed solutions are developed through
a process of interactive participation between company decision-makers and students. The
situation faced by the partner company is described in a written case similar to the TCM. The
case document serves as baseline information to guide the student’s journey on the issue being
explored. Unlike the TCM, where students work on a past decision using only data from the
case, live cases focus on a current, unresolved issue in a partner organization, and students
are required to conduct external research to ground their recommendations. Live cases allow
instructors to incorporate entrepreneurial firms at all stages of development into the class-
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room. Because they are dynamic and provide authentic opportunities for students to make
a positive impact on a real firm, live cases enhance student learning and engagement.

The objective of this chapter is twofold. First, we clarify how the live case method differs
from the TCM. Second, we offer detailed instructions to instructors about how to use live cases
in entrepreneurship education. We explain how instructors and their students can work with
entrepreneurs with ventures at any stage on a challenging business issue they currently face.
The method is ideally suited to senior undergraduate and graduate students since participants
must be at a level to provide value to the partner company. Although our experience is primar-
ily from North American business schools, we believe the live case method is well suited to the
Nordic region, where the education system focuses on problem-solving and critical thinking,
and where flat organizational hierarchies and low-power distance are common. Finally, as
education goes virtual, live cases are a flexible tool for classes offered both in person and virtu-
ally (synchronous or asynchronous).

BACKGROUND/FOUNDATIONS

Entrepreneurship education commonly uses case studies that enable students to practise
problem-solving in active learning environments (Chang & Rieple, 2013; Sirelkhatim &
Gangi, 2015). Fundamentally, the TCM is a pedagogical method used to develop practical
problem-solving skills in a ‘safe’ education space. Conventionally in written form, a traditional
business case ‘is a description of an actual situation, commonly involving a decision, a chal-
lenge, an opportunity, a problem or an issue faced by a person (or persons) in an organization’
(Mauffette-Leenders et al., 1997, p. 2). Proponents of the method argue that it offers many
benefits to learners, including a deeper understanding of authentic organizational challenges,
improved skills in analysis, decision-making, problem-solving, critical thinking, and commu-
nication, and an appreciation for self-directed, lifelong learning (Stewart & Dougherty, 1993;
Tomey, 2003).

Detractors from the method, however, argue that traditional cases are static, outdated,
unrealistic, unidirectional, obvious, single disciplinary, insular, and—from the student’s point
of view—pointless (Argyris, 1980; Bridgman et al., 2016; Collinson & Tourish, 2015; McCarthy
& McCarthy, 2006; Mintzberg, 2004; Podolny, 2009). Even proponents of the TCM must
acknowledge that many of these criticisms are at least somewhat legitimate limitations on how
it has commonly been used. Although a key motivation behind the development of the TCM
was to bring real-world organizations into business schools and prevent them from being seen
as ivory towers (Bridgman et al., 2016), most management educators would acknowledge that
the TCM has only partially succeeded in that goal despite its now almost global reach.

Since the rise of the experiential learning movement, many management educators seeking
to avoid the limitations of the TCM have upped the ante by taking the case method ‘live’. As
a pedagogical method, the live case is a variation on the TCM, where instead of focusing on
a past company decision, students help a partner firm to problem-solve a current issue the
organization is facing (Naumes & Naumes, 2014; Rapp & Ogilvie, 2019). Unlike the TCM, the
live case method is therefore current, dynamic, interactive, relevant, motivating, authentic,
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and impactful. These characteristics suggest that live cases allow students to demonstrate their
relevant competencies to actual firms and therefore may be more effective at increasing both
student entrepreneurial intentions and subsequent action (Schultz, 2021).

PEDAGOGICAL DEVELOPMENT APPROACH

A powerful learning experience, the live case is an increasingly important pedagogical tool.
However, in the academic literature, live cases are often conflated with consulting projects.
While both involve interaction with companies seeking actionable insights from students,
at their core they are different. The consulting project is a method where no traditional case
that formally describes an issue is used. Rather, a topic or high-level set of instructions may be
provided to students (for instance, to develop a sales or marketing plan), perhaps accompanied
by preliminary data about the topic. Students must first identify and frame what they believe
the problem to be, and if it is suggested by the client, students may choose to refine or chal-
lenge the problem definition. Second, students develop their recommendations. Consulting
projects are appropriate when learning objectives too closely mimic actual work experience
over the medium term because students must grapple with workplace challenges such as rela-
tionship management, communication, and organizational politics in addition to analysis and
problem-solving. More complex and time-consuming than live cases, consulting projects are
typically more appropriate for graduate students.

While the two methods are related, live cases differ from consulting projects in a number of
ways. Live cases have a written document that defines the core issue and context for student
analysis. They also start with an identified issue, thereby skipping the problem identification
and framing stages associated with consulting projects. As such, live cases cover a smaller part
of the overall problem-solving process and therefore typically occupy a shorter time frame
(from a single class to a month), whereas consulting projects encompass the entire process
and can often last much longer. Live cases are appropriate when the learning objectives do not
include managing organizational issues but do include research, analysis, and problem-solving.

The live case model can be applied to any management discipline (provided an appropriate
case company can be found) and is usually completed in groups. It can be used in individual
courses across business disciplines as an interactive graded component for entire cohorts
(both undergraduate and graduate), or as an extracurricular competition run by student
clubs. When institutional-level support is available, live cases can enjoy a high profile if they
are presented in a competition format. In fact, live case competitions are often a highlight
of students’ experiences at the school. Along with its inherent benefits, the popularity of the
live case method may in part be because experiential learning is a key focus of accreditation
organizations, and schools are under increasing pressure to obtain or maintain accreditation
(Alajoutsijarvi et al., 2018).
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DESCRIPTION OF THE APPROACH AND TEACHING
MOMENTS

This section provides specifics about how to conduct a live case, including how to recruit
a company, establish a focal question, obtain background information for case development,
write an approved outline and case, and ensure a peer review (see Box 3.1). Particular attention
is paid to obtaining background information about the firm because early-stage ventures often
have little public data available. In addition, this section discusses how entrepreneurship edu-
cators can use a live case in a course or programme and explains how to structure a live case
experience. The major steps in running a live case exercise are:

(1)  Plan for how, when, and why you want to use a live case.

(2) Identify your objectives for the live case and the requirements of the partner firm.

(3)  Recruit the partner firm and brief key contact for timing and other requirements.

(4) Determine your focal case question with the partner firm and understand their
objectives.

(5)  Write a draft case outline and review with your key contact and a trusted peer.

(6) Release the final case to students and clarify deliverable expectations.

(7)  Provide communication between students and the partner firm and offer the partner
firm feedback.

For any instructor, the first step is to determine how, when, and why you want to use a live
case. This is because instructors must clearly communicate the requirements and expectations
of participating to a potential partner company. Because academic schedules are typically
inflexible, it is important to know well in advance the dates and times you want your partner
firm to participate. We recommend you start by making a detailed plan of how and when you
wish to use a live case in your class, programme, or competition. Include dates and times for
all the company interaction points such as the case presentation, a question and answer (Q&A)
process, and any student presentations or other deliverables being evaluated. This plan is vital
to ensure that the partner company and representatives understand and are committed to
tulfilling your requirements.

Next, identify the objectives for your live case and the characteristics and data you require
of your partner firm. For example, if you require financial data, then you will need to ensure
your partner company can provide either actual or disguised financials. Alternatively, your
objective might be related to a specific topic (for example, scaling leadership) or business
function, in which case you must recruit a firm that is currently facing such challenges which
they are willing to discuss. When working with start-up firms, things can change quickly, so
we recommend keeping your pedagogical objectives flexible.

The next step is to recruit an entrepreneurial partner firm which will serve as the focal
case company. Potential sources include alumni, current students, staff and faculty, local
Chambers of Commerce or business associations, and the university development office. We
suggest developing a short document with a description of the process, requirements, benefits,
and contact information that can be easily shared. Allow plenty of time for recruitment as
this is usually the longest task. We typically start recruiting up to 1 year and a minimum of 6
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months in advance in order to have a partner secured. Long timelines can be challenging for
start-up firms, so it is vital that the partner company understands the constraints you face in
using the live case format. We recommend establishing a key contact or sponsor for the case
project within the organization who is responsible for liaising between the instructor and the
company. Sponsor responsibilities include providing the primary data for the case and organ-
izing all participating company representatives. We assuage any company concerns about case
content, giving the company final sign-off before the case is released to students.

The next step is to establish the focal case question with the sponsor. This should be
a current challenge or decision the firm is facing. Ensure that the core issue you choose will
not be resolved before the end of the students’ participation and that it is a topic that students
can reasonably research and where they can provide insight. Consider the data the students
will need to know about the company and avoid any topics that involve confidentiality issues.
Ideally, focal case questions can be selected and adapted to meet the pedagogical objectives,
including the appropriate difficulty level for the participating students. Effective focal case
issues are ones where different students or groups are highly likely to have a wide range of
opinions and ideas so that the firm benefits from their creativity. Focal case questions that
demand creative deliverables such as supply chain, marketing, or communication plans work
well. Ensure you understand the firm’s objectives before finalizing the focal case question and
that the company understands the primary data required.

To develop the case, we strongly recommend that the case writer (typically the instructor)
begins by developing a detailed outline following the structure of a traditional published case.
The writer should use available secondary data as applicable. An outline allows for high-level
agreement on the case story early on and for the required data to be identified. Once the
outline is approved, the case writer can convert the outline into a full narrative. The sponsor
and case writer should go back and forth with feedback, questions, and edits until both parties
are satisfied and the company has signed off. Be sure to leave sufficient time for the sign-off
process in case legal approval is required. Some firms will ask for schools and/or students to
sign non-disclosure agreements in order to access the case. Last, we recommend that a trusted
faculty member review the case prior to releasing it to students.

Instructors can adapt the student experience of the live case process to the needs of the
course or programme. There are three key activities where the firm is involved that greatly
enhance the student experience. First, after the case is announced and released to students,
a Q&A session with company representatives is helpful to allow students to clarify, ask for
missing information, and trial initial ideas. Second, we recommend that students (or a subset
of the best ones) present their recommendations to the company representatives directly.
Finally, we recommend that company representatives play a key role in student evaluation and
any feedback provided. For example, the company can select the winner(s) and may even want
to contact individual students for recruitment purposes. We note that all these components
can be adapted for virtual or remote learning via technology.
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Box 3.1 Top five tips for creating a successful entrepreneurship live case

1. Ensure the case will not have a live resolution before it is used (at least not a public
one).

2. Clearly explain the company commitment and timing requirements that will be
required of the entrepreneurial organization from day one.

3. Maintain regular communication with the live case company to ensure you keep to
the schedule.

4. Ensure the company’s objectives are met as well as the school’s.

5. Build a community of referrals for live case opportunities.

DISCUSSION

Students want their education to provide them not only with the theoretical knowledge that
is required but also with the opportunity to make a tangible impact. Live cases deliver such
an opportunity. The method can be used with senior undergraduate and graduate students,
and it is scalable to the size of the course or programme. It is a flexible tool that can be used as
an individual or group activity early in a programme or as a capstone course. Instructors can
tailor the case to the desired difficulty level, the position in the course, and the desired focal
topic. For example, a live case involving a brand-new start-up will be very different than one
based on a venture that has raised several rounds of funding.

Live cases require time and planning. It takes effort to find a person or company that wants
to partner with an instructor and disclose the information students need to provide in-depth
answers that will add value to the firm. Because your plan has to be set before the term starts,
we find it helpful to have a small pipeline of interested parties in case one drops out at the last
minute. Despite all the time and effort required, live cases provide so many unique benefits
that enhance student learning and engagement, not least of which is an authentic company
challenge that they can solve. The inclusion of live cases in course or programme curricula
provides a wide range of benefits for students, instructors, schools, and the company itself; see
Table 3.1.

Entrepreneurs are often eager to participate as a subject company in live cases as they receive
‘free consulting’. When working with entrepreneurs, be clear regarding the time commitments,
particularly if they are responsible for adjudicating student submissions. Entrepreneurial ven-
tures are often short-staffed with competing priorities, so make sure company representatives
are booked well in advance.

Live cases are also adaptable to a virtual learning environment, important as management
education continues its rapid online trajectory. Our institution has traditionally done live
cases in person with students and companies. What we have recently learned is that in a virtual
environment, we can involve entrepreneurs and companies who may not be geographically
proximate to the business school, which can be a wonderful opportunity to expand the subject
pool. Technology tools have also allowed us to include alumni in our virtual judging in real
time who would not have been able to physically attend. With some effort it was possible to
switch the traditional ‘live’ format to a virtual one. This can be done by posting documents
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Table 3.1 Benefits to groups of using live cases in entrepreneurship education

Group Benefits

Students « Prevents them from using the benefit of hindsight to ‘solve’ the case

« Cannot Google the decision actually made!

« Increases challenge and engagement

« Illustrates the relevance and applicability of in-class learning vs. the ‘real world’
« Focuses on topics that are current and future-oriented

« Builds experience in coping with decision-making in the face of uncertainty

« Gives more realistic view of actual decision-making process in organizations

« Possibility of receiving feedback on work and ideas from real entrepreneur

« Learning exercise that students perceive as authentic and meaningful

Instructors « Tailored to the concepts you want your students to focus on

« Fills a gap in a syllabus where other options are unsatisfactory

« Provides level playing field from which to evaluate student performance

« Better prepares students for how to work through real-world entrepreneurial challenges
« Builds relationships with organizations for research or recruitment

Programmes/ | » Opportunity for alumni to participate in programming and reconnect with school
schools « Builds programme and school reputation with potential partners and employers

« Builds relationships between faculty and practitioners

« Brings current practice and issues into the school/programme

« Builds case-writing capacity of faculty

» Makes connections for research

« Gets feedback from alumni and practitioners on student job-readiness

Subject « Free consulting with hundreds of minds focusing on their business problem
entrepreneurs | o Actual, current, novel, and unresolved issues = complex

o Access to sought-after millennial and Gen Z perspective on their company
« Identification of high-potential recruits

« Evaluates school and programme for future recruiting

« Challenges or confirms internal decision-making

o Alumni can reconnect with school

and pre-recorded videos to classroom technology tools, using social media platforms like
Twitter and Instagram to encourage student engagement, and using communications tools
such as Zoom and Microsoft Office Teams to hold ‘live virtual’ sessions for the company Q&A,
student and faculty briefings, and group presentations.

Colleagues have further adapted the live case approach to a completely asynchronous
online course design, important as more institutions expand their offerings into this modality.
While not as dynamic as a synchronous, online model, they report to us that it is very feasible.
Asynchronous live cases are possible because the crux of a live case is the current unresolved
issue where students and company decision-makers interact to develop proposed solutions.
The unresolved, real-time context helps create dynamism and urgency in asynchronous envi-
ronments that can be difficult to achieve with the TCM. The description of the case issue and
the interactions between students and the company can all be accomplished remotely with
participants working on the live case at their own convenience in accordance with a shared
deliverables schedule. Again, this involves significant faculty planning to ensure all of the live
case elements are created ahead of time, and the timing for the live case exercise is explicitly
communicated to students in advance. This asynchronous approach accommodates students
who may be located in different time zones. As an example of the transferability of the live
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case model to an asynchronous environment, the Q&A with the entrepreneurial team ceases
to become ‘live’; instead, students have an opportunity to submit their questions, and either
a video is posted of the company answering the questions or written answers are provided.
The focal case question remains live in that it is still a current unresolved issue facing the firm.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

With all this extra work, are live cases worth it? We believe they absolutely are, particu-
larly if used in a competition which generates excitement, enthusiasm, and social compar-
ison. Even when not a competition, students enjoy the opportunity to work on real-time,
genuine issues where their advice can have a tangible impact on the success of an organi-
zation. This is particularly true when the live case involves an entrepreneurial venture. We
have found that live cases work best where the focal issue students are asked to consider
resonates with them and has a variety of potential solutions.

In many ways, entrepreneurs and their companies provide a perfect opportunity
to incorporate a live case into your course or business programme. We are often ap-
proached by founders or people who work for start-ups who are looking for insight from
business students. Former students and alumni are a great place to start for potential
company partners. We have also had success partnering with accelerators and incuba-
tors who are connected to entrepreneurial organizations trying to work through various
challenges. Entrepreneurship-based organizations in the Nordic region, such as Nordic
Entrepreneurship Hubs or Nordic Innovation, may be able to facilitate connections to
founders. We also contact our local Chamber of Commerce or Board of Trade for connec-
tions to members. Finally, our best leads often come from fellow faculty members who
pass along potential companies.

We and our students have enjoyed working with founders on live cases. It is critical to
remember that founders are working long hours and so are often short-staffed, with many
competing pressures each day. With patience and planning, we believe it will be worth
your time investment and a huge benefit to your students and school. Our final word is that
while the rewards of live cases are many, they come with the risk of being reliant on your
partner firm and sponsor. It is therefore always wise to ensure you have a backup plan B
should the unexpected occur.
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Bringing environmental
sustainability and the circular
economy into entrepreneurship
education with stakeholders: four
case methods from hackathons to
role-model cases

Leena Aarikka-Stenroos, Anil Engez, Linnea Harala,
Kaisa Henttonen, Hanna Lehtimdaki, and Sara Malve-Ahlroth

INTRODUCTION

Modern society is facing a sustainability transition that also touches on entrepreneurship
education. The rise of environmental sustainability issues, such as climate change, the need to
save natural resources, and increased material circulation through the circular economy (CE),
highlights the need to incorporate environmental sustainability into education (Kirchherr
& Piscicelli, 2019). Many higher education institutions have progressively incorporated sus-
tainability education into their curricula, and novel examples of diverse education methods
and courses on how to educate students on CE and sustainability issues have been proposed
(Kirchherr & Piscicelli, 2019; Kopnina, 2019; Mendoza et al., 2019). This global megatrend
calls upon entrepreneurship education to develop its content and methods to train entrepre-
neurial change-makers who should learn not only how to start and run businesses but also how
to do so in a more sustainable way. Therefore, this chapter aims to develop understanding of
how entrepreneurship education and environmental sustainability can go hand in hand and
how different case methods allow students to be sufficiently educated on both relevant aspects.

Combining entrepreneurship and environmental sustainability provokes some pressing
questions: how can one initiate a new business that is economically feasible but environ-
mentally sustainable? What are the relevant skills and competences of the next-generation
entrepreneurs and experts needed to conduct environmentally sustainable business? Is it
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possible to be a successful entrepreneur in a way that does not harm the environment—and
how? The starting point of this chapter is to explore and discuss how we can employ diverse
case methods to support the development of ‘conventional’ entrepreneurial skills (such as
the ability to turn business ideas into plans or to see entrepreneurship as an attractive career
path) in higher education while simultaneously providing educational guidance on how to do
so in an environmentally sustainable way. In this chapter, we discuss and compare different
case methods that enable the attainment of both goals. We also pay special attention to how
to involve and engage entrepreneurs and other stakeholders from society in education when
aiming to teach environmentally sustainable entrepreneurship via case methods.

The chapter focuses on four different case methods and is based on our education expe-
riences from educational acts and courses at two Finnish universities (Tampere University
and its technical campus and the University of Eastern Finland) and one university of applied
sciences (Turku University of Applied Sciences). The discussed case methods vary from
short-term educational acts, such as listening to visiting lecturers and personal narratives by
sustainable entrepreneurs and intensive hackathons, to long-term collaborative methods, such
as solving business cases. The aim is to enable students to develop an entrepreneurial mindset
and the ability to identify business opportunities that arise from the society going through sus-
tainability transition, and at the same time to breed more environmentally sustainable entre-
preneurs and companies for the future. Our presumption is that different case methods call
for different pedagogical and didactical approaches but also enable different learning goals;
therefore, we also compare the methods.

BACKGROUND: IMPLEMENTING THE CASE METHOD
IN TEACHING AND ENTREPRENEURSHIP EDUCATION,
PARTICULARLY IN TEACHING ENVIRONMENTAL
SUSTAINABILITY

Conventionally, the case method is based on problem-based learning. It enables students
to make sense of complex problems related to professional issues and to assess how certain
actions result in different outcomes (Hammond, 1976). In doing so, students learn about facts,
conventions, and procedures while discussing different viewpoints relating to the problem.
Typically, the basic elements of a case are a rich, complex case narrative and an analytical
discussion/reflection of that case. This also entails solving a problem in the case by identifying
meaningful determinants and options, evaluating choices of actions, predicting and assessing
the effects of such actions, and communicating a solution and action plan.

In entrepreneurship education, case-based teaching methods have been recognized but
are underexplored (e.g. Samuel & Rahman, 2018). Case studies present complex examples by
illustrating the core issues and offering insights into the context of the issues, and therefore
the case method promotes active learning, provides a means of linking theory and practice,
and enhances students’ understanding of the topics (Mustoe & Croft, 1999). Learning from
real cases can particularly increase the authenticity of entrepreneurship education (Aadland &
Aaboen, 2020). Real-life entrepreneurs can also serve as role models and influence the entre-
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preneurial intentions of their followers (Van Auken et al., 2006), which means assuming that
entrepreneurs telling their case narratives can serve as role models for students.

Case-based teaching methods have also recently been studied in the field of sustainability
and CE education. Some recent studies have provided good examples of how to use higher
education courses and games to educate students about environmental sustainability and the
CE (Kirchherr & Piscicelli, 2019; Mendoza et al., 2019; Whalen et al., 2018). However, other
studies have critically demonstrated that implementing CE principles, such as reduce, reuse,
and recycle, in ‘real-life’ situations and business cases often seems to be more challenging than
the most optimistic visions may suggest (Kopnina, 2019). Therefore, in this chapter we posit
that particularly authentic entrepreneurship education methods (Aadland & Aaboen, 2020),
such as real-life cases from stakeholder companies, provide a fruitful method for students to
experiment in practice and to learn how to conduct environmentally sustainable yet profitable
business.

PEDAGOGICAL DEVELOPMENT: TOWARDS

NEW COMPETENCES AND ORIENTATIONS VIA
INTEGRATING ENVIRONMENTAL SUSTAINABILITY AND
ENTREPRENEURSHIP EDUCATION

In this chapter, pedagogical development concerns how diverse case methods allow the inte-
gration of entrepreneurship education and environmental sustainability aims. As we broadly
consider case methods, we will include not only the conventional notions of case methods
with predetermined case descriptions, but also other related case approaches. This includes
comprehensive yet open-ended real-life narrative cases that allow students to develop deeper
understandings of complex settings comprising diverse relevant actors, meaningful factors,
and essential actions in the focal context. We focus on four distinct case methods that allow the
integration of business and entrepreneurship education with sustainability education: real-life
business cases addressing business problem-solving (e.g. Kopnina, 2019), entrepreneur and
start-up cases allowing students to identify role models (Van Auken et al., 2006), hackathons
(Briscoe & Mulligan, 2014) addressing tech-business problem-solving in a short time, and live
cases where practising professionals in Executive Master of Business Administration (EMBA)
programmes develop sustainable versions of their current business (Berggren & Soderlund,
2011; Kearins & Springett, 2003). We assume that such different case methods call for different
pedagogical and didactical approaches but also enable different ways of learning.

Here, pedagogical development also concerns the necessary novel competences students
need to learn, as environmental sustainability shapes the entrepreneurial, business, and
tech landscape and consequently calls for new learning content and emphases in education.
Researchers agree that the environmental sustainability shift pushes all actors in society—
consumers, public actors, and companies—to reduce the use of natural resources and the
generation of waste (Geissdoerfer et al., 2017; Ghisellini et al., 2016). This shift also shapes
business opportunities, business models, and the logic of value creation for both individual
firms and whole value chains, networks, and ecosystems (Aarikka-Stenroos et al., 2021;
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Lehtimaki et al., 2020). When pursuing more environmentally sustainable business, students
need to learn more about sustainable business models and ideas, as many novel companies can
compete by serving customers’ developing needs for more sustainable offerings (Martin-de
Castro, 2020) by providing innovative services such as cars or clothing as a service instead
of providing products (Tukker, 2015), or new sustainable technologies, such as plastics sub-
stitutes that are biodegradable. Needs and demands for more sustainable offerings are also
shaped by social institutions that determine what is valuable and how things are created and
captured in certain business settings and locations (Ranta et al., 2018).

Solving environmental challenges often requires companies to interact and innovate with
stakeholders, making stakeholder engagement and collaboration crucial in business (Engez
et al., 2021). Therefore, it is important to learn how to associate with stakeholders, to obtain
their support for the new sustainable offering, and to collaborate extensively, even with com-
petitors, to create markets for more sustainable solutions (Bacq & Aguilera, 2022; Brown et
al,, 2019, Manzhynski & Figge, 2020). Mature businesses are also renewing and developing
more environmentally sustainable operations to which start-ups can contribute by providing
new and innovative materials, digital technologies, and products and services (Giudici et al.,
2019). However, to capture these business opportunities, new understanding of the rapidly
evolving global business contexts must be developed. Sustainability transition also pushes new
types of entrepreneurship to emerge, such as ecopreneurship, a type of entrepreneurship that
combines strong environmental and social values with an entrepreneurial attitude and a goal
of creating an economically viable business (Magala et al., 2007).

In summary, environmental sustainability and CE transition call for the development
of particular competences, understandings, and orientations among students interested in
entrepreneurship. How such learning goals can be pursued via different case-based methods
is explained next.

APPROACHES: FOUR DIFFERENT CASE METHODS
ALLOWING THE INTEGRATION OF ENTREPRENEURSHIP
AND BUSINESS AND ENVIRONMENTAL SUSTAINABILITY
EDUCATION

Next, we explain how we have used the four chosen case methods—real-life business develop-
ment cases, role-model cases, hackathons, and embedded cases—to educate on entrepreneur-
ship and sustainability concurrently.

Method 1: Solving Real-Life Business Challenge Cases by Sustainable
Start-Ups and Companies

The first experience involves real-life business development challenges presented by sustain-
able companies. This experience comes from a course titled Turning CE Technologies into
Business that has 100+ domestic and international engineering students. The course is real-
ized in stakeholder collaboration with companies ranging from pre-start-ups to corporations
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whose business challenges are solved by international, cross-disciplinary student teams. The
business areas of the involved companies vary, including developing a process technology
that converts used textiles or pulp into textile fibres, the collection of surplus construction
materials to promote reuse and recycling, and underground high-temperature heat storage of
solar or wind energy. These real-life cases typically concern business models or commerciali-
zation developments. The learning goal here is to develop competences to advance profitable
business-making in sustainable CE companies.

In our example, six companies were invited to the course to offer a case challenge to stu-
dents. The challenges included such elements as competitor analysis, finding new markets,
and business model analysis, depending on the company’s need. The important variables
in the course are the number of staff and students. In our example, there were three course
staff members and around 100 students, totalling over 20 student groups or teams. Each staff
member was responsible for two case companies and seven teams of four or five students
each; thus, each case company accommodated three or four teams. Teams were required to
develop a solution to one company’s business challenge and return a presentation and a com-
prehensive proposal, report, or plan. Students formed their teams, acquired some background
information on company cases, and selected their preferred company.

Before the casework, some pre-understanding and competences were acquired via lectures
on commercialization and business model development, related ‘tools’ such as models and
canvases, and a mid-term exam covering lectures and journal articles on the CE, commercial-
ization, and business model development. The casework consisted of four processual phases
held at weekly intervals—a case launch session, case clinics, a group presentation and feedback
session, and the final solution. In the case launch session, company representatives explained
the challenge and its background and answered questions. The teams then developed initial
solutions and obtained feedback from the course staff in the case clinics. In the subsequent
presentation session (the week after), the student groups pitched and justified their solutions
and received more feedback from the course staff and company representatives. Based on feed-
back, the teams provided their final solution (commercialization plan or developed business
model) and a comprehensive final report. The learned tools helped build students’ under-
standing of the business model elements, the strengths and weaknesses of the companies,
and their external environment, but also allowed the students to develop a structured action
plan for the companies. The final solutions were assessed by the course staff and the company
representatives.

Method 2: Role-Model Cases via Involving Successful Sustainable
Start-Ups and Entrepreneurs

The second method was applied in the ‘conventional entrepreneurial’ course on Growth
Entrepreneurship. Here, entrepreneurs from sustainable businesses shared their personal
stories of ecopreneurship and entrepreneurship through guest lectures. The case was the entre-
preneur’s personal narrative of what sustainable entrepreneurship is about, how it happens,
and how the sustainable business idea developed. The learning goal was to get a quick look
at the sustainable entrepreneur’s work and personal life, career path, and motivation to start
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a sustainable business. The entrepreneurs described their motivation to engage in sustainable
business by reflecting on their own thoughts and experiences. The students were instructed
to get acquainted with the company and its business model beforehand and submit their own
considered, focused questions for the entrepreneurs. Thus, the guest lecturer had some prior
understanding of the students’ interests, allowing them to prepare answers. Discussion and
questions during the lecture were encouraged to enhance the interaction between the students
and the guest lecturers and thus to build the case narrative through dialogue.

In presenting their motivation, drive, and enthusiasm for their missions, the sustainable
entrepreneurs acted as inspirational role models for the students. Their personal narratives
intertwined with the success stories of their growing companies, including manageable twists
and turns, demonstrating it is possible to build a profitable business and promote sustaina-
bility simultaneously. One particular example of an inspiring guest lecturer was the CEO of
Norsepower, a company reducing fuel usage for vessels through a wind propulsion system.
The entrepreneur described his strong drive towards sustainable business and inspired the
students to follow their own interests, values, and motivation to create meaningful careers.
For every guest lecture, the students wrote a reflective learning diary where they analysed the
personal career and organizational growth paths in the case.

Role-model cases were not only ‘given’ by the teachers but were also chosen by the students;
in one learning event, the students pitched the company’s business model to their peers who
then selected one and created a growth strategy for it. These companies included a wide variety
of sustainable businesses as the students were allowed to choose them according to their own
interests. These case tasks allowed students to understand sustainable entrepreneurship and
personal career paths and pushed them to gain a deeper understanding of the prerequisites of
growth in sustainable businesses.

Method 3: The Hackathon Method Allowing Students to Solve
Sustainability Challenges by Companies

The third case method example is hackathons—intensive events where small teams apply
creative ideas to solve real-life challenges and come up with novel solutions. The word ‘hacka-
thon” combines the words ‘hack’, which relates to creative and experimental problem-solving,
and ‘marathon’, which refers to the duration of the event. Hackathons offer networking and
collaboration opportunities for participants and encourage them to build long-term con-
nections despite the short duration and high intensity of the event. The event has a specific
topic, location, and challenges provided by stakeholders, such as companies or governments.
Traditionally, hackathons are mostly related to tech problems and are highly focused on soft-
ware development and programming. Today, they can be used for any topic without the inclu-
sion of the software development aspect, making them similar to case competitions. Topics
can include contributing to a business objective or developing a solution to a social issue. In
our hackathons, the focus was sustainability and CE issues. The central characteristics of our
hackathons in relation to the other methods are their intensity, competitiveness, and the need
for students to work under pressure.

Karin wigger, Lise Aaboen, Dag Haneberg, Siri Jakobsen, and Thomas Lauvas - 9781800881150
Downloaded from PubFactory at 01/26/2023 10:25:20AM
via Norwegian University of Science and Technology



e REFRAMING THE CASE METHOD IN ENTREPRENEURSHIP EDUCATION

From the students’ perspective, these sustainability hackathons increase their creative
problem-solving skills while reinforcing motivation and engagement in sustainability issues.
Students who have experienced climate anxiety in particular gain a strong sense of agency
and empowerment when attending sustainability hackathons. By participating in such hack-
athons, the student groups get a chance to influence the sustainability-related decisions of the
organization that introduce a specific challenge to be solved. In the final phase of the event,
the student groups present their solutions to the stakeholders, thus allowing them to develop
their presentation skills. From the stakeholders” perspective, hackathons demand significant
effort and involvement before and during the event, such as in formulating the challenge and
working with and giving feedback to the students. At the same time, the stakeholder repre-
sentatives can get novel and creative solutions to their sustainability problems and be more
inspired and motivated to work towards a more sustainable future. From the teachers’ per-
spective, the hackathon method requires significant effort to organize the event and cooperate
with the stakeholders.

In our hackathon example, one company provided a sustainability challenge related to their
tech business. For 24 hours, the five multidisciplinary student teams competed to create the
best solution. Each team had a more experienced student tutor who provided support relating
to different problem-solving methods. In addition to the teachers was a business-minded
coach who facilitated the whole process and guided short sessions on ideation, prototyping,
and pitching. A jury comprising company representatives and other experts chose the overall
winner of the hackathon. The teams’ solutions were assessed based on specific criteria, such as
feasibility and sustainability, and the winning team was awarded a prize.

Method 4: EMBA Embedded Case and Adult Education through
Experimental Learning

Our fourth example concerns continuing education and professional training for an EMBA where
the students increased their understanding of the wide-ranging perspectives on a sustainable CE in
different organizations and business areas. Students discussed the implications of a sustainable CE
in different industries, critically evaluated the different approaches of case companies, and assessed
their personal values and assumptions on sustainable business and sustainability transition.

Cases were selected to cover the different aspects, tasks, and processes of the CE, such as
designing for durability, reuse, remanufacturing, and recycling to keep products, components,
and materials circulating. The cases were selected from among the organizations where the
EMBA students worked to make use of their work experience and insider knowledge. The
business models of the case organizations and the opportunities and risks were analysed from
the triple-bottom-line perspective (environmental, social, and economic). The proposed solu-
tions ranged from transformative, radical change (e.g. new designs for products and processes)
to incremental changes (e.g. recycling initiatives and solutions related to compensation). The
students were requested to analyse whether the solution transformed the industry or whether
it was an adaptation, what the time frame of the solution was (short, middle, or long term),
and what the implications of the solution were for the organization (e.g. hiring, culture, and
systems). Students presented their analyses, discussion, and feedback to the whole group. The
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diversity of the cases and guest lecturers from various industries ensured that students learned
how different organizations and industries approach and implement CE principles.

To encourage mature, experienced students to adopt novel ways of thinking and become
exposed to different world views, self-reflection and assessment of personal views on sustain-
ability were encouraged via diaries. Students reflected on how their career and sustainability
intentions may intertwine and what sustainability goals they wanted to achieve and how. In
summary, the case studies and guest speakers and supportive group and individual assign-
ments enabled students to reflect on how sustainability may feature in their day-to-day work,
expert tasks, acts, decision-making, initiatives, and careers.

DISCUSSION: COMPARING THE CASE METHODS AND
SUMMARIZING

After explaining the diverse methods and experiences of integrating environmental sustaina-
bility and entrepreneurship/business education, we compare case-based methods in a struc-
tured way to highlight their particular features and expose their differences (see Table 4.1).
The methods mainly differ in relation to their level of intensity and length (from single-day to
longer course implementation), collaboration (with different peer students and stakeholders
and companies), and reflection versus solution (the focus being on reflecting students’ own
values and orientations versus developing problem-solving skills for sustainability). The com-
parison also builds structured understanding of the pedagogical pains and gains from students’
and educators’ perspectives and how to engage relevant stakeholders in implementation. Table
4.1 highlights the most important considerations and lessons learned for each method.

Based on the comparison, we propose the most optimal usage of each case method for inte-
grating sustainability, the CE, and entrepreneurship. Solving real-life business cases enables
students to interact with companies, generate new ideas and solutions for contemporary
sustainable business problems, and improve their teamwork and project management skills
because of the method’s long-term approach. Role-model success cases deepen students’
understanding of sustainable entrepreneurship in practice and personal ambition where sus-
tainability and business orientation may combine. The hackathon is a high-intensity method
of engaging students with sustainable entrepreneurship through personal involvement and
co-creation with companies. Finally, the embedded EMBA cases allow the mature (postgradu-
ate) student to reorient towards sustainability.

Our four case method examples and their comparisons extend the discussion on entre-
preneurship education and the case method towards environmental sustainability learning
contents. Our structured comparisons of methods reveal how the different methods enable
pursuing versatile environmental sustainability and entrepreneurship education goals. Our
case examples with Methods 1 and 4 support earlier papers discussing the implementation
of real-life sustainable business cases (Kirchherr & Piscicelli, 2019; Kopnina, 2019), Method
2 explores how role-model cases (Van Auken et al., 2006) encourage ecopreneurial thinking
(Magala et al., 2007), and Method 3 shows that sustainability hackathons enable intensive,
multidisciplinary learning and engage students with sustainability on a personal level, thus
extending current understanding of hackathons (Briscoe & Mulligan, 2014).
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Table4.1 Key aspects of the four different case methods and a comparison
Applied case methods for integrating sustainability, the CE, and entrepreneurship education
Aspects to 1. Solving real-life 2. Reflecting 3. Hackathon 4. Embedded company
compare business challenge cases | role-model success cases with EMBA
cases students
Target group | Students from diverse Students from Students from diverse | Postgraduates/executives
disciplines, bachelor and | diverse disciplines, disciplines, bachelor | with work experience in
master levels bachelor and master | and master levels private and public sector
levels organizations
Case method- | Through real-life Through success case | Through specific, Through analysing
related business development stories of sustainable | intensive case and comparing
learning goal | and commercialization | entrepreneurs, problems, their own employer
and contents | cases, students students learn about | students learn company cases,
concerning learn to solve real the career paths multidisciplinary students learn their own
entre- business challenges and everyday work teamwork and sustainability-related
preneur- of CE companies of entrepreneurs collaboration, creative | values and actions,
ship and and understand their who seek both problem-solving tools | understand how their

business and

business contexts. They

sustainability and

for sustainability

organizations can

sustain- learn multidisciplinary | growth. They challenges, how to implement CE in
ability teamwork and reporting | learn pitching and work well under time | practice, and learn how
skills. presenting skills. constraints, and how | to develop their own
to prioritize tasks. organizations.
Key CEOs, owner/founders, | Entrepreneurs, CEOs, innovation Employer companies
stakeholders | marketing and R&D CEOs, starting advisers and company | of the students are the
to be engaged | managers, researchers, | members in charge experts bring the stakeholders. Students
innovation advisers, of sustainable challenge, and local are peer stakeholders for
project managers bring | business explain the | universities and each other.
real-life cases. story and their paths. | entrepreneurship
societies serve as jury
members.
Organizing Educators contact and Educators invite the | Educators contact Educator and students
for the case instruct case companies. | guest lecturers with | companies and select the cases
method Companies formulate their case stories, organize facilities and | among the students’
implem- the case for students facilitate the lectures | catering. Educators organizations to
entation— and provide feedback (e.g. sending the and companies ensure variation
key tasks per | to student groups. students’” questions formulate the of CE businesses.
actor from Students seek relevant to the lecturers challenges together. Organizations where the
preparation information, allocate beforehand), and Educators facilitate students work provide
to assessment | and schedule tasks assess the learning the hackathon. the cases, students share

within their groups, and
present their solutions/
plans. Companies

diaries on the success
cases. Company
representatives tell

Educators and
companies coach
the teams and

and reflect on their
insights on the cases,
and teachers select

and educators jointly their stories and provide feedback and | the cases and facilitate
provide feedback answer students’ assessment together discussion. Instead
and assess/grade questions. with the jury after the | of assessments with

the business and
commercialization
plans based on their
feasibility, soundness,
and clarity.

final presentations.
Educators and
companies award the
winning team.

grades, students expect
discussions to ensure
learning, unlearning,
and professional
development.
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Applied case methods for integrating sustainability, the CE, and entrepreneurship education

Time frame Longer duration (one Longer duration (one | Short duration event | Duration varies
for case period recommended period recommended | (24-48 hours) and depending on the
method to enable iterations to ensure reflection | high intensity (work | available time frame and
imple- and plan improvement | time between cases) | around the clock) needed change-maker
mentation: rounds); sequential and lower intensity reflections: intensive
intensity and | intensity 1-day event or
length one-period course
Educators’ Opportunities: students | Opportunities: Opportunities: Opportunities: students
reflections learn to assess the students learn and students learn learn about sustainable
on challenges | business models and get inspired for about the challenges | decision-making and
and commercialization of change-making of sustainability risk assessment and
opportunities | CE companies. ‘with profit’ through | businesses and how the complexity of
Challenges: company direct interaction to overcome them circumstances from
representatives need to | with ecopreneurs through joint creative | their peers’ real-life
attend both case launch | themselves. Students | problem-solving. situations. Students
and presentation and understand the Students engage understand the diverse
feedback sessions. In prerequisites and with sustainability ways organizations
case of a cancellation, drivers behind the on a personal level implement the CE and
a substitute entrepreneurs’ and realize their adopt change-making
representative is needed. | choices and career potential to act as orientation while
The rule to mix and paths. change-makers. developing their own
integrate is beneficial Challenges: active, Challenges: demands | organizations more
to ensure heterogenous | enthusiastic active participation sustainably.
student groups with role-model from the companies Challenges: time for
international students to | entrepreneurs and and much organizing | discussion is limited and
learn even more about CEOs typically have | by the educator before | deep learning requires
different contexts for CE | busy schedules. and during the event; | much independent work
businesses. Therefore, getting in | catering expenses and time investment
touch and scheduling | must be covered. from busy students.
can be challenging. Students must be
motivated to work
hard during the event.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE

METHOD FOR ENTREPRENEURSHIP EDUCATION

We conclude with the implications of our case method experiences for entrepreneurship
education, a discussion of our contributions, and suggestions regarding directions for fu-
ture research and practice seeking to integrate environmental sustainability into entrepre-
neurship education.

Our case experiences and analyses contribute to entrepreneurship education and case
method understanding (Hammond, 1976) by illuminating how four different case-based
methods allow the integration of environmental sustainability aspects. This chapter pro-
vided four case method examples varying from intense and fast-paced hackathons to lon-
ger courses, from business problem-solving to career and role-model cases (all real-life
cases). Thus, we also extend current understanding of how to use entrepreneurship edu-
cation methods that rely on authenticity (Aadland & Aaboen, 2020). Our structured com-
parison of different methods complements single method-based studies on how to teach
environmental sustainability and entrepreneurship or business (Kirchherr & Piscicelli,
2019; Kopnina, 2019; Whalen et al., 2018). Our chapter also looked at how stakehold-
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ers, particularly sustainable companies and entrepreneurs, can be involved and contribute
to entrepreneurship education by bringing their real-life business cases and background
knowledge and serving as role models in person. This, however, means that stakeholders
must benefit from the collaboration by gaining new ideas and solutions to their prob-
lems, seeking fresh views from ‘the next generation’ on how to enhance the sustainabil-
ity of their businesses, or being able to present themselves as an attractive employer to
sustainability-oriented students. In all methods, stakeholder involvement requires critical
input and time investment, such as learning event preparation, interacting with and pro-
viding feedback to students, and organizing.

Practical recommendations for entrepreneurship educators, education developers, and
companies emerge from our case method experiences and comparison. Table 4.1 pro-
vides some insights into how and when each method can be optimally implemented. It is
recommended to use the real-life business problem method for educational settings where
long-term work between companies, students, and educators is possible. Stakeholders
can easily be engaged as the participating companies can improve their business develop-
ment and commercialization performance based on student solutions. Role-model success
cases allow the students to reflect on their orientations and competences for sustainable
growth during a longer period. They can be chosen by the educators to display the diversi-
ty of role-model entrepreneurs, but it is just as important to allow students to choose their
own role models. The hackathon method can serve as an intensive introduction to sustain-
able entrepreneurship for students from all levels and fields, as it provides a platform for
more advanced students to apply their sustainability knowledge in practice and increase
the multidisciplinary teamwork.

Our method comparisons reveal the value of diversity and variation in learning. The
diversity of students, disciplines, and involved companies and stakeholders supports
case-based learning. Therefore, it is beneficial to nurture multidisciplinary, multinational,
and cross-industry collaboration, to have mixed student groups (students with tech, hu-
manities, and business backgrounds, and with international and domestic backgrounds),
and to engage different-sized companies from diverse industries.

The methods discussed in this chapter can also easily be implemented in the digital
learning space by using platforms such as open-source learning management systems
and online real-time communication and teleconferencing. This allows remote working;
increased communication, such as instant notifications, announcements, forums, and in-
formation about the related events; and video recordings and access to presentation ma-
terials through digital platforms to facilitate students’ learning process.

Regarding further research and development, we suggest that company and stakehold-
er involvement should be further analysed to understand the diverse roles and involve-
ment modes in education. For example, role-model and business cases could extend to
field trips that require strong company involvement and access. Second, student diversity
should be further examined in relation to case methods to understand how this compli-
cates or facilitates learning. We hope that our experiences stemming from the Finnish
university context can bring valuable insights to all entrepreneurship educators and inspire
them to integrate sustainability aspects into their entrepreneurship education via diverse
case methods.
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Experiences from live casework
with Nordic micro-enterprises:
contextualizing learning designs in
entrepreneurship education

Mette Lindahl Thomassen and Michael Breum Ramsgaard

INTRODUCTION

The call for entrepreneurship-focused education within higher education institutions (HEIs)
has grown from a focus on entrepreneurship education being found solely in business schools
with the primary aim of new venture creation (Hindle, 2007) towards a proliferation into all
types of education. With this proliferation comes a much broader focus on creating change in
society (Bruyat & Julien, 2001; Landstrom, 2020), designing entrepreneurial learning experi-
ences (Pittaway & Cope, 2007), and new value creation (Lackéus, 2018). In addition, with the
triple-helix notion, Leydesdorff and Etzkowitz (2001) advocated an understanding of HEIs
engaging in university-government-industry collaboration that impacts entrepreneurship
education activities.

First, this has urged HEIs to further actively promote entrepreneurial ways of working as
part of the curriculum, and many HEIs have therefore initiated a focus on creating teaching
methods to promote the development of entrepreneurial competencies (Mwasalwiba, 2010;
Nabi et al., 2017). Second, one of these dominant educational formats is casework, initially
introduced through theoretical cases that in written text describe the context, stakeholders,
and challenges of theoretical or real-life ventures (Kassean et al., 2015). A more recent form
of casework is the real-life case, where students are handed a specific challenge or task from
a venture for which they come up with a solution (Cooper et al.,, 2004) through analysis,
teamwork, and collaborative work with the case owner. However, the micro-level processes
of high-intensity casework are only sparsely evidenced in the entrepreneurship education
literature.

This development calls for research that investigates the factors influencing live casework
because there is an important interplay between the various stakeholders (Gibb & Haskins,
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2014) and subsequently an interplay between learning forms through the designed learning
activities (Pittaway & Cope, 2007; Ramsgaard & Christensen, 2018). Therefore, we ask the
following research question: how can live casework be applied in entrepreneurship education?

In this chapter, we specifically address the type of casework where students collaborate with
companies or organizations in a learning-through approach (Hannon, 2005, 2006). This form
of casework requires students to have an active role in the experiential learning setting (Cope,
2005; Kolb & Kolb, 2005) that enables them to focus on sustainable growth of the involved
micro-enterprises (MEs),! as well as a learning process based on value creation pedagogy
(Lackéus, 2018). The chapter is centred on the Scandinavian Growth Creators (SGC)? project
sponsored by the European Union Interreg programme that aims at cross-border cooperation
on challenges linked to the implementation of the Europe 2020 strategy.

The chapter is structured as follows. First, we lay out the role of live casework in the HEI
context. Different aspects of live casework are identified and reflected on in relation to the
development of learning designs and educational activities. Then follows a description of
the SGC project, illustrating the benefits, challenges, and complexities of live casework. We
complete the chapter by proposing a model for contextualizing casework. Furthermore, we
indicate practical implications and some main issues within theory that need refinement.

BACKGROUND AND FOUNDATIONS
The Role of Live Casework in an HEI Context

How does casework unfold in entrepreneurship education in an HEI context? Casework
is generally found to be either theoretical or based on real-life cases (Alderman & Milne,
1998; Garcia et al., 2012). Thus, the subsequent learning form can be either explanation or
experience based (Austin & Hjorth, 2012). The traditional lecture-based methods of teaching
and learning alone are found to be insufficient when applying casework. Cooper et al. (2004)
proposed an experiential learning continuum to create bridges between the acquisition of the-
oretical knowledge and experience generated through practice. Curtis et al. (2021) pointed out
that taking an active and experiential approach to teaching is often assumed to be the best way
to promote learning. They articulated an active learning approach that leads to deep learning
and authentic assessment.

Specifically, real-life casework involves a range of stakeholders that carry context into the
learning design and adds an authentic and timely aspect (Alderman & Milne, 1998). Reeves
et al. (2019) reported how providing projects and activities that closely resemble real-world
situations tend to increase the amount of knowledge and skills that students can transfer
from the school setting into the workforce. This resonates with the arguments from Neck
et al. (2014), who offered a comprehensive presentation of practice-based entrepreneurship
education ‘that represents highly experiential entrepreneurship education where theory is
actionable but, more or less, invisible to the student but very present’ (p. 3). This extends the
above-mentioned theory-practice discussion that dominates entrepreneurship education.
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Three interrelated aspects of entrepreneurial learning greatly impact how live casework
can unfold—namely, the content, the students, and the educator (Cope, 2005). Hagg and
Kurczewska (2020) called attention to this issue by urging researchers and educators to
advance the pedagogical foundations in entrepreneurship education. First, regarding the
content dimension of entrepreneurship education, Blenker et al. (2012) highlighted that
students should use everyday problems and practices as a starting point: ‘Opportunities are
thus seen as emanating from the individual entrepreneur’s ability to disclose anomalies and
disharmonies in their personal life’ (p. 417). Second, recent developments have raised the
importance of student-centric approaches (Starkey, 2019) through the lens of student-centric
learning (Neergaard et al., 2016, 2021) that increasingly positions students as agents of their
own learning process (Jones, 2007, 2019). Added to this is the idea of value creation pedagogy
(Jones et al., 2020; Lackéus, 2018), in which much dependency is placed on the student to
actively design and undertake responsibility for the learning journey. However, for the third
aspect, Henry (2020) added the educator’s position in the role of aggregator of content, high-
lighting the educator’s initiating and scaffolding role (Thomassen, 2020; Wraae et al., 2020),
which Neergaard et al. (2021) highlighted as the importance of ‘pedagogical nudging’ (p. 251).
This calls for strengthening the role of reflection in and on the learning process when casework
is embedded in learning activities with complex aspects at play (Boud & Walker, 1998).

PEDAGOGICAL DEVELOPMENT APPROACH
Cases and Settings: Scandinavian Growth Creators

The SGC project is founded on an institutional collaboration between Danish and Swedish
HEIs involving universities, university colleges, and vocational institutions. All partners
are involved in facilitating experiential learning designed in a learning-through format and
divided into two general phases:

(1) competence development
(2) business development.

MEs were chosen as the focus for the SGC project because of the typically minimal available
funding, limited access to knowledge-intensive environments, and reduced experience of
collaborating with students in this type of enterprise. These companies typically struggle
in terms of market adaptation, resulting in lower levels of innovation capacity and scarce
resources for entrepreneurial opportunity recognition (Jones, 2021). The mutual collaboration
and co-creation between students from HEIs and MEs are particularly productive because
students bring updated perspectives on business development, suggestions for innovative
solutions, and knowledge about market trends directly relevant to the MEs (Ramsgaard &
Oestergaard, 2018). The SGC project has an expected involvement of 225 MEs and 1,050 stu-
dents. Collaborative facilitation takes place in a diverse set of HEIs in Sweden and Denmark,
resulting in a great heterogeneity of cases in this sort of collaboration.
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In the first phase, students are prepared for collaborating with the MEs to create sustainable
growth. The involved cases are real-life ventures with the goal of creating sustainable value for
both MEs and students. The form and content of competence development are contextually
adjusted to fit the specific student group. Students from engineering, health, and business par-
ticipate in different cross-professional constellations across the three case settings. Common
content includes preparation for teamwork, interview techniques, business analysis, value cre-
ation processes, and guiding methods and tools for the following business development phase.
During the business development phase, the students enter into a collaborative development
process with an ME. The business development phase includes idea generation, idea develop-
ment, idea testing, and pitching the idea for sustainable growth. In the process, stakeholders
must be consulted, but the frame for the ME’s collaboration and involvement varies from
location to location.

The two main stakeholders in the project, the MEs and students, bring different pre-
conceptions and resources to the learning journey relevant to the case and educational
design. However, other stakeholders, such as the educators and institutions, play a significant
role in the collaborative projects. Based on contemporary theories of case-based work, the
SGC project directs educators towards casework where collaboration with MEs is mandatory.
Subsequently, the casework requires a high level of involvement from students, educators, and
MEs.

The five key constituents of the SGC process can be depicted in the following steps:

(1)  building the student team and introduction to toolbox for business development
(2) preparation for the first meeting with the ME

(3) first meeting with the ME

(4) validation through feedback from stakeholders

(5) new value creation idea presented to the ME.

Following the two general phases, the effect is evaluated through both surveys and an app that
aims to track the learning take-aways from students (Lackéus, 2020). The LoopMe app is thus
a pedagogical method for scaffolding the live casework in a timely manner. In the next section,
we report the experiences from applying this pedagogical development approach as reported
by educators from the SGC project.

EXPERIENCES WITH APPLYING LIVE CASEWORK IN
ENTREPRENEURSHIP EDUCATION

Using live casework in learning designs is both challenging and beneficial for all involved
actors. The following description comprises the experiences from three SGC learning designs
created by three different educators using live casework. The examples are from three differ-
ent HEI locations—two in Denmark and one in Sweden. In the analysis, the educators are
given a voice. The educators were interviewed individually using semi-structured interviews
(Brinkmann & Kvale, 2014). Qualitative data was analysed using systemic text condensation
(Malterud, 2012) to build an in-depth understanding of the challenges and benefits of using
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Table 5.1 Perceived benefits and challenges of live casework for students, case
companies, and educators (reported by educators)
Challenges Benefits
Students « Navigating in the collaboration « Learning to use competences in ‘real life’ to
« Interpreting communication with external create value
stakeholders o Applying theoretical knowledge
« Finding motivation
« Gaining confidence
 Networking
« Gaining insight into how organizations work
Case « Can be difficult to commit to being a case o Process brings new perspectives on business
companies company for a longer period of time opportunities
« Added value for the time invested « Questions from students lead to reflections
« Limited resources « Opportunity to support education
« Networking
Educators « Time-consuming recruitment « Opportunity for educating through

« Requires a lot to align expectations
« Matching students and companies
« Difficult to predict turn of events

entrepreneurship
« Engaging students
« Networking

« Finding good cases for educational purposes

« Balancing multiple interests

« Contextualization

« Translation between education and case
organization

» Motivating students through ups and downs

live casework and to explore the different pathways into the live case-based work. Table 5.1
provides an overview of the perceived challenges and benefits of live casework from the edu-
cators’ perspective.

The educators experienced several challenges and benefits both before and during the live
casework. In the following, we report and elaborate on these findings.

Before

A number of parameters influence the design of live casework, which calls for contextual-
ization. In relation to framing the casework, these are duration, the level of education or
experience, and placement of curricular, co-curricular, or extracurricular effects, content
adaptation, and evaluation requirements. Moreover, live casework needs to be tailored to the
disciplinary setting in mind. It is important to create meaningful learning designs for students
that consolidate prior learning and mimic potential future scenarios (Reeves et al., 2019), thus
contextualizing the purpose of the learning design. In live casework, students should be given
the opportunity to apply their education throughout the process, which will affect the scoping
of case challenges. Moreover, educators found that communication for recruitment purposes
also needs to be tailored to both the students and the potential case companies, according to
the students’ professional backgrounds. Both students and case companies need to understand
how educational background is relevant in the casework. One educator reported it was much
easier for MEs to see the relevance of collaborating with marketing students rather than
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engineering students. On the one hand, this testifies to the importance of correctly matching
MEs and students. However, on the other, in some cases an articulation of the student’s
broader competences might also be called for. Live casework can be a great training ground for
cross-professional collaboration, which is difficult to circumvent in future careers for students.
However, it is often underprioritized in education, plausibly because it complicates teamwork
and communication and, specifically for casework, it amplifies scoping challenges.

Related to recruiting MEs, educators unanimously stated that it was important to find
case companies who were willing to spend resources on the collaboration. Furthermore, it
needed to be stressed that collaboration is a learning design, which should hold opportunities
for students to learn and innovate. This means that students work on creating a solution for
a challenge, not delivering a predefined order. Finally, MEs need to concur that the solution
might not be the most rewarding outcome of the collaboration.

Educators expressed that it was time-consuming to find both willing and fitting case compa-
nies. To support students’ sense-making, it is paramount that they can reach learning goals by
using their personal and professional knowledge, skills, and competences to create new value.
This requires a case challenge that students can relate to their profession and that is embedded
in a carefully tailored and scaffolded learning process (Thomassen, 2020), which both com-
missions and requires action and reflection from all stakeholders (Kolb & Kolb, 2005).

Another issue emphasized by the educators is that when a case company is found, it is
imperative to align expectations in conceiving a productive collaboration. It is important to
reach agreement in relation to expected resource investment, the availability of all involved
parties, and students’ access to the case company. Even though much effort is put into aligning
expectations, educators experienced discrepancies between what was expected and what was
experienced, which was often the root cause of tensions in the collaboration.

Given the time-consuming task of finding willing and fitting case companies, educators
often start well ahead of time. However, it can be difficult, perhaps especially for MEs, to
commit to a lengthy collaboration in the distant future because of fluctuating workloads.
Educators also perceived that it was perhaps challenging for MEs to assess the added value
for the time invested, and given limited resources, it was deemed difficult to commit to the
collaboration.

During

A major benefit in using live casework is that it provides an opportunity to educate through
entrepreneurship (Hannon, 2005, 2006) without requiring students to found their own
businesses. It closely mimics the context of real-life entrepreneurship, strengthens the oppor-
tunity for later transfer of knowledge and skills in practice (Reeves et al., 2019), and creates
a foundation for experience-based learning (Kolb & Kolb, 2005). Yet it is no simple task. It is
impossible to predict and plan for every turn of events in live casework. Educators can design
a process, but ad hoc scaffolding is required to motivate students through the ups and downs of
the entrepreneurial process and mediate challenges during the collaboration. During this time,
educators must also balance multiple and potential conflicting interests; the case company is
interested in value creation, while the educational focus is on the learning process and learning
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outcome. Both educators and students are challenged with transitioning between education
and practice during the collaboration. Using specific theories and models might not be the
custom in practice, and communication about their application and value might be needed to
achieve buy-in. This is an important part of the process for the student—that is, learning to
adapt and apply what they have learned through education to create value in practice.

Students sometimes find it challenging to navigate the collaboration. Some find it difficult to
interpret communication with external stakeholders, and they become unsure of their role in
the learning design. This again requires scaffolding by educators to support students through
reflection (Boud & Walker, 1998) and essentially turn frustrations into learning opportunities.

Educators emphasized that a great benefit of live casework is that students can be inspired
by the passion of the ME entrepreneurs. Generally, educators thought that students found it
very motivating to work with real-life problems, and though hardship was experienced at some
point by most students, the success of overcoming it boosted their self-efficacy. This was also
reflected in students’ evaluations. Educators noticed that the positive effects of live casework
spanned beyond the learning design itself by producing more engaged students throughout
their education.

After overcoming the initial barriers of establishing a collaboration, case companies found
that the benefit for them lay not only or necessarily in the solutions that students produced, but
in the process of live casework, which brought new perspectives. The questions that students
asked led to valuable reflections about current business models and growth opportunities.
Some company representatives viewed live casework as an opportunity to give back and
support education in general. Finally, live casework represented an opportunity to expand and
activate networks for all involved parties.

Though challenges are plenty in live casework, one educator concluded that this, too,
became easier with experience. Based on the reported experiences, we would like to call atten-
tion to three important aspects to consider before utilizing live casework in entrepreneurship
education:

(1) roles and role distribution
(2)  design of the process and collaboration with external partners
(3) timely scaffolding of educational activities.

Careful consideration and clear commutation about these three points can mitigate many of
the reported challenges in live casework. The three points are further discussed in the next
section.

DISCUSSION

In the current chapter, we evidence three cases in a Nordic setting comprising experiences
from different HEIs in Denmark and Sweden to investigate how live casework can be embed-
ded in entrepreneurship education. The theoretical framework for the teaching approach
draws from a learning-through perspective, acknowledging that other approaches in entrepre-
neurship education have proved useful in other settings (Hannon, 2005).
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We draw inspiration from the sense-making perspective of Weick, who called for changing
the research perspective from ‘nouns to verbs’ (Bakken & Hernes, 2006), accentuating the
understanding that researchers should investigate the actionable aspects of phenomena. With
this notion, we aim to address the contextualizing processes related to casework in the entre-
preneurship education classroom (Ramsgaard et al., 2021; Thomassen et al., 2020). Positioning
entrepreneurship education within a notion of action has certain benefits, articulating an
action turned into learning (Reason & Torbert, 2001).

The learning-through perspective is often based on real-life projects where students collab-
orate with external partners (Chang & Rieple, 2013; Kassean et al., 2015). Chang and Rieple
(2013) argued that entrepreneurial skills can be improved by facilitating a learning environ-
ment in which students interact with professionals on real-life projects, also highlighting the
need for structured programmes of skills training in such courses.

Consequently, we identify three interrelated levels with relevance to the pedagogical scaf-
folding of live casework. This can be seen as our call for live casework in efforts to reframe and
challenge the text-based understanding of casework.

Roles and Role Distribution

First, the educator role is much more extensive compared with other types of learning designs.
The educator’s span of control varies in the process from full control in the competence
development phase to limited control in much of the business development phase. This phase,
in which students collaborate with MEs, can only be scaffolded through initial alignment
of expectations and mediated meetings between all the involved stakeholders. Much of the
collaboration is out of the educator’s hands, yet it is still of great importance in contributing
to the learning journey. This accentuates the need to give students authority, autonomy, and
responsibility (van Gelderen, 2016), and, by extension, also hinges on learners becoming
agents in their own learning process (Jones, 2007, 2019). However, how this is scaffolded in
learning processes sequenced over longer time periods continues to puzzle entrepreneurship
educators (Héagg & Kurczewska, 2020). Henry (2020) articulated the entrepreneurship educa-
tor as a ‘unique aggregator of content’ (p. 657), though this could be extended to an aggregator
of collaboration when applied to case-based work. In the SGC project, the educator role is split
into two: the person responsible for planning the process (process responsible) and the person
facilitating learning processes (facilitator). The process responsible is an experienced educator,
and the facilitators are students who have participated in ME collaboration and completed
facilitator training. There is a high requirement for active engagement by the participating
students; they are expected, upon completion of phase one, to be self-directed in their learning
process. The MEs provide the resources for the students to create sustainable new value crea-
tion. Therefore, they, too, are expected to actively engage in the collaboration.

Design of the Process and Collaboration with External Partners

There are different approaches to designing the process and content in the SGC collab-
orations. The sequence in which competence development and business development is
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presented varies in form from formal presentations to being delivered ‘just in time’ during
the business development. Yet close consideration must be given to working with external
partners in all the varying forms of educational designs. Coordinating with external partners is
time-consuming, and it is important to communicate clearly to ensure expectations from both
parties are made explicit. Motivations need to be aligned; it is most important that the MEs
are in fact interested in collaborating for sustainable growth through innovation and not just
seeking an extra set of hands for operations. It is also important that the MEs understand that
the collaboration is part of a learning journey, and they should be willing to co-invest time and
resources for the collaboration to gain expected outcomes. On a finishing note, mutual respect
and understanding should be instilled. On the one hand, the MEs must give the students access
to relevant information and stakeholders to provide the best foundation for learning and
developing solutions. On the other hand, students need to respect and appreciate the resources
invested by the MEs and repay them by investing effort and engaging in developing solutions.

SGC processes are established as both extracurricular and co-curricular activities. This,
of course, influences the purpose of the casework and how it is embedded in education and
eventually assessed.

Timely Scaffolding of Educational Activities

Working with live cases places the educator in an active role (Henry, 2020). Live casework
adds the further level of being a ‘unique aggregator of process’ because the feedback, conflict
resolution, knowledge, information retrieval, and so on must be timed with the learning
process of the students’ work and the reality of the MEs. Thus, the casework becomes a form
of temporary organizing (Skade et al., 2020). Transitions or interactions between casework
contexts could, in a similar way to Skade et al.’s (2020) notions of ‘sequencing, freezing, and
merging’ (p. 105), indicate a need to further discuss the temporal practices that the different
stakeholders are undertaking. One perspective could be that interruptions in the casework can
cause higher-level reflection (Cope, 2003), and that situational variability can impose further
learning challenges and synergies.

In Table 5.2, we map the different levels of live casework based on context with the perspec-
tives of involved stakeholders.
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Table 5.2 Levels of live casework based on context

Students Educators Case Case owner HEI and regional
(ME) context
Setting Educational Educational Written or verbal | Business system | Policy and
system system narrative regulation
Resource Sourced as part | Limited accessto | Boundary Provider and Benefits from
context of the learning | resources settings for ‘earner’ of successful
process resources developed casework (PR and
resources and
value
Learning Situated Situated in Boundary ME context,
context between classroom and settings for which may
classroom, feedback sessions | casework involve more
teamwork, stakeholders or | casework over time
and through employees
feedback from
educators and
case owner
Theory Inquiry-driven | Timed and Facts can Implicit Institutional and
theory adoption | contextualized indicate specific | (and maybe managerial logic of
and theory theory theoretical unknown) theory needed for
acquisition presentation contexts needed | theory context, | students, educators,
dependent on for casework which students | and case companies
students, teams, can inform and
and case challenge elaborate
Agency Temporary Temporary Fixed Permanent Peripheral context
organized pedagogically boundary-set professional
learning context | organized practice with or business-
learning context | varied levels of oriented context
interpretation
Context Facilitate Facilitate dialogue | Provide facts Provide access Acknowledge and
role interaction with | between students | and articulate to knowledge support casework
ME guided by and ME; elaborate | expectations, and resources;
educator understanding of | resources, and give formative
case challenge and | contact and summative
theory feedback to
students
Context Acting as Timing of context | Bring clarity Crucial context | Eliminating
challenge context agent pedagogy about task provider barriers to
and boundary casework
settings implementation

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE

METHOD FOR ENTREPRENEURSHIP EDUCATION

Our chapter and analysis address the need in entrepreneurship education to establish
a pedagogical approach for live casework based on pedagogical differentiation and agen-
cy perspectives. Adding the action-oriented and agency-dependent learning conceptu-
alization to this, casework can be seen as a highly interactive form of entrepreneurship
education. No casework can be constituted in solitude or through the actions of a singular
agent, but is dependent on collaboration.

This chapter illustrates the benefits and challenges of live casework where students col-
laborate directly with MEs as opposed to learning designs based on simulation (Pittaway
& Cope, 2007). We have illustrated the parameters that affect the case-based work, roles,
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design, and scaffolding, as well as outlining which aspects contribute to entrepreneurial
learning. This type of casework is open to interpretation, not being based on theoretical
cases with an embedded predefined learning process. This form of casework is challeng-
ing but more engaging because it requires a student-centric (Neergaard et al., 2016, 2021)
and agency (Jones, 2007, 2019) focus among all involved stakeholders. The learning for-
mat is live, three-dimensional, and with flexible boundary settings because the context
dependencies add extra levels of unique context differentiators specific for each case.
The current chapter extends the understanding of casework to include live casework with
companies, specifically MEs. Thus, the approach excludes theoretical casework because
crucial elements of the described learning process are based on active participation, value
creation for external stakeholders, and a high level of collaboration between the partici-
pating students, MEs, and educators. This concordantly places new responsibilities on the
educator because planning a course or a seminar must involve (1) a long-term perspective
towards the course design and process, (2) planning activities, including a high level of
collaboration effort and coordination between the educational institution and the ME, and
(3) team-based support timed and directed to students when needed.

Educators in entrepreneurship education draw upon different pedagogical approaches.
However, these typically universal designs are aimed at generic learning processes. There is
currently a lack of support and guidance for educators in facilitating highly intensive case-
work with external stakeholders. Traditional universities and business schools may have
formal industry collaboration offices, but the pedagogical management of collaboration is
still sparsely evidenced or supported. Therefore, a future focus in both research and devel-
opment must be how to provide educators with the skills to undertake this challenging task.

Specifically for casework, there is a growing need to establish an understanding of the
way context matters to the delivery of case-based work. This type of understanding will
enable a reframing of casework in entrepreneurship education to include a contextually
structured and guided approach to designing education based on casework.

NOTES

1. A micro-enterprise is defined as a company with fewer than 10 employees and an annual turnover below
€2 million.
2. Project title: Scandinavian Growth Creators (SGC): Business development in micro-companies through

co-creation and in-depth learning (Interreg Oresund-Kattegat-Skagerrak Program).
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Using self as case in
teach-the-teacher courses in
entrepreneurship to reflect on
experiences as student and teacher

Mats Westerberg

INTRODUCTION

In this chapter, a novel idea of using self as case in teach-the-teacher educational settings is
brought forward. Teaching those who are already practising teachers, or teacher students at
any level, is a special situation as the impact of the education has both direct and indirect
effects. The potential benefit of the education multiplies as each teacher can reach many new
students in their future teaching. A successfully executed course thus not only fulfils learning
goals for the attending teachers/teacher students, but also lays a foundation for fulfilling learn-
ing goals for their future students. As entrepreneurial education is grounded in experiential
learning, it is crucial that a course for teachers provides experiences that helps the teacher
design their own entrepreneurial course in the future. But it is also important to give tools that
help them teach the course in an entrepreneurial fashion, such as pedagogical strategies for
entrepreneurial education and how to design education for learning and development, deem-
phasizing ‘the sage on the stage’ and favouring ‘the guide on the side’ (cf. Kehoe et al., 2018).

Based on this, such a teach-the-teacher course should contain two types of cases. The first
type is about immersing the teachers in an entrepreneurial process where they experience
first-hand what they want future students to experience. Preferably, these teaching cases
should be possible to apply in their own education with little or no change. The second type
of case concerns cognitively understanding what entrepreneurial education is about and what
teacher skills and competences are needed to teach entrepreneurially. Both types rely on using
the (becoming) teacher’s self as case.

In this chapter, I will display and discuss these cases based on my experiences working with
entrepreneurship-related teach-the-teacher programmes, mainly in Sweden but also in other
parts of Europe. This chapter is most relevant for those engaging in teach-the-teacher courses
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in entrepreneurship, but also for traditional entrepreneurship teachers, as the displayed teach-
ing cases can be applied in their teaching practice or as tools to develop their teaching practice.

The outline of the chapter is as follows. First, I will briefly discuss different forms of
entrepreneurial education stances from traditional entrepreneurship education (focusing on
venture creation) to enterprise education (focusing on development of life skills in any subject)
based on Jones (2019), where both strive to make the student better capable of self-negotiated
action. I will then discuss what I see as conceptual building blocks for entrepreneurship educa-
tion, my approach to using cases, and my positioning as an entrepreneurship educator. Based
on this, I will then present two teaching cases focusing on the student perspective and two
teaching cases focusing on the teacher perspective. Finally, I will conclude by discussing my
experiences when applying these cases in actual teach-the-teacher programmes.

BACKGROUND/FOUNDATIONS AND PEDAGOGICAL
DEVELOPMENT APPROACH

When first mentioned in the literature, entrepreneurship education was framed around busi-
ness and more specifically new venture creation. Over time, non-business aspects have become
more pronounced, where Gibb (1987) has been influential in building the ‘enterprise’ aspect
of entrepreneurship education. As Jones (2019) notes, it is important to know which form of
entrepreneurship education you are involved in—the more transactional entrepreneurship
education where mainly self-selected students work with ventures and business, or the more
transformative enterprise education where any student may experience personal development.
However, regardless of the approach to entrepreneurial education, I hold that the following
five pillars are important building blocks of the education:

® striving towards a growth mindset (Dweck, 2017)

® experiential learning (Dewey, 1938; Kolb, 1984)

® developing entrepreneurial competences alongside subject knowledge (Palmér &
Johansson, 2018; Westerberg, 2020)

® working with real problems and real users—creating real value (Lackéus, 2016)

® striving to develop individuals capable of self-negotiated action (Jones, 2019).

Dweck’s (2017) theory on fixed versus growth mindset is powerful in entrepreneurship educa-
tion as it is about changing focus from performing (looking good) to learning (getting better).
Entrepreneurs constantly have to learn to be able to cope and prosper wherever they are and
regardless if they are striving towards commercial, social, or other goals. This is true for any
entrepreneurial action where uncertainty and ambiguity will be present. Having a mindset that
focuses on development and learning is therefore crucial, and I suggest that all entrepreneurial
educators should strive towards a growth mindset in all they do to create a good foundation
for their educational activities.

‘Learning by doing’ is a well-known phrase linked to experiential learning. However, as
Dewey (1938) noted, experience without reflection will not lead to learning. Many researchers
have thought about this since Dewey’s time, and perhaps Kolb’s (1984) learning cycle is the
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best-known model, where he also includes abstract conceptualization and active experimen-
tation as well as experience and reflection. Regardless of the model, entrepreneurial educators
need to work with both experiences and reflection.

While entrepreneurial education should of course lead to the development of entrepreneur-
ial competences, it is important to understand that entrepreneurial action is always linked to
subject knowledge outside the entrepreneurship domain. By consciously reflecting on these
linkages, it is possible to develop better both entrepreneurial competences and subject knowl-
edge. Palmér and Johansson (2018) found in their study that entrepreneurial competences (e.g.
tolerance for ambiguity) were key to developing problem-solving skills in mathematics. If the
educator can help the student see the link between improved entrepreneurial competences and
improved subject skills, this can boost learning.

One important feature of entrepreneurship is to create value. It is the essence of why entre-
preneurship exists. Entrepreneurial action has the potential to create value—and this makes it
highly motivational. Experiencing your actions creating value for others makes them mean-
ingful and drives intrinsic motivation. Therefore, the educator should facilitate value creation
and help the student see how they create value for others.

When focusing on lifelong learning and development, by engaging in real problems and
real users, and through constantly applying action and reflection, leading to value creation and
developing both entrepreneurial and subject-specific competences, the individual will—over
time—be more and more capable of self-negotiated action (Jones, 2019). Such an individual
will be able to lead a good life at the same time as being highly influential in developing a better
society.

Turning to the use of cases, I found very few instances of this self case study approach in the
literature, where it is mainly used in therapy training (e.g. Fraser & Wilson, 2010). Although
Fraser and Wilson state that ‘Self-case study is recommended as a potentially effective educa-
tion strategy’ (p. 107), it seems this has not been investigated in any education field. Naturally,
I concur that the approach has potential, and I hope we will see studies of its effectiveness
in the future. Using stories of teachers’ lived experiences is not new in the literature, where
Jones (2015) and Hannon (2018) are two good examples relating to entrepreneurial educa-
tors. Understanding yourself well is always important when teaching, but perhaps more so
when being involved in entrepreneurial education. As Hannon notes, ‘Change should start
within and the reimagining of one’s self-identity can become a powerful tool in aligning one’s
inner beliefs about who we think we are with what we think we should do and why’ (p. 703).
Understanding ourselves as educators and how we are (and are not) entrepreneurial may be
important tools when we teach.

As Hégg and Gabrielsson (2020) point out in their recent literature review of the pedagogy
in entrepreneurship education, it has shifted focus from being teacher-centred at the start
(1980s), through process-centred in the 1990s, and context-centred in the 2000s, to being
learner-centred from about 2010. Although my focus in this chapter is the teacher, the teacher
is a facilitator, and by engaging in the proposed cases, the teacher will be better equipped to
provide education that is effective for the learner—that is, a learner-centred approach. In Lahn
and Erikson’s (2016) framework, my approach is partly experienced based and partly design
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based as I like reflection to be as authentic as possible and to lead to the teacher better design-
ing their future education.

DESCRIPTION OF THE APPROACH AND TEACHING
MOMENTS

The Cases: Part 1 (Student-Centred)

Here, the teacher student uses themself as a case through a task in which they are immersed in
an experiential learning situation. By reflecting on (entrepreneurial) action they have taken, it
is possible to become aware of the potential development of entrepreneurial competences. In
the first example, it is based on reflecting on real-time action, while in the second it is based on
retrospective reflection on action taken in the past. Both help the teacher student to recognize
learning and development situations they later want their students to experience.

By using thelearning platform LoopMe (www.loopme.io; see Lackéus & Williams Middleton,
2018) for reporting, it will be easier to capture which entrepreneurial competences are evoked/
trained through the system of tags alongside the reflective report in both the below cases.

Case example 1: micro-challenges—act entrepreneurially in an everyday
situation and reflect on the experience
The purpose of a micro-challenge is to put the student in a situation where entrepreneurial
competences are likely to be evoked. This is done by constructing a task that leads to action,
lived experience, and reflection. The task should be linked to everyday activities so it can be
carried out as part of daily life. Ideally, the task should challenge the person to do something
that is not fully in their comfort zone. But at the same time, it should be something that is
‘ordinary’. If possible, it should be linked to the subject area that the course is about. The
student then reports by describing what was done and reflecting on the action and related sit-
uations. The reflection is guided by instructions that help the student see which competences
are evoked.

Examples of tasks:

® taking an initiative for positive change
® giving developmental feedback to someone at work/home.

Case example 2: taking control of my entrepreneurial competence
development journey

In this task, the student is asked to map their development trajectory and find instances where
they acted entrepreneurially. The number of instances can vary, but it should be more than
three (so a development trajectory can be discussed) and fewer than seven (to make it manage-
able). For each instance, they should report when it occurred, the situation, what they did, and
how they see the action in the situation as entrepreneurial. They should also reflect on all the
instances as a whole. Was any learning/development related to entrepreneurial competences
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over time? Do they see progression of their entrepreneurial competences, or are the entrepre-
neurial instances more like anomalies in an otherwise non-entrepreneurial process?

The Cases: Part 2 (Educator-Centred)

Here, the cases revolve around the teacher student as an educator. By using themself in the
role of entrepreneurship educator as a case, the knowledge can be contextualized to the cir-
cumstances of the individual yet general enough to be valuable for fellow student teachers to
discuss during the course. As indicated earlier, even though the educator is at the centre for the
following two cases, the goal is to provide better education from a learner-centred perspective.

Case example 3: my pedagogical principles—based on the five pillars,
develop actionable principles for your own teaching

I call these my pedagogical principles—others might call them their teaching manifesto or edu-
cational philosophy. Regardless of their name, they are a collection of statements about impor-
tant aspects in your teaching practice. For me, this is like a mission statement as a teacher.
Much like the mission statement of an organization, it should describe what is important in
your practice as educator and of course reflect what you actually do with students. I always
share my pedagogical principles at the start of every course and they are currently as follows:

v’ Learning supersedes control (I focus activities on learning rather than control to adhere
more to Dweck’s growth mindset).

v/ Creativity and initiatives are sought and appreciated (gives autonomy and supplies
learning opportunities for both teachers and students).

v/ Students and teachers share responsibility for making the course a success (true partici-
pation increases motivation and ability to track own learning).

v/ Students are allowed to fail—and thus able to perform excellently (point to the obvious—
where there are no mistakes, learning is lacking).

v Let’s learn and have fun together (hard work without enjoyment is an impossible com-
bination in the long run).

I also supply a number of other examples for the student teachers to be inspired by but empha-
size that it is important they come up with their own principles. In the process to come up with
these, I use peer coaching, seminars, and a final written hand-in. The goal is to come up with
pedagogical principles that:

® are easy to understand for students

® can be logically linked to better conditions for entrepreneurial education (by adhering to
the five proposed pillars)

® have a personal connection to the student teacher.

Case example 4: designing for learning—applying Dweck’s growth mindset
in your teaching space

If you want to create good conditions for learning and development, where both positive and
negative experiences can be used in the process, it is important to play down innate traits and
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focus on capabilities that can be trained, such as entrepreneurial competences. I have found
Dweck’s (2017) work on mindsets to be a good starting point for this. By outlining central parts
of Dweck’s research, such as showing that the way you see yourself as having either innate or
learned qualities affects how you take on life, it becomes evident that the growth mindset,
where learning and development is in focus, is to be strived for. I often confess to students that
I have not been displaying a growth mindset in all situations to make them understand that
most, if not all, people struggle with this.

When working with Dweck’s theory on mindset with teacher students, the focus is to make
them see their teaching situation as a case, and the goal is to maximize learning and develop-
ment for their future students. By pondering some questions individually and in small groups,
they can come up with strategies for how to make this happen in their situation. Sample
questions:

® How can I/we create circumstances in my teaching that help students apply a growth
mindset?

® How can I/we design tasks so that students learn as much as possible when doing them?

® How can I/we design education so that mistakes are valued and not hidden?

DISCUSSION

I will discuss my experiences using three themes: (1) the power of using yourself as case, (2)
action and reflection are central for learning and development, and (3) good is the enemy of
getting better.

The Power of Using Yourself as Case

We normally think of ‘cases’ as examples external to ourselves and also ‘alien’ in relation to
the world we live in. As discussed in Chapter 1 of this book, this can make them less useful
for teaching purposes. I propose in this chapter that each (student) teacher uses themself
as a case and argue that this can be helpful, especially when working with experience-based
education. Instead of trying to understand actors in a traditional case, it becomes a matter of
understanding yourself in relation to a stimulus—often your own action. In the example of
micro-challenges, it is about tapping into thoughts and feelings evoked by the action taken,
and this can be a powerful learning situation. Looking at yourself as you are doing something
entrepreneurial helps you become more familiar with the entrepreneurial self and gradually
more at ease in these situations. Here, feedback can be important to adjust the challenge level.
For instance, for the micro-challenge ‘taking an initiative for positive change’, some students
already take too much initiative in their lives, sometimes curbing other people’s initiative,
while others need to step up and take more initiative. By doing so, the learning becomes even
more tailored to the individual.

Another advantage of using the individual as case is that the lived experience can be acti-
vated and used for learning and development, as in case example 2. Here, by evoking memories
of entrepreneurial action in the past, students can reflect on their journey and see a progression
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over time, helping them understand that entrepreneurial action can be learned. My experience
when working with this is that students become empowered as they see themselves capable of
more and more entrepreneurial action over time. Even when students are sceptical about their
entrepreneurial competence development over time, they feel good about the instances when
they acted entrepreneurially and want to become more entrepreneurial. In these cases, I pay
extra attention to providing developmental feedback on micro-challenges (which I always
include as part of a course). It can be about encouraging the student and making sure the
student notices all the entrepreneurial competences they have applied.

Action and Reflection are Central for Learning and Development

Even though entrepreneurship undoubtedly is action-oriented and action should be a major
part of any entrepreneurial education, action alone is not enough. Without reflection, the
action taken has little or no value for learning and development. Still, it is my experience
that educators spend too much time and effort on action and too little time and effort on
reflection—both for themselves and when working with students. Hdgg (2018) shows that
a shift towards more reflection makes students in entrepreneurship education perform better.
Therefore, getting in the habit of reflecting is something I try to promote in my courses,
especially in the train-the-trainer courses, as these can become role models for many other
students. All four cases described above involve reflection as an important part. I have found
that teachers who have a stronger experience from the first type of case become more engaged
when working with the second type. This reinforces my view that it is vital for future entrepre-
neurship educators to have deep and meaningful entrepreneurial experiences themselves. This
likely motivates them to think more deeply and to work harder to let their students experience
something similar.

Thus, there seems to be a strong interrelation between the two types of cases, and to have
the best possible outcome, a future teacher needs to be able to reflect well on both direct
entrepreneurial experience and how they can facilitate this for their future students. Apart
from reflecting on formal assignments, I also let students regularly reflect on their learning
in relation to learning events (such as workshops or seminars) or let them reflect weekly/
biweekly on events that occurred during the week(s) in relation to the course. The quality of
the reflection normally becomes better the more reflections the student has done. I normally
give feedback on all reflections and end my feedback with a reflective question that sometimes
leads to a reflective dialogue between me and the student. In course evaluations, students often
highlight reflections as an important take-away that they will continue with.

Good is the Enemy of Getting Better

It is not strange that most people, students included, want to look good in social situations.
However, this is not good if we are working to get better, learn, and develop. Then we also
need to look bad and make mistakes. It is easy to logically show that without mistakes, there
will be no learning—especially in experience-based education and definitely in entrepreneurial
education. However, accomplishing this in practice is hard and something the educator needs
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to work with constantly. As indicated when describing the fourth case about designing for
learning, I often start my courses by confessing how I have cheated and not focused on learn-
ing in some situations in my earlier life. I do that to show vulnerability and to point out that
in some situations, almost all would try to cheat and pay no attention to learning and develop-
ment. Therefore, we need to create situations where learning and development come naturally.
In addition, we need to reflect constantly on whether we can further improve the situation
for learning and development. The last two cases are designed to make the entrepreneurial
teacher-to-be more conscious of the circumstances they create for their future students. With
pedagogical principles that support the five pillars and an educational design that promotes
learning and development, the prospective entrepreneurial teacher will be much more likely
to succeed.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

A student using themself as case in entrepreneurship courses is a powerful—yet
inexpensive—way to develop understanding about any student’s entrepreneurial self. By
devising tasks that put the student into entrepreneurial action or tap into experiences of
earlier entrepreneurial action, then asking them to reflect on their action in relation to
entrepreneurial competences, it is possible for students to make sense of their entrepre-
neurial experiences. As these experiences are either linked to normal everyday situations
or part of their past, it is possible to work with this in any type of education and without
any preparation.

For students becoming teachers, it is also important to work with themselves as cases
of future educators and to devise tools that help them design their education in a way that
promotes entrepreneurial competences in their students. By developing their own peda-
gogical principles based on the five pillars of entrepreneurship education and designing
the education for learning and development, they improve their chances of success.

The main tool when working with the student as case is reflection. When done prop-
erly, reflection transforms action into learning. Simply by focusing somewhat more on
reflection among both teachers and students, we may see much more learning instead of
non-reflected action that may or may not be successful. Especially in entrepreneurship ed-
ucation, where ambiguity and uncertainty are rife, action without reflection is likely to lead
astray, while careful reflection on action is likely to promote learning and development.

However, perhaps the most important part of entrepreneurship education is to design
so that learning and development can take place. Without careful thought about how to
design so that mistakes and struggles are normal and welcome in the process, we may
have an education that is not entrepreneurial at all.
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Teaching together in
entrepreneurship education: live
case method

Sanna llonen and Ulla Hytti

INTRODUCTION

The working environment for entrepreneurship educators in higher education is challenging
as educators are asked to maintain an experiential, entrepreneurial climate (Solomon, 2007)
and simultaneously to work with heterogenous students from multidisciplinary backgrounds
(Huang-Saad et al., 2020; Pardede, 2015). Live cases in particular represent the challenge of
addressing and working with real problems in real time. Team teaching is seen as an effective
way to alleviate related challenges. It is a situation where two or more instructors collaborate to
design, implement, and evaluate a certain course or courses (see Anderson & Speck, 1998), and
it has become common practice in entrepreneurship education. However, it is still presented
as an innovative method which differentiates from ‘standard practice’ involving one teacher
responsible for a particular course or module (Carpenter et al., 2007; Minett-Smith & Davis,
2020; Murata, 2002). The interest in and push towards team teaching in several disciplines
in higher education reflects an increasingly strong, multidisciplinary demand for effective
learning and cooperation across higher education institutions (HEIs) in multiple locations
(Minett-Smith & Davis, 2020).

Previous research has shown that team teaching brings several benefits. For educators,
team teaching can provide increased emotional and professional support and learning, and
decreased workload (Baeten & Simons, 2014; Helms et al., 2005). Challenges are related to
compatibility issues of team teachers, power relations, and increased workload among others
(Anderson & Speck, 1998; Helms et al., 2005). For students, team teaching increases the amount
of support and provides better learning outcomes (Baeten & Simons, 2014). Particularly in
entrepreneurship education, team teaching can help students to deal with uncertainty, com-
plexity, and ambiguity included in education (Etivick et al., 2003; Kindle, 2007; Richardson &
Hynes, 2008). This is particularly pertinent when using the live case method. Further, team
teaching is an opportunity for students to observe teamwork and decision-making in working
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life (Helms et al.,, 2005). Unfortunately, team teaching in entrepreneurship education has
remained largely unaddressed by scholars. Overall, we should know more about educators’
perspectives on teaching and learning (Hannon, 2018; Neck & Corbett, 2018) and establish
practices to share the know-how and educational experiences of entrepreneurship educators
(Dominik & Banerji, 2019; Lee et al., 2018).

We address these needs by presenting a conceptual narrative of the benefits and challenges
of interactive team teaching when applying the live case method in higher education. We ask,
‘What are the benefits and challenges of interactive team teaching when applying the live case
method in entrepreneurship education? This chapter proceeds as follows. First, we discuss our
foundations: a live case of a Finnish higher education start-up course that has been organized
in collaboration with educators from multiple HEIs. Next, we present the pedagogical develop-
ment approach—the team teaching setting. Consequently, the benefits and challenges of team
teaching are discussed with empirical illustrations of experiences from two team teachers,
Johnny and Danny. We conclude by suggesting good practices for enhancing team teaching
and avoiding pitfalls. The chapter particularly targets entrepreneurship educators and scholars
interested in and/or encouraged towards team teaching when the live case method is applied
in higher education.

FOUNDATIONS: START-UP COURSE AS A LIVE CASE

The case method is often applied in business education as it effectively builds capacity for
critical thinking and allows students to experience problems that organizations face (Lincoln,
2006) by making learning fun (Bruner et al, 1999). The traditional case method—that is,
the textbook case method—often involves students going through the case material and
then the material being discussed jointly in class and/or written analysis being conducted.
However, the traditional case method has multiple constraints. Students might experience
motivational issues to solve someone else’s problem by looking through an unclear rear-view
mirror (Lincoln, 2006). Moreover, dated and/or disguised cases do not appeal to students. To
provide meaningful learning experiences, students should be able to work in real time with real
problems, information, and individuals (Lincoln, 2006). As a form of experiential learning, the
live case method allows students to work on an actual business issue and become immersed
in a real organizational environment (Culpin & Scott, 2012; Gentry, 1990). Traditionally,
live cases involve an entrepreneur coming to class, presenting a real problem, and solving it
jointly with the students in real time (Rashford & de Figueiredo, 2011), or students conduct
a project for an organization (Elam & Spotts, 2004; Lincoln, 2006). We suggest that venture
creation courses provide a unique setting for applying the live case method (see Binks et al.,
2006). In these courses, students experience entrepreneurship themselves (see Lincoln, 2006;
Rasmussen & Serheim, 2006). They have a unique opportunity to solve their own problems,
instead of solving the problems of others, and to be responsible for the decisions made.

This chapter presents a live case from a start-up course, where the students set up businesses
that operate in real markets. The method allows the students to learn by solving problems
they face in their own start-ups. The bachelor-level course is organized jointly between three
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HEIs comprising a scientific university and two universities of applied sciences. The educators
represent all the participating institutions. The non-compulsory course is part of a national
Junior Achievement Young Enterprise programme. The learning outcomes focus on support-
ing and providing students with hands-on entrepreneurship experience in ideation, validation,
launching, and running a new business venture in multidisciplinary teams. During the course,
the students also train their innovation, teamwork, project management, and communication
skills. This 10 European Credit Transfer and Accumulation System (ECTS)-graded interven-
tion takes place over 18 weeks. In all, the intervention follows a common format in venture
creation courses (see Rasmussen & Serheim, 2006).

In the course, students participate in exercises, assisting the start-up process. The exercises
comprise different kinds of activities such as idea generation and testing, business model gen-
eration and validation, and pitching and marketing the idea. The solutions and their outcomes
are decided by the students, and the related learning experiences and solutions are discussed
and pondered jointly in the meetings. The meeting themes are presented in Table 7A.1 in the
Appendix.

PEDAGOGICAL DEVELOPMENT APPROACH: TEAM
TEACHING

The live case method relies solely on team teaching, and its benefits and challenges are illus-
trated in this chapter by discussing benefits and challenges from the literature and offering
empirical insights from interviews with two of the educators, Johnny and Danny, who were
willing to share their experiences of running the course with the live case method in Finland.
They were interviewed using semi-structured interviews. They were selected on the grounds
of their availability and willingness to participate, as well as their authority in running this
well-known course. The interviews encompassed the informants” backgrounds, their descrip-
tions of the live case/course, and their related experiences in teaching. Johnny and Danny
were interviewed separately in their native language by one of the authors of this chapter. The
interviews lasted from 45 to 90 minutes, and each was recorded and transcribed. After that, the
discussed benefits and challenges of team teaching were analysed deductively.

In practice, team teaching can be organized in multiple ways: interactively, participatorily,
or in parallel (see White et al., 1998). In interactive team teaching, teachers are actively present
in class at the same time, and all contribute to the teaching. In participatory team teaching, all
participate, but each teacher presents the material independently with little or no intervention
from others. In parallel team teaching, each educator teaches only those sessions assigned to
them. In this course, the format is interactive team teaching. Interactive team teaching brings
the most benefits for the students but, at the same time, it is the most complex form of team
teaching as the educators share the same teaching space and are required to interact and be in
dialogue with each other (see White et al., 1998).

Johnny had been involved in the course for 5 years. He had worked as a business researcher
for the past 15 years, but the course was one of his very first teaching experiences. Johnny said
that it was ‘a pure accident’ that he was running this course. He had noticed the existence of
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this increasingly popular course, and when the previous course educator suggested rotation, he
was ready to step in with his colleague. Johnny remembered that it was very exciting to start as
an educator in the course. He had no pedagogical training or qualifications to back his work.
Danny, on the other hand, was a new educator on the course. He had worked as a lecturer in
the field of art for the past 11 years at a university of applied sciences and thus possessed exten-
sive teaching experience. Danny had been involved in some entrepreneurship activities at his
institution and thus considered himself a natural choice to run the course. He had completed
pedagogical qualifications. Therefore, in theory, Johnny and Danny complemented each
other nicely as they had differing experiences and complementary expert areas, as they came
from different disciplines, but entrepreneurship seemed to be an interest for them both (see
Letterman & Dugan, 2004). In addition, as they came from different institutions, they bene-
fited from access to diverse types of expertise and resources in their contexts and networks (see
Crawford & Jenkins, 2018).

DESCRIPTION OF TEACHING MOMENTS: IDENTIFIED
TEAM TEACHING BENEFITS AND CHALLENGES

Benefits of Team Teaching

At the institutional level, team teaching might be a way to manage and optimize teaching
resources (Buckley, 1999). Indeed, Johnny mentioned that the starting point of team teaching
was the idea that every involved HEI also provided teaching resources to support the course.
Hereby, team teaching is about fair use of resources. Yet for Johnny and teachers in general,
this may not be a very important benefit. Baeten and Simons (2014) found that the key benefits
for educators were increased emotional and professional support, the possibility of dialogue,
professional growth, and personal growth. In line with this, Johnny said that for him, it
was very inspiring and rewarding to work with colleagues from other disciplines and HEIs.
Particularly at the beginning of the course, he felt energized because of his colleagues. Further,
Davis (1995) suggested that team teaching is a response to the isolation that many academics
experience.

For novice educators, team teaching may provide possibilities for decreased workload,
learning gains, and increased collaboration (Baeten & Simons, 2014). This was the case for
Danny. He admitted that in the beginning, his key motivation to join the teaching team was
learning: ‘T wanted to learn how to run this type of an entrepreneurship course.” Further, he
said that it was a relief to be able to rely on others’ expertise as a new educator. His coping
strategy was to follow Johnny’s ‘footsteps’ whenever possible. Concretely, this meant that he
let Johnny take decisions regarding what happened in the course and copied his practices.
Johnny also said that when he was a novice in this course, he relied on his more seasoned team
teachers: ‘For the first year, I considered myself more as a course assistant than as an educator.
I did minor tasks here and there, but was more focused on observation and learning.’

In the beginning, the novice educator Danny was not familiar or comfortable with the
pedagogical approach (Shibley, 2006). Johnny encouraged the student teams to find their
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own unique way of doing, ‘to find their own path’, as he said. This means that the educators
only roughly structured the course and each meeting around the day’s theme. For Danny, this
came as ‘a shock’. This approach was new to him as he was used to careful planning. However,
Danny acknowledged that the benefit of this approach was that it brought students closer to
the practice of entrepreneurship by providing a real-life entrepreneurial experience, particu-
larly important when applying a live case. Danny asserted that, for him, adaptation required
‘throwing myself into the process, similar to the students’.

Danny explained that participating in the team teaching had been a beneficial experience
as it changed his whole attitude towards entrepreneurship. In the beginning, he had a narrow
idea that the students joined the course to become entrepreneurs, informed by his background
in the arts. However, when he had the opportunity to observe the students and discuss with
other educators, he started thinking that the course, and entrepreneurship education in
general, produced a vast amount of working-life skills which were important regardless of
career choice.

Challenges of Team Teaching

Besides benefits, team teaching can have disadvantages both for educators and students. We
identify challenges, particularly in the middle and at the end of the course. Letterman and
Dugan (2004) discussed that conflicts among teaching team members can arise if the roles and
responsibilities of the educators are unclear or not agreed upon by all the educators. According
to the interviewees, the course relying on the live case method seemed to rest on the shoulders
of the more experienced educators, including Johnny. In addition, newcomer Danny felt that
he was ‘a bit lost’. However, because of the power relations, he felt neither allowed nor able
to intervene too extensively in the course (see Minett-Smith & Davis, 2020). Concretely, this
meant that Johnny decided everything.

Scholars recognize that a lack of compatibility challenges team teaching (Anderson &
Speck, 1998; Baeten & Simons, 2014). According to Anderson and Speck (1998), educators’
compatibility does not refer to conformity of teaching styles but to how these teaching styles
fit together and whether educators share the same vision. Regarding pedagogical differences,
Danny brought up the role of planning: he would have been happy if there was more planning.
The structure, content, and goal were not completely clear to him, making it difficult for him
to contribute in the best way possible. It might be that time was not spent on planning because
everything was clear to Johnny, who did not realize the need from the perspective of Danny.
Moreover, as Johnny and Danny were used to different pedagogical approaches, Danny won-
dered whether he would need to compromise too much:

Team teaching is about compromising. As there are many educators involved, there is
a need to find an acceptable solution for all. However, this acceptable solution rarely is
an optimal solution for anyone. This is even emphasized in this course where we [the
educators] come from different disciplines and institutions. This [compromising] can even
hinder student learning, I think.
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Davis (1995) showed how by engaging in team teaching, teachers lose their individual auton-
omy and control: an educator must rely on their co-educator contributing as agreed. Johnny
explained that every year, he became frustrated with his co-educators, which decreased his
energy levels. He felt that not all in the team were equally invested in developing and contrib-
uting. He discussed how communication was key to mutual trust, fair work distribution, and
solving conflicts. Johnny admitted that he had been unsuccessful in communication himself
and felt there was room for improvement. He said that in team teaching, it was easy to lose
your nerve if there were tensions bubbling under the surface regarding, for instance, work
distribution or pedagogical ideas. He admitted, ‘A couple of times I wondered whether I had
gone too far in “my sayings” and lost professional relationships with my co-educators’.

DISCUSSION

The venture creation course is a unique form of the live case method as entrepreneurship
students can solve issues that concern their own ventures instead of solving problems for
others. This highlights the role of uncertainty, complexity, and ambiguity included in entre-
preneurship education (see Etivick et al., 2003). Luckily, team teaching can reduce these issues
as educators from different fields with diverse expertise can mentor and guide students in
their decisions. The aim of this chapter is to discuss the benefits and challenges of interactive
team teaching when applying the live case method from the educator’s perspective (Hannon,
2018; Neck & Corbett, 2018). Given the potential benefits but complex challenges involved in
team teaching, it is important to share and develop our expertise in this domain (Dominik &
Banerji, 2019; Lee et al., 2018). All the identified benefits and challenges of interactive team
teaching when applying the live case method in entrepreneurship education are presented in
Table 7.1.

Table 7.1 Benefits and challenges of interactive team teaching

Benefits for educators

Challenges for educators

« Possibility of increased inspiration and motivation
when working with new people

« Reduced isolation

« Decreased workload

« Learning gains; easier to run an intervention and

« Unbalanced responsibilities and roles

« Unclear responsibilities and roles

o Free-riding

« Confronting pedagogical approaches; compromising
« Conflicts; disappointment

try out new methods for the first time when a more
seasoned educator is on board

« Dare to try out new things and move out of comfort
zones

Welearned that, particularly in the beginning, team teaching can stoke enthusiasm and reduce
educators’ feelings of isolation. This is echoed by Letterman and Dugan (2004), who discussed
how team teaching can contribute to diversity among educators who come from different
ethnic, racial, and cultural backgrounds, as well as from different disciplines. This allows learn-
ing possibilities for educators as well as for students. Helms and colleagues stated that team
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teaching may reduce ‘silos’ of educators coming from different functional areas or disciplines
(Helms et al., 2005).

Team teaching can also encourage educators to try new things and step out of their comfort
zone. Pedagogical approaches, courses, and methods can be designed differently than an
educator would have done alone. Here, team teaching provides possibilities for increased
support, interesting and varying teaching and learning activities, and learning gains for the
students (Baeten & Simons, 2014; Benjamin, 2000). For novice teachers, this is an important
resource, but more seasoned teachers can also receive refreshing ideas through team teaching.
We learned that team teaching can help teachers to engage in more philosophical discussions
than the usual discourse over class materials (Letterman & Dugan, 2004). These discussions
offer unique learning possibilities for both educators and students.

We were able to identify diverse challenges of team teaching when the course proceeded.
Team teaching means shifting from a position of managing oneself to managing and operating
as a team (Minett-Smith & Davis, 2020). One clear mistake was that time was allocated based
on the seasoned educator’s needs, which meant obscurity for the novice teacher. This shows
that in comparison to solo teaching, team teaching may increase the workload, particularly in
the planning stages, as it requires time and imagination from the educators involved (Davis,
1995; Shibley, 2006). When insufficient time was allocated to planning, the educators did not
share the same vision about the course (Anderson & Speck, 1998). This confusion and lack
of time may have also hindered students’ learning, as they were not receiving consistent and
coherent communication from all their teachers.

Educators might have similar roles and responsibilities to begin with, but practice might
show that more seasoned educators rule out the novices who are afraid to suggest new ideas
(see Minett-Smith & Davis, 2020). This is not beneficial for anybody as it may be interpreted
as passivity, which in turn can cause tensions or even conflicts among the team teachers. In
our case context, this meant that the complementary skills of the educators were not used
effectively. Also, the more seasoned educator became frustrated and disappointed with the
‘free-riding’ of other team members.

In conclusion, team teaching offers an opportunity for complementary skills and expe-
riences, and provides enthusiasm and inspiration, as well as an opportunity for educators’
learning, with the potential for improved quality of entrepreneurship education for students.
Team teaching can also encourage trying out new pedagogical methods and approaches. These
are clearly beneficial when working with live cases where teaching cannot be fully planned.
However, it is challenging to take advantage of different types of expertise and backgrounds
in team teaching, which are important for educational development. Doing so also requires
the team to question as well as compromise on their existing practices (see Farny et al., 2016).
It is important to remember that team teaching is a learning process, which allows iteration
(Shibley, 2006). It is helpful if the same team continues multiple rotations and engages in open
discussions to solve problems and develop existing practices further.
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IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

Our chapter has clear implications for educators and decision-makers within HEls. There
is an urgent need to put more effort into the education of team teachers, becoming aware
of the benefits and challenges involved, particularly in using tools to get the best out of
team teaching.

By identifying the educational experiences of entrepreneurship educators (Dominik &
Banerji, 2019; Lee et al., 2018), we discovered a grassroots-level apprenticeship as a con-
crete practice for developing team teaching in entrepreneurship education when applying
the live case method. Teaching teams could be formed in a way where a novice is accom-
panied by a more seasoned educator. Moreover, team teachers could jointly decide on
novice-mentor roles in the team. Hence, the novice could learn and take responsibility
for minor tasks during the first rotation and take a bigger role in forthcoming rotations.
This could alleviate some worries that novices might have when joining a new course that
involves solving problems in real time. This benefit is particularly important if one has rel-
atively little teaching experience or comes from a different discipline, possessing limited
understanding about entrepreneurship (see Gibb, 2011; Kabongo & McCaskey, 2011). It is
also always important to understand and discuss one’s role as a team teacher. As in every
team, it helps to develop strengths and manage weaknesses in a way that contributes to
and improves the team (see Belbin et al., 1976). As team teaching is a learning process,
which allows iteration (Shibley, 2006), it would be beneficial for educators to be part of the
teaching team for several rotations.

Further, resources and time for planning are often allocated based on the needs of the
more seasoned educators. However, we argue that it would be beneficial to conduct the al-
location based on the needs of novice educators. This would ensure that novice educators
are also on track and understand what is going on in the course, providing them with the
opportunity to contribute as much as possible. This would also be beneficial for student
learning. Overall, time is an important element in efficient team teaching, and it can be
enhanced by allocating enough time for open discussion, not only in the beginning, in the
planning stage, but also at regular intervals as the issues tend to arise when the course
proceeds. For example, there could be time for reflection among team teachers before and
after each session. Open discussion is also a way to avoid potential conflicts and disap-
pointments. It might be beneficial to develop a scheme for reflection to allow feelings and
concerns to be voiced.
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APPENDIX 7A1

Table 7A.1 Descriptions of the meeting themes and tasks

Meeting Theme Description of task(s)

session

1 Boot camp, 8 hours Teaming, initial ideation, elements of business model
canvas

2 Canvas and validation plans Discussion on business model canvas and idea validation

3 Validated problem/solution Discussion regarding problem-solution testing and its
outcomes

4 Pitching Keynote on pitching and pitching exercises

5 Demo and pitching day Presenting and receiving comments on wire-frame
models, pitching

6 Pitching competition Pitching exercises, pitching competition among other
teams in the course

7 Competitors and business numbers Discussion on key competitors, Excel exercise regarding
business numbers

8 Channels (social media, marketing, Keynote on press release and press release exercise,

press release) discussion on social media and possible marketing

channels

9 Canvas, validated problem/solution and | Discussion on updated business model canvas, updated

demo day problem-solution testing, and presentation of updated

wire-frame models

10 Pitching Pitching exercises, pitching competition among other
teams in the course

11 National finals pitching competition National pitching competition
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The moral perils when positioning
student entrepreneurs in real-life
contexts: balancing the nature-
nurture of educative live case
experience

Gustav Hagg

INTRODUCTION

The present chapter focuses on moral dilemmas that are an implicit part of entrepreneurial
action. From a historical perspective, the entrepreneur has been given multiple narratives, such
as the undertaker, as well as the individual who takes on risk or uncertainty (Landstrém, 2020),
but they have also been viewed from a darker side (Kets De Vries, 1985) as being someone who
pushes the boundaries of what is morally acceptable (Baumol, 1996; Bryant, 2009). However,
morality in connection with entrepreneurship is a marginalized issue in entrepreneurship
research in general (Ahsan, 2020; Brenkert, 2009; Buchholz & Rosenthal, 2005) and even
more so in entrepreneurial education research (Lourenco et al., 2015; Toledano & Karanda,
2017). In contemporary entrepreneurial society, where the idea of the enterprising individual
prevails (Anderson & Smith, 2007; Down, 2009), the moral underpinning of how to act and
for what reasons has become a more pertinent question, especially as the responsibilities of
the entrepreneur have come under scrutiny because of the increased inequalities in societies,
automatization, and the innovative algorithmic interplay between platform owners and service
providers (Piketty, 2014; Woodcock, 2020), where boundaries have become blurred (Higg &
Kurczewska, 2021).

It is important to take the moral question into the educational setting and the experiential
context in which entrepreneurship education rests (Fayolle, 2013; Higg & Kurczewska, 2020b)
because of the contextual changes in learning that we can see today (Roberts, 2015; Thomassen
et al,, 2019). Moving back in time, the moral associations with education from a progressive
and experiential point of view are clear where educational outcomes were aligned with intel-
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ligent (moral) action to develop democratic citizens (Dewey, 1916). However, the contem-
porary push for experiential education that we see in entrepreneurship by tearing down the
walls of academia, often through addressing contemporary challenges such as sustainability,
societal causes, and corporate social responsibility (CSR) practices, does not adequately
address fundamental ethical and moral questions to balance marketization and the realization
of the politically made caricature of the enterprising self who makes investments in the self to
stay competitive (Amable, 2011; Ball & Olmedo, 2013; Héigg & Schoélin, 2018; Lemke, 2001).
The call for a moral discourse in relation to action orientation is fairly straightforward, but
has lagged behind because of a rather swift shift from a lecture- and teacher-based educational
practice to our contemporary learner-oriented approach (Robinson et al., 2016). The moral
underpinning of the why of learning activities (I am not addressing the content as that is
beyond the scope of this chapter) was not a priority in the traditional teacher-based classroom
as there was little concern that learning activities might produce unwanted or unexpected
negative side effects. Instead, there was a behaviouristic focus on getting all students above
a threshold of knowledge through structured, lecture-based classes (I am here making a very
general argument as I will not provide a historical account of all types of behaviouristic teach-
ing). However, multiple layers of complexity emerge when the walls of the classroom disappear
and when nurturing facilitation is combined with a natural tendency to act and explore one’s
surroundings, something facilitators must consider when implementing real-life activities.

In line with the call made in the book, the purpose of this chapter is to address the potential
moral and ethical dilemmas that might occur when activating young emerging adults using
action-oriented entrepreneurial tools in a ‘real’ entrepreneurial context, where pushing the
boundaries is part of the game. To balance this boundary push, I argue that a main counter-
weight can be found in the field of moral philosophy, more specifically in relation to the dualist
viewpoint of Kantian duty-based ethics (deontology) and consequentialist ethics (teleology).
In entrepreneurship research, the main ties to ethics have been made to virtue ethics and the
guiding role of prudence, where entrepreneurs continually balance between right and wrong
(e.g. Brenkert, 2009; Johannisson, 2016). However, virtue ethics from an Aristotelian view-
point is adequate when looking back on a life of deeds or when planning for a potential ideal
outcome of an educational process to foster prudent individuals. But when having a shorter
learning activity or module in entrepreneurship, the overarching goal of becoming prudent
might not be achievable because of the restrictions in terms of time.

Therefore, I argue for the implementation of a dualist ethical standpoint of deontology and
teleology in the context of engaging student entrepreneurs, especially in live cases that are
timebound and constitute specific activities within a broader learning process. When student
entrepreneurs engage in highly competitive upfront entrepreneurial activities, it is essential to
provide them with a moral compass as such activities can distract even the most thoughtful
decision-maker and more so the novice learner. Hence, as a reflective process when struc-
turing and orchestrating the use of real-life cases or when pushing students to learn through
entrepreneurial experiences, it is just as important to acknowledge the moral underpinnings
of both the intentions and the consequences of the acts as the entrepreneurial insights gained
from the act itself.
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BACKGROUND

From a historical perspective, morality has always been closely connected to the education of
future generations of citizens (Buzzelli & Johnston, 2001). A main argument put forward by
Dewey (1916) clearly addresses the moral underpinnings of the why of education, aiming to
develop citizens capable of intelligent (i.e. moral) action, which Rodgers (2002) sees in line
with Dewey as an aim where individuals become capable of making moral and socially justified
decisions. If we follow the argument made by Buzzelli and Johnston (2001), there is a fine
balance to be achieved between authority, morality, and power almost always present in the
educational realm. In this balance, there is an intricate fine line between letting students act
and explore in a natural real-life context and the facilitator’s role of nurturing, which demands
forms of power and authority. This balance has an inherent moral process, where students
gain an understanding of the world around them through acting in it, while at the same time
needing guidance on how to act (Higg & Kurczewska, 2020a). Additionally, there is the issue
of where to draw the line for how far students are to go in the competitiveness that society has
championed in the neoliberal world (Down, 2009). Although calls for a more humane view on
society are currently being heard, and there are winds of change in terms of a more sustainable
discourse, fundamental market capitalism still impacts the behaviour of young adults raised in
a highly competitive society.

Therefore, I argue that there is an urgent need to bring moral and ethical theory and practice
back into the classroom. I am not talking about the CSR pyramid that starts in profit and ends
at the top with ethics, but about fundamentally flipping the pyramid to start with nurturing
ethicality. Returning to the argument on guidance and the novice learner, we know from
psychology that the developmental period (18-29 years) that coincides with individuals going
off to university studies is one of the most turbulent times of personal development (Arnett,
2000). It is a period when emergent adults start to make enduring life decisions, but it is also
a time for exploring one’s own persona. The emergent adult who begins university studies
might also be leaving the family home for the first time to live alone as a large step towards
becoming self-responsible. However, as it is a turbulent time when the individual is seeking to
form their lifeworld, it also implies that when more individual responsibility is placed on the
emerging adult, the more diversified outcomes might be seen as there is little prior knowledge
to guide them (Hagg & Kurczewska, 2020b). Hence, when imposing learning activities that
push the decision-making boundaries from the facilitator to the learner, we must also be aware
of the level of maturity that these learners are at (Hagg & Kurczewska, 2019).

It is from the above point of view that I argue for the importance of moral and ethical
theory as a foundational starting point when engaging students in learning from and through
real-life experience. This is especially important in a subject like entrepreneurship, where
decision-making under conditions of uncertainty (Knight, 1921; Sarasvathy, 2008) prevails
and creates high demands on responsibility from the individual (McClelland, 1961). However,
to take individual responsibility, one also needs to acknowledge what that implies. To remedy
this, I argue for a dualist moral view that could be addressed and employed in entrepreneur-
ship education, especially in upfront, real-life learning experiences based on authentic cases,
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where students move outside the classroom walls and interact with society as part of their
learning process.

To clarify, I agree with Buchholz and Rosenthal (2005) that ‘ethics is about how people
ought to act to be moral, not how they do act in a given situation’ (p. 314), which implies that
we should ethically think through the potential act before it is taken. This means fundamen-
tally following a Kantian deontological view on ethics, which basically says treat others as you
yourself want to be treated. Furthermore, in the present chapter, I follow Buzzelli and Johnston
(2014) who explain that ‘moral beliefs, values, and understandings are played out at the critical
point of contact between the private, individual sphere and the social realm’ (p. 3), implying
that morality is an individual undertaking but has cultural and contextual implications.

To summarize, I lean on deontological and teleological ethical theory. I know that these
have a different point of departure, where deontology argues that moral behaviour is based on
duties related to how to act, while teleological ethics elaborates potential future consequences
of acts that are to be undertaken. These two ethical theories have been combined in previous
theorizing by Frankena (1973) and also by Hunt and Vitell (1986). These two ethical theories
target two parts of the learning activity, first the underlying intent of the student when decid-
ing what path to take and which action to engage in, which connects to deontology on how one
ought to act. The reasoning at this stage poses questions such as:

® What are the moral and ethical justification for the potential act that I will engage in?
® Are the intentions morally justifiable from my individual standpoint?

The other part connects to teleology and relates to making continuous moral analysis while
undertaking the learning activity and the consequences that materialize when students act.
The reasoning at this stage poses questions such as:

® Do my initial grounds still hold in relation to the reality?
® How can I change my actions based on the insights gained so far in the process?

Hence, the second part addresses the interplay and the changed conditions between the
individual and the social sphere (Buzzelli & Johnston, 2014) when performing the tasks that
emerge in the live case situation and the effects of the decisions that are being made under con-
ditions of uncertainty. I am fully aware that this is not a full explanation of two fairly complex
schools of ethical thought, but an initial call for thought on the more implicit variables that are
at play when students act entrepreneurially in a sometimes competitive and natural context.

DESCRIPTION OF THE APPROACH AND TEACHING
MOMENTS

Although the current call for a moral underpinning to balance the experiential activities when
making learning environments more authentic is warranted, there is also a need to address
how to create a potential learning process, so students not only engage in the activity but also
contemplate the potential effects of their actions. In addition, they should also reflect on how
competition and struggle influence the decisions made and how they might impact fellow
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students and community stakeholders. The practical conditions for accentuating the role of
morality and its close ties to action and decision-making can take place on all levels from
bachelor to master and up to doctoral education. There is no limit to discussing morals in
relation to experiential learning activities, whether they are in an introductory case study or
at a later stage tied to real-life venture creation projects. However, the depth and breadth of
what to include and how far one would go will be based on the amount of interaction with the
surrounding environment and the natural acts that the learning activity entails.

Therefore, in this section, I will address a balanced process consisting of three stages that
could assist when engaging student entrepreneurs in live cases and the various moments for
introspection and afterthought that follow when students participate in authentic, explicit,
entrepreneurial experiences. The three stages connect to the dualist viewpoint on ethical
theory presented in this chapter, where deontology sets the conditions, while teleological
reasoning portrays the process when students are in the midst of acting.

The first stage is to create clarity about the implicit effects that will always occur when
interacting with one’s surrounding environment. Even if this is a fundamental and most
likely natural process that we always seek to explain to learners, there is always room for
clarity on potentially good as well as bad effects of the different decisions and acts that are the
outcome of interacting with our environment. When we provide the details of the learning
activity and the various parts that the students are to engage in when undertaking a case study,
live case, or other upfront experiential activity, the moral dilemmas tied to uncertainty and
decision-making should always be addressed. I am not arguing that this is not already the
case, and there are most certainly many educators who address these issues when position-
ing students in real-life situations. But given the shortage of a moral discussion in research
on entrepreneurship and the movement towards a more authentic experiential context for
learning, I argue that moral questions should be on par with issues such as how to develop
opportunities, how to act effectually, or how to use bricolage or lean methods, as they are all
linked to the development of thoughtful and responsible entrepreneurial individuals. A main
part of this first stage is not only to address morality and ethicality as such, but also to focus on
the deontological view on ethicality and connect it to the initial stages of the learning activity,
such as the intentions about what to do, how to do it, and why the students intend to act on it.
This can be achieved either through an informative short lecture and open discussion on the
role of morality and how to act or by means of different short scenarios where the students
tease out potential moral issues that may occur in the learning process by means of role play.

The second stage involves following the process and making teleological evaluations of the
actions taken in the learning activity. Here the importance is on evaluating the input that stu-
dents gain when they interact in the case, live case, or entrepreneurial project. This can either
be conducted through follow-up feedback sessions that the facilitator organizes or through
peer learning in smaller groups. It can also take place on an individual level, where students
have an opportunity to reflect on the experiences gained. Depending on the length of the
learning activity, there will of course be more or fewer opportunities for evaluating the differ-
ent decisions made. The level of feedback or evaluation required also depends on the scale of
the learning activity, which can range from a ready-made case study through to a live case up
to upfront entrepreneurial activities. The more interaction with the surrounding environment
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and the more cultural differences (i.e. many exchange students or high cultural diversity in the
student population), the more important is the role of mid-process evaluations and feedback.

The final stage would be to include and discuss moral reflections on the learning activity
undertaken, through either verbal or written reports, both looking back on the learning and
looking ahead by addressing potential future what-if scenarios and how the students would
engage with them based on the insights gained from the learning process. At this stage, the
students have an opportunity to critically evaluate the ethical underpinnings that they have
departed from, as well as the evaluations made during the learning process. By reflecting on
the learning experience undertaken, the students are given an opportunity to synthesize and
transform experience into knowledge, and by looking ahead, they have the opportunity to
engage in a thought process that can perhaps prepare them for how to deal with similar uncer-
tain situations in the future. Although this might be considered rather normative in scope, it
is not my intention to be overly normative but more to discuss and hopefully contribute some
small, additional ideas on how to further prepare students when working with live cases or
other learning activities that go beyond the classroom walls.

DISCUSSION

The argument made so far in this chapter is a call for including moral discussions on a par with
other entrepreneurial concepts and activities to balance the nature versus nurture dilemma
that might become a reality when engaging students in highly experiential real-life experi-
ences. To do so, on the one hand, I have argued for a dualist view on ethical theory based on the
interplay between deontology and teleology. An understanding of deontological premises is
needed when students plan for how they will engage in the more natural acts that we champion
in entrepreneurial education when interacting with the surrounding environment. On the
other hand, I have argued that teleological evaluations are equally needed during the learning
activities, as it is only when students act that the premises from a deontological perspective are
challenged and new ethical evaluations are needed. In the following discussion, I will illustrate
the above three stages with an example related to a live case of a start-up process that deals with
decision-making under uncertainty and employing different entrepreneurial strategies when
exploring a business opportunity. The example is based on a live case from an entrepreneur
building up a company in the beauty industry in Europe.

The case, ‘Acting as if—building up a successful brand narrative in the start-up process’,
is based on academic entrepreneurship where the key entrepreneur initiates and develops
a beauty brand by employing various resourceful entrepreneurial strategies learned within
a master’s programme in entrepreneurship. It addresses various critical incidents where the
entrepreneur makes use of bootstrapping methods, guerrilla marketing, effectual reasoning,
and a large portion of opportunistic thinking. An example of an ethical dilemma that emerges
in the early stage of the case is a hasty idea on a crowdfunding campaign:

The entrepreneur now admits that they had no idea what they were raising money for
when the crowdfunding campaign was launched on Kickstarter. There was no prototype,
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no recipe, no clear directions. Only a shock tactic that the moisturizing cream would
contain cannabis, but in reality, the cream contained hemp, which didn’t sound quite as
sensational, as the entrepreneur argued: ‘T thought it was a super-cool idea that by saying
it was cannabis we were being daring and bold.” But the shock tactic to generate maximum
publicity failed as Kickstarter pulled the campaign before it was live (it breached the terms
and conditions of the site), leading to the two months of hard work preparing the campaign
being worthless.

An initial step that students would need to consider here is how opportunistic action could be
questioned from a moral standpoint based on deontological reasoning (the first stage in the
previous section). The entrepreneur is clearly pushing the boundaries and acting within a grey
zone, something that is often needed when engaging in entrepreneurial processes. However,
amain point to consider is whether this hasty attempt to crowdfund something that has not yet
been fully thought out is ethically correct with regard to the external stakeholders. It is a first
entry to contemplate the moral underpinnings of the ‘acting as if’ dilemma and the continuous
argumentative line in entrepreneurship literature on how to creatively use resources and to
bootstrap, as well as to employ affordable loss strategies. I am not arguing that they are flawed,
and often they are very useful for survival in the early-stage start-up process (Baker et al., 2003;
Fisher, 2012; Sarasvathy, 2008). Instead, I want to highlight the importance of addressing the
potential effects of decisions and actions taken, especially if one considers that the student in
the classroom is often characterized as an emergent adult (Arnett, 2000) with limited prior
experience in complex decision-making situations (Paas & Sweller, 2012) when taking entre-
preneurial action in a highly competitive space. Moving forward in the example, in the second
stage, the entrepreneur conducts a successful crowdfunding campaign and develops a real
product. However, as recognized in the example, another type of moral reasoning is at play:

Although the previous campaign was shut down, the work was not fully worthless as the
entrepreneur then went on to another crowdfunding platform, Indiegogo, to launch the
campaign. Pride with a touch of embarrassment describes the entrepreneur’s recollection
of creating the crowdfunding campaign. “‘We needed a cute guy with tattoos to be the
model in our promotional video’ (but funding was scarce). So, our entrepreneur adopted
the unorthodox approach of swiping right (liking) on the profiles of potential matches on
Tinder, resulting in the recruitment of a model via Tinder. To make the video, they snuck
into a tropical greenhouse located inside a botanical garden and bought several designer
clothing items, where the tags were kept on as they were swiftly returned to the store for
arefund afterwards. The setting is indicative of our entrepreneur’s early approach to acting
now and dealing with the consequences later ... Once the crowdfunding campaign had
been fully funded, the arduous task of fulfilling the promises made began. The scramble to
create the product started. Step 2 after the crowdfunding campaign was to find a supplier
and manufacturer.

As acknowledged in the above excerpt, another line of queries emerges in the ‘acting as if
process that the entrepreneur is immersed in. Here it is more of a teleological process of moral
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reflections at play (see the second stage), where the example provides multiple scenarios for
students to think about how to revise or stay the course regarding the actions taken. There
are questionable activities where our entrepreneur is continuously stretching the frontier of
what is morally justifiable (Fisscher et al., 2005; Morris et al., 2002) in the process of chasing
and realizing the entrepreneurial opportunity. But we can also sense a promise that is made
beforehand as the next step is to actually develop a fully functional product that the campaign
backers have been promised and seduced into believing exists. This leads to the third and final
stage, as addressed in the previous section, which is to reflect on the case and discuss both the
past acts taken and the potential future what-if scenarios that can be imagined based on the
experience gained.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

This chapter has sought to provide one small brick in the overarching aim of the book in
reframing the case method. It has done so by addressing the importance of moral and
ethical reasoning that is constantly present in all forms of decisions that entrepreneurs
make when acting on opportunities. | have in the present chapter argued for two forms of
reasoning based on the intention before engaging with the surrounding environment and
during the process, when actual experiences change the initial conditions upon which the
actions were based.

Given that entrepreneurship education departs from a basic assumption that learning
is best achieved through real-life experiences (Kassean et al., 2015), it is imperative that
the activities undertaken are carefully contemplated and critically analysed from both an
entrepreneurial and a moral perspective. This is especially important if one considers that
we are educating students who are in one of the most turbulent phases of personal de-
velopment (Arnett, 2000) and positioned in a highly neoliberal space that often creates
competitive tensions (e.g. Lemke, 2001; Woodcock, 2020). As a contribution, the present
chapter argues for making moral reasoning visible and on par with discussion such as
entrepreneurial tools for helping students when making decisions in real-life learning ac-
tivities where the walls of the classroom have been torn down.
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Student case development based
on entrepreneurial experiences:
a guide for entrepreneurship
educators

Even Haug Larsen and Karoline Kaspersen

INTRODUCTION

This chapter explains how entrepreneurship educators can facilitate student development
of cases based on their own entrepreneurial experiences in order to stimulate reflection and
create unique learning experiences (Hagg, 2021). This approach serves as an example of
student-directed pedagogy in which learning processes emerge directly from students’ own
experiences, which has garnered increased interest in recent years among entrepreneurship
educators (Héagg & Gabrielsson, 2019; Robinson et al., 2016). If executed well, this method can
help students develop skills related to creative thinking, critical thinking, information literacy,
analysis, problem-solving, and communication (Beal et al., 2016).

This chapter outlines the relevant theoretical background, describes a practical teaching
example, and discusses how various teaching activities could expand the approach. While the
practical example described here was tailored to graduate students writing cases about their
own start-ups, the method allows flexibility and could be adapted to a variety of contexts and
entrepreneurship classrooms. Educators can adjust assignment parameters, such as deliver-
ables (case, teaching note, essay, presentation), grading criteria, assignment length, student
organization (individual, paired, group), and type of entrepreneurial experience/activity for
reflection. Such experiences are not limited to running a start-up but might include other
entrepreneurial actions such as idea generation, experimentation, market research, business
planning, and/or pitching (Neck et al., 2020). The educator controls the process by adjusting
the assignment settings according to the context and learning objectives. The only absolute
requirement is that students have some concrete entrepreneurial experience to draw upon and,
ideally, some experience with the case-based method.
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The idea of involving students in developing cases is not new; similar teaching methods
have been described by Field (2005) in natural science, Head and Bays (2010) in nursing,
Ciccotello and Green (1997) in finance, and Ashamalla and Crocitto (2001) in management
and organizational behaviour. The present chapter details the method’s application in the
context of entrepreneurship education, particularly in contexts where students have some
concrete entrepreneurial experience to draw upon.

BACKGROUND AND PEDAGOGICAL APPROACH
Limitations of Case-Based Teaching

Many business schools and other institutions that teach entrepreneurship utilize traditional
case-based teaching and live cases as standard pedagogical practices (Yadav et al.,, 2019).
Although the benefits of traditional case-based teaching (Davis, 2009) and the live case method
(Schultz, 2021; Tofighi, 2021) appear across a range of disciplines, the approach has also
attracted some criticism (Jack, 2018; Roth & Smith, 2009). Traditional case-based teaching
confines students to the analyst’s role as passive observers who must respond to historical
facts and events presented by a distant third party (Bailey et al.,, 2005). In live cases, students
consult a partner firm to problem-solve a current organizational issue (Burns, 1990; Rapp &
Ogilvie, 2019); a drawback is that faculty must be highly involved in live cases, and there may
be instances of insufficient client commitment and motivation (Roth & Smith, 2009).

Because case-based teaching focuses on solving other companies’ problems rather than
understanding and defining problems (Bridgman et al., 2016; Chia, 2005), it can also limit
reflection and holistic thinking (Podolny, 2009). Cases may also be contextually complex, and
without the requisite experience and domain knowledge of the industry or challenge in ques-
tion, students are likely to be unduly passive (Mostert, 2007; Roth & Smith, 2009). The cases
used in teaching are typically written by faculty or partner firms, but why not allow students
themselves to author their own cases?

The Student-Written, Instructor-Facilitated (SWIF) Case-Learning
Method

First introduced by Swiercz (1998), the student-written, instructor-facilitated (SWIF)
case-learning method addresses criticisms of case-based teaching by taking student involve-
ment one step further. Following the SWIF model, students develop their cases without
pre-written constraints, converting case-based learning into an active experience requiring
students to assume a range of new roles beyond analysts of a given case. Instead, students take
on more active roles as researchers, petitioners, interviewers, negotiators, writers, editors, and
team members (if working in groups) (Bailey et al., 2005). In developing cases, students are
challenged to think in new and unexpected ways (Prud’homme-Généreux, 2015), learning
to tolerate ambiguity, distinguish between the significant and the trivial, and develop critical
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thinking skills (Beal et al., 2016). In short, the SWIF method allows students to move beyond
the role of case analyst to that of active case developer (Swiercz, 2003).

Known Challenges of SWIF Case Learning

Although SWIF case learning is more activating and authentic than case-based teaching,
the SWIF method also presents some challenges. For example, when Tarter and Beal (2013)
implemented the SWIF case-learning method in a college capstone strategy course requiring
students to write cases for third-party companies, they encountered difficulties in finding rele-
vant companies. They also noted struggles in identifying case topics for writing that facilitated
student engagement. Identifying the internal difficulties faced by third-party companies can
also prove challenging as students are not involved in the company’s development, reducing
the authenticity of the SWIF case-learning experience.

SWIF Case Learning in Entrepreneurship Education

SWIF case learning addresses the above challenges in entrepreneurship education settings by
inviting students to develop cases linked to their own entrepreneurial experiences, eliminating
the need to find a third-party company as a basis for case development. This context makes
it easier for students to identify a topic to write about and may increase student engagement
by stimulating reflection on authentic entrepreneurial experiences and actions (Higg &
Gabrielsson, 2019; Neck et al., 2020). Researchers have extensively discussed the positive
impacts of this kind of active reflection on entrepreneurial learning (see Deacon & Harris,
2011; Lindh & Thorgren, 2016; Neck & Greene, 2011; Neck et al., 2014). To ensure that stu-
dents have the requisite authentic experiences for active reflection, Higg (2021) stressed that
entrepreneurial activities should include peer interactions and other social contacts.

A Practical Example

The teaching example described here refers to an activity at the Norwegian University of
Science and Technology (Norges teknisk-naturvitenskapelige universitet, NTNU) during the
springs of 2020 and 2021 with two groups of entrepreneurship students (44 in 2020 and 40
in 2021). These students were enrolled in a cross-disciplinary graduate venture creation pro-
gramme (Lackéus & Middleton, 2015), initiating real start-ups as part of their formal studies.
In the first semester of the programme, the students screen potential business ideas and form
venture teams of two to five students. These new ventures are developed in semesters two,
three, and four, supported by relevant courses on entrepreneurship.

Case development assignment
Over 3 weeks at the end of the second semester, the assignment challenges students to develop
a case based on their 5-month-old start-up; each start-up submits one case. We acknowledge
that 3 weeks is a relatively short amount of time to complete this assignment; a time frame that
was any shorter could diminish the quality of the cases produced and create unnecessary stress
in the reflection process.
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The assignment

‘During the second semester, your venture team has experienced situations where you have
made challenging business decisions with a high degree of uncertainty. In this case develop-
ment assignment, your start-up team will reflect on these situations, identify an experienced
challenge or important decision-making event, and describe this scenario in a case format.
As a team, you are encouraged to be creative in how you communicate and design your case.’

GENERAL APPROACH AND TEACHING MOMENTS

The following ‘how-to’ guide provides step-by-step guidelines for the case development
assignment. The guide serves as an example based on experience with the entire learning
process, from introducing the assignment to evaluating the cases created.

It is important to note that the following example could be implemented in any entrepre-
neurship classroom and tailored to the educator’s context, schedule, and learning objectives.
Case development can work at different levels (undergraduate or graduate) within a range of
timelines, individually or in groups. The only absolute requirement for success is that students
have a particular entrepreneurial experience to draw upon; ideally, students will also have
experience with the case method.

Step 1: Introducing the Assignment (100 Minutes)

Based on our experience, the assignment introduction should include insights into the case
development method. This step can be completed in person or online. The session structure is
flexible, with the following example representing one possible approach.

(a) Describe the assignment and explain how it links to the overall course learning out-
comes. Present the specific learning goals and your expectations for the assignment.

(b)  Specify the target audience for the cases to be developed. We recommend that cases be
targeted to students at the same educational level, making it easier for them to under-
stand the assignment expectations and how the developed cases can be used for prospec-
tive students.

() Emphasize the importance of identifying and selecting only one focal topic when writing
the case. Linking case development to authentic experience will increase student owner-
ship of the assignment.

(d) Present and discuss how individual and group reflection on concrete experiences and
actions can facilitate learning in entrepreneurship education (Higg, 2021; Higg &
Gabrielsson, 2019; Kassean et al., 2015). This discussion can strengthen students’ under-
standing of why case development facilitates reflection and learning. Our students use
weekly written diaries and oral feedback from peers and teachers to practise individual
and group reflection. If students are unfamiliar with the practice of reflecting on con-
crete experiences, more time should be set aside here.

(e) Choose two different cases to teach. We used two cases created by previous students to
illustrate different structures, narratives, and formats for organizing and writing a case.
We have found that many students are unfamiliar with case learning. The task can seem

Karin wigger, Lise Aaboen, Dag Haneberg, Siri Jakobsen, and Thomas Lauvas - 9781800881150
Downloaded from PubFactory at 01/26/2023 10:25:20AM
via Norwegian University of Science and Technology



@ REFRAMING THE CASE METHOD IN ENTREPRENEURSHIP EDUCATION

overwhelming at first, and students need to gain first-hand experience with cases (Tarter
& Beal, 2013). We suggest comparing and discussing two different cases as an excellent
way of framing expectations. At the end of each case, we completed a 10-15-minute
debrief, asking students to identify case elements that worked well and those that could
be improved. Here, we encouraged students to keep their reflections in mind when
developing their cases.

(f)  Our suggestion is to explain how a case is typically structured. By introducing this
structure after point (e), students experience and discuss case teaching before learning
about the theoretical foundations of the case structure. In our context, we explained
that the first part of the case usually introduces the narrative and provides a context
for debate and development by posing the core problem: what do we want to solve or
decide? We then introduced different possible media formats (plain text, video, podcast,
PowerPoint, or some combination of these) and shared general tips for case writing. The
case format can be adjusted to suit the context, learning goals, degree of flexibility, and
student group.

(g) We recommend offering a clear overview of time schedules and assignment evaluation
criteria.

(h) It can be helpful to provide some examples of possible case topics to get students think-
ing. It is also advisable to round off the introduction with a Q&A session.

Step 2: Student Research Phase (1 Week)

This step ensures that each team has time to identify and reflect on a concrete entrepreneurial
experience, challenge, or decision-making event from their start-up. We set aside 1 week for
this research phase, which is entirely student-driven, allowing a high level of autonomy.

Step 3: Supervision by Faculty (20 Minutes per Group)

As with any other assignment, supervision and feedback are essential when helping students
to write cases. This assistance is particularly important with SWIF learning, which tends to be
a new and unfamiliar exercise for students (Prud’homme-Généreux, 2013). Proper supervi-
sion by faculty ensures that all student teams stay on track when getting underway.

In our example, each student team received 20 minutes of one-on-one supervised time. To
encourage them to take responsibility for their learning, we found it essential to communicate
that the students were in charge, setting the agenda based on their findings in Step 2.

To begin, each team presented their initial ideas, including a case study topic and a plan
for developing their first draft. This step allowed faculty to provide feedback on the overall
vision and the most appropriate format for the case. Some instructors may require all teams to
submit cases in a single preferred form, limiting creativity and diversity but permitting easier
evaluation and grading.

Following supervision, students should have a clear plan for developing their case
(Prud’homme-Généreux, 2015). While this supervisory process may seem time-consuming, it
is a critical step in ensuring successful case development because it helps shape the case struc-

Karin wigger, Lise Aaboen, Dag Haneberg, Siri Jakobsen, and Thomas Lauvas - 9781800881150
Downloaded from PubFactory at 01/26/2023 10:25:20AM
via Norwegian University of Science and Technology



STUDENT CASE DEVELOPMENT BASED ON ENTREPRENEURIAL EXPERIENCES @

ture and allows faculty to provide guidance on completing the assignment. If the supervision
session is effective, instructors are rarely called upon during the next step.

Step 4: Planning and Developing the Case (11 Days)

Once supervision is complete, the teams can develop their cases, working autonomously with
little involvement from faculty members, who should only participate when asked for guid-
ance or additional supervision.

Step 5: Submitting the Case

Eleven days after the supervision session, the teams submit their cases for grading based upon
the stated evaluation criteria. When evaluating cases, instructors can note which ones might
prove helpful as teaching cases for prospective students and which ones would need additional
work.

Evaluation of Written Cases

Faculty members evaluate and grade the cases, with each student group being assigned a grade.
If desired, educators can incorporate strategies for acknowledging each team member’s contri-
bution and adjusting individual grades accordingly. Provisions for including ‘peer evaluation’
are outlined below.

EXPANDING THE ASSIGNMENT

The assignment described here ran for 3 weeks. Students might spend a longer time on this
assignment or incorporate other teaching elements and activities with the proper provisions in
place. Below we suggest expansions on the exercise. We have not performed these suggestions
in practice but aim to discuss how various teaching activities can expand the approach.

Peer Feedback

When used appropriately, feedback in its various forms can have powerful and positive
impacts on student learning and performance (Hattie & Timperley, 2007; Winstone et al.,
2017); variations include feed forward, feed up, process feedback, and peer feedback (Evans,
2013). Feedback may come from teachers or students; it can be corrective and evaluative, or
it can facilitate dialogue (Warhuus et al., 2018). For the present purposes, it is useful to focus
briefly on peer feedback, where students give feedback regarding both process and outcome.
Peer feedback can be understood as formative assessment (Topping, 1998) and collabora-
tive learning, with benefits for both the student assessed and the peer assessor (Van Gennip
et al,, 2010). Peer feedback can also help control teachers’ workload and increase the number
of opportunities for feedback. Although peer feedback may be less accurate than teacher
responses, this drawback can be regarded as an acceptable trade-off to the extent that it facil-
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itates student progress (Gibbs & Simpson, 2004). Peer feedback can be included at all stages
of the case development assignment. Because it may extend the assignment’s duration, faculty
must carefully structure peer feedback—only a limited number of students are likely to partic-
ipate if the process is unstructured and voluntary.

Peer Assessment

One of the challenges of teamwork relates to assessing students’ individual contributions
(Anson & Goodman, 2014). Peer assessment offers one way of ensuring that students work
effectively within their team (Herreid, 2001). In peer assessment (Kane & Lawler, 1978),
a student (or group of students) evaluates others’ assignments and possibly self-evaluates their
own work. Each team member rates their colleagues anonymously at the end of the assign-
ment, providing reasons for their evaluation and indicating what grade they feel they deserve
and why (Backx, 2008).

Writing a Teaching Note

As another possible expansion of the assignment, students might be asked to write a teaching
note associated with their developed case. This addition may enhance learning outcomes by
allowing students to reflect on their written cases (Kolb & Kolb, 2018), thus facilitating contin-
uous learning. In this way, students could interpret their case from an experiential perspective
by reflecting on practice; the assignment then becomes an iterative, design-based process of
systematic reflection. This process could help strengthen students’ entrepreneurial aspirations
and their communication and transformative skills and self-efficacy (Lahn & Erikson, 2016).
Writing a teaching note would require further introductory faculty input to clarify its nature.
Instructors should also explain how and why the teaching note enhances learning outcomes.

Teach the Case

As a final element of the assignment, students could be asked to teach their case to a student
group, whether younger students in the same programme, a different group at the univer-
sity, or learners at a local high school. According to the learning pyramid account, teaching
others is the most effective form of learning (Treichler, 1967); teaching others is also a form
of experiential learning (Dewey, 1963). By teaching a case they have written, students can test
it in practice, extending their learning and perhaps inspiring other students by describing
their entrepreneurial journey. In addition to gaining confidence by presenting to others, this
teaching activity could help students become more aware of how best to communicate entre-
preneurial challenges.
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DISCUSSION
The Act of Reflecting on Entrepreneurial Experience

When using the SWIF method, the only absolute requirement for successful case development
is that the students draw upon relevant entrepreneurial experiences. By enabling students to
reflect on and develop cases, this approach can efficiently harness the power of reflection for
entrepreneurship educators. Developing a case based on personal entrepreneurial experiences
facilitates reflection, engages the student, and alleviates the challenges of developing cases for
third-party companies.

However, it is essential to mention that some teams may decide to divide tasks between
them. Because the student teams often have many tasks and a common interest in succeeding
with the start-up and assignments, they adjust the workload where appropriate. When some
students do more educational assignments, they might acquire other learning outcomes than
those working more on start-up tasks. An example we experienced was that one student spent
long hours finishing up a prototype while the rest of the team finalized the case development
assignment. Even if we highlight the importance of the team working together on the whole
assignment, it is not easy for educators to control—this is a common challenge with group
assignments.

The practical example described here is limited to students working in entrepreneurial
venture teams. As Hagg (2021) noted, entrepreneurial experiences should include peer inter-
action and other social contacts, such as experimentation with users, peer idea generation and
pitching, and market research and business planning with external stakeholders. Therefore, we
believe that developing cases through reflection on a range of entrepreneurial experiences can
help translate concrete experiences into learning in entrepreneurship classrooms.

Student-Directed Pedagogy

The cases were based on students’ own entrepreneurial experiences with their start-ups, and
the assignment encouraged creative case designs. Therefore, the assignment yielded a diverse
range of case topics and designs. In this example of student-directed pedagogy, learning pro-
cesses emerge directly from the students’ individual experiences (Higg & Gabrielsson, 2019;
Robinson et al., 2016). Table 9.1 lists some of the case topics and designs submitted by our
students.

Table 9.1 confirms the diversity of case topics and designs. While student-directed pedago-
gies may enhance motivation and learning opportunities, educators have limited control over
what is learned and how it is learned, making the work challenging to assess (Aadland, 2019).
It seems likely, for instance, that the students whose video case design involved their experi-
ence of setting up an IP strategy will have reflected more on IP strategy while acquiring video
development skills. Meanwhile, the students who made a podcast about shares and equity
allocation in their company will have reflected more on this topic while acquiring podcast
development skills.
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Table 9.1 Case topics and designs

Case topic Case design

Changing the core founding team PowerPoint presentation with supporting audio from
team members

Allocation of shares and equity Podcast

Choosing a revenue model Cartoon

Internationalization strategy Text, graphs, and figures

Pivoting and changing the idea Video and text

Choosing a linear or circular business model Presentation/slide deck

Challenges of remote work Role play

IP strategy Video

In short, relinquishing control and handing over responsibility is essential when facilitating
experiential and authentic learning processes (Aadland, 2019; Kassean et al., 2015; Robinson
et al., 2016). This decreased control was something we accepted because the primary goal of
the assignment was to stimulate reflection. Dealing with graduate students, we felt comfortable
sharing control and giving them responsibility for their own learning. Educators who seek to
include student case development in their entrepreneurship education need to be aware of this
requirement and balance control and flexibility based on their contexts.

Set Aside Time for Reflection

Entrepreneurship focuses on learning fast from failure (Ries, 2011). In support of this mindset,
we would like to emphasize the importance of setting aside time to learn about, reflect on, and
analyse failure (Fox et al., 2018; Pittaway & Cope, 2007). For example, by reflecting on the
mistakes they made when setting up their company’s equity and share structure, one group
produced a well-developed case and improved the fairness of their equity and share structure.
This example demonstrates how setting aside time to reflect through case development can
create learning for students and practical value for their ventures.

Students Contribute to Teaching Material

Student teams can produce strong and creative case narratives, and these can serve as a valuable
resource for educators for use in future courses. Educators can even cooperate with students
to publish the cases; knowing that their cases may be used in future courses or published may
motivate students. As another benefit, students often write in a tone that prospective students
can more easily identify with, and educators may even find it helpful to invite graduates to visit
in order to make classes more engaging and authentic.
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IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

The material presented here explains how entrepreneurship educators can help students
develop cases linked to their own entrepreneurial experiences. While involving students
in case development is not a new idea, applying this teaching method in entrepreneurship
education represents a novel contribution.

Encouraging students to develop cases based on their own entrepreneurial experiences
addresses some of the criticisms of case-based teaching mentioned earlier and can help
overcome the known challenges of developing cases for third-party companies. By under-
standing these issues, educators can devise more active classes that will increase student
involvement.

In general, students prefer to work on assignments they perceive as relevant. As en-
trepreneurship students tend to focus more on their entrepreneurial project or start-up
than on their learning, they often remain unaware of what they have learned (Warhuus
et al., 2018). The primary purpose of the case development assignment is to ensure that
students reflect on their experiences so that their learning becomes explicit, thus adding
direct value to their ventures.

Inviting students to develop their cases can also have a motivating effect on educators.
When students produce creative cases, evaluation and grading are likely to be more en-
joyable. At the same time, student-directed pedagogies involving learning processes that
emerge directly from students’ individual experiences may limit educators’ control over
the learning process as a whole. The present chapter contributes to this discussion and
highlights the need for educators to be aware of the likely challenges when introducing stu-
dent case development into the entrepreneurship classroom. While our students reflected
on authentic entrepreneurial experiences from their start-ups, the teaching example de-
scribed is flexible and can be implemented into any entrepreneurship classroom where
different entrepreneurship experiences occur. In this sense, educators retain control to
align the assignment with their individual contexts and learning objectives.
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Student challenges in
entrepreneurship education:
planning for uncertainty

Solvi Solvoll and Dag Hdkon Haneberg

INTRODUCTION

A student challenge departs from a problem that an external actor (a ‘client’)—such as a local
business—currently faces, which in cooperation with faculty member(s) is formulated and
presented to students who work in groups to solve this problem. Student challenges are there-
fore defined as faculty-facilitated short-term processes in which groups of students address
problems presented by client(s) where innovation is needed and propose solution(s) to the
presented problem as part of a curricular course or extracurricular activity. The students’ task
during a student challenge is to interact with the client and other external actors to provide
a response to the problem that would provide value for the client. As such, student challenges
are interesting as a novel alternative to ‘traditional’ case teaching since they add real-world
interaction (Daly, 2013) and value creation for others (Jones et al., 2020; Lackéus, 2018) to
case teaching methods. Even though student challenges have similarities to other related
approaches such as live cases (McWilliams & Nahavandi, 2006), hackathons (Briscoe &
Mulligan, 2014), and consultancy projects (Lycko & Galanakis, 2019), student challenges are
distinguished from these in terms of their purpose, how the addressed problem is formulated,
and the suggested time frame.

Because of their short time frame, student challenges may be integrated into entrepreneur-
ship education courses and programmes or exist as a standalone initiative to develop students’
entrepreneurial skills and mindsets. For entrepreneurship education, a student challenge can
represent a particular ‘space’ for entrepreneurship (Pittaway et al., 2019) where students are
exposed to and possibly immersed in the context of the client organization (Bonfanti et al.,
2019). Simultaneously, the process is facilitated by faculty, and the focus is the student’s learn-
ing outcome in being exposed to an early-stage innovation process. Hence, student challenges
relate to recent developments in how learning processes are facilitated in entrepreneurship
education (Hdgg & Gabrielsson, 2019). Accordingly, this chapter is relevant for faculty who
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would like to explore student challenges as a fruitful pedagogical intervention in entrepre-
neurship education and for external actors who would like to involve themselves in student
challenges at the university.

Although it offers attractive opportunities in terms of student learning and work-life rele-
vance to education (Mielikdinen, 2022), involving students’ work in real-life problems from
external actors in curricular courses in higher education has become a very delicate task for
educators. This is because faculty must balance three main stakeholders in the process (Daly,
2013): students, faculty, and clients. Whereas the client strives for a close relationship between
the student challenge and the client’s actual (and perhaps urgent) everyday tasks, university
faculty strive to uphold theoretical relevance and sufficient compliance with pre-set learning
goals in their course or programme. Students will have additional viewpoints and motivations,
and the degree to which the student challenge resonates with the students’ preferences will
likely influence students’ creativity and ownership—both critical factors for the process and
outcomes of the student challenge. Therefore, this chapter focuses specifically on the tensions
between stakeholders and provides recommendations on how to prepare for and handle them
to ensure that students are trained to embrace uncertainty during the student challenge.

Seven recent student challenges at Nord University (Nord) and the Norwegian University of
Science and Technology (NTNU) were studied through an analysis of interviews with involved
faculty members and clients, as well as written feedback statements received from students
who participated in the student challenges. The next section presents in more depth what
a student challenge is and how it relates to nearby concepts such as live cases, hackathons, and
consultancy projects. We then introduce the practical conditions for the student challenges
studied. Thereafter, the findings from the empirical investigation are used to present a set of
recommendations for faculty and clients who would like to explore and be involved in student
challenges. The chapter ends with a discussion of the practical implications of student chal-
lenges for entrepreneurship education development and teaching practice.

STUDENT CHALLENGES AND THEIR PEDAGOGICAL
UNDERPINNINGS

First, we describe the student challenge and its pedagogical underpinnings, as it is a concept
new to the existing literature on entrepreneurship education. Even though the student chal-
lenge is a short-term process (normally between 2 days and 2 weeks), student challenges
require planning and a great deal of preparatory work before the student challenge starts. In
this pre-phase, the faculty works with external clients to develop and present general prob-
lem(s) to students. The student challenge starts with the client presenting the general problem,
after which the students are split into (preferably multidisciplinary) groups of around four. It
is also an advantage to have facilitators dedicated to helping the students in the first phase since
an open problem description and students’ unfamiliarity with the pedagogical method create
confusion. Existing tools may be used to facilitate this first stage, such as wayfaring (Steinert
& Leifer, 2012) or design thinking principles (Kleinsmann et al., 2017; Sarooghi et al., 2019).
The student groups work intensively towards the deadline, after which they will present their
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solution to a jury. The jury will then either grade the work (curricular) or present a winning
solution (extracurricular).

Student challenges share several similarities with live cases since they involve a current sit-
uation (McWilliams & Nahavandi, 2006), which requires close dialogues with clients (Stewart
& Dougherty, 1993), and decisions for the problem are yet to be made by the students (LeClair
& Stottinger, 1999; Lincoln, 2006). Furthermore, the live case also focuses on facilitating the
process to ensure students’ learning. However, student challenges depart from the traditional
live case approach because of time constraints and competition elements, where they share
several similarities with hackathons instead.

Briscoe and Mulligan (2014, p. 1) define a hackathon as an event in which computer pro-
grammers and others involved in software development collaborate intensively over a short
time frame on software projects. Most research in the field also investigates software projects
and digital innovation (e.g. Lara & Lockwood, 2016; Munro, 2015). However, the concept
has also been used with a non-technology focus, such as in marketing (Calco & Veeck, 2015),
management consulting (Maaravi, 2020), and medical education (Aungst, 2015; Olson et al.,
2017; Wang et al.,, 2018). Three core elements differentiate student challenges from hacka-
thons. First, student challenges are specifically regarded as an approach to learning through
early-stage innovation processes with a clear emphasis on the learning aspect for the student
and with university faculty actively involved in the process. Second, student challenges do
not necessarily relate to digital or even technological innovations. Finally, the time aspect is
slightly different, as hackathons often range between 24 and 72 hours (Hmelo-Silver, 2004),
and student challenges can be longer to ensure the desired learning outcome. Consultancy
projects are a third approach that shares similarities with student challenges as they are an
established action learning method that has become an integral part of education in many
business schools and universities (Lycko & Galanakis, 2019). These have also been called com-
mission projects (Laughton & Ottewill, 1998) and they focus on the live projects coordinated
between clients, faculty, and students. They can be implemented as part of a course (Bak, 2011)
or as an alternative to the more established dissertation (Ardley & Taylor, 2010), either with
for-profit or non-profit clients (Desai & DeArmond, 2021). Research on consultancy projects
has been shown to build bridges between higher education and industry, as well as enhancing
employability (Koendjbiharie, 2020). Even though student challenges share similarities with
consultancy projects, the student challenge is shorter term and is more evolved around the
early stages of an innovation process. In addition, the process takes place more on students’
premises than the external clients’.

However, there are studies that do match the description of student challenges given here
that have been called live cases (e.g. Culpin & Scott, 2012) or hackathons (e.g. Angarita &
Nolte, 2020), and even specific challenges such as the ‘business model challenge’ (Bolzani &
Luppi, 2020) in the literature. Hence, the distinction between these pedagogical approaches is
not always clear. Nevertheless, Table 10.1 summarizes the main distinctions between the four
approaches, as stated above.
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Table 10.1 Student challenges compared to live cases, hackathons, and consultancy
projects

Approach Problem statement Normal time frame Core feature
Student Vaguely defined; developed in | 3 days to 2 weeks Students learn through being leaders
challenge cooperation between faculty of an early-stage innovation process.
and client Developing a solution is a learning
vehicle.
Live case Clearly defined by client and 1 semester or less Students learn actively based on
faculty in cooperation real-life problems from external
clients.
Hackathon Clearly defined and mainly on | 24 hours to 3 days Students compete to create the best
technical innovation; client solution for a client.
develops problem statement
Consultancy | Vaguely defined; client 1 semester or less Students work with clients to develop
project together with students solutions. Students work primarily for
the clients.

Being an approach primarily to promote learning, student challenges combine strengths from
live cases, hackathons, and consultancy projects to facilitate several types of student learning.
First, student challenges allow students to actively engage with innovation and problem-based
learning (Hmelo-Silver, 2004; Wood, 2003), so they include several aspects of experiential
learning (Kolb & Kolb, 2005). The tasks the students are given are—as mentioned in the
introduction—vaguely defined and require skills for students’ self-directed learning (Garrison,
1997; Morris & Konig, 2020). The process of student challenges further facilitates learning
through inquiry (Kienzler & Fontanesi, 2017), as the externally provided challenge is up to
students’ interpretation, creativity, and judgement. Since students work in groups, there are
also aspects of collaborative learning (Wang et al., 2018) and team learning (Decuyper et al.,
2010). In practice, student challenges position students as leaders in early-stage innovation
processes (Salerno et al., 2015). Thus, some foundations for using student challenges as a case
teaching approach in entrepreneurship education can be found in how early-stage innovation
practices are facilitated.

The first stages of an innovation process have been termed the fuzzy front end (Khurana &
Rosenthal, 1997; Vestad et al., 2019), where there is considerable ambiguity about what the
problem is and even how the potential solution space looks. Various approaches may guide the
early-stage innovation process, such as design thinking principles (Kleinsmann et al., 2017)
and wayfaring (Steinert & Leifer, 2012). In the wayfaring approach, Steinert and Leifer (2012)
emphasize that it is essential to avoid ‘going home prematurely’ (p. 252). By that, they mean
that the innovators—in our case, students participating in a student challenge—should avoid
pursuing the first solution that comes to mind and rather iterate and continuously explore the
problem/challenge and solution options for some time. The nature of the early-stage innova-
tion process implies that organizers, such as university faculty, must acknowledge and accept
the iterative, ambiguous, and uncertain path of the process. Consequently, organizers must
take on several roles during the student challenge (Wraae et al., 2020).
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EMPIRICAL BACKGROUND

Nord and NTNU are partners in Engage, a 10-year government-funded centre for excellence
in education through entrepreneurship that was established in 2017. Engage’s vision as a centre
is ‘to increase the number of students in Norway and around the world with entrepreneurial
skills and the mindset to become change agents for the better’ (Engage, 2021, p. 4). Based on
pre-existing practices of each of its five partner organizations at Nord and NTNU, Engage
has developed and organized several student challenges as it has been shown to be a proper
pedagogical intervention to train students to embrace uncertainty and interact with the world
outside the university. An empirical investigation of seven student challenges organized at
Nord and NTNU was conducted to explore how a student challenge should be facilitated to
balance tensions between stakeholders. The seven student challenges were divided into four
types, arranged by Engage in 2018, 2019, and 2020, and lasted from 2 days to 2 weeks. In
total, 269 students took part in one of the student challenges, and 27 case descriptions were
presented to the students by a diverse group of external clients. For the present chapter, the
authors collected written materials and extensive student feedback (N = 93) from the seven
student challenges before the authors conducted in-depth interviews with the key faculty
organizers of each challenge.

Table 10.2 briefly introduces the student challenges, and the four types of student challenges
are described in more detail below.

Table 10.2 Descriptive overview of the student challenges studied

Name Duration Type Students ~ Problem presented
A | Lofoten Sustainable Friday-Sunday Extracurricular 25 3(2018)
Tourism Challenge
B | Blast-Off Week Monday-Friday Curricular 63 4(2018)
51 4(2019)
67 3 (2020)
C | Seafood Industry Monday-Sunday Extracurricular 32 1(2018)
Transportation
Challenge
D | Health-Tech 2 weeks Extracurricular 18 6 (2018)
Challenge 13 6 (2019)

Type A, the ‘Lofoten Sustainable Tourism Challenge’, was an extracurricular challenge organ-
ized by Nord that took place in Lofoten in October 2018. The event was sponsored by the local
county, a local bank, and a local power company. Twenty-five students were selected based on
their written applications; they came from seven Nordic universities. The background for the
challenge related to conflicts between local communities and tourists due to overtourism in
Lofoten. Three problems regarding more sustainable tourism were presented by local organi-
zations. Students could prioritize which problems they wanted to work with, while organizers
divided students into groups. After two intensive days of work, the group presented their solu-
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tions to the jury on the last day. The winning team received a prize as well as the opportunity
to qualify for a spot in an accelerated programme.

Type B is a curricular annual student challenge organized as part of the course ‘Innovation
and Change Processes’ at Nord. The challenge, called ‘Blast-Off Week’, lasts from Monday
until Friday. Students are given lectures about innovation processes and teamwork before the
student challenge. Problems regarding health, industrial development, and a circular economy
from three to four external clients were presented on the first day. Students thereafter pri-
oritized the problems they wanted to work with and were subsequently divided into groups
of four to five. The assigned mentors for the groups would either be students who had taken
the course previously (Arntzen-Nordqvist & Ramskjell, 2021) or faculty. The students were
graded by an external jury, and the grade counted for 40% of their final grade on the course.

Type C, the ‘Seafood Industry Transportation Challenge’, was an extracurricular challenge
co-organized between NTNU and the University of Washington (UW). The contestants were
20 students from NTNU and 12 from UW. The main problem that the students explored was
how fish could be transported more efficiently from Norway to fish markets in Asia. Students
and organizers travelled to two remote locations to observe the challenges of transporting fish.
The student challenge lasted 7 days, and each group had to decide on a focus within the more
general problem. Proposed solutions were pitched to a jury, and the winning team won travel
to UW.

Type D, the ‘Health-Tech Challenge’, is an annual extracurricular challenge organized as
a cooperative venture between the student organization DRIV NTNU and the research infra-
structure group Future Operating Rooms (FOR) at NTNU. FOR went to different surgical
clinics at the university hospital at NTNU to collect six real-life problems from practitioners.
Students from engineering studies, medicine, and other programmes were divided into groups
by the organizers. Each group chose a problem to work on, and several groups chose the
same problem. After initial guidance and encouragement, the student groups had 2 weeks to
propose a solution that they would present to a jury to potentially win €2,000 for continuing
the work on their proposed solution.

INSIGHTS FROM THE INTERVIEWS

In this section, insights from the interviews with core faculty and organizers, as well as eval-
uations by students and clients, are presented. This section pinpoints topics that may be par-
ticularly important to consider when organizing student challenges rather than elaborating the
overall process of student challenges as such. However, the overall structure of a student chal-
lenge, as well as the four specific types of student challenges studied here, can be found in the
previous sections of this chapter. Each response is, for the sake of clarity, tagged with a specific
identifier, such as ‘A-S1°, where ‘A’ refers to challenge type A, ‘S’ refers to student (and thus
‘C for clients and ‘F’ for faculty), and ‘1’ is a unique number to distinguish each individual.

A central topic throughout the interviews was the degree to which the problems presented
to students should be openly or narrowly defined. In very interdisciplinary teams, such as in
student challenge type D, there were different opinions about how easy it was to understand
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problems presented by clients. Two students at the same student challenge evaluated the prob-
lems presented in the following way:

Quite unspecific. It was not really problems to be solved, but some dreams that the different
[research] groups had. It was difficult to understand and less inspiring. (D-S1)

The descriptions were good, but many difficult words for us that are not students of med-
icine. (D-S2)

Faculty should therefore consider how they can guide the process of creating problem descrip-
tions. It can be challenging to provide problems so broad the groups use their interdisciplinar-
ity and different skill sets to devise creative and innovative solutions. While the opportunity
for new and unexpected solutions increases with more openness in the problem descriptions,
the flip side is the amount of time students have to understand what the problem actually is,
as well as solutions that may end unrealistically. Hence, the benefit of a narrower problem
description is that proposed solutions are easier for clients to implement. Simultaneously, stu-
dents may feel that they are consultants set to conduct a specific task rather than self-motivated
innovators. A student who participated in student challenge type A suggested that the problem
descriptions should be more open: ‘The challenge would be a lot better if the problem were
more open, as this would lead to more creative thinking and results. I felt like we were more
consultants for other businesses than trying to be innovative’ (A-S2).

One way to depart from the problem description and solution value dilemma is to shift the
focus from the starting point (problems) and outcomes (solutions) to the learning process
instead:

Some students who participated in [the student challenge] did not entirely understand their
learning outcomes until their final year [at the university]. (B-F1)

What I learned the most from was the questions the students approached me with during
the second day of the challenge. (A-C1)

The empirical study also revealed two intertwined and uncertain processes during a student
challenge. The first was the very explicit process in which students innovated to propose
solutions to the client’s problem. However, the outcomes may not have been in line with the
client’s expectations: “The results are not always what [the clients] think they will get’ (C-F1).

The other process was the group work process, where an interdisciplinary group of indi-
viduals were to work effectively together. Frameworks for innovation processes, such as
wayfaring, were found useful here to guide the problem exploration phase. Experience from
the student challenges exemplified how the group work may lead the innovation process to
one of two extremes: a participating student may feel they have the best ideas or solution and
cannot receive feedback and work collaboratively with the group, or one or several students in
the group do not actively participate. A quote from a student challenge exemplified this: ‘T did
not expect to meet persons not willing to work on a challenge like this, but there was one in
my group. The person did not resist working, just kept really quiet and didn’t pay attention to
what we were discussing and had no comments when asked’ (A-S10).
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Handling potential upcoming issues in the process became a focus for faculty in several of
the student challenges studied, and sufficient resources to handle such issues were stated as
important: ‘Another way to embrace the uncertainty is to dedicate some resources for training
in it, to facilitate the process and handle the unexpected things that will happen during this
first phase. I would suggest having a trained facilitator for each group to help challenge and
guide the groups’ (A-F2).

Thus, the insights from the interviews suggested that preparing what can and should be
done before the challenge is an important measure to maximize the resource slack of the
faculty during the student challenge. Assessment criteria and accommodations, for instance,
can also be thoroughly prepared. Another approach that was found useful to prepare students
for group work and to provide guidelines for active participation was establishing a group
work contract in advance. Nevertheless, it is important for faculty to remember that the stu-
dents are to lead the early-stage innovation process. Faculty should ensure that they are not
involved too heavily and that they do not control students’ process. Being a leader may be new
and even frightening for some students. The following quote illustrates how students’ expec-
tations may be affected by the type of educational approaches with which they have become
familiar during their studies: ‘[The student challenge] was the only thing I was worried about
before I started the master programme but ended up being one of the best learning experiences
I have ever had’ (B-S40).

Hence, an appropriately designed student challenge may have a transformative effect, not
only in terms of student learning but also on students’ views of the educational approaches in
which they are participating.

DISCUSSION

In this chapter, we have explained the pedagogical underpinning of student challenges and
explored seven student challenges empirically based on insights from students, faculty, and
clients. The combined experience from the seven student challenges studied in the present
chapter leads to three main recommendations for faculty who want to use student challenges
as a pedagogical approach in entrepreneurship education.

First, we suggest that all three types of involved actors—that is, students, faculty, and
clients—shift their focus to their learning process rather than specific solutions developed,
since the learning of involved actors is the primary value created. Thus, value creation, in
terms of proposed solutions from the innovation process, is a means of reaching the overar-
ching learning goal. While perhaps obvious for some, the findings in this chapter suggest that
a focus on the learning process as a primary outcome should not be underemphasized.

The second recommendation relates to planning and organizing student challenges. The
findings in this chapter advance how student challenges encounter dominant educational
norms and routines. While a way to facilitate student learning is to have students embrace
uncertainty, faculty must also handle uncertainty to a large degree. Successfully conducting
student challenges therefore involves the delicate task of separating what can and should be
prepared in advance and what must and should result from the emerging and uncertain process
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that students, faculty, and clients experience during a student challenge. There is likely no
either/or option, and faculty should consider how the appropriate balance between prepara-
tory planning and an emerging process should be handled. Ensuring there are extra resources
or designated assistants to facilitate, especially the first phase of the student challenge, is one
practical implication that should be considered when organizing a student challenge.

The third recommendation highlights the effects and importance of expectation manage-
ment among actors involved in a student challenge. Clients must accept and leverage the fact
that a student challenge is primarily a learning vehicle where students learn through innova-
tion and value creation. Hence, students will probably contribute more through the way they
question the client’s current assumptions, ideas, and practices than through the development
or implementation of narrower and predefined concepts or tasks. Clients should thus ensure
that they are open to and leverage the emergent process of a student challenge. This can also be
done in the assessment criteria for both curricular and extracurricular activities. In curricular
activities, the criteria for grading should include process-based criteria, such as how students
handled issues in the team and how they worked with the clients. For extracurricular activi-
ties, the criteria on which the jury bases its decision should also include process criteria. This
assumes that the jury should follow the process, not only examining the presentation but also
ensuring process criteria are emphasized.

IMPLICATIONS FOR CASE TEACHING PRACTICE AND REFRAMING THE CASE
METHOD FOR ENTREPRENEURSHIP EDUCATION

Students will often find that a student challenge fundamentally differs from what they
are used to in higher education. For students who have mainly experienced traditional
teacher-led, lecture-based, and narrow-focused (entrepreneurship) education, a student
challenge will be a new, strange, and perhaps scary experience. Faculty could take mea-
sures to make students safer in the new situation, but the core implication for higher
education institutions is that they should expose students to student challenges from the
first year of their college or university degree programmes. Student challenges may be
a fruitful first entry into entrepreneurship education.

The present chapter contributes to reframing the case method by defining student chal-
lenges as a fruitful pedagogical approach to teach students to embrace uncertainty, which
is an important feature of entrepreneurship education. For faculty and clients, planning
for uncertainty is a core process in preparing and conducting student challenges. The rec-
ommendations provided also suggest how the student challenge can be aligned with the
stated learning outcome and the student assessment.
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Teaching as guiding: live business
cases

Bjgrn Willy Amo

INTRODUCTION

Entrepreneurship education (EE) has been criticized for being disconnected from real-life
entrepreneurial conduct (Edelman et al., 2008). The current investigation engages in research
streams that seek to remedy this discrepancy. Fayolle (2018) suggests that we as EE scholars
need to reflect upon our practices and take a more critical stance in order to revitalize the EE
research field. Rae and Carswell (2001) argue that it is possible to understand better the ways
in which individuals learn to act entrepreneurially by studying the process through which
practising entrepreneurs have developed their attitudes, behaviour, and ways of working.
Nguen et al. (2014) follow this by arguing that professionals should learn in ways that foster
autonomy. Action-based and problem-based learning have been identified as ways to facilitate
such reflection in students (Barrows, 1983; Creedy & Hand, 1994; Williams, 2000). Hence,
there are calls for EE research that reports investigations in which the researchers/educators
have designed and experimented with specific teaching models (Fayolle, 2018; Fayolle &
Gailly, 2008).

Case-based educational arrangements are grounded on the assumption that the facilitator/
teacher introduces the learner to an authentic situation with learning potential (Lyons &
Bandura, 2018). There is a social dimension to teaching as learning takes place in a context,
and experience shapes learning (Hines & Thorpe, 1995). Entrepreneurship students need to
develop a wide range of practical and conceptual skills to be able to deal with the complexity of
the entrepreneurial process (Fayolle, 2010). Tour guides, as well as teachers, are intercultural
mediators whose main job is to offer clients or students access to, as well as understanding of,
embedded behaviour and new contextual knowledge paradigms (Scherle & Nonnenmann,
2008). Such elements of interaction can, however, facilitate a faster entrance into the entrepre-
neurial phenomenon. In this respect, the guide’s role as a ‘mentor’ (Cohen, 1985) has also been
stressed. Cohen et al. (2002) emphasize the informal educational aspect and the visitors” quest
for their own identification with the phenomenon.
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The tour-guide role is especially associated with interpretative guiding, which can be under-
stood as an educational activity for revealing the meanings of or relationships to places, and
things and activities relative to people (Tilden, 1957). In this approach, the difference between
teaching and interpretation is stressed. The latter is frequently associated with the facilitation
of the visitors’ own discovery of the phenomena by exposure to the theme and by provocative
approaches, making visitors aware of and sensitive to what they have come to experience—for
example, by active involvement and first-hand experience of the phenomena (Moscardo,
2003).

The described case approach is, then, derived from a decade of teaching entrepreneurship to
bachelor’s and master’s business students. This chapter describes how tour-guiding principles
can aid how we as teachers facilitate students’ learning when interacting live with real-life
entrepreneurs. Even though this chapter discusses how to engage students in entrepreneur-
ship, the underpinning idea may also inspire live, case-based teaching in other subjects. The
chapter then addresses teachers interested in linking students and the course subjects to
real-life challenges.

BACKGROUND

I have for many years struggled to engage my students in unfamiliar, static, and non-relevant
textbook cases, gradually evolving this idea about how to provide students with relevant issues
that interest them personally. As reported by Burns (1978), my students find ordinary text-
book cases sterile, impersonal, outdated, unrealistic, and ambiguous. Different didactics are
therefore in demand.

This research takes the form of action research, as I report from activities that I myself
initiate, direct, and evaluate. I reach my conclusions based upon reflections on students” and
entrepreneurs’ feedback, as well as on my own experience. Through teaching entrepreneurship
courses over a decade, the reported live case approach has evolved into a coherent pedagogical
tool. By discussing the benefits and drawbacks of the chosen pedagogical format, this research
invites scholars and practitioners to adjust, reinvent, critique, improve, or adopt the displayed
educational approach.

Theory directs our interpretations. Human agents make sense of their environments where
they interact by constructing cognitive schemas that guide their actions (Piaget, 1967). These
prescriptions for actions designed for producing wanted results were dubbed ‘action theories’
by Argryis and Schon (1974). Similarly, personal theory (Rae & Carswell, 2001) relates to how
the meanings derived from new learning episodes are organized and integrated into or replace
the individual’s existing stock of cognitive schemas (Piaget, 1967). This leads the individual to
new ways of enacting and working to achieve desired results (Rae & Carswell, 2001).

Reflection requires some facilitation ‘to help learners reframe their knowledge base’ (Raelin,
2005, p. 135). Pittaway et al. (2009) emphasize the social element of learning as enabling practi-
tioners to engage in peers’ social networks in order to become involved in discursive processes,
which again can lead to reflections and enhanced learning. Brockbank and McGill (2007),
on the other hand, emphasize the coaching element from the teacher’s side in guiding the
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student’s reflection process. When reflecting, one considers an experience one has taken part
in and tries to make sense of it in order to cope better in the future with similar experiences.

Educators who wish to facilitate critical reflections can utilize didactics designed to reveal
or highlight discrepancies or disorienting dilemmas (Creedy & Hand, 1994; Williams, 2000).
There is consensus that entrepreneurship is learned primarily by experience and discovery
(Deakins & Freel, 1998). Entrepreneurial learning is a dynamic process in which entrepre-
neurial behaviour becomes enacted and internalized within a person’s cognitive schemas
(ibid). Entrepreneurial learning is a role model for entrepreneurship education; we study what
entrepreneurs do when they are entrepreneurial, and then we try to infuse elements of what
entrepreneurs do when they are entrepreneurial into our EE.

Still, as mentioned, EE is sometimes criticized for being detached from real-life entre-
preneurship. The criticism may be rooted in the fact that action in itself does not lead to
higher-order learning; reflecting on the experience is also necessary to gain a more useful
‘stock of experience’ on which the entrepreneur can draw (Cope, 2005; Jones et al., 2014).

PEDAGOGICAL DEVELOPMENT APPROACH

Entrepreneurs are self-propelled autonomous professionals that need to take decisions on
their own—decisions that can have serious consequences—and they have to do so in situations
with conflicting and lacking information. Equipping students with the skills to tackle such sit-
uations requires transformed EE. This has led teachers to test active and experimental learning
supported by real-life experiences that enhance and stimulate the necessary elements of an
entrepreneurial mindset (Neck & Greene, 2011).

As educators, we teach students how to search for business opportunities, write a business
plan, carry out product development, and relate to customers. As didactical tools for this, we
engage our students in textbook business cases. Such textbook cases are static, poor on context,
and often depict heroic stories about how others succeed in making great profits by creating
big international companies—far, perhaps, from the aspirations of our students. To link our
teaching to the local context, some of us also bring real entrepreneurs into the classroom so
that they can inspire our students and ignite their entrepreneurial fire. Sometimes we even
arrange for our students to watch the entrepreneurs in their work, by having them write
a report or interview them, thus stimulating assimilative learning among our students.

Real-life, real-time live case didactics can take these efforts further. A live case offers interac-
tion between student and entrepreneur, allowing for richer flows of information. It resembles
reality as it deals with reality. It is present and pressing. Hence, the students need to define the
root problem as well as its causes in a situation with both too much and too little information.
There is no single way to perceive the situation, and there is no single best solution. There is
no salvation in a ready-written solution; they have to rely on themselves. The students have to
unveil the decision issues themselves on site, figuring out the ‘critical unknown’. The hallmark
of the case method is to present students with ill-structured, decision-based problems akin to
‘real-world’ problems (Wilson, 2008).
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Derived from this, a definition of a live case will, then, be an unclear, open, interactive
present case in which the student needs to sort unclear and incomplete information in order
to figure out the root problem and its causes, and argue for its solution in real time. This is the
task the student is expected to suit after graduation. This is action learning at its best.

Action learning programmes rely on effective facilitators in order to lead discussions and
ensure alignment with the utilized learning design (Jones et al., 2014). Critical learning events
such as crises or non-routine circumstances are linked to transformative learning (Cope,
2005). Students guided in a supportive learning environment are challenged with complex
tasks that build on prior knowledge and require active and strategic learning, facilitated by
didactical tools fostering critical reflections. Our live case approach helps students better
understand the organization and its entrepreneurial processes as they witness these first-hand,
cultivating critical thinking about key issues related to entrepreneurship.

DESCRIPTION OF THE APPROACH AND TEACHING
MOMENTS

Inspired by problem-based learning processes (Williams, 2000) and tour guiding (Moscardo,
2003), we engage business administration students on entrepreneurship courses. Being
a Norwegian business school, we recruit domestic and international students, hence the text-
books and classroom lessons, and the conversations at the entrepreneurs’ sites, are conducted
in English. The students report that they find it hard to relate to such international textbook
reading cases. These cases are often sparsely detailed and far from the various students’ frames
of reference. A Norwegian company with 25 employees is considered large, and usually the
work is heavily automated with little manual work. The workers are also usually ‘self-propelled’.
To remedy the discrepancy between textbooks and the Norwegian entrepreneurial landscape,
we take our students out of the classroom and visit real entrepreneurs to engage live in their
challenges and problems. Class sizes range from 10 to 30 students from year to year.

Before going out in the field, we build a knowledge-based stepping stone that the students
can use as a lens for perceiving the story they are exposed to in our field visits. During their BSc
or MSc studies, the students have already been exposed to issues such as financing, budgeting,
auditing, management, law, strategy, marketing, organizational science, and social economics.
We build on this as our entrepreneurship course addresses key theories and issues in entre-
preneurship and small business management. On the operative side, we provide classroom
lessons regarding strategic management that they can implement for promoting business
growth and survival, as well as how to contribute to the identification and commercialization
of business ideas. The purpose is to enable students to evaluate a business opportunity and
specify the steps one must take to increase the likelihood of its success, even in an unstructured
context. As teachers, we allocate the first third of the semester to establishing this as a knowl-
edge platform using such traditional didactical elements.

We then facilitate our live business case visits by discussions in class on the purpose of the
visit, the structure of the visit, and how the different didactics are supposed to enhance their
learning. The students should also prepare for the field visit by looking up the website of the
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firm, preparing issues they would like the firm to address, and investigating the competitive
position of the firm. As business cases, we select small emerging firms with international
potential. We select them when still small and emerging because firms at this stage typically
have challenges that business students can relate to the theoretical issues addressed in class.
We select young firms with international aspirations as this links to our international students.
Additionally, emerging firms have not yet figured out fully how to run their businesses.

The typical live business case visit lasts 3 to 4 hours. The entrepreneur presents their busi-
ness, their story, their successes and failures, and their challenges and worries—for about 1
hour. The students then work in small groups for an additional hour preparing a presentation
lasting 10 minutes offering comments, advice, concerns, or recommendations to the entrepre-
neur. The students work in groups of two or three, forcing everybody to expose themselves
during the student presentation. There is an element of ‘crisis’ in this didactical tool as it is
embarrassing to reveal oneself as low performing, and the small group size does not allow
hiding in the crowd. The students engage eagerly in the business challenges they perceive on
behalf of the firm. These inputs may relate to how to bring the entrepreneur’s product to the
international students’ homeland, suggested strategies for gaining competitive advantages,
how to build networks, or other issues previously addressed in classroom lessons. We end
our visit with a roundtable discussion, synthesizing all inputs, and the entrepreneur provides
feedback on the students’ comments.

The experienced results from the mid-term and end-term evaluations show that the stu-
dents report they are able to relate the scholarly theory to real-life experiences, and that they
value this learning design. When asked to reflect on their experiences with the course, one
former student commented:

The course introduces topics that are relevant wherever you are to work later on in life. It
teaches you to think in new and different ways! The theory adds to the practical work and
discussions in class, and the teacher throws us out of our comfort zone in a safe environ-
ment. Combining interesting and relevant theory with creative teaching methods makes
this course interesting, informative and fun!

This statement is supported by comments from mid-term evaluations prepared by the student
representative as feedback on how to improve the course; the statements are supposed to
represent the collective opinion of the class. The students find the content relevant for their
learning interests: “This structure is highly relevant for us, it was interesting to see in real life
what we have been discussing in class’, and ‘The lectures, the structure of group work and
student presentations are very rewarding.” The students also like the challenge of reflecting and
building personal theories: “We liked the opportunity to discuss and reflect during classroom
activities’, and ‘It is nice to work in groups with relevant problems, everybody participates.’
The selected didactical methodology also balances the workload and the progress during the
course: ‘We experienced good progress in our learning.” The students appreciated the oppor-
tunity to meet real-life entrepreneurs and take part in their challenges: ‘I liked this, after all
these years we finally got to see how all this (theory) relates to real-life.”
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DISCUSSION

Edelman and collea