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The Innovation Cluster for Entrepreneurship Education (ICEE) is a multi-country research project and field trial on the impact of entrepreneurship education 
programmes, such as mini-companies in schools. The policy experimentation project is led by JA Europe in collaboration with: 

¶ Ministries of Education in Estonia, Finland, Italy and Latvia plus Flanders Innovation and Entrepreneurship (representing the Ministry in Flanders, Belgium);  

¶ 3 research institutes (Eastern Norway Research Institute, The Foundation for Entrepreneurship - Young Enterprise Denmark, Faculty of Economics in Osijek, J.J. 
Strossmayer University),  

¶ 5 national JA organisations (in Belgium, Finland, Italy, Estonia, and Latvia). 
This report presents the results of the qualitative research carried out by the Eastern Norway Research Institute (ENRI). More information: http://icee-eu.eu/  

http://icee-eu.eu/
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PREFACE 

The Innovation Cluster for Entrepreneurship Education (the ICEE project) started 1 February 

2015 and runs until 2018. The Eastern Norway Research Institute (ENRI) has been leading 

the research part of the project. The project is assigned by the European Commission through 

the Erasmus+ programme. The main partner in the consortium , with responsibility for 

practical implementation , is Junior Achievement Europe (JA). In this education policy 

experiment, 20 upper secondary schools in Belgium, Estonia, Finland, Italy and Latvia have 

participated in a 27-month field trial using mini -companies.  

In the ICEE study the research is based on a combination of qualitative and quantitative 

methods. In this empirically oriented report we will present the results from the q ualitative 

study. The data collection included a 15-day field study in five schools in five countries. The 

field studies were conducted during the period from March to June 2016. A total of 70 

informants were interviewed face to face. In addition, ministry  representatives from each of 

the five participating countries have reflected on some open questions posed by email. The 

field studies were carried out by Mona Stokke, Vigdis Mathisen Olsvik and Trude Hella Eide, 

all three of whom are researchers at the Eastern Norway Research Institute (ENRI). This 

empirical working paper was written by Vigdis Mathisen Olsvik and Trude Hella Eide. 

Vegard Johansen was responsible for the research conducted in the ICEE project and the 

quality assurance of this report.  

We wi sh to thank all the informants who so generously lined up for interviews and shared 

their experiences with us. Without their participation, this research would not have been 

implemented. Finally, we would like to thank JA and the rest of the partners in th e project 

for an interesting and exciting project!  

Trude Hella Eide       Vegard Johansen 

research manager      project manager 
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1 INTRODUCTION 

In this opening chapter we provide a short presentation of the ICEE project and the 

pedagogical method called the mini -company programme, which this project concerns. 

 The ICEE project 

The European Commission Entrepreneurship 2020 Action Plan says that every young person 

should have ȿat least one practical entrepreneurial experience before leaving compulsory 

educationɀ. Currently it is estimated that only one out of 10 children (10 per cent) has access 

to practical entrepreneurial experiences in school.  

Founded in 2001 with the merger of Young Enterprise Europe and Junior Achievement 

International Europe, JA  $ÜÙÖ×ÌɯÏÈÚɯÎÙÖÞÕɯÐÕÛÖɯ$ÜÙÖ×ÌɀÚɯÓÈÙÎÌÚÛɯ×ÙÖÝÐËÌÙɯÖÍɯÌËÜÊÈÛÐÖÕɯ

programmes for entrepreneurship, work readiness and financial literacy. The JA  Company 

Programme (CP) has reached millions of students in countries all over Europe and beyond 

(http://www.jaeurope.org/ ). The programme is supported by volunteer advisers from the 

business world who are on hand to guide the companies.  

In February 2015, a three-year project called the Innovation 

Cluster for Entrepreneurship Education (ICEE) started. The 

project was funded by the European Commission under the 

Erasmus+ programme and was led by JA Europe in 

collaboration with five national ministries 

(Flanders/Belgium, Finland, Estonia, Italy, Latvia) and five 

national JA organisations in the same countries in addition 

to three research institutes (the Eastern Norway Research 

Institute; the Foundation for Entrepreneu rship - Young Enterprise Denmark; and the Faculty 

of Economics at J.J. Strossmayer University of Osijek). 

The ICEE project analyses the impact of entrepreneurship education (EE) and the drivers 

and hindrances of EE. It aims to understand what is needed to reach the European goal that 

every young person have a practical entrepreneurial experience before leaving compulsory 

education. The consortium tests what the scenario looks like at 50 per cent penetration 

among students in 20 academic and vocational schools across five countries (Belgium, 

Finland, Italy, Estonia, and Latvia).  Through the use of control groups, quantitative surveys, 

qualitative focus groups and interviews, a team of researchers led by the Eastern Norway 

http://www.jaeurope.org/


Qualitative case study of mini-company experiences in five European countries. ENRI-working paper 04/2017 

 

  

8 
 

Research Institute has analysed the learning outcomes among participating students, the 

impact on the wider society, the role of the teacher and of the school, and the system effects 

of educators. 

 The mini-company programme 

The mini -company scheme is supported by the Junior Achievement network in Europe. In 

2014-2015 school year, 313,000 students enrolled in the programme across the 39 countries in 

Europe that offer it. In this working method students (from age 14 -15 all the way up to 19-

20) have the opportunity to set up and manage a mini -company during a school year. The 

method is available for students in both general and vocational schools. A mini -company is 

a practical entrepreneurial experience based on a learner-driven method. Students work in 

teams and under the guidance of teachers and business volunteers. According to the 

×ÙÌÚÌÕÛÈÛÐÖÕɯÖÕɯ) ɀÚɯÞÌÉ-page, students participating in the programme develop their 

ability to generate ideas and turn them into action; they learn how to work in a team, take 

initiative and accept responsibility; t hey experience what it means to manage a real 

ÌÕÛÌÙ×ÙÐÚÌȰɯÛÏÌàɯÜÕËÌÙÚÛÈÕËɯÏÖÞɯÌÊÖÕÖÔÐÊÚɯÈÕËɯÍÐÕÈÕÊÌɯÊÖÕÛÙÐÉÜÛÌɯÛÖɯÈɯ×ÙÖÑÌÊÛɀÚɯÚÜÊÊÌÚÚɯÈÕËɯ

they apply math, science, language, writing, technological or specialised skills in a practical 

way (ibid).  

Students close down the mini -company at the end of the school year. During the year they 

can participate in competitions and trade fairs where they demonstrate what they have 

learned and achieved. 
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 Presentation of this report 

In chapter 2 we will give an introduction  to the national strategies on entrepreneurial 

education in Finland, Belgium, Latvia, Estonia and Italy. Chapter 3 is a brief presentation of 

the research methods used in our study. The next five chapters (4ɬ8) present our study 

findings from Finland, Belg ium, Latvia, Estonia and Italy. The report closes with chapter 9, 

a comparative summary of the results for all five countries.  

 Abbreviations 

ICEE Innovation Cluster for Entrepreneurship Education  

CP Company Programme 

MC Mini -company 

JA Junior Achievement Europe 

ENRI Eastern Norway Research Institute 

EE Entrepreneurship education  
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2 THE NATIONAL STRATEGIES ON ENTREPRENEURSHIP 

EDUCATION 

This chapter presents some background information about the five countries that 

×ÈÙÛÐÊÐ×ÈÛÌËɯÐÕɯÛÏÐÚɯÙÌÚÌÈÙÊÏɯÚÛÜËàȭɯ3ÏÌɯÍÖÊÜÚɯÐÚɯÖÕɯÌÈÊÏɯÊÖÜÕÛÙàɀÚɯÕÈtional strategy on 

entrepreneurship education (EE). The chapter is based in large part on data from the report 

ȿ"ÖÔ×ÈÙÈÛÐÝÌɯ ÕÈÓàÚÐÚɯÖÍɯ$ÐÎÏÛɯ-ÈÛÐÖÕÈÓɯ2ÛÙÈÛÌÎÐÌÚɯÖÕɯ$ÕÛÙÌ×ÙÌÕÌÜÙÚÏÐ×ɯ$ËÜÊÈÛÐÖÕɀɯÊÈÙÙÐÌËɯ

out by the ICEE Innovation Cluster on National Strategi es, and partly on data provided by 

our short questionnaire e-mailed to the ministries of education in the five countries.  

 Belgium 

Belgium/Flanders has many years of EE experience. The mini-company concept has been 

implemented at schools since 1996 by Vlajo ȹ) ɯ%ÓÈÕËÌÙÚȺȭɯ!ÌÓÎÐÜÔɀÚɯÍÐÙÚÛɯ ÊÛÐÖÕɯ/ÓÈÕɯÞÈÚɯ

published in 2008 and a new one (2015ɬ19) is ongoing. The last two Action Plans are a shared 

initiative between several ministries, with a key role played by a working group made up by 

representatives of all the ministries and agencies involved in the implementation of the plan.  

The content of the national strategy has a special focus on the goals of EE and on teacher 

training and support. In the most recent plan, the goal was for the educational institutions  to 

develop an entrepreneurial culture in the school itself and more broadly involving the 

neighbourhood and the city. In Belgium/Flanders, schools have considerable autonomy in 

determining their curriculum and teaching methods, but if they want government  

recognition or funding they must meet the attainment goals. In addition, the government 

provides support in the form of content and tools/virtual knowledge centres with a large 

database of materials for teachers at all levels.  

With regard to the model of  implementation of their national strategy, Belgium/Flanders 

uses a top-down approach featuring close collaboration between dedicated actors at the 

ministry level and a broad range of stakeholders to create the best conditions for EE. They 

have issued a caÓÓɯÍÖÙɯ×ÙÖ×ÖÚÈÓÚɯÍÖÙɯȿÈɯÉÙÐËÎÐÕÎɯ×ÙÖÑÌÊÛɀȮɯÐÕɯÛÏÌɯ×ÈÚÛɯàÌÈÙÚȮɯÉÌÛÞÌÌÕɯÛÏÌɯÞÖÙÓËɯ

of education and business with a focus on developing the entrepreneurial spirit. There also 

exists a partnership between Flanders Innovation & Entrepreneurship and Vlajo (JA 

Flanders) and another intermediary organisation Stichting Onderwijs & Ondernemen to 

bring entrepreneurship into the schools. In this way the main actors and stakeholders 

collaborate at the level of strategy development as well as strategy implementation. 
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According to the report, the collaboration between the different organisations appears to 

work well, since the activities have been running for several years.  

In our email questionnaire, which was answered by the Flanders Innovation & 

Entrepreneurship, we asked about the main drivers and hindrances to EE. The response was 

that the most important drivers for EE implementation in the country are collaboration 

between EE actors and the policy actions resulting from such collaboration. In Flanders, 

Flanders Innovation & Entrepreneurship assembles people from higher education into a 

forum for entrepreneurial higher education. This group, composed primarily of people from 

colleges and universities but also representatives of student associations, intermediary 

organisations and policymakers, takes up different issues and addresses them together; 

examples include social and legal issues or new projects to bring institutions, organisations 

and businesses closer together at regional level. The collaboration between different agencies 

and departments is crossing policy domains, for instance education, economy and work. This 

results in an action plan that helps to align the different initiatives concerning EE and to 

reduce overlap.  

With regard to hindrances, Flanders Innov ation & Entrepreneurship mentioned the general 

organisation of the school system and its perception of EE. Teachers and school boards do 

face high expectations, but since many of them have a rather narrow idea of EE, the 

practitioners see it as an extra burden. Another hindrance is the integration of EE into the 

curriculum, because it is linked almost exclusively to the subject of economics and not to 

competence in general. How the curriculum is formulated to achieve its prescribed goals is 

of utmost import ance. In a way, autonomy of education represents another hindrance, 

because from the policy level Flanders Innovation & Entrepreneurship an only try to 

convince the school of the importance of EE. Seen another way, such autonomy is good 

because the schools that take on EE do so wholeheartedly.  

We also asked the representatives of Flanders Innovation & Entrepreneurship if they could 

ÚÌÌɯÈÕàɯÐÔ×ÈÊÛɯÖÍɯ$$ɯÞÐÛÏɯÙÌÎÈÙËɯÛÖɯÛÏÌɯÚÛÜËÌÕÛÚɀɯÒÕÖÞÓÌËÎÌȮɯÎÌÕÌÙÐÊɯÚÒÐÓÓÚɯÈÕËɯÈÛÛÐÛÜËÌÚȭɯ

They answered that the data collected are not sufficient to detect or predict impact. In EE it 

ÐÚɯËÐÍÍÐÊÜÓÛɯÛÖɯÓÐÕÒɯÙÌÚÜÓÛÚɯÛÖɯÈÊÛÐÖÕÚȮɯÚÐÕÊÌɯÈɯ×ÌÙÚÖÕɀÚɯËÌÊÐÚÐÖÕɯÛÖɯÚÛÈÙÛɯÈɯÉÜÚÐÕÌÚÚɯÐÚɯÐÕÍÓÜÌÕÊÌËɯ

by a complex of factors. Finally, when asked what effect they might see in the local 

community if EE were scaled up to reach a considerable proportion of students and teachers 

at a school, they said the effect would depend on the form of EE offered. The effect of a one-

time, short-term initiative would differ from that of a long -term initiative inte grated into the 

curriculum for a whole year or several years. How EE is defined is another important factor, 

they said. The impact on the local community may differ depending on whether the 

programme relates directly to business or addresses different aspects of the community, 

including the social economy. Both approaches have an impact, but the effects can be very 

different, so it is difficult to give a clear answer to this question.  
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 Estonia   

Since 1994, when Junior Achievement Estonia was established, EE activities have been 

carried out in Estonia. Through most of the intervening period, EE was provided only at 

general, vocational and higher education institutions and often in connection with the 

subjects of business or economics. As part of a continuation of the Lifelong Learning Strategy 

2020, the Estonian Ministry of Education and Research decided to develop EE at all levels of 

education for the years 2014ɬ2020, and the implementation of the strategy started in 2016.  

The first part of the programme, th e Entrepreneurship Education Programme, has set the 

following goals: to develop EE methodology, to elaborate teaching materials and to provide 

in-service teacher education. The three main principles of the programme are that EE should 

be taught at all education levels, that EE should be developed in collaboration with the 

universities, and that EE is to be understood as something for all people, not just future 

entrepreneurs.   

In response to our short questionnaire the representative of the Ministry of Edu cation and 

Research answered that the main drivers for EE implementation are the collaboration among 

different stakeholders (ministries, business organisations and schools from all education 

levels) and the financing of the project and the strategy provide d by the ministry. The main 

hindrances are a lack of competent EE experts to develop methodology and evaluate the 

impact and the implementation and integration of EE in school curricula. The ministry also 

ÚÈÞɯÈÕɯÐÔ×ÈÊÛɯÍÙÖÔɯ$$ɯÞÐÛÏɯÙÌÎÈÙËɯÛÖɯÛÏÌɯÚÛÜËÌÕÛÚɀɯknowledge, generic skills, and attitudes. 

Finally, if EE were scaled up to reach a considerable proportion of the students, the ministry 

representative would expect collaboration between schools and local communities to 

become more intensive, life in the countryside to become more attractive to young people, 

and local businesses and other organisations to contribute more to schools and community 

activities and to gain from a more loyal workforce for a more sustainable future.  

In addition to the Ministry of Education and Research and other ministries, the actors 

involved in EE are educational institutions, employer unions and organisations such as JA 

Estonia. They work together with the enterprise centres in establishing EE in the country. In 

Estonia there has been, as mentioned above, a special emphasis on the importance of 

collaboration between many stakeholders for the development of this new strategy.   

Estonia now has a policy reform which contains a strategy for EE implementation at all 

educational levels. It has also established a scheme for cooperation between key actors and 

has defined the roles and responsibilities of all the actors and stakeholders.  In Estonia, the 

JA organisation plays an important role and has activities for students together with  courses 

for the teachers.  
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 Finland  

The Ministry of Education and Culture and the Ministry of Economic Affairs and 

Employment are the two main actors at the ministerial level in Finland. In 2009 they 

formalised a steering group with people representing organisations, unions, educational 

institutions and local and regional authorities which is now being replaced with a new 

Entrepreneurship Management Group. Many of the actors in the steering group are united 

in YES centres, which work at the practical level for the vision that every child should be able 

to obtain an education in entrepreneurship. These centres are involved in projects and 

ÌÝÌÕÛÚȮɯÚÜÊÏɯÈÚɯÖÙÎÈÕÐÚÐÕÎɯÛÌÈÊÏÌÙÚɀɯÚÌÔÐÕÈÙÚȮɯËÌÓÐÝÌÙÐÕÎɯÛÌÈÊÏÐÕÎɯÔÈÛÌÙÐÈÓÚɯÛÏÙÖÜÎÏɯÛÏÌɯ8$2ɯ

centres and arranging activities at all educational levels. The government provides the 

steering documents and establishes the top-level framework for the development in the area. 

Without this it would be difficult to establish a unified approach with a clear agenda and a 

clear EE vision.  

The aim of the Guidelines from 2009 was to enhance the entrepreneurial spirit and make 

entrepreneurship an attractive career for young people. The main contents of the guidelines 

were educational goals and a specification of development priorities for all levels and all 

types of education. The national curriculum was updated in 2014 -2015 with an even stronger 

EE emphasis, focusing on work skills and entrepreneurship as a multi -disciplinary approach. 

The cooperation between schools, institutions, businesses and associations takes different 

forms during different levels and phases. The 2009 Guidelines also made an effort to include 

EE in the initial training of the teachers. Today the plan is to strengthen these efforts by 

convincing universities to make EE part of teacher education.  

In response to our short questionnaire to the Ministry of Education and Culture about what  

it saw as the most important drivers and hindrances with regard to EE, one of the drivers 

ÔÌÕÛÐÖÕÌËɯÞÈÚɯÛÏÈÛɯ$$ɯÐÚɯ×ÈÙÛɯÖÍɯÛÏÌɯÎÖÝÌÙÕÔÌÕÛɀs programme. In addition, structural 

changes observed in Finnish society, such as high unemployment among young people, 

represent another EE driver. Among the most important hindrances were rigid attitudinal 

structures, a rigid educational system, insular companies, teacher education and parents. 

6ÏÌÕɯÛÏÌɯÔÐÕÐÚÛÙàɯÞÈÚɯÈÚÒÌËɯÈÉÖÜÛɯÈÕàɯÐÔ×ÈÊÛɯÖÍɯ$$ɯÖÕɯÛÏÌɯÚÛÜËÌÕÛÚɀɯÒÕÖÞÓÌËÎÌȮɯÎÌÕÌÙÐÊɯ

skills and attitudes, the reply was that there are more and more EE programmes and tools. 

Nowadays youngsters take part in all kinds of programmes and actions and competitions at 

the local, national and European levels. When EE is scaled up to reach a considerable 

proportion of students and teachers at a school, the effects seen on the local community 

include strong changes in attitude among both students and teachers and growing regional 

inspiration, as Finland now has eight regional EE strategies. 

According to the earlier -mentioned report, Finland has now established a progression model 

for implementing EE at different levels of its educational system. In order to monitor the 

actions in the EE guidelines, an evaluation was carried out in 2015. This evaluation 

concluded that the aims of the guidelines were fulfilled and that the networking between the 
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different actors involved in E E had intensified. The 17 regional YES centres had firmly 

established their positions and now covered the whole country. EE, moreover, had become 

entrenched in the core curricula and integrated into the plans of local schools and businesses. 

The evaluators suggest that the next steps are to involve teachers and head teachers in the 

implementation strategy by actively developing concrete measures and by offering further 

possibilities for EE. Continuous evaluation is the next step of the Finish strategy, especially 

by providing measurement tools for teachers to evaluate their own initiatives. Finland is also 

in the forefront of EE research by developing assessment tools for the schools which have 

now been translated into several languages.  

 Italy 

In Italy, EE ×ÖÓÐÊàɯÐÕÐÛÐÈÛÐÝÌÚɯÏÈÝÌɯÛÈÒÌÕɯÛÏÌɯÍÖÙÔɯÖÍɯÈɯÕÌÞɯÓÈÞɯÔÈÒÐÕÎɯÛÏÌɯÍÖÙÔÌÙɯȿÚÊÏÖÖÓ-

ÞÖÙÒɯÌßÊÏÈÕÎÌɀɯÐÕÛÖɯÈɯÔÈÕËÈÛÖÙàɯ×ÙÖÎÙÈÔÔÌɯÐÕɯ$$ɯÈÛɯÛÏÌɯÜ××ÌÙɯÚÌÊÖÕËÈÙàɯÓÌÝÌÓɯÈÕËɯÐÕɯ

vocational schools.  The Ministry of Education, Universities and Research is the main actor 

introducing EE in a systematic way in the education system. In Italy the change in national 

priorities is raising awareness about the importance of entrepreneurial skills and EE. Other 

actors involved are schools and businesses partaking in the school-work exchange 

programme and organisations which help implementing it. Because there are many small 

and medium -sized companies in Italy, the business associations play a key role. Since 2002, 

the JA organisation in Italy has also been working with schools and reaching a high number 

of students. 

The main goals of the national strategy are implementing learning strategies, establishing a 

link between schools and businesses and between educational activities at school and local 

cultural, social and economic development. If the students are not able to set up real school-

work exchanges, business simulations are offered in upper secondary schools.  The simulator 

allows students to use tools as they would if they were to set up and run a real business. In 

Italy, so far, there is no provision for entrepreneur education in initial teacher training, but 

the actors involved agree that teacher training is a central issue. 

With regard to our questionnaire addressed to the Ministry of Education, the most important 

drivers were t he compulsory nature of school-work exchange in the last three years of every 

upper secondary path together with certification of acquired competences at the end of the 

path. Also mentioned were other projects promoted by the ministry which support the 

acquisition of entrepreneurial competencies and the establishment of a register of companies 

willing to take part in school -work exchange projects. The most important hindrances, by 

contrast, were the following: to find and contact companies to sign agreements, the high 

percentage of small and micro companies, lack of specific teacher preparation, lack of 

involvement by parents and lack of integration of EE in the official curriculum.  
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Based on their experiences, the ministry representatives saw some impact from EE, especially 

ÞÐÛÏɯÙÌÎÈÙËɯÛÖɯÛÏÌɯÚÛÜËÌÕÛÚɀɯÎÌÕÌÙÐÊɯÚÒÐÓÓÚȭɯ6ÏÌÕɯ$$ɯÐÚɯÚÊÈÓÌËɯÜ×ɯÚÖɯÛÏÈÛɯÐÛɯÙÌÈÊÏÌÚɯÈɯ

considerable proportion of students and teachers at a school, they felt that the principal effect 

on the local community is increased awareness of the working world by students. Moreover, 

the students are able to fit in various working realities and also to realise autonomously their 

idea, which is good for the local community.  

 Latvia  

Latvia has not yet developed a specific EE strategy, but in the countÙàɀÚɯÉÙÖÈËÌÙɯÌËÜÊÈÛÐÖÕɯ

strategy there are some EE objectives. Despite this, there are different EE initiatives across 

the country, partly initiated at the ministry level and partly by educational institutions, 

NGOs and private businesses. Such initiatives, however, are often short-term projects mainly 

financed from European funds. The largest EE provider is the JA organisation, with 

initiatives for students though primary and secondary level together with training for 

teachers who want to teach entrepreneurship.   

The Education Development Guidelines 2014ɬ2020 have some objectives related to EE. With 

regard to these guidelines the Ministry of Education and Science is responsible for the 

administration of the EU funding, while other organisations are collaborating, s uch as the 

ÛÌÈÊÏÌÙÚɀɯÜÕÐÖÕȮɯÛÏÌɯÌÔ×ÓÖàÌÙÚɀɯÍÌËÌÙÈÛÐÖÕɯÈÕËɯÛÏÌɯÚÛÜËÌÕÛɯÜÕÐÖÕȭɯ(ÕɯÈËËÐÛÐÖÕȮɯÛÏÌɯ,ÐÕÐÚÛÙàɯ

ÖÍɯ$ÊÖÕÖÔÐÊÚɯÐÚɯÙÌÚ×ÖÕÚÐÉÓÌɯÍÖÙɯÛÏÌɯ×ÙÖÎÙÈÔÔÌɯÊÈÓÓÌËɯȿ$ÕÛÙÌ×ÙÌÕÌÜÙÚÏÐ×ɯÈÕËɯ(ÕÕÖÝÈÛÐÖÕÚɀȮɯ

but there is still no cross-ministry collaboration in this area.   According to the report, Latvia 

is in a pre-strategy stage where there is progress in establishing a strategy, but mainly with 

regard to policy documents.  

Although Latvia has no strategy in place yet, EE is included in the Education Development 

Guidelin es 2014ɬ2020 that identify tasks and measures for improvement in general 

education, including developing entrepreneurial skills. In the context of general education, 

the learning of topics that will foster the development of entrepreneurial skills has been  

adopted. Collaboration between vocational schools and apprenticeship enterprises also 

promotes the development of entrepreneurial skills by vocational students. The standards 

for initial teacher training underline that entrepreneurship should be included in all study 

programmes, such as innovation and project development together with financial and 

management competencies. However, EE activities are still mostly short-term, based on the 

personal enthusiasm of the teachers.  Latvian authorities recommend providing more 

support to teachers in the form of tools and training in EE.  

In response to our short questionnaire to the Ministry of Education and Science, a 

representative from the National Centre for Education answered that the Ministry of 

Education and Science and the National Centre for Education are most important drivers at 

the central level. In addition, Junior Achievement Latvia and the municipalities along with 
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with the schools and the communities are the main drivers at the grassroots level. One of the 

most important hindrances is time, as it is not possible to make any quick changes in the 

education curriculum and a comprehensive reform process takes time. In 2014, preparatory 

works for the development of a content of competence approach-based general education 

started. In the present school year, a selective and gradual approval of this content is 

occurring in 80 general education institutions. With the support from EU funds, the content 

of a competence approach-based education will be gradually i mplemented in grades 1ɬ12, 

aimed at, among other, raising the level of knowledge and interest in science-related subjects, 

citizenship education and EE.  

The central educational authorities expect to see the following EE impacts on students: 

increased knowledge about topics such as starting and running a company, the labour 

market, project work and financial literacy; an increase in generic skills such as creativity, 

problem solving, planning and presentations; and better attitudes with regard to school 

motivation, self -efficacy and effort to achieve goals. Transversal competencies, such as 

creativity, self -initiative, entrepreneurial attitudes, critical thinking and problem solving, are 

the focus of the new education curriculum that is under preparation by the National Centre 

for Education. This will influence the knowledge, skills and attitudes of all students in grades 

1ɬ12.  

When EE is scaled up so that it reaches a considerable proportion of students and teachers, 

they expect an enhanced understanding of entrepreneurship in local communities. Family 

members will get information from the students about courses, contests, seminars, and 

applications of their knowledge and skills in practice. As a consequence, members of the 

local communities may be better informed about entrepreneurial opportunities and may be 

more encouraged to take the initiative and perhaps start their own entrepreneurial activity.    

 A brief comparative summary  

The comparison between the eight countries in the report mentioned earlier wa s made with 

the use of an analytical tool called the Progression Model for Entrepreneurship Education 

Ecosystems in Europe. This tool consists of a framework for systematic EE development 

focusing on the main actors involved in EE, the content of the national strategies and the 

model of implementation. In the following summary of our five countries, we see that they 

are at different stages of development and implementation of their national EE strategies. 

 The main actors involved in entrepreneurship education 

According to the report, when it comes to the actors involved at both the policy and 

implementation level, some of the success factors appear to be cross-ministerial cooperation, 

ÌÕÎÈÎÌÔÌÕÛɯÖÍɯÛÏÌɯÉÜÚÐÕÌÚÚɯÚÌÊÛÖÙȮɯÌÕÎÈÎÌÔÌÕÛɯÍÙÖÔɯÛÏÌɯÌÔ×ÓÖàÌÙÚɀɯÖÙÎÈÕÐÚÈtions and the 

intermediary organisations, like the JA organisations and others.  
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The examples of Belgium and Finland show how cross-ministerial work can be organised. 

They underline the importance of high -ÓÌÝÌÓɯËÌËÐÊÈÛÐÖÕɯÛÖɯ$$ɯÞÐÛÏɯÈɯÊÖÜÕÛÙàɀÚɯÔÐÕÐÚÛÙàɯÖÍɯ

education leading the way. In these two example countries, the governments provide 

steering documents and give recommendations for EE development. In addition, 

collaboration at the ministerial level needs to include the engagement of organisations such 

as business organisations, educational institutions and local and regional authorities. In 

Belgium and Finland, the main implementers of EE policy are the JA organisations, which 

are the main providers of education programmes for entrepreneurship. That is als o the case 

in the three other countries.  

In Latvia, Estonia and Italy the national strategies on EE are not yet in place, or only recently 

have come into place. In these countries there seems to be less cross-ministerial collaboration, 

with only a few min istries involved. According to the Progression Model outlined in the 

report, Latvia is in the pre -strategy stage, with some progress achieved in establishing a 

strategy in the form of policy documents. Estonia and Italy already have policy reforms as 

well as a strategy to implement EE at most educational levels. Estonia, for instance, has 

established a mechanism for cooperation between key ministries and has defined the 

responsibilities and the roles of the stakeholders. In all three countries, the JA organisations 

play an important role and have ongoing activities for a considerable number of students 

and teachers. This way, they are supporting the development process from a political 

initiative to implement a national EE strategy.  

 The content of the national strategies on entrepreneurship education   

The content of the national strategies consists, for instance, of EE goals and EE teacher 

training. The two countries, Belgium and Finland, which already have national EE strategies 

also have objectives for implementing entrepreneurship at all educational levels. 

Curriculums now support EE but it is still very hard to get teachers involved and inspired, 

as our data suggest. All five countries see teacher training as an important part of the strategy 

of implement ing EE in the schools. Finland tries to involve teachers and school managers 

actively into the implementation of the strategy, while Belgium is investigating ways to do 

the same. These countries have also made EE available at all levels of education. However, 

since the schools have a certain degree of autonomy with regard to determining their 

teaching objectives and methods, EE is not implemented in all schools. With regard to teacher 

education, most of the countries have taken measures to see to it that the teachers receive 

entrepreneurship as a part of their continuous education.  

In Italy, Estonia and Latvia, where the strategy plans are more recent, we see a different 

×ÐÊÛÜÙÌȭɯ(Õɯ(ÛÈÓàȮɯÛÏÌɯ,ÐÕÐÚÛÙàɯÖÍɯ$ËÜÊÈÛÐÖÕɯÏÈÚɯÌÚÛÈÉÓÐÚÏÌËɯÞÏÈÛɯÐÛɯÊÈÓÓÚɯȿÚÊÏÖÖÓ-work 

ÌßÊÏÈÕÎÌɀɯÈÚɯÈɯÊÖÔ×ÜÓÚÖÙàɯÌÓÌÔÌÕÛɯÐÕɯÚÌÊÖÕËÈÙàɯÚÊÏÖÖÓÚȮɯÉÜÛɯÛÏÌÙÌɯÈÙÌɯÕÖɯÚ×ÌÊÐÍÐÊɯ×ÓÈÕÚɯÞÐÛÏɯ

regard to EE. Estonia has moved into the stage of initial strategy development, with 

entrepreneurship introduced as a general element at all educational levels and indicators to 
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assess the implementation of the strategy, including teacher training in EE. In Latvia, the 

strategy documents stress that entrepreneurial skills should be part of all education and that 

EE and teacher training should be incorporated in all study programmes. However, in this 

country EE activities are still mainly project -based and short-term, with reliance on the 

ÛÌÈÊÏÌÙÚɀɯ×ÌÙÚÖÕÈÓɯÌÕÛÏÜÚÐÈÚÔȭ 

 A model of the implementation of the national strategy 

Among our five countries only Belgium and Fin land have implemented a strategy for 

evaluation with a focus on how to monitor the implementation strategy of EE.  None of the 

regional strategies has been evaluated yet. Belgium and Finland also have a process for 

evaluation by monitoring and mapping the spread of EE in their educational systems. Often 

the responsibility for implementing the strategy is given to external organisations, which has 

been a success, since it allows more flexibility than would be possible at the ministerial level. 

In addition, i ndependent institutions carry out the evaluation of the national strategies and 

the results are used to improve and formulate new strategies. This has proved to be an 

efficient way for policy makers to follow up on the measures. The JA organisations have also 

played a role in the implementation, monitoring and evaluation of EE.   
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3 RESEARCH METHODS 

In this chapter, we provide a short description of the research questions and the research 

method, and describe the data collection that has been conducted for the case studies. 

 Research questions 

The overall research theme concerns entrepreneurship education (EE) at the upper 

secondary school level. This is a very broad topic that can accommodate many different 

concepts, methods and theories. In the larger ICEE project, the mini-company (MC) is the 

method being investigated. The reader of this report should therefore take into account that 

MC is only one way of approaching EE. Nevertheless, in those cases in this report where we 

discuss EE, we usually refer to it as the mini-company method.  

The larger ICEE study includes five schools in each of the five countries where the Company 

Programme is being tested in one year. One school in each country is a control school, while 

the others are running the JA Company Programme (CP). Some of the schools have operated 

with MC for many years; others are completely new to this method. The research will 

examine what effects we can see from the project. Effects in this context are defined as the 

learning benefits for the students and the way the MC method is being implemented and 

spread. The research questions add up to the following: 

¶ What kind of system effects can we identify from the ICEE project (information from 

parents, teachers, head teachers and ministries/school owners)? 

¶ What kind of hindrances and drivers can we identify?  

¶ What kind of learning outcomes can be identified?  

¶ Does increased focus on EE enhance the learning of other subjects? Does it affect 

academic ambitions?  

¶ What is the effect on entrepreneurial ambitions and potential?  

¶ Can we identify any community effects (parents, volunteers, local community and 

NGOs)? 

In the ICEE study the research is based on a combination of qualitative and quantitative 

ÔÌÛÏÖËÚȭɯ3ÏÌɯÛÌÙÔɯȿÔÐßÌËɯÔÌÛÏÖËÚɀɯÐÚɯÖÍÛÌÕɯÜÚÌËɯÐÕɯÛÏÐÚɯÙÌÚ×ÌÊÛɯȹ1ÖÚÚÖÞɯȫɯ!ÈÒÓÐÌÕɯƖƔƕƕȺȭɯ

Rossow and Baklien state that this term is defined and applied very differently by different 

authors (for a review see Johnson et al. 2007). While some authors apply the term when both 

quantitative and qualitative methods are being used in a study, others limit its application 
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to when qualitative and quantitative methods are being integrated in the study (Weber et al. 

1989 in Rossow & Baklien 2011). In the ICEE study we present results from the quantitative 

survey and the qualitative case studies separately, as in this report. However we will in 

further articles publish results in which mixed methods are integrated.  

In the ICEE study we have conducted both an effect evaluation (quantitative me thod) and a 

process evaluation (qualitative method). The two approaches have addressed the same 

research questions, as shown above. 

It is worth noting that the qualitative study has only been a small part of the entire ICEE 

project. This report will theref ore not be able to describe all aspects of learning and project 

implementation as well as we would have liked. We hope our qualitative study will inspire 

a more extensive and in-depth study of the learning process associated with entrepreneurial 

education. 

 Case studies 

A case study is an in-depth study of a particular situation rather than a sweeping statistical 

survey. It is a method used to narrow down a very broad field of research into one easily 

researchable topic. In studies where it is important to u nderstand specific cases and ensure 

a more holistic approach to research, case studies are the preferred methodological approach. 

The advantage of the case study research design is that you can focus on specific and 

interesting cases. This may be an attempt to test a theory with a typical case or it can be a 

specific topic of interest. In this research, the focus has been on the learning outcomes from 

entrepreneurial education.  

An important aspect of case studies is to be aware that each case must be treated 

individually, and interpreted contextually. In this case, cross -case comparison can be made 

and conclusions eventually drawn.  

In a case study, one is deliberately trying to isolate a small study group, one individual case 

or one particular population. The present qualitative study consists of five upper secondary 

case schools ɬ one school in each of the five countries. In the sample, we have both private 

and public schools and both vocational and general schools.  

In the next subchapter, we will look into the methodological approach, including the 

selection of informants within the cases. 
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 Methodological approach 

 The selection of informants 

We had a contact person at each school who arranged for the interviews ɬ chose informants, 

reserved location, convened appointments with the informants, etc. (see attachment 1). The 

range of interviewees was based on a list of criteria, which we sent to the schools ahead of 

the fieldwork. The contact person at the school was asked to select informants based on these 

guidelines: 

¶ It is important that group interviews can be carried out with groups consisting of whole mini-

companies. Tentatively we will interview one to two mini-companies at each school, but the 

maximum is seven students in each group interview. 

¶ It is important that group interviews with teachers consist of teachers involved with the 

ÚÛÜËÌÕÛÚɀɯÔÐÕÐ-companies. Tentatively we will interview one or two groups of teachers, with 

from five to seven people in each group. 

The empirical data on which this study  is based consist mainly of qualitative conversation 

interviews (individual and focus groups) with students, teachers, and parents, mentors, head 

teachers and JA representatives. The interviews were structured interviews to simplify 

comparisons between the five schools/countries. Each interview lasted for 1.5 to 2.5 hours. 

All interviews were arranged by the JA representative in the country in question, and were 

conducted in a separate room within the schools or in a meeting room outside the school. In 

the interviews, we used an interview guide (see attachment 2) with focused topics. For the  

students  we focused on the following topics:  

¶ MC idea 

¶ Group dynamics  

¶ Learning process 

¶ Cooperation 

¶ Interactions with teachers 

¶ Interactions with mentors  

¶ Learning outcomes 

For the teachers we focused on the following topics:  

¶ Experience and education 

¶ Understanding of entrepreneurship  

¶ Learning process 

¶ Cooperation 

¶ Assessment 

¶ Impact on students 
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In all five countries, we interviewed the following informants : 

¶ Head teacher ɬ individual interview  

¶ Teachers ɬ group interviews  

¶ Students ɬ group interviews  

In three of the countries ɬ Finland, Belgium and Italy ɬ we interviewed the following 

additional informants:  

¶ Parents ɬ group interviews  

¶ Mentors ɬ group interviews  

¶ JA representative -ɬ individual interview  

We also conducted a brief Q&A session via email with the ministries of education in each of 

the five countries. 

 Focus group interviews 

3ÏÌɯÍÖÊÜÚɯÎÙÖÜ×ɯÔÌÛÏÖËɯÏÈÚɯÉÌÌÕɯËÌÚÊÙÐÉÌËɯÈÚɯÈɯȿÊÈÙÌÍÜÓÓàɯ×ÓÈÕÕÌËɯËÐÚÊÜÚÚÐÖÕɯËÌÚÐÎÕÌËɯÛÖɯ

obtain perceptions on a defined area of interest in a permissive, non-threatening 

ÌÕÝÐÙÖÕÔÌÕÛɀɯȹ*ÙÜÌÎÌÙȮɯƕƝƝƘȰɯ×ȭɯƚɯÐÕɯ,ÈÚÚÌàɯƖƔƕƕȺȭɯ(ÕɯÛÏÐÚɯÔÌÛÏÖËɯÖÕÌɯÊÈÕɯÊÖÔÉÐÕÌɯÌÓÌÔÌÕÛÚɯ

of interviewing and participant observation, and provide an opportunity to probe the 

partÐÊÐ×ÈÕÛÚɀɯÊÖÎÕÐÛÐÝÌɯÈÕËɯÌÔÖÛÐÖÕÈÓɯÙÌÚ×ÖÕÚÌÚɯÞÏÐÓÌɯÈÓÚÖɯÖÉÚÌÙÝÐÕÎɯÜÕËÌÙÓàÐÕÎɯÎÙÖÜ×ɯ

dynamics (Vaughn, Schumm, & Sinagub, 1996). Usually the groups are composed of five to 

eight people and the interview lasts from one to two hours. The interview is carried ou t as a 

discussion of a small number of questions introduced through a questioning route or 

ËÐÚÊÜÚÚÐÖÕɯÎÜÐËÌȭɯ3ÏÌɯÎÙÖÜ×ɯÚÌÛÛÐÕÎɯÈÕËɯÛÏÌɯÔÖËÌÙÈÛÖÙɀÚɯÈÉÐÓÐÛàɯÛÖɯÖÍÍÌÙɯÏÌÓ×ÍÜÓɯ×ÙÖÔ×ÛÚɯÈÙÌɯ

designed to encourage an insightful discussion of the pertinent issues by the group members. 

The resulting data offer a robust alternative to more traditional survey methods when 

absolute numbers of respondents are less important than is a rich investigation of content 

(Massey 2011). 

Another benefit of the focus group method w hen doing cross-cultural studies is the cultural 

ÚÌÕÚÐÛÐÝÐÛàɯÐÛɯÍÈÊÐÓÐÛÈÛÌÚȭɯ(ÛɯÐÚɯÜÚÜÈÓÓàɯÊÈÓÓÌËɯÈÕɯȿÌÔ×ÖÞÌÙÐÕÎɯÔÌÛÏÖËɀɯÐÕɯÞÏÐÊÏɯÛÏÌɯÐÕÍÖÙÔÈÕÛÚɯ

have the power to define and explain phenomena, incidents or specific experiences. And in 

some occasions, focus groups may assist participants to come to mutual understanding of 

issues under discussion (Wibeck et al., 2007). 

We conducted focus group interviews with the teachers, pupils and parents in each of the 

five countries. Each group consisted of three to six informants. We were two researchers and 

one interpreter. All the interviews were recorded, and we took detailed notes throughout the 

interview.  
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 Using an interpreter 

The interviews were conducted in five different countries, and the research team does not 

speak any of the native languages in these countries. The working language throughout the 

interviewing was English, a second language for both the researchers and the informants.  

We had to use an interpreter in the interview settings, although some of the informants were 

fluent in English and gave their answers in English without the need of interpretation. We 

worked with a bilingual interpreter who played an intermed iary role during the interviews. 

She was involved in translating back and forth and interpreting responses between non -

English speaking participants and an English -speaking research team member.  

It is well known that when using an interpreter to conduct i nterviews there is a potential 

threat to data-validity in various points in the interview process. When using an interpreter 

in a focus group interview these threats are further strengthened. One threat arises when the 

researchers, whose first language is Norwegian, addresses a question in English to the 

interpreter, whose first language is Finnish/French/Italian, etc. As researchers we do not have 

the possibility to ensure that the interpreter has understood the questions in the right way. 

In that case, it is important to spend time with the interpreter in advance, going through the 

questions and clearing up any misunderstandings.  

 ÕÖÛÏÌÙɯÛÏÙÌÈÛɯÖÊÊÜÙÚɯÞÏÌÕɯÛÏÌɯÐÕÛÌÙ×ÙÌÛÌÙɯÛÙÈÕÚÓÈÛÌÚɯÛÏÌɯÐÕÛÌÙÝÐÌÞÌÌɀÚɯÙÌÚ×ÖÕÚÌÚɯÛÖɯ$ÕÎÓÐÚÏȭɯ

It is difficult for the researche r to know whether the interpreter has summarised and/or 

modified the responses. We had occasions when this was the case. We discovered 

throughout the interview that the interpreter, instead of translating word by word, made a 

summary of the informant respo nses. This was a problem mainly in the focus groups, in 

which up to six people were expressing their opinions. On these occasions, we stopped the 

interviews and took a break. We then pointed out to the interpreter the need to translate 

sentence by sentence.  

Threats may arise if the interpreter is not trained properly, lacks a full understanding of the 

particular research project, or has biased ideas; the quality of information obtained in such 

cases may be distorted (Ric, Liamputtong & Ezzy, 1999). We learned it was an advantage if 

the interpreter not only had linguistic abilities, but also in -depth knowledge of the research 

field, in this case EE. 

In order to minimise the threats caused by using interpreters, we arranged for a meeting 

with each of them ahead of the interviews. The purpose of the meeting was to allow adequate 

preparation time for both the interpreter and the researchers ɬ by getting to know each other 

and reviewing the goals and procedures of the ICEE project. We explained words and 

concepts that were used in the project, ensured that the interpreter understood the 

ÐÕÍÖÙÔÈÕÛÚɀɯÕÌÌËɯÍÖÙɯÊÖÕÍÐËÌÕÛÐÈÓÐÛàɯÈÕËɯÈÕÖÕàÔÐÛàȮɯÈÕËɯÌÕÚÜÙÌËɯÛÏÈÛɯÛÏÌɯÐÕÛÌÙÝÐÌÞɯÎÜÐËÌɯ

was properly understood (see attachment 3). 
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 Method criticism 

Informants who participated in  this study were selected by actors involved in the ICEE 

project (either the schools themselves or JA representatives in the country). The possibility 

of biased, unrepresentative selections must be considered. If the informants have a close 

relationship wi th people or things to be evaluated, they may feel bound by loyalty and 

conscience. A result could be that they find it difficult to be critical or to answer in an 

ÜÕÍÈÝÖÜÙÈÉÓÌɯ ÞÈàȭɯ (Õɯ ØÜÈÓÐÛÈÛÐÝÌɯ ÙÌÚÌÈÙÊÏɯ ÞÌɯ ËÖÕɀÛɯ ÕÌÊÌÚÚÈÙÐÓàɯ Ú×ÌÈÒɯ ÖÍɯ ÎÌÛÛÐÕÎɯ Èɯ

representative sample of respondents. Instead we talk of getting an informative sample of 

informants. It is important to have informants who can describe and reflect on their 

experiences in a way that gives us extensive good or bad information about a phenomenon 

or a case. The selection of informants is therefore not arbitrary. When the scientist no longer 

has control over the selection of informants, it becomes even more important how the 

researchers ask their questions, in order to offset the imbalance. We emphasised open 

ØÜÌÚÛÐÖÕÚɯÈÕËɯØÜÌÚÛÐÖÕÚɯÛÏÈÛɯÓÌÈËɯÛÖɯÙÌÍÓÌÊÛÐÖÕȭɯ6ÌɯÈÓÚÖɯÚÛÙÌÚÚÌËɯÛÏÌɯÙÌÚÌÈÙÊÏÌÙÚɀɯÌßÛÌÙÕÈÓɯÙÖÓÌɯ

in the ICEE project, and assured our informants that all data would be treated anonymously. 

It is important that informants feel they can speak freely without the risk of having to defend 

their views in retrospect. The fact that the interviewees spoke freely is also the reason we 

have chosen to reproduce direct quotations from the interview situations. Where words or 

concepts were obviously misused, we have made changes, but in general we have not 

corrected syntax or grammatical errors in the quotations, because we believed doing so 

would weaken the authenticity of the statements.  
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4 BELGIUM 

The school in Belgium is an 

average-sized general school, 

located in one of the cities 

outside the capitol. The school 

has 100 teachers and 735 

students. Three to four 

teachers and 54 students are 

involved in the company 

program.  

The school has long experience 

in cooperating with its  local 

business community and training students in economics -related games, but 

entrepreneurship education (EE) started here with the ICEE project. The consciousness of 

the importance of entrepreneurship was non -existent at the school before this start-up, says 

the head teacher. 

The school has chosen to run the JA Company Programme (CP) in three classes (economics, 

chemistry, psychology). CP is mandatory for these classes (certain years). Three teachers are 

involved in the EE. The students can either have one hour per week or two hours per week, 

depending on the class they are in.  

 Selection and focus 

Altogether we had 18 informants. We did group interviews with:  

¶ seven students from one mini-company 

¶ four teachers, with little or no EE experience  

¶ four parents 

¶ one mentor 

And separate interviews with:  

¶ representative of school management 

¶ JA representative 
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In addition we sent a short question & answer e-mail to the: 

¶ Mi nistry of Education in Flanders  

 Hindrances and drivers for entrepreneurship education 

 Hindrances 

Not in the curriculum  

In Belgium, education and thus EE is a full policy competence of the Flemish Government in 

the Dutch-speaking part of Belgium. An EE strategy has existed for about six years. Schools 

have considerable autonomy in determining their curriculum and teaching methods, but if 

they want government recognition or funding they must meet the attainment goals. In 

addition, the government provides support in the form of content and tools/virtual 

knowledge centres with a large database of materials for teachers at all levels. 

Entrepreneurship is not part of the particular curriculum on the regional level. Nevertheless, 

there are curriculums in which the skills and competencies taught may be relevant for 

entrepreneurship, but it is up to the teachers to make the link. One of the main tasks for the 

JA representative is to help teachers integrate MC into different subjects: 

Many schools see the MC as something on top, something extra. We try to help them to see the 

topics in the MC that can be integrated in the topics ɬ languages, mathematics, etc. Some teachers 

see this, but it is difficult to integrate. We try to talk to teachers to think about ways to integrate 

and they see that they can do it this way.  

It would be great if the government had integrated it in the school. 

The head teacher is also very important, and is able to influence or suppress EE in his or her 

ÚÊÏÖÖÓȭɯ3ÏÌɯÏÌÈËɯÛÌÈÊÏÌÙɀÚɯÙÖÓÌɯÐÕɯÊÙÌÈÛÐÕÎɯÌÕÛÏÜÚÐÈÚÔɯÖÕɯÛÏÌɯÚÛÈÍÍɯÐÚɯÐÕÝÈÓÜÈÉÓÌȭɯ3ÏÌɯÏÌÈËɯ

ÛÌÈÊÏÌÙɯÏÈÚɯÈɯÔÈÑÖÙɯÐÕÍÓÜÌÕÊÌɯÖÕɯÈɯÚÊÏÖÖÓɀÚɯcurriculum.  Therefore there is always a risk when 

changing head teachers that entrepreneurship training will be stopped.  

.ÕÌɯÖÍɯÖÜÙɯÊÖÓÓÌÈÎÜÌÚɯÎÖÛɯÈɯÕÌÞɯÏÌÈËɯÛÌÈÊÏÌÙɯÈÕËɯÏÌɯËÖÌÚÕɀÛɯÛÏÐÕÒɯÌÕÛÙÌ×ÙÌÕÌÜÙÚÏÐ×ɯÐÚɯÐÔ×ÖÙÛÈÕÛȮɯ

so he is afraid it will stop from the next year. This is important. 

This randomness also makes it difficult to build expertise in the teacher group.  

Mind -set 

You have to create a different mind-set. The lessons are not given here, but there (pointing 

outside). It is different for students, teachers and parents. It creates a different atmosphere. 
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It is also said that to be able to teach the CP one must change the mind-set of the people 

involved ɬ not only the students, but also the parents and not least the teachers. This can be 

very challenging, because teaching is bound up with tradition and recognition for all people. 

3ÏÌɯÚÊÏÖÖÓɀÚɯÔÈÕÈÎÌÔÌÕÛɯÏÈÚɯÉÌÌÕɯÞÖÙÒÐÕÎɯÏÈÙËɯÞÐÛÏɯÛÏÌɯÛÌÈÊÏÌÙÚɯÐÕÝÖÓÝÌËɯÐÕɯÖÙËÌÙɯÛÖɯ

change the traditional attitude towards teaching.  

It is said among the informants that the  educational system is focused on subjects, not 

pedagogical methods. There are two kinds of teacher training systems in Belgium ɬ a 

bachelor for teaching in the first years of secondary school, and a master for teaching in the 

final years of secondary. In the master programme, more time is spent on teaching methods 

and pedagogy, but the traditional way of teaching is still emphasised. One of the informants 

puts it this way:  

We have very little on project-based learning. They (the teacher training) want to be sure you 

have the basics (that you know your subjects). If you have some extra time you can try some other 

kind of teaching methods. 

Time limit  

The students have either one or two hours a week in the ICEE project. Our informants have 

two lessons a week, which they consider far too little. In practice they work more than two 

hours a week, and the extra time commitment detracts from their other schoolwork and 

consumes their leisure hours. The students find this stressful and complain about the amount 

of tim e it takes to implement the CP. The students must spend a lot of time on coordination 

and planning in order to make it through. One informant, an active sportsman, told us he 

found it very difficult to skip the MC work to focus on training and competition.  Whatever 

he chooses to do hurts his conscience. 

The limited time is also a barrier for the teachers teaching MC. They spend a lot of their spare 

time to get to know the CP and to prepare themselves for further progress, while they also 

have to keep up wit h their teaching in the other subjects. One of them says: 

3ÏÌɯÞÖÙÒÓÖÈËɯÐÚɯÌÕÖÙÔÖÜÚɯÍÖÙɯÔÌȭɯ(ɯÏÈÝÌɯÛÞÖɯÏÖÜÙÚɯÈÕËɯÛÏÈÛɯÈÙÌɯÔàɯȹȱÚÜÉÑÌÊÛȱȺɯÏÖÜÙÚȮɯÚÖɯ(ɯÏÈÝÌɯ

ÛÖɯÞÖÙÒɯËÖÜÉÓÌɯÈÚɯÍÈÚÛȭɯ(ÛɯÛÈÒÌÚɯÈÞÈàɯÛÐÔÌɯÍÙÖÔɯȹȱÚÜÉÑÌÊÛȱȺȭ 

The teachers find the extent of the CP too large for the time allotted within school hours. 

They feel bad that students use their leisure time to work with CP, since they have sport 

activities or other engagements. Another problem is that some of the students live far from 

school and it can be difficult to travel back and forth. Yet another problem is it that some of 

the mini -ÊÖÔ×ÈÕÐÌÚɯÊÖÕÚÐÚÛɯÖÍɯÚÛÜËÌÕÛÚɯÞÏÖɯËÖÌÚÕɀÛɯÒÕÖÞɯÌÈÊÏɯÖÛÏÌÙɯÞÌÓÓɯÈÕËɯÍÐÕËɯÐÛɯËÐÍÍÐÊÜÓÛɯ

to work together when the teacher is not there to guide them. 

It takes a lot of work. It should be two extra hours for us so they could do it in class and not at 

home. Not all of them live close to the school, so it is not so easy. 
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(ÕɯÛÏÌɯÌÕËɯÛÏÌɯÚÛÜËÌÕÛÚɯÏÈÝÌɯÛÖɯËÖɯÐÛɯÈÛɯÏÖÔÌȭɯ(ÛɀÚɯËÐÍÍÐÊÜÓÛɯÉÌÊÈÜÚÌɯÚÖÔÌɯÖÍɯÛÏÌÔɯËÖÕɀÛɯÎÌÛɯÖÕɯÝÌÙàɯ

well, and they have to organise this in their spare time. 

If the school had increased the amount of time spent on this project, the teachers see many 

benefits: 

If we all could have had two more hours we could have mixed the groups and they could have 

learned from each other, and also inspired each other. 

(ÛɯÐÚɯÈɯÉÙÐÓÓÐÈÕÛɯ×ÙÖÑÌÊÛɯÐÍɯÐÛɯÞÈÚɯÔÖÙÌɯÛÐÔÌȭɯ(ɀËɯÏÈÝÌɯÓÖÝÌËɯÐÛɯÛÖɯÉÌɯ×ÈÙÛɯÖÍɯall the subjects at school. 

From the JA perspective one of the solutions to this problem could be cooperation between 

the different teachers in the school. 

The ideal situation for Vlajo will be that teachers cooperate with each other; that students of 

different classes and curricula cooperate with each other, even if they come from different types of 

education.  

Lack of routines for internal c ommunication  

In the interview the students told us about a cooperative challenge they had had. They had 

felt the CEO was not working appropriately, but it was difficult to raise the problem 

internally. After they talked about it, everything was sorted out nicely and the general 

manager was replaced. But a lack of internal communication was a significant barrier to 

progress in the company, and which limited corporate development. The only reason they 

managed to sort things out, according to the informants, w as that they were friends from 

before. Friendship overcomes conflicts.  

Lack of coordination  

Another overall barrier in Belgium is the lack of coordination between the different subjects 

and/or teachers. All the informants mention this as a major barrier. The students find it 

difficult to combine MC with other subjects. Teachers find it hard to impose MC in other 

ÛÌÈÊÏÌÙÚɀɯÊÓÈÚÚÌÚɯÈÕËɯ×ÈÙÌÕÛÚɯÚÌÌɯÛÏÌɯÊÖÕÚÌØÜÌÕÊÌÚɯÍÙÖÔɯÛÏÌɯÓÈÊÒɯÖÍɯÐÕÛÌÎÙÈÛÐÖÕɯÐÕɯÛÏÌɯÈÔÖÜÕÛɯ

of time spent on MC. No consideration is given to th e workload the projects represent. 

Students spend a lot of time on them outside of school hours, and often must argue to get to 

ÜÚÌɯÛÏÌɯÕÌÊÌÚÚÈÙàɯÛÐÔÌȭɯ3ÏÌàɯÈÓÚÖɯÍÌÌÓɯÛÏÈÛɯÛÌÈÊÏÌÙÚɯÈÙÌɯÕÖÛɯ×ÖÚÐÛÐÝÌɯÛÖɯÛÏÌɯÚÛÜËÌÕÛÚɀɯÚ×ÌÕËÐÕÎɯ

so much time on the MC. The teacÏÌÙÚɀɯÝÐÌÞɯÐÚɯÛÏÈÛɯ,"ɯÊÖÔ×ÙÖÔÐÚÌÚɯÛÏÌɯÖÛÏÌÙɯÚÜÉÑÌÊÛÚȭɯ 

Yesterday I got a mail from the chemistry teacher who asked for excuses for the students being 

ÈÞÈàɯÛÖÔÖÙÙÖÞȮɯÉÌÊÈÜÚÌɯÖÍɯÛÏÌɯÍÈÐÙȭɯ3ÏÌàɯÈÙÌɯÚÖɯÖÍÛÌÕɯÈÞÈàɯÍÙÖÔɯÏÖÔÌȭɯȱɯ3ÏÌɯÍÐÙÚÛɯÈÕÚÞÌÙɯÏÌɯÎÖÛɯ

was from one colleague who said, No, I am not doing this, they have only been working on their 

,"ɯ×ÙÖÑÌÊÛȮɯÈÕËɯÚÖɯ(ɯÞÖÕɀÛɯÊÏÈÕÎÌɯÔàɯËÈàȭɯ 

Lack of professional security  
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The teachers are concerned about their lack of knowledge about EE. For all of them this is 

their f irst time teaching MC and they feel uncomfortable both about their lack of experience 

with the teaching methods and about their lack of subject -matter knowledge. As one 

informant says:  

(ɯÍÌÌÓɯÓÐÒÌɯ(ɯÈÔɯÓÖÖÚÐÕÎɯÎÙÐ×ɯÖÍɯÐÛȮɯÚÐÕÊÌɯ(ɯËÖÕɀÛɯÏÈÝÌɯÈÕàɯÌÊÖÕÖÔàȭ 

Confidence and professional security are important values for the teachers who ask whether 

the ICEE project suffers from haste. If they had had more time to plan the project, maybe 

they would have had both more teacher training and more teaching hours?  

 Drivers 

Cooperation with mentor  

3ÏÌɯÚÛÜËÌÕÛÚɀɯÌß×ÌÙÐÌÕÊÌɯÖÍɯÛÏÌÐÙɯÙÌÓÈÛÐÖÕÚÏÐ×ɯÛÖɯÛÏÌÐÙɯÛÌÈÊÏÌÙɯÐÚɯÊÏÈÙÈÊÛÌÙÐÚÌËɯÉàɯÓÈÊÒɯÖÍɯ

interest, which probably is due to lack of knowledge. They point to their mentor when asked 

which role has had an influence on their learning process. One of the reasons this relationship 

works so well is that the mentor is a former CP student and knows the content and progress 

of the programme.  

Good cooperation with the mentor, she understands, she has done MC before. 

%ÙÖÔɯÛÏÌɯÔÌÕÛÖÙɀÚɯpoint of view, her role is more that of a coach than either a business 

partner or strict teacher: 

.ÛÏÌÙɯÔÌÕÛÖÙÚɯÈÙÌɯÍÖÊÜÚÐÕÎɯÔÖÙÌɯÖÕɯÛÏÌɯÉÜÚÐÕÌÚÚȭɯ(ɯÈÔɯÔÖÙÌɯÊÖÈÊÏÐÕÎȭɯȹȱȺɯ 

I want to be a trustworthy person for them. I said: I am not here to be another strict and angry 

teacher. I invest my spare time for you.  

3ÏÌɯÚÊÏÖÖÓÚɀɯÈÜÛÖÕÖÔà 

 ÕÖÛÏÌÙɯËÙÐÝÌÙɯÛÏÈÛɯÊÈÕɯÉÌɯÐËÌÕÛÐÍÐÌËɯÐÕɯÛÏÌɯÔÈÛÌÙÐÈÓɯÍÙÖÔɯ!ÌÓÎÐÜÔɯÐÚɯÛÏÌɯÚÊÏÖÖÓÚɀɯÈÜÛÖÕÖÔàȮɯ

ÈÕËɯÉàɯÌßÛÌÕÚÐÖÕɯÛÏÌɯÏÌÈËɯÛÌÈÊÏÌÙɀÚɯÖ××ÖÙÛÜÕÐÛàɯÛÖɯÐÕÍÓÜÌÕÊÌɯÛÏÌɯÊÖÕÛÌÕÛɯÖÍɯÛÏÌɯÚÊÏÖÖÓ. If the 

head teacher is dedicated to the entrepreneurial education method, the incentives are strong 

to get it implemented.  

 Preparation and training for the Company Programme 
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 From the perspective of the teachers and mentors 

The teachers complain about lack of training. They have not had any teaching apart from 

ÞÏÈÛɯÛÏÌàɀÝÌɯÓÌÈÙÕÌËɯÍÙÖÔɯÛÏÌÐÙɯÊÖÓÓÌÈÎÜÌÚȭɯ.ÕÌɯÖÍɯÛÏÌɯÛÌÈÊÏÌÙÚɯÏÈÚɯÌß×ÌÙÐÌÕÊÌɯÍÙÖÔɯÉÌÐÕÎɯ

an entrepreneur himself, and while that experience dates from long ago he uses it in teaching 

the students. In general they all miss more training in the CP method.  

The mentor confirms that the teachers seem to lack competence in the CP method. For 

ÌßÈÔ×ÓÌȮɯÚÛÜËÌÕÛÚɯËÖÕɀÛɯÒÕÖÞɯÛÏÌɯ×ÙÖÎÙÈÔÔÌɀÚɯÛÐÔÌÓÐÕÌȰɯÛÏÌàɯÈÙÌɯÜÕÈÞÈÙÌɯÖÍɯÛÏÌɯÕÌßÛɯ

milestone and what needs to be done beforehand. Such an overview is important if students 

ÈÙÌɯ ÛÖɯ ÚÜÊÊÌÌËɯ ÐÕɯ×ÓÈÕÕÐÕÎɯ ÛÏÌÐÙɯ ÊÖÔ×ÈÕàɀÚɯ ×ÙÖÎÙÌÚÚȭɯ  ÕÖÛÏÌÙɯ ÈÚ×ÌÊÛɯ ÖÍɯ ÛÏÐÚɯ ÓÈÊÒɯ ÖÍɯ

ÊÖÔ×ÌÛÌÕÊÌɯÍÙÖÔɯÛÏÌɯÔÌÕÛÖÙɀÚɯ×ÖÐÕÛɯÖÍɯÝÐÌÞɯÐÚɯÛÏÈÛɯÛÏÌɯÛÌÈÊÏÌÙÚɯËÖÕɀÛɯÚÌÌÔɯÛÖɯÒÕÖÞɯÏÖÞɯÛÖɯ

use the mentor, or even ÞÏÈÛɯÛÏÌɯÔÌÕÛÖÙɀÚɯÙÖÓÌɯÐÚȭɯ 

 From the perspective of the JA representative 

%ÙÖÔɯÛÏÌɯ) ɯÙÌ×ÙÌÚÌÕÛÈÛÐÝÌɀÚɯ×ÖÐÕÛɯÖÍɯÝÐÌÞȮɯÛÌÈÊÏÌÙÚɯÎÌÛɯÈɯÓÖÛɯÖÍɯÐÕÍÖÙÔÈÛÐÖÕɯÈÕËɯÚÜ××ÖÙÛɯ

from Vlajo. They may call upon their regional coordinator whenever they want, but the 

problÌÔɯÐÚɯÛÏÈÛɯÛÏÌàɯËÖÕɀÛɯÜÚÌɯÛÏÈÛɯÖ××ÖÙÛÜÕÐÛàȭɯ2ÛÐÓÓɯÛÏÌɯ) ɯÙÌ×ÙÌÚÌÕÛÈÛÐÝÌɯÊÓÈÐÔÚɯÛÏÈÛɯÛÏÌÙÌɯ

should be more guidance and valuation given to the teachers. The teachers are central to the 

"/ɀÚɯÚÜÊÊÌÚÚȭɯ6ÌɯÕÌÌËɯÛÖɯÊÙÌÈÛÌɯÔÖÙÌɯÙÖÖÔɯÈÕËɯÚ×ÈÊÌɯÈÕËɯÊÖÔ×ÌÛÌÕÊÐÌÚɯÍÖÙɯteachers so that 

we can have this kind of project, says the JA representative, who has coined the term 

ȿÛÌÈÊÏÌÙ×ÙÌÕÌÜÙɀɯÈÚɯÈɯÓÈÉÌÓɯÍÖÙɯÛÏÌɯÒÐÕËɯÖÍɯÛÌÈÊÏÌÙÚɯ) ɯÞÈÕÛÚȭɯ2ÏÌɯÚÈàÚɯÛÏÈÛɯ) ɯÞÈÕÛÚɯÛÖɯ

support the teachers more, because the teachers need it. One thing teachers lack is evaluation 

competency:  

It is difficult for them to evaluate without points. We have a peer-evaluation system, templates on 

ÛÏÌɯÞÌÉÚÐÛÌȮɯÉÜÛɯÛÏÌàɯËÖÕɀÛɯÜÚÌɯÐÛȭɯ3ÏÌàɯÕÌÌËɯÚÖÔÌÖÕÌɯÞÏÖɯÌß×ÓÈÐÕÚɯÛÖɯÛÏÌÔȭɯ6ÌɯËÖɯÚÌÌɯÛÏÈÛɯÛÌÈÊÏÌÙÚɯ

sit beside the students and want to tell them what the correct way of doing it is. 

 Assessment of the Company Programme as a working method 

 From the perspective of the students 

The students say they have had little guidance and help from their teacher. On the other 

hand, they have had a lot of help from their mentor, who is the person they go to when they 

have questions or problems. The mentor is also the person who gives them feedback and 

discusses different directional selections. The students have trust in their mentor, because 

this person is a former CP student. 
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 From the perspective of the teachers 

 According to the teachers, assessment of the students developed gradually, and the students 

eventually took over the guidance of one another.  

I saw that after a couple of weeks they started to teach themselves. At first we told what we 

expected for the MC, and somewhere in November I planned a meeting with the companies and I 

had some points to discuss, make them fill in paper of self-evaluation and peer-evaluation. They 

started this without my interference. They managed another. They were a real company. 

The teachers used the manual from Vlajo1, but  

They needed me at first. It was brand new for all of them, but afterwards they managed themselves. 

They solved the problem ÛÏÌÔÚÌÓÝÌÚȭɯ(ɯÈÚÒÌËɯÛÏÌÔɯØÜÌÚÛÐÖÕÚɯÛÖɯÛÙÐÎÎÌÙɯÛÏÌÔȭɯ(ÛɀÚɯÈɯÛÖÛÈÓÓàɯËÐÍÍÌÙÌÕÛɯ

way of teaching for me. 

(ɯÏÈÝÌɯÛÖɯÎÜÐËÌɯÛÏÌÔɯÈÕËɯÓÌÈËɯÛÏÌÔȭɯ(ɯÏÈÝÌɯÛÖɯÎÖɯÛÏÌɯÔÈÕÜÈÓȮɯÉÌÊÈÜÚÌɯ(ɯÊÈÕɀÛɯÎÐÝÌɯÛÏÌÔɯÈÓÓɯÈÕÚÞÌÙÚȭɯ

6ÐÛÏɯÛÏÌɯÈÊÛÐÝÐÛÐÌÚɯÐÛɀÚɯÌÈÚÐÌÙɯɬ I can also ask them questions, but the economic bit is difficult and 

I feel I am loosing grip of my class. At this moment I have a good contact with them from before; 

(ɯÚÌÌɯÛÏÌɯÈËÝÈÕÛÈÎÌÚɯÍÖÙɯÛÏÌɯÚÛÜËÌÕÛȮɯÉÜÛɯÕÖÛɯÍÖÙɯÔÌȭɯ(ÛɀÚɯÛÖÖɯÔÜÊÏɯÛÖɯÓÌÈÙÕȭ 

 From the perspective of the parents 

According to the parents there are no assessments of the students apart from the feedback 

they get from their mentor. The parents say their children are seeking more guidance, 

especially in the initial phase, but also along the way. They say there are classes that do not 

realise what to do because they lack theoretical knowledge.  

(ɯÛÏÐÕÒɯÛÏÌàɯÕÌÌËɯÎÜÐËÈÕÊÌȭɯ3ÏÌàɯËÖÕɀÛɯÏÈÝÌɯÛÏÐÚɯÌß×ÌÙÐÌÕÊÌɯÞÐÛÏɯÛÏÌɯÉÈÕÒɯÖÙɯÛÏÌɯÌÊÖÕÖÔàȮɯÕÖÛɯÛÏÌɯ

budgeting thing. There were students from the Latin class and they were completely lost. They 

had to find information on the internet. 

Parents try to help but fall short, mostly due to lack of competence but also lack of time. They 

feel that students spend very much time on MC and that there is danger of affecting other 

schoolwork . This is reinforced by the fact that it is difficult to combine CP with other school 

subjects. Parents hear their children complain about other teachers who dislike the shift of 

time and focus away from their subjects.  

I can understand that they want many students to have this experience, but there are too few 

teachers. Maybe it should be more intensive so that they get enough feedback? It is something to 

think about. 

                                                      
1 The JA organisation in Flanders 
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.ÕɯÛÏÌɯÖÛÏÌÙɯÏÈÕËȮɯÈÓÓɯÛÏÌɯ×ÈÙÌÕÛÚɯÌß×ÙÌÚÚÌËɯÏÈ××ÐÕÌÚÚɯÖÝÌÙɯÛÏÌÐÙɯÒÐËÚɀɯ×ÈÙÛÐÊÐ×ÈÛÐÖÕɯÐÕ the 

ICEE project, as we will see in subchapter 4.6. 

 From the JA representativeõs perspective 

As seen in subchapter 4.3.1 the JA representative requests more education in the evaluation 

system for teachers. The peer-evaluation and the templates on the website seem difficult to 

use. Teachers are probably not accustomed to evaluating the learning process without being 

able to assign characters/points. 

It is difficult for them to evaluate without points. We have a peer-evaluation system, templates on 

the websiÛÌȮɯÉÜÛɯÛÏÌàɯËÖÕɀÛɯÜÚÌɯÐÛȭɯ3ÏÌàɯÕÌÌËɯÚÖÔÌÖÕÌɯÞÏÖɯÌß×ÓÈÐÕÚɯÛÖɯÛÏÌÔȭɯ6ÌɯËÖɯÚÌÌɯÛÏÈÛɯÛÌÈÊÏÌÙÚɯ

sit beside the students and want to tell them what the correct way of doing it is. 

 Learning process for students 

ȿ3ÖÖɯÔÜÊÏɯÛÖɯÓÌÈÙÕɀ 

What this teacher says is that to teach in this way is a demanding form of teaching. Teachers 

have too little time and too little room to acquire the necessary skills. They can see that 

students benefit from it, but for the teachers themselves there is too much to learn and not 

enough time. 

Another kind of relationship  

On the other hand, teachers report that they gain valuable contact with students that they 

have not experienced before. Teachers and students become more equal, and their 

relationship becomes more informal due to their coop eration. According to this informant, 

the relationship becomes closer: 

(ɯÓÌÈÙÕɯÔÖÙÌɯÈÉÖÜÛɯÛÏÌɯÚÛÜËÌÕÛÚȭɯ(ÕɯÈɯÊÓÈÚÚÙÖÖÔɯÐÛɀÚɯËÐÍÍÌÙÌÕÛɯÉÜÛɯÏÌÙÌɯàÖÜɯÊÈÕɯÛÈÓÒɯÈÉÖÜÛɯ

everything, more informal. I get closer to them, another way of talking to them. The roles between 

teacher and student are less hierarchical. 

Group process 

The students tell us that they have worked in a democratic way, with everyone deciding 

what to do. They discuss a lot with their coach, and she helps them decide. This worked well 

initially, but  after some time they had a major conflict involving replacement of the CEO. 

The CEO has a high degree of responsibility and must make sure the others do their jobs 

correctly. In the beginning, say the informants, everyone decided and everyone did 

everythi ng. Since the dispute they have divided tasks better, and while the whole group 

participates its members have been assigned different responsibilities. They have one arena 

for discussions and one arena for the more important decision-making. In this process, they 
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have learned how a group can collaborate better. Communication in the beginning was not 

very organised or coordinated, they say, but we learned from mistakes, and now we 

communicate better: 

The problem was that we could not see what was important. We made a different group so we 

could see what was important. 

3ÏÌɯÐÕÍÖÙÔÈÕÛÚɀɯÌß×ÓÈÕÈÛÐÖÕɯÐÕËÐÊÈÛÌÚɯÛÏÈÛɯÛÏÌàɯÏÈÝÌɯÔÈÕÈÎÌËɯÛÖɯÙÌÍÓÌÊÛɯÖÕɯÛÏÌɯËÐÍÍÌÙÌÕÊÌÚɯ

and the conflict in such a way that they have learned from it. They now say:  

The best way to learn is to make mistakes and realise it is a mistake and do something about it. 

In this way we can say that the conflict was an important eye -opener for the students. 

Being told vs. learning by experience  

Attendance is mandatory, but students get to choose the kind of business they pursue. They 

were asked to choose between products or services and divided into two groups. Students 

found the mandatory aspect provoking, and felt they did not get any explanation why they 

had to attend. In the beginning they felt very i ncompetent, partly because they lacked 

professional insight into what they should do.  But eventually this feeling disappeared and 

they mastered what they put their minds to.  

Mandatory? Why? We are not even doing economics! We got little explanation about what we 

ÞÌÙÌɯÛÖɯËÖȭɯ6ÌɯÑÜÚÛɯÏÈËɯÛÖɯËÖɯÐÛȭɯ-ÖÞɯÞÌɯÛÏÐÕÒɯÐÛɀÚɯÖÒɯÈÕËɯÞÌɯÏÈÝÌɯÓÌÈÙÕÌËɯÈɯÞÏÖÓÌɯÓÖÛȵ 

The students are very clear on the point that they have learned a lot by being forced to do 

things by themselves. In the beginning the coordinator from Vljao exp lained and informed 

them, but after a while she let them experience things first hand. This was hard, and probably 

one of the reasons they ended up in conflict. On the other hand, it was important for them to 

take responsibility for their own learning proc ess. 

If everything is told to you it is not learning. We had to figure out something on our own. 

Learning is having a problem and trying to solve it.   

 Learning outcomes 

 From the perspective of the students 

As to learning outcomes, the students were asked whether they had obtained more business 

knowledge. They confirmed that they now knew how to start a company and understood 

both the workload required and the need for persistence. But beyond the impact on their 
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knowledge, the Belgian students emphasised generic skills and attitudes as important 

learning outcomes. 

As we saw in the last subchapter, the students have learned a lot from the conflict they went 

through. When asked what about the conflict was important to the learning outcome, they 

specify the importance of honesty and sincerity: 

'ÖÕÌÚÛàɯÐÚɯÝÌÙàɯÐÔ×ÖÙÛÈÕÛȮɯÛÖɯÚÈàɯÛÏÐÕÎÚɯÛÖɯÌÈÊÏɯÖÛÏÌÙȮɯÞÌɯÊÈÕɯÈËÔÐÛɯÞÙÖÕÎÚɯÈÕËɯÍÈÐÓÜÙÌÚȭɯ#ÖÕɀÛɯ

try to cover up if you do something wrong. 

Another side of being honest is the importance of communication. One of the informa nts 

explains it in this way:  

"ÖÔÔÜÕÐÊÈÛÐÖÕȱȮɯÉÌÊÈÜÚÌɯÐÍɯàÖÜɯËÖÕɀÛɯÒÕÖÞɯÞÏÈÛɯÛÏÌɯÖÛÏÌÙɯÖÕÌÚɯÞÈÕÛȮɯàÖÜɯÊÈÕÕÖÛɯÒÕÖÞɯÞÏÈÛɯ

to do. You have to talk to each other to be able to do the right things. 

So, communication is an important aspect of working together and being able to help each 

other when needed. The students we talked to had very good experiences of helping each 

other and operating as a team: 

We help each other even if it is not our part/role. 

3ÌÈÔÞÖÙÒɯÈÕËɯÛÏÌɯÐÔ×ÖÙÛÈÕÊÌɯÖÍɯÞÖÙÒÐÕÎɯÛÖÎÌÛÏÌÙɯÐÚɯÞÏÈÛɯ(ɀÝÌɯlearned. 

Due to the very short amount of time, planning is important when working with the MC. 

The students are busy at this grade and have a lot of schoolwork to do, so to run their MC 

they were forced to become good planners: 

Planning is important. It is more and more work; the school expects more of you. 

All in all, their experiences amount to what this boy explains:  

If everything is told to you, it is not learning. You have to figure out something on your own. 

 From the perspective of the teachers and head teacher 

According to the head teacher the teachers have developed or changed attitude towards 

entrepreneurship during this year.  

3ÏÌɯÛÌÈÊÏÌÙÚɯÞÌÙÌɯÈÍÙÈÐËȮɯÛÏÌàɯËÐËÕɀÛɯÚÌÌɯÛÏÌɯÜÚÌɯÖÍɯÐÛȮɯÈÕËɯÛÏÌàɯÚÈÐËɯÛÏÌàɯ×ÙÌ×ÈÙÌËɯÛÏÌÔɯÍÖÙɯ

university. But now they are among the most positive ones. 

She also sees great learning outcomes for students and says that the main impacts are less to 

do with economics than with personal growth. In particular she has been surprised to see 
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students in one class who had had little or no experience of entrepreneurship beforehand 

who now present themselves as if they had never done anything else! 

Motivation is increased and their verbal skills have increased. They are more open to other 

students, teachers, and companies. They are proud, it boosts their self-confidence. They really 

believe in themselves.  

They are very positive! They have increased their competencies. They will tell the other students 

that this is nice.  

The head teacher can also see a gender difference, with girls generally serving as the 

responsible CEO while the boys are the workers. Girls are more talkative and expressive, 

whereas boys are the hard workers, she says. Another difference was noted between the 

different subject classes. The psychology class is doing social entrepreneurship, offering 

services, while the economics and mathematics classes offer products. While the psychology 

class is focused more on events and services, the economics class is more focused on selling 

things. The science class has more of a cross-curriculum orientation. The head teacher is 

concerned about the social hierarchy that appears to be implemented in the CP as in society 

at large: 

Pupils who study in science and mathematics are more successful and motivated for the MC than 

the ones who study psychology. The hierarchy that exists on the normal level are repeated also in 

the ICEE. This is for general education. 

6ÏÌÕɯÐÛɯÊÖÔÌÚɯÛÖɯÛÏÌɯÛÌÈÊÏÌÙÚɀɯÝÐÌÞɯÖÍɯÛÏÌɯÓÌÈÙÕÐÕÎɯ×ÙÖÊÌÚÚȮɯÛÏÌàɯÌÔ×ÏÈÚÐÚÌɯÛÏÈÛɯÚÛÜËÌÕÛÚɯ

are not used to this kind of working. Project -based learning is quite new for this school and 

therefore a new way of learning for the students. They see that cooperation, teamwork, 

trusting one another and taking responsibility are among the most important outcomes so 

far.  

Take responsibility and respecting the deadlines Vljao asks for. 

3ÏÌɯÕÌÌËɯÍÖÙɯÛÏÌɯÎÙÖÜ×ȮɯÐÛɀÚɯÕÖÛɯÖÕÓàɯÈÉÖÜÛɯÔÌȭɯ(ɯÏÈÝÌɯÛÖɯ×ÓÈàɯÔàɯÙÖÓÌs and make the others good. 

They started as children and they are becoming entrepreneurs now. Lots of them take it very 

seriously; they understand what is expected  

The teachers reflect upon the fact that this way of learning is new to their students and that 

it was hard for them in the beginning, both for the teachers and for the students, but now 

they see that the students have learned by being forced to deal with their own experiences. 

And they conclude that this can be related to the completion of the CP. 

They know what went wrong, and what they can do to improve it. 
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In addition to new attitudes towards themselves and one another, they also see that students 

have increased their knowledge about business life in general, although they do not seem to 

have any more knowledge about the labour market in their local community.  

3ÏÌàɯÒÕÖÞɯÛÏÈÛɯÐÛɀÚɯÔÖÙÌɯÛÏÈÕɯÚÌÓÓÐÕÎɯÈɯ×ÙÖËÜÊÛȭɯ3ÏÌàɯÒÕÖÞɯÞÏÈÛɀÚɯÕÌÌËÌËɯÛÖɯÉÌɯÈÉÓÌɯÛÖɯÚÌÓÓɯ

×ÙÖËÜÊÛÚȮɯÈÕËɯÛÏÈÛɯÐÍɯÛÏÌàɯÑÜÚÛɯÚÛÈÕËɯÚÛÐÓÓɯÉÌÏÐÕËɯÛÏÌÐÙɯÊÖÜÕÛÌÙɯ×ÌÖ×ÓÌɯÞÖÕɀÛɯÊÖÔÌɯÈÕËɯÉÜàȭ 

They learn about profit and cost. 

They are too young to be interested in the local labour market. 

 From the perspective of the parents 

3ÏÌàɯÈÓÓɯÏÈÝÌɯ×ÖÚÐÛÐÝÌɯÍÌÌÓÐÕÎÚɯÈÉÖÜÛɯÛÏÌÐÙɯÒÐËÚɀɯ×ÈÙÛÐÊÐ×ÈÛÐÖÕɯÐÕɯÛÏÌɯ"/ȭɯ3ÏÌɯ×ÈÙÌÕÛÚɯÚÈàɯ

students have learned a great deal from the conflict they had in the company, when they 

were forced to deal with how individuals performed their tasks. They learned that different 

people have different talents, abilities and interests ɬ as in real life. They have learned to talk 

about diff icult subjects and experienced that it is OK to switch roles without anyone being 

disappointed.  
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5 ESTONIA 

In Estonia we visited one 

of the larger schools in 

the county, with more 

than 1,000 students. 

According to the JA 

representative this is one 

of the more popular 

schools among the 

parents, and, therefore, 

the competition to be 

expected as a student is 

high: the students are 

tested both as they enter 

first grade and throughout their stay at the school. In Estonia the schools have 12 grades. The 

first three or four are at the primary level; the middle level continues until grade 9; and the 

upper secondary level goes from grades 10 to 12. After grade 9, the students go to either the 

upper secondary school or the vocational school.   

 Selection and focus 

Altogether we had 11 informants. We did group interviews with:  

¶ six students from three mini -companies  

¶ three teachers, all female, all but one with training in the mini -company programme  

In addition, we did individual interviews with:  

¶ the head teacher 

¶ the head of the JA organisation 

Finally, we sent a brief questionnaire by e-mail to the:  

¶ Ministry of Education and Research 












































































































