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o In short...

sSummary

This report presents the results of

a three-year study of the JA entre-
preneurship programme. The results
show that JA students, compared to
the control group, perceive that they
have significantly developed a greater
ability to act entrepreneurially. This is
especially true for business-specific
competences, but they also perceive
that they develop more in entrepre-
neurial life competences such as crea-
tivity, collaboration, problem solving
and perseverance. A closer look at
the external and internal factors that
influence how students perceive they
have developed their entrepreneurial
competences shows that external ad-
visors have a positive impact, but that
the effect is negative if it is too strong.
The extent to which students feel that
they have developed entrepreneurial
competences is also closely related

to their experience of the programme.
Participation in entrepreneurship fairs
and pitch competitions, on the other
hand, does not seem to have had a sig-
nificant impact on students. However,
those who have won prizes have sig-
nificantly more positive intentions to
start a business. The study also shows
that there were specific groups on
which JA entrepreneurship education
has a significantly greater impact. Fe-
male JA students experienced greater
development, as did students with low
academic self-esteem and students
from non-academic homes.

The study also focussed on whether
students felt that participation in JA in-
fluenced the way they participated and
engaged in other subjects. Both stu-
dentsin schools where JA was taught
in the second year of upper secondary
school and students in schools where

JA was taught in the third year of upper
secondary school were included in this
study. However, the survey was only
completed at the end of their upper
secondary studies. In this way, it was
possible to examine both whether JA
had a direct impact on students’ enga-
gement in other subjects and whether
it had a lasting effect, one year after
the programme ended. However, the
results showed that, compared to the
control group, there were only limited
differences in how JA students enga-
ged with other subjects.

This somewhat surprising finding was
further explored in a qualitative inter-
view study with teachers in schools
that teach JA but do not teach this
programme themselves. The analy-
sis shows that teachers believe that
JA develops useful competences in
students, both in terms of their further
schooling and later in life. However,
they believe that more co-ordination
and collaboration on teaching met-
hods, subjects and year groups is ne-
eded if they, as teachers, are to enable
students to use their entrepreneurial
competences. Teachers seem to feel
that it does not matter much that they
have access to more advanced Lego
pieces if the building instructions re-
main simple and basic.

The results are based on interviews
with eight upper secondary school
teachers, 946 second-year upper se-
condary school students (448 UF, 498
control), 153 follow-up students (75
UF, 78 control), and 154 third-year up-
per secondary school students (93 UF,
61 control). There is a large geographi-
cal spread of respondents, who come
from both university preparatory and




vocational programmes. The questi-
onnaires were collected during three
school years: 2020/2021, 2021/2022
and 2022/2023. In each school inclu-
ded in the study, the students in the
control group were carefully selec-
ted so that their programmes would
resemble as closely as possible the
programmes in which the JA students
participated. Unfortunately, it was
not practically possible to randomise

which students would participate in JA.

This means that, methodologically, we
were not able to follow the guidelines
of the Randomised Controlled Trials
(RCT) methodology for programme
evaluations. The results may therefore
be influenced by factors and events
that we could not control. Although
there are some methodological limita-
tions to the study, its findings can still
guide policy development.

In conclusion, the results of the study
show that participation in JA
entrepreneurship:

In order to navigate in an era increasingly characterised by rapid chan-
ge and uncertainty, and to solve the challenges we face today, it has be-
come increasingly important that our students are given the opportu-
nity to develop entrepreneurial competences. The results of the study
show that, regardless of whether students are in a university prepara-
tory programme or a vocational programme, JA students perceive that
they have developed entrepreneurial competences to a significantly
higher degree than students in the control group.

Differences in the number of women and men starting a business
continue to persist despite decades of attention and efforts. As
differences in interest in entrepreneurship seem to occur already
at school age, early intervention is crucial. The results of this
study show that JA entrepreneurship has a particularly positive
impact on female participants. Thus, early school-age JA can be
an effective intervention to reduce gender inequalities in entre-
preneurship and enterprise.

Traditional teaching methods typically favour students with academic
talent. With its focus on action-oriented teaching methods, character
traits and social skills, JA gives students the opportunity to utilise other
talents. The results of the study show that JA has a particularly positive
impact on students coming from non-academic homes and students f
with low self-confidence in academic achievement. ;
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Introduction

"Canyou tell if a student has participa-
ted in JA?” This question is answered
in different ways depending on who

is asked. Entrepreneurs and business
people tend to focus on whether we
can influence young people to see
entrepreneurship as an alternative ca-
reer choice to employment and wage
labour. Politicians and policy makers
focus more on whether, through
education, we can prepare our stu-
dents for an uncertain future and equip
them with the competences to solve
the challenges we face. However, the
focus of this survey is on how students
and teachers answer this question.
Does JA, with its focus on action-ori-
ented teaching methods and entrepre-
neurial competences, lead teachers to
perceive JA students as more self-re-
liant and enterprising? Do students
perceive that the authentic school
tasks included in the student-centred
teaching of the JA Entrepreneurship
programme give them a new view of
the world and equip them with the
tools and skills to navigate it?

To investigate this, a three-year stu-
dy has been conducted on behalf of
Young Enterprise (JA) Sweden. The
aim was to investigate how students
and teachers perceive JA Entrepre-
neurship, and what impact this type of
teaching has on students during their
schooling. With the help of JA Swe-
den’s regional offices, a larger quanti-
tative survey was carried out involving
schools from all over the country. The
survey was also complemented by a
smaller, but more exploratory qualitati-
ve interview study with teachers.

As readers of this type of report tend
to be interested in different aspects,
and as JA, with its wide range of stake-
holders and target groups, may further
contribute to this, the report starts
with a short overview and some easy
reading references. The first part of
the report discusses the background
to the study and different perspectives
on entrepreneurship education and
action-orientated teaching methods.
It also presents the theoretical fra-
mework on which the study is based.
Those interested only in the design

of the survey can skip this part and
proceed directly to the second part

of the report. This section presents
the design of the questionnaires and
how the quantitative data collection
was carried out. The considerations
made regarding the design of the
questionnaires, the competences
assessed, and why a "retrospective”
design of the questions has been used
are described here. The third part of
the report presents and discusses the
results of the quantitative surveys.

For the reader who is only interested
in the more practical implications of
the study, can start here. The qualita-
tive interview study with teachers is
then presented as a separate part of
the report. The report concludes with
a joint discussion of the results, their
limitations, and the policy implications
of these findings.

AUTHOR OF THE REPORT: author

This reportis the result of work car-
ried out in close collaboration with

JA Sweden and its regional offices. In
spring 2020, the survey design was
developed in collaboration with Aino
Pleiner and Pontus Ekstam from JA
Sweden. Their contribution has been
particularly influential in the initial
phase, but they have contributed with
practical knowledge and contacts with
the regional JA offices during the three
years the survey has been conducted.
However, | myself am responsible for
the final design of the survey. My back-
ground is as a researcher with a focus
on entrepreneurship education and its
effects. am employed at the Foun-
dation for Entrepreneurship, which is
an organisation that can be seen as
Denmark’s equivalent to JA Sweden,
as it is the national centre responsible
for Junior Achievement’s programmes,

Kare Moberg,
The Foundation for Entrepreneurship

such as Company Programme. This of
course colours my analysis. However,

| have endeavoured to use research
methods that counteract my own
preconceptions and bias. The survey
includes dimensions that are included
in several other studies, and they were
chosen because they do not include
entrepreneurial jargon that may be dif-
ficult for students in the control group
to understand. To avoid influencing the
results of the qualitative interviews,
these were conducted by national and
regional UF staff. Having said that, it is
of course difficult to avoid colouring an
analysis with one’s own opinions and
preferences. Instead of hiding these, |
have, when given the opportunity, tried
to highlight and discuss them from
different research perspectives.



For those interested in the
underlying factors why the
survey was conducted

WHY: Young Enterprise?

Entrepreneurial learning has been
recognised in recent decades as a
viable alternative to traditional class-
room teaching. Unfortunately, it has
been difficult to implement this type
of teaching widely in the education
system. This is because it typically
requires significant investment in the
professional development of teachers,
and changes in teaching and wor-
king practices involve whole schools.
Most teachers do not have a detailed
understanding of what entrepreneu-
rship education is and thus attribute
many different meanings to it. Many
teachers are also unaccustomed to
teaching in an action-orientated way
and to using authentic tasks. This
creates ambiguity, especially in terms
of how this type of teaching fulfils the
curriculum and its learning objectives.
JA Entrepreneurship Programmes
avoid many of these problems as it has
a clear but flexible teaching structure
and detailed teaching materials. While
the teaching is adapted to the diffe-
rent programme orientations, all the
programmes involved have a common
framework and the teachers responsi-
ble for JA teaching have all undergone
basic training in the structure of the
programme and have access to the
same teaching materials.

With its established framework, JA
Enterprise enables entrepreneurship
education on a broad front. With its
common but flexible teaching structu-
re, it guarantees the basic conditions
of equal education, while allowing for
a focus on specific needs, as well as
local development, customisation and
innovation in teaching. The focus on
independent group work where stu-
dents run their own businesses, with

real money, goods and customers,
includes many of the dimensions that
educational researchers have identi-
fied as those that particularly enga-

ge students in their learning. Basic
research in this field has shown that
students are engaged if learning is per-
ceived as meaningful and useful (llleris,
2009), and if it includes the following
five dimensions:

1) Focus on collaboration

2) Authentic tasks

3) Gives students ownership over
the learning process

4) Accommodates diverse talents
5) Is perceived as fun and enjoyable
(Newman, 1991).

These are all key dimensions of en-
trepreneurship education. However,
integrating them into the conventional
school curriculum can be challenging.
By focusing on business operations,
they can be included in a natural and
student-centred way.

Critical voices, however, argue that the
success of JA comes at the expense of
other alternatives to entrepreneurship
education. These critics see UF’s uni-
formity in terms of teaching structure
and its focus on competitive elements
in the final entrepreneurship fair and
pitch competition as problematic.

It leads, according to them (see e.g.
Brentnall et al., 2023) to a competitive
and ‘one-size-fits-all’ logic. However,
the common teaching structure and
uniformity followed by JA Entrepre-
neurship is a prerequisite for larger
quantitative programme evaluations
to be possible. If the results of this
type of evaluation are to have con-
crete policy implications, the teaching




also needs to be practically scalable
so that it can be implemented in a
broad and equitable way. This requi-
res, on the one hand, standardisation
of basic dimensions of the teaching
framework, but, on the other hand,
that the programme structure is suffi-
ciently flexible to accommodate many
types of programmes, specialisations
and learners.

The flexible alignment that characte-
rises JA allows other factors, such as
for whom and under what conditions
this type of teaching is effective, to be
examined. To do this, the study needs
to focus both oninternal factors such
as learners’ backgrounds and pre-
ferences, as well as external factors
such as the structure of the teaching
and the context in which it takes place.
However, the extent to which teaching
has been effective can be measured in
a number of ways. A common appro-
ach in evaluations of entrepreneurship
programmes is to focus on entre-

preneurial competences and school
engagement. However, measuring this
objectively is challenging, but in many
cases students’ subjective evaluations
may actually be a more valid measure.
Whether you choose to apply the com-
petences you have learned depends
more on your perception of mastering
them than on whether you actually
master them objectively. However, the
opportunities for action offered and
encouraged by the environment play

a crucial role. Secondary school stu-
dents are placed in a context and act
according to the types of behaviour
that this context encourages. Howe-
ver, their characteristics, abilities and
competences determine how they
navigate this context and how they in-
terpret and reinterpret the signals they
receive. The next section discusses
this in the light of the key assumptions
and theoretical frameworks underpin-
ning the study.

THEORETICAL:
background

Two theoretical perspectives, both of
which have their roots in developmen-
tal psychology, form the basis of the
study. One concept, "self-efficacy”,
comes from Albert Bandura’s theory
of social learning (1971,1977a) and can
be translated into Swedish as "sjalv-
formaga”. We perform the actions and
activities that we feel we have maste-
red. It is therefore important that the
focus is not only on pupils learning new
knowledge and skills, but also on gi-
ving them opportunities to experience
that they are knowledgeable and com-
petent, so that they become confident
and secure.

The second concept, 'affordances’, has
its roots in developmental psychology
with James J. Gibson’s pioneering work
(1977,1979) on how life forms adapt
to, are shaped by, and navigate their
environment. Roughly translated into
Swedish, it means "accessibility” or
"possibilities for action”. It is particular-
ly in design research that this concept
has been widely disseminated, and

the focus has shifted from adaptati-
on to user-centred design!. Although
we in the field of entrepreneurship
have a long tradition of importing dif-
ficult-to-translate concepts and the-
ories from design science, the focus of
this study will be on the theory’s ap-
plication in development psychology.
In the following, these two theoretical
perspectives will be presented.

AFFORDANCE:
the perspective

Unfortunately, it is not only the theory’s
name "affordance” that is difficult to
translate, its conceptual framework

is also quite technical with many bio-
logical terms. In simple terms, it is
about how different "life forms” adapt
to "biological niches” that offer them
different "affordances”, i.e. opportuni-
ties for action. However, depending on
the characteristics and skills of the life
form, they perceive different opportu-
nities for action. It is therefore the inte-
raction between the individual and the
environment that determines which
actions and behaviours occur. For the
majority of life forms, it is the biologi-
cal conditions that govern. Although
explanatory models that go back to
our origins as nomads on the savan-
nah have become increasingly popular
and, in recent decades, we have been
forced to realise more clearly how
dependent we are on the ecological
constraints of our surroundings, the
more "primitive” aspects of affordance
theory are less interesting in an educa-
tional context. The focus will therefore
be on those perspectives that focus on
cultural and social affordances and the
reciprocal influence that individuals
and their environment have on each
other (see e.g. Rietveld & Kiverstein,
2014).

Thus, from an educational perspective,
the focus should be on both learners
and their environment. The interaction
is the key here, as it is not only about
the opportunities for action that the
environment offers or encourages,

but also how this differs depending on
who the students are and what cha-

13



14

racteristics they possess. If we apply
this perspective to how best to nurture
entrepreneurial learners in schools,
the importance of focussing on inte-
raction becomes quite clear. Schools
are widely criticised for failing to sti-
mulate creativity in young people and
for using traditional teaching methods
that are uniform and do not take into
account students’ individual diffe-
rences. These critics argue that the
school’s focus is too much on prepa-
ring students for employment, with the
result that those who show entrepre-
neurial qualities are downplayed and
conformed to the norm. On the other
hand, there are those who argue that
schools over-adapt to individual diffe-
rences and use "fluffy’ teaching met-
hods without clear learning objectives.
According to these critics, schools
should act as socialisers and make
clear what is expected of students

in terms of common learning requi-
rements. Those students who show
entrepreneurial tendencies would do
so regardless of the school system,
and the best we can offer them is
subject-oriented knowledge (see e.g.
the discussion between Sweller et al.,
2023 and De Jong et al., 2023).

From an affordance perspective, the
focus should be on the extent to which
the school system offers different op-
portunities for action and encourages
different behaviours depending on the
different characteristics that students
possess. Several studies in recent
years have shown that girls are in-
creasingly doing better in school than
boys? One explanation for this trend
that many have focussed on is that the

school system has increasingly been
designed in a way that suits girls better
than boys. However, this is a general
trend and there are of course many
boys who have the qualities to cope
with today’s schools, and there are also
those schools that have adapted to
work for both boys and girls. However,
when it comes to entrepreneurship
and self-employment, there has been
no change in the gender imbalance

in recent decades. In other words, it
does not appear that the changes that
schools have undergone have chan-
ged the extent to which girls engage in
entrepreneurial behaviour.

To find out why this is the case, it is
natural from an affordance perspecti-
ve to examine what signals the school
system sends to girls and boys respe-
ctively, and whether it differs in terms
of what opportunities are offered

and what behaviours are encouraged
(solicitations?®), and whether this is
particularly suited to characteristics
typically found in girls or boys. Star-
ting from the pupils, it is also possible
to examine what characteristics and
competences give them the ability to
navigate this school system and to
reinterpret the signals they receive in
a way that suits them, and how this
leads them to be able to identify op-
portunities for action that match their
characteristics and interests.

Whether this means that students
need to acquire a new approach, or
whether other methods or competen-
ces are required, will be discussed in
the following sections.

ENTREPRENEURSHIP AS:
an approach or as a method

In the places where entrepreneurial
learning and entrepreneurship are
dealt with in the National Agency for
Education’s curriculum, the focus is on
students being able to adopt an en-
trepreneurial approach. As a concept,
"approach”, or "mindset” as it can be
translated, is unfortunately difficult

to concretise and translate into clear
learning objectives and concrete
teaching. Researchers are far from
agreeing on what characterises an en-
trepreneurial mindset. It is somewhat
defined as something "we recognise
when we see it”. Colin Jones, who can
be considered one of the more rigo-
rous researchers in our field, focuses
on students developing new "frames
of reference” and sense-making th-
rough repeated exposure to new
experiences. This leads to autonomy
and a 'can do’ mentality ( Jones, 2020,
see also Larsen, 2023). Itis clear that,
defined in this way, an entrepreneurial
approach has clear links to Bandura'’s
concept of self-efficacy. However, it
is still difficult to translate it into clear
learning objectives.

In order to clearly concretise what
entrepreneurship is about, many in-
fluential researchers (Neck & Greene,
2011; Neck, Greene & Brush, 2014;
Sarasvathy & Venkataraman, 2011)
have conceptualised entrepreneurship
as a method. According to these re-
searchers, just as we teach the scien-
tific method to all students, even if we
do not aim for everyone to become a

scientist, we should ensure that all stu-
dents have access to an ‘entrepreneus-
rial toolkit’, and that they understand
the entrepreneurial method, even if
we do not aim for everyone to become
an entrepreneur. It is not only how we
understand the world that is important
to focus on in our school system, our
students also need to learn how value
is created, and how they concretely
apply their knowledge to achieve this.

This approach shares clear similarities
with design thinking as a method. Just
as design thinking has gained great
popularity in recent decades with its
focus on process, and the fact that
more or less no prior knowledge is
required to apply the method, entre-
preneurship as a method has gained
great popularity among incubators
and entrepreneurship counsellors
who appreciate its "one size fits all”
character®. These approaches typical-
ly do not take into account individual
differences. However, the Affordance
perspective clearly shows that the dif-
ferent characteristics of learners have
a major impact on how they perceive
and interact with their environment.
Thus, the focus cannot be solely on
methods in general. In order for pupils
to succeed in developing the compe-
tences that teaching aims to promote,
teaching methods need to be adapted
to the pupils’ existing competences
and their perception of their strengths
and weaknesses.

15



16

ENTREPRENEURIAL SKILLS:
and self-efficacy

A middle ground between the so-
mewhat abstract "entrepreneurship as
an approach” perspective and the uni-
form "entrepreneurship as a method”
perspective can be to see entrepre-
neurship as a set of competences. En-
trepreneurship has been identified as
one of the eight key competences that
EU citizens should possess (EC, 2006,
2018). However, what this competence
means has been contested. Much of
the debate has centred on whether
starting and running a business is the
relevant activity, or whether entrepre-
neurship as a competence should be
understood in a broader sense and
also include competences that are im-
portantin life in general. To clarify what
was meant by entrepreneurship as a
key competence, researchers, experts
and educators in the field of entrepre-
neurship were brought together to
discuss which competences and areas
of competence were considered to

be the most central. In a multi-stage
process, the EntreComp competency
framework was developed in this way
(Bacigalupo et al., 2016).

Several of the competences in Entre-
Comp focus on activities that are not
based on declarative knowledge and
are therefore difficult to codify. These
types of competences are collectively
referred to as 'non-cognitive compe-
tences’ and can be loosely understood
as the 'residual of an 1Q test’, i.e. the
character traits and social skills that
explain why people with the same 1Q
level do differently in life (Gutman &
Schoon, 2013). Competences such

as managing uncertainty, mobilising
people and resources, taking the initia-
tive, and being slow and persistent are
all of central importance for entrepre-

neurs starting and running businesses,
but they are also important for success
in life in general. Research has shown
that both types of competences
should be focused on as they have a
mutually reinforcing effect. If non-cog-
nitive competences are trained, it is
easier to acquire cognitive-oriented
competences, and vice versa (Cunha &
Heckman, 2007, 2010).

Thus, the focus on entrepreneurial
competences should come early in
the education system. However, they
can be challenging to teach using
traditional teaching methods. Standar-
dised tests that can effectively test
students’ literacy or mathematical
competence cannot be used to de-
termine the extent to which a student
can, for example, deal with uncertainty,
learn from experience, or collaborate
with others. This is of course challen-
ging for teachers, but also for learners
seeking evidence that they are devel-
oping the competences they are being
taught. In his theory of social learning,
Albert Bandura (1971,1977a,1977b,
1997) showed that we typically learn
socially by imitating others. However,
he demonstrated that it was impor-
tant to be exposed to situations that
provide opportunities to really test
one’s abilities and thereby obtain clear
evidence of whether one has sufficient
competence to master the activity
one has practised. You can train and
objectively improve a skill, but what
actually determines the likelihood of
performing the activity, or using the
skill, is your subjective perception of
the extent to which you believe you
have mastered it.

Activities such as innovation and

entrepreneurship are not traditional-
ly focussed on in the school system.
Non-cognitive competences are in
themselves a challenge to assess and
evaluate. When these are also outside
the normal scope of school activities,
the challenge becomes even greater.
Teaching that focuses on training stu-
dents in entrepreneurial competences
therefore needs to be action-oriented
and provide students with ample op-
portunities to test their competences.
Authentic elements are typically im-
portant as real-life situations provide
more genuine learning experiences.
However, it is important that learning
takes place in a safe environment
where mistakes and failures are allow-
ed, and that teachers help and support
students when they are struggling.
According to Bandura, the goal is for

students to increase their self-efficacy,

i.e. their confidence to use the skills
they have learnt and perform activities
that were previously perceived as un-
familiar and challenging. This creates a
positive feedback loop where increa-
sed self-efficacy leads to increased
motivation and commitment to face
and overcome new challenges.

With their focus on identifying oppor-
tunities for early testing and feedback
of ideas and concepts, entrepreneurial
approaches are typically well suited to
provide students with opportunities
to practice their competences and
develop self-efficacy. As entrepreneu-
rial skills are increasingly recognised
as important for navigating an uncer-
tain and changing world, not just for
starting a business, action-oriented
teaching where students practice
non-cognitive competences has at-
tracted increasing attention. A clear

proof of this is that when the Euro-
pean Commission updated its list of
key competences in 2018, it added
personal and social competences to
the competence of 'learning to learn’
and developed the LifeComp compe-
tence framework (Sala et al., 2020).
The key life competences included in
this framework clearly overlap with
the competences in EntreComp (see
Moberg, 2023 for a discussion on
this). Another clear evidence of this
is that entrepreneurial learning, where
the focus is not on starting a business,
has become increasingly popular. The
teaching methods recommended for
teaching the competences included
in LifeComp (Sala et al., 2022) can be
seen as an example of this.




For those interested in the
survey design and data collection

DATA COLLECTION: and dataset

In order to maximise the geographi-
cal and programme coverage of the
schools included in the study, they
were selected in collaboration with the
JA National Analysis Unit. In addition to
having students participating in JA in
the second school year, it was impor-
tant that the schools were also able

to provide a control group of students
from the corresponding programme.
The most desirable situation was for
the school to have a group of students
who were involved in JA in the second
year and, in parallel, another group of
students from the same upper secon-
dary programme who were not. How-
ever, as the aim was to include several
different study programmes in the sur-
vey, this option was limited to a handful
of schools. The JA analysis unit provi-

School

year Group

Control

Experi-
ment

Control

Total dataset

% Parent with
higher educa-
tion

ded lists with information on the num-
ber of students who had participated
in JA in the previous year and whether
a suitable control group of students
from a similar programme could be
identified at the school. The selection
was made based on these lists and the
Regional Office of JA was tasked with
contacting the selected schools. This
resulted in 17 schools and 602 stu-
dents (316 experimental, 286 control)
being included in the first round of the
study in 2020/2021, and 10 schools
and 344 students (132 experimental,
212 control) in the second round of
the study in 2021/2022 (three schools
were included in both rounds). Table 1
presents a descriptive overview of the
respondents in this dataset.

% Parent/sibling
with experience
in entrepreneu-
rship

54%

Table 1: Overview of the second year students who participated in the survey.
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The students who participated in the
survey were informed about the pur-
pose of the study and that they would
be contacted again in the coming year.
As a thank you for their participati-

on in the follow-up survey, they were
rewarded with a "glassogram” sent to
them by UF Sweden via SMS. By the
end of the 2021/2022 school year,
this resulted in 101 students comple-
ting the survey. The limited number of
respondents participating in the fol-

low-up study meant that the following
year the study was expanded to also
include pupils who had participated

in JA entrepreneurship during their
third school year. This resulted in 154
students from 7 new schools being
included in the study by the end of the
2022/2023 school year, and 52 stu-
dents completing the follow-up questi-
onnaire. Table 2 presents a descriptive
overview of the respondents in these

datasets.

Schools with JA

Schools with JA

entrepreneurship entrepreneurship 2:::'?:'?;;"::;:_\
in the 2nd year in the 2nd year hi inp3r d vear
2021/2022 2022/2023 P y

Total
number
of pupils

Men

Total
number
of pupils

Total
number
of pupils

Control 47

31 61

UF

Total

Table 2: Overview of third year students.

RETROSPECTIVE:

question structure

A survey distributed at the end of the
school year was used to investigate
how students perceived they had de-
veloped entrepreneurial competences
during their second year of upper se-
condary school, and whether this diffe-
red for students who had participated
in Young Enterprise. The survey design
was based on established and ongoing
surveys, notably the Junior Achieve-
ment Entrepreneurial Skills Pass (ESP)
and the OECD PISA survey. As many
secondary school students have a di-
storted view of what entrepreneurship
is, using traditional programme evalu-
ation methods can be problematic. In
many cases, entrepreneurship educa-
tion provides them with a new frame of
reference, making pre- and post-test
comparisons uncertain. Participants’
understanding of the assessed varia-
bles may have changed (re-evaluation)
and who they are comparing themsel-
ves with is often different before and
after participating in the programme
(recalibration) (Schwartz & Sprangers,
2000; Sprangers & Schwartz, 2000;
Sprangers et al., 1999). This so-called
"response shift bias”®, which has made
the results of several programme eva-
luations of entrepreneurship education
difficult to interpret and unreliable, can
be avoided by using a retrospective
question structure ( Little et al., 2020).

In surveys with a retrospective ques-
tion structure, respondents are asked
to indicate the level they considered
themselves to be at at the beginning of
the training period and the level they
considered themselves to be at at the
time of answering the survey, which

is typically after the training period

has ended. As the focus of the study
was to investigate students’ subje-
ctive perception of how they devel-
oped entrepreneurial competences,
L.e. their entrepreneurial self-efficacy,
they were asked to assess the extent
to which they felt they had mastered
different abilities and activities that are
part of entrepreneurial competences.
The study included three competen-
ces with a strong focus on entrepre-
neurship (Financial knowledge, Ability
to network, and Ability to start a bu-
siness), and four more general entre-
preneurial competences (Creativity,
Problem solving, Perseverance, and
Cooperation). As these competen-

ces can be understood in many ways,
each of them was defined with three
questions. Tests of "Cronbach’s alpha”
(CA) values were conducted to exami-
ne the extent to which respondents’
answers to questions were related for
the different competences. This value,
which ranges from 0-1, must be higher
than 0.7 to be considered acceptable
(Nunnally, 1978). Table 3 below pre-
sents an overview of the competences
and their Cronbach’s alpha values. Also
included are definitions of the compe-
tences, as presented to the respon-
dents, and a 'sample question’ for each
dimension. In addition to the compe-
tences, a measure of how students
developed their entrepreneurial in-
tentions is also included, which is also
presented in Table 3.

5 See, for example, Drennan and Hyde (2008) and Nieuwkerk and Sprangers (2009) for a

discussion of this.
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Teamwork

Creativity

Problem
solving

Perseverance
Networking

Definition

Creativity is about devel-
oping ideas and solutions,
for existing and new chal-
lenges. Key dimensions
of creativity are exploring,
experimenting and com-
bining knowledge and
resources.

Collaborative skills are
about the ability to work
with others to develop
your ideas and realise

them. Resolving conflicts
and listening to others are
important elements of
good co-operation.

Problem-solving skills are
about the ability to find
new ways of doing things
when there is uncertainty.
Being flexible and able to
try new ideas quickly are
important elements of
this skill.

Perseverance is about
the ability to keep trying
to achieve your long-term
goals and turn ideas into
action. It is about being
resilient under pressure,
adversity and failure.

Networking is about the
ability to utilise networks
that you need at the dif-
ferent stages of a project.
Itis about being able to
network, establish part-
nerships, collaborate and
communicate.

Example question:
How would you rate
your proficiency in
the following skills

at the beginning and
end of the school
year? (1-low to
7-high)

Combining ideas
in new ways

Listen to what others
say when working in a
group

Change your plans to
achieve the goals you
have set

Be determined to
achieve your goals

Make contact with
people you don’t know

Before

(%
-

0,80

0,67 0,72

0,84

«

Definition

Financial literacy is about
understanding and ma-
naging finances, both in
the short and long term.
Itis important to be able
to estimate the costs of
realising your ideas, to be
able to plan and evaluate
financial decisions over
time.

Economic
understanding

Starting a business is
about having the skills and
knowledge to start a bu-
siness or organisation. It
is about being able to deal
with the uncertainty and
stress of entrepreneurial
life.

Business
competences

Entrepreneurial
intentions

at the beginning and

Example question:
How would you rate
your proficiency in
the following skills

end of the school
year? (1-low to
7-high)

Making a budget for
anew project

Managing the chal-
lenges and risks of an
entrepreneur’s daily life

My goal is to become an
entrepreneur

Table 3: Overview of the competences in the

questionnaire for 2nd year students.

In addition to questions on compe-
tences and entrepreneurial intenti-
ons, several questions were included
that focused on internal and external
factors such as family background
and perception of academic ability.
Information on these variables was

collected from both control and expe-
rimental groups. A battery of questions
focussing on JA entrepreneurship was
also included, which was only answe-
red by students in the experimental

group.
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SCHOOL ENGAGEMENT:
and perspectives on teaching

The survey for third-year students
focussed on school engagement, how
they perceived their teaching and
how they felt their teachers perceived
them. The survey was distributed to
third-year students at schools that
were included in the study when they
were second-year students and ran JA
companies, but also to schools whe-
re students participated in JA in their
third year. For the former group, the
questionnaire included several ques-
tions focusing on learning strategies
and future plans, while for the latter
group, questions on entrepreneuri-

al competences were also included.
However, this report is limited to the
dimensions included in both surveys.

As the focus was not on how they felt
they had changed, but only on whether

there was a difference between stu-
dents who had participated in JA and
students who had not, it was not ne-
cessary to use a retrospective questi-
on structure. Thus, students were only
asked to respond to statements about
their schooling. Three dimensions
focused on students’ school enga-
gement and their perception of their
teachers. Three dimensions focused
on the extent to which and the ways

in which students perceived their
education to be different in the current
school year compared to the previous
one. The dimensions were constructed
with 2-6 questions. Table 4 presents
an overview of the dimensions and
their internal reliability. The complete
questionnaires are available in the
online appendix of the report.

A

CA CA
Displaced Direct
effects effects

Number of

Example question: questions

School | havel found my teaching to be 4 0,79 0,83
engagement meaningful

Self-propelled My teachers see me as someo-
according to ne who is motivated and curious
teachers to learn new things

Co-operative My teachers see me as some-
according to one who is helpful to my class- 2 0,62 0,85
teachers mates

Comparing the teaching you

experienced in your 2nd/3rd

year of school with what you
Meaningful have experienced in your
learning 3rd/2nd year, are there any of

the following that you feel have

been different?

Focus on: Meaningful learning

Comparing the teaching you
experienced in your 2nd/3rd
year of school with what you

Action-orienta- have experienced in your

ted teaching 3rd/2nd year, is there any of
the following that you feel has
been different? Focus on: Pro-
ject-based learning

To what extent do you agree

with the following statements
about the teachers you had in Yean2: Yeap2:
Perceived y 0.78 0,81
your second year of secondary
teacher . 3
school compared to your third
support Year 3: Year 3:
year of secondary school?
. . 0.75 0,86
My teachers... Believed in my

ability

Table 4: Overview of the
education-oriented dimensions
of the questionnaire for 3rd year students.
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For those interested in the detailed
results of the quantitative surveys

e

AN ANALYSIS: in two parts

The results of the surveys described
above are presented here as two rela-
ted but separate analyses. To improve
the readability of the report, only the
results of the analyses are presented
in summary form. Those wishing to

access more detailed tables and re-
sults of various robustness tests are
referred to the online appendix of the
report®, which will be continuously
updated.

TO WHAT EXTENT: do JA students
perceive that they develop
entrepreneurial competences?

The methodology used in this analysis
is inspired by the methodology pro-
posed, among others, by Huber and
colleagues (2014) . The focus is on the
difference in students’ competences,
l.e. the differences between the levels
that students perceived they posses-
sed in the competences at the begin-
ning of the school year compared to
the end of the school year. The retro-
spective design of the survey reduces
the problem of ceiling effects, i.e. that
the respondent indicates already be-
fore the intervention has taken place
a very high level or even the highest
level, in the variables that the inter-
vention aims to change. Nevertheless,
the 'baseline’ level, the level at which
respondents report being before the
intervention, should be included in the
analysis. This is crucial because it affe-
cts the scope for change that the va-
riable has. For ease of comparison, all
results have been converted to Z-sco-
res. Thus, what is being compared is
how much the result differs from the

mean and this is presented in standard
deviations’.

In addition to investigating whether
teaching JA entrepreneurship has an
impact on students in general, the
focus has also been on analysing for
whom and under what conditions the
teaching works. To investigate this,
external and internal factors have been
included in the analysis through hierar-
chical regression analysis. Factors that
are particularly interesting to investi-
gate are whether JA entrepreneurship
has different effects depending on

the students’ background or how they
perceive their academic ability (for pre-
vious research on this see Heilbrunn &
Almor, 2014; Moberg, 2018; Streicher
etal, 2019). Analyses were therefore
conducted in conclusion where inter-
action effects for these variables and
JA entrepreneurship were included. In
the following, these analyses will be
presented.
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EXTERNAL AND:
internal variables

In order to structure the analysis, se-
veral of the variables’ response opti-
ons have been simplified. The way in
which they have been categorised is
presented in the following parenthesis.
The variables included in the questi-
onnaire for both the experimental and
control groups are Gender (male/non-
male), Type of education (university
preparatory/vocational programme),
Parents’ level of education (university
education/no university education),
Family entrepreneurial background
(mother, father or siblings with experi-
ence of starting a business), Previous
experience with entrepreneurship
education (yes/no), Year of collec-

tion (2021/2022). Table 5 presents
the impact of these variables on how
students perceive that their education
has developed their general entre-
preneurial competences and Table 6
how it has affected their more busi-
ness-specific competences, as well as
their entrepreneurial intentions.

Table 5: Impact of JA on firm-specific
competences.

Table 6: Impact of JA on generic entre-
preneurial competences.

Economic Company Entrepre-
Networking understan- competen- neurial
ding ces intentions

Previous level 0,000 0,000 0,000 0,000

0,000 0,77 0,000 0,000 0,000

0,398 -0,07 0,178 0,376

Previously ent.utb. 0,990 0,983 0,085

Preparation for higher

education 0,090

0,07

Entrepreneur in the

. 0,074 0,07
family

University-educated

0,802
parents

0,860 -0,08 0,289

Year of collection 0,068 0,000

Problem

solving Endurance

Table 6

Previous level -0,57 0,000 0,000 0,000 -0,47 0,000

o
[
~N

0,000 0,000

0,830 0,047 0,731 0,409

Previously ent.utb. 0,773

Preparation for higher

. 0,17 0,08 0,08 0,469
education
Entr:epreneur in the 0,07
family

University-educated

0,868 0,08
parents

Year of collection

0,798 -0,07

-0,08 0,173
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The results show that students who
have participated in JA entrepreneurs-
hip consistently have higher scores in
all competences. This is especially true
for the business-specific competen-
ces, but also in the more general en-
trepreneurial competences the scores
are significantly higher, especially for
their perception of how they devel-
oped their competence to be persi-
stent. None of the external variables
have a consistent influence on how
students perceive they have devel-
oped competences and entrepreneuri-
al intentions.

In the next step of the analysis, vari-
ables specific to students who par-
ticipated in JA were included. These
were the following: Compulsory (or
self-selected), Participated in pitching
competition (yes/no), Won prize (yes/
no), Associated counsellor (yes/no),
Time with counsellor (<1 time per
week/>1 time per week), Time with
teacher (<1 time per week/>1 time

per week). Tables 7 and 8 present the
results of these analyses. All variables
from the previous analysis have been
included, but to simplify the overview
of the results, only three of these
variables (Previous level, Participati-
oninJA, Gender) are presented in the
tables. The results for all variables are
presented in the online appendix of

the report. I\
N

Table 7: The impact of different dimensions
of JA entrepreneurship education on busi-
ness-specific competences.

Table 8: The impact of different dimensi-
ons of JA entrepreneurship education on
generic entrepreneurial competences.
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Itis clear that the JA company struc-
ture of having a counsellor attached to
the JA company has an overall positive
impact on how students feel they have
developed. However, the extent to
which they have interacted with their
advisor is significant. Students who
have met with their counsellor more
than once a week feel that they have
developed significantly less compared
to other students.

In the third part of the analysis, the in-
ternal variables whose variation is ba-
sed on students’ subjective perception
of how they see themselves in com-
parison to others were included. With
the exception of Perceived academic
ability (average or below/above avera-
ge), all these variables were specific to
students who participated in JA. The-
se variables were: Perceived perfor-
mance in JA work (average or below/
above average), Satisfied with pitch
competition (Very satisfied), Satisfied
with teacher (Very satisfied), Satisfied
with advisor (Very satisfied), Would
recommend JA (1-10 very likely). Tables
9 and 10 present the results of these
analyses. Again, a limited number of
variables from the previous analyses
are presented.

Table 9: How internal dimensions affect
firm-specific competences.

Table 10: Impact of internal dimensions on
generic entrepreneurial competences.

Table 9 Networking understan- competen- neurial

ding ces intentions
oo e oo [ow oo ew o Jom oo
T e o= = o= o= o= o= o=
= e e e o [ow oo o oo
eeon  Jom |ow Jom Jow  ow |om  ew
e [ [ooe o oo o [omr Jom  Jeew
e [om ow [om ew [om  [ew o e

Above average in 0,070 0,07 0,856
school work

JA: Sati_sf_ied with JA 0,07

competition

chers

o

sellor

Recommend UF (1-10)

e Joww | o Jemen] o oy ] o Jew] o

solving

e o o oo o oo oo o= oo
or  fo»  Joous Joss  Jooor Jooz Josss Joor Joss
o Joor  foso Joio  Jooss Jooo  Jorss Joor o
vricomsatoratacned f 022 Jooss foie  Jows Joos  forse Jowo  foww

lors

Above averagein
school work

0,000 0,000 0,000 0,000

Satisfied with UF

e 0,586
competition

Satisfied with teachers 0,499 0,840

Satisfied with mentor 0,918 0,07

Recommend UF (1-10) 0,000 0,000




In general, students with high self-con-
fidence in their academic abilities feel
that they develop their entrepreneurial
competences the most. For JA stu-
dents, their self-confidence in their JA
work also seems to have an influence
on this. It is generally positive for all
competences, but it is only for Team-
work and Problem Solving that the
difference is significant. It is also clear
that those students who are satisfied
with their JA teaching and who recom-
mend it to others are also those who
feel they have gained the most from it.

In the final part of the analysis, it is exa-
mined whether JA entrepreneurship
affects students differently depending
on their Gender (Male), Parents’ educa-
tion (tertiary level) Perceived academic
ability (above average). What is tested
is whether significant interaction effe-
cts for JA entrepreneurship and these
variables can be identified. Tables 11,
12,13,14,15 and 16 present the results
of these analyses. To facilitate the
interpretation of the results, the vari-
ables on which the interaction effects
are tested have been reverse coded.
Instead of the categories Parents with
tertiary education, Above average in
schoolwork, and Male, it is now the
categories Parents without tertiary
education, Below or average in school-
work, Non-male (i.e. also those who
identify as non-binary or with another
gender identity) that are coded with 1
in the variables. Again, only a limited
number of the variables from the pre-
vious analyses are presented, although
all are included in the analyses.

> See online appendix for full tables.
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Company Entrepre-
competen- neurial

Economic
Networking understan-
ding intentions

EE I ETR T T 0 BT O E e O
R E T R T O 0 e O
EECR ETR o ET N ER O E N O
=T TR O T N ET O E O
S [ow ome [ ow Jome [ e [oom [ow  [am
e P N T o O O o
S [ [om [ Jow [ Jom [on [
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e forJome fon fowo Ja Jooo Jon  Jaow

Table 11: The impact of JA on how female, non-binary and other gender identity
students perceive they develop business-specific competences.

| wee fomny | o femen | o J iy ] o Jewenn] o
solving

oes as fomw |om  owo [asm foms |om e _
o Jow e e Jewo |ew  Jaw [aw  Jeew
o aw foes Jom e [aw  fom Jom e _
s om  os |ow om es  [ww aw oo _
oo |az  |oms | oar  aow |aw  fomr |om e _
oo | o |ows o aom |ow e [ |om
EEE Co o N e N o N
oo 0w Jomm |om  fome |ew  Jowm em  |oow
S fon Jeom Jow Joow Jes  Jom: Jou  Jom

Table 12: The impact of JA on how female, non-binary and other gender identity stu-
dents perceive they develop generic entrepreneurial competences.
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Table 13: The impact of participation in JA on
the perceived development of business-spe-
cific competences by students whose parents
do not have a tertiary education.

Table 14: The impact of participationin JA on
the perceived development of general entre-
preneurial competences by students whose
parents do not have higher education.




Table 15 Networking understan- competen- neurial

ding ces intentions
T EYE T BT O PR T R N
o Josw Joooe Jos  Joou Josz  Joowo Joau  Joao
o Jooo  forss Joor  Josmt ooz  Josss fooo  Jouz
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0,675

The results clearly show that thereis a
clear variation in students’ perceptions
of how JA developed them and their
entrepreneurial competences. This is
most evident for female students and
students who do not identify as male.
They perceive that they have consi-
stently developed more in all compe-
tences. Previous analyses indicated
that it was mainly students with high
confidence in their academic ability
who experienced a development of
entrepreneurial competences. The
results from the interaction analyses
indicate that among JA students, it is
especially those who have low con-
fidence in their academic ability and
those who have parents who lack
higher education, who experience that Average/below
they have developed entrepreneurial average in school work
competences. * JA enterprise

Problem

o solving

= = = = =
IR R N ET T DTN D CE O
= = = = = = = =
EEE ER T TN T ETE DT ETR O
T T N R T C D Cra O

Average/below average
. Hp H i m 0'000 m 0,000 m 0,000 m 0’000
Table 16: The impact of participation in JA

in their academic ability, perceive that they
develop general entrepreneurial compe- Average/below
tences. average in school work 0,040 0,049

* JA enterprise

Average/below average
in school work

0,000 -0,17

Satisfie_d .with UF 0,07 0,547 0,427
competition

Satisfied with teachers 0,08

0,227

Satisfied with mentor

Recommend UF (1-10) 0,000 0,000 0,000

Table 15: The impact of participationin JA
on how students, who have low confidence
in their academic ability, perceive that they
develop business-specific competences.
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ENGAGE JA STUDENTS:
different in their school work

The questionnaire distributed to stu-
dents at the end of their third year of
secondary school focused on how
they engaged with their school work,
how they felt they were perceived by
teachers and how they had experien-
ced their teaching and teachers. This
study includes students who partici-
pated in the study in their second year
of secondary school, as well as a new

group of students from schools whe-
re JA entrepreneurship was taught in
the third year. For students in the first
group, the study examines the long-
term and delayed effects of the pro-
gramme, while for the second group,
the study examines the direct effects.
As the interpretation of these results
has different meanings, they will be
presented separately.

IMPACT IN: long and short term

The limited number of respondents

in this study affects the number of
variables that can be included. The
risk is that subgroups (respondent
clusters) include too few respondents,
which can lead to the responses of
individual students having too much
influence. Therefore, only gender and
whether they participated in JA or not
were included in the analysis. Three of
the dependent variables in this study
focus on how students engage with
their learning and how they perceive
their teachers to do so. Table 17 pre-
sents the extent to which students
who participated in JA in their third
year of upper secondary school, com-
pared to students in the control group,
perceive that:

1) their schooling was more meaning-
ful and engaging

2) their teachers perceived them as
curious, self-motivated and easy to
engage

3) their teachers perceived them as
co-operative and involved in group
work.

Table 18 presents the same, but for
students in schools where JA was

taught in the second year of upper
secondary school. In the short term,
i.e. for students who participated in JA
in their third year of upper secondary
school, there are no significant diffe-
rences in these dimensions, compared
to students who did not experience
JA. However, students who participa-
ted in JA the year before consider that
their teachers perceived them as more
curious and self-motivated. In order to
investigate whether students experi-
enced the school year when they par-
ticipated in JA in a different way, three
of the study’s dependent variables
focused on this. Table 19 presents the
extent to which students who partici-
pated in JA in their third year of upper
secondary school felt that in this year:

1) the teaching was more motivating
and meaningful

2) the focus was more on action-orien-
ted teaching methods

3) their teachers were more supporti-
ve and encouraging.

Table 20 presents the same for stu-
dents who participated in JA in the
previous upper secondary school year.

Teachers see me as...

School .
engagement p Independent p Co-operative p
UF 0,14 0,400 0,19 0,245 0,23 0,152
Man -0,31 0,052 -0,29 0,073 -0,34 0,032
Table 17: Short-term effects of JA entrepreneurship on third year students
Teachers see me as...
School .
engagement p Independent p Co-operative p
UF -0,24 0,125 0,34 0,033 0,24 0,128
Man 0,17 0,286 -0,05 0,753 -0,12 0,462
Table 18: Delayed effects of JA entrepreneurship on third year students
Compared to year two, year three had more focus on...
Meaningful Action- Perceived
_g orientated p teacher p
education .
learning support
UF 0,01 0,929 0,70 0,000 -0,02 0,905
Man -0,07 0,652 0,02 0,913 0,13 0,422
Table 19: How students in schools with JA in the third year of upper secondary school
experience this in comparison to their second year of upper secondary school.
Compared to year three, year two had more focus on...
Meaningful Action- Perceived
_g orientated p teacher p
education .
learning support
UF -0,25 0,128 0,39 0,018 0,18 0,281
Man 0,19 0,273 0,15 0,355 -0,24 0,161

Table 20: How students in schools with JA-entrepreneurship in the second year of upper
secondary school experience this year of upper secondary school compared to their third

year of upper secondary school.

Of the three variables, only the stu-
dents’ perception of how much focus

those students who participated in JA
the year before. There are no signifi-

there has been on action-oriented
teaching methods differs significant-
ly. It seems that this is especially true
for those students who have recently
experienced JA and who have the
teaching methods in fresh memory,
but the difference is also significant for

cant differences in the extent to which
they find JA teaching more meaningful
and motivating, or whether they found
their teachers more supportive and
encouraging in the year they participa-
tedin JA.
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WHAT DOES THIS MEAN:

these results?

The results, based on the larger survey,
show clear and significant differences
between students who have experien-
ce of JA entrepreneurship and those
who do not. This is particularly true for
the more business-specific compe-
tences, but there are also significant
differences in the more general entre-
preneurial competences. It is intere-
sting to observe how external factors,
such as whether an advisor was atta-
ched to the teaching, and the extent
to which students were exposed to
this advisor, influenced how they felt
they had developed. It is clear that
counsellors have a positive impact on
students, but the results also indicate
that those who had contact with the
counsellor more than once a week felt
that they had progressed less. We can
only speculate why we see this result.
One explanation could be that the
time they spent with their counsellor
exceeded the time they had with their
teacher. Another explanation could be
that those who met with their counsel-
lor this frequently received too much
help and did not have to solve their
problems themselves.

It is also clear that internal factors,
such as their self-perception of their
achievements related to JA and the
extent to which they enjoyed the
programme, have a clear impact on
the extent to which they feel they
developed entrepreneurial competen-
ces. This is not a surprising result, but
it shows that the influence of JA on
students varies significantly, which is
important to take into account when
designing programme evaluations.

Itis also clear that the impact of JA
entrepreneurship education depends

on the socio-economic background of
the students: students whose parents
do not have a tertiary education, and
students who are less confident in
their academic abilities, felt that they
developed their entrepreneurial com-
petences significantly more. Again,
we cannot fully establish the reasons
for this, but it can be assumed that

JA, with its focus on action-oriented
teaching methods, authentic tasks and
interaction with the outside world, may
have been perceived as a welcome
break for these students who may not
have cracked the code of traditional
school tasks and classroom teaching.
It may also be because students were
given the opportunity to use talents
other than just the academic ones,
and that their teachers, who may have
previously focused only on academic
achievements in their assessments,
now needed to re-evaluate their view
of the students and also focus on their
other abilities.

It is interesting to see that female JA
students and JA students of other
gender identities perceive that they
have significantly developed their
entrepreneurial competences more
compared to male JA students. This

is significant as several of the compe-
tences that they perceive they have
developed, such as financial knowled-
ge, dealing with uncertainty and net-
working, are typically dimensions that
are considered to be barriers to female
entrepreneurship and which contribu-
te to the fact that, compared to men,
few women start businesses (Alsos et
al.,, 2006).

It is therefore clear that there is a
wide variation in how different pupils,

depending on both who they are and
what conditions they have had, feel
that JA has developed them. Unfor-
tunately, the number of respondents
was very limited in the follow-up sur-
veys that focused on the impact of JA
teaching on students’ views of their
education and how they engage with
their school work. It was therefore

not possible to investigate for whom
and under what conditions JA has an
impact, only whether it generally had

a short-term and immediate effect, or
whether the effect was persistent and
delayed. The results of these analyses
should therefore be interpreted with
caution.

It is clear that both students who
experienced JA the year before and
students who experienced JA during
the year, perceive that their teaching
had more focus on action-oriented
teaching methods. The results also
show that students who participated in
JA the year before perceive that their
teachers see them as more self-mo-
tivated, curious and easy to engage in
school work. So it seems that JA has a

delayed effect on this. The fact that we

do not see an effect on the students
who experienced JA entrepreneu-
rship during the year may be due to
methodological shortcomings. These
students have their JA teachers as a
frame of reference rather than tea-
chers of other subjects.

A somewhat surprising finding is that it

does not appear that JA entrepreneu-
rship affects students’ school enga-
gement, either directly or as a delay-
ed effect. Previous studies (see e.g.
Moberg, 2014a, 2014b and Moberg et
al., 2015) clearly show that entrepre-

neurship education has a clear impact
on students’ school engagement, at
least during the time that students
experience the education. However,
the participants in these earlier studi-
es were somewhat younger, and it is
possible that school engagement is
not a variable to be included in surveys
distributed at the end of students’
upper secondary education.

However, how students are able to use
their entrepreneurial competences

to engage in their learning is greatly
influenced by the environment and
whether their school work and tea-
chers encourage and inspire this. This
aspect has been the central focus of
the qualitative study presented next.




For those interested in getting
a more nuanced and deeper
insight into the results

As the research project has focused
primarily on investigating the impact of
teaching JA, it relies mainly on quan-
titative data. In the initial discussions
about the focus and design of the
study, the question of how teachers
perceived students with experience

in JA was often raised. Do they think
there is something specific that sets
JA students apart? Is it different to
teach these students? In order to avo-
id answers that are overly influenced
by their own desires and self-fulfilling
assumptions, teachers who work in JA
schools but who have no experience
of teaching JA themselves were inter-
viewed. This specific focus meant that
the study was designed as a stand-alo-
ne part of the report. Although the
research question and purpose are
different from the quantitative report,
itis animportant complement to gain
a more holistic understanding of the
interplay between JA teaching and the
surrounding school context.

BACKGROUND:
designh and
execution

The basic aim of the interview study
was to gain insight into how teachers,
based on their different contexts and
experiences, perceive JA students. As
the interviewees had no experience

of teaching entrepreneurship, it was
important that the interview guide
was adapted accordingly. As entrepre-
neurship education has a clear link to
action-oriented teaching methods and
is often based on students carrying
out an entrepreneurial project over a
longer period, the link to project-based

learning is clear. Project-based lear-
ning, or PBL as it is also often called, is
a well-known teaching method that is
part of teacher education and was the-
refore a good starting point for the dif-
ferent themes of the interview guide.
As the teachers’ experience with PBL
can be considered to influence their
views on action-oriented and entre-
preneurial learning, the teachers in this
study are categorised on this basis.

As the interviews were to be conduc-
ted by UF staff, who did not neces-
sarily have experience in qualitative
research, the interview guide was
structured very precisely. It was the-
refore very much in the form of a
multi-question questionnaire where
respondents were asked to give nu-
merical values to express the extent to
which they agreed with various state-
ments. The questions were therefore
more straightforward than exploratory,
but in order to avoid leading answers,
respondents were asked to justify and
elaborate their answers after each
question.

In order to help interviewees distingu-
ish between entrepreneurial learning
and PBL, the interviews started with
questions about PBL and its effects.
The interview then circled back to
questions about whether they felt that
JA enterprise developed skills that
students could use in their further
schooling and later in life. The resulting
themes and categories therefore over-
lap to a relatively high degree. To allow
space for the teachers’ own expres-
sion of their thoughts and experien-
ces, interpretations of the emerging
themes are limited in the running text.
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Instead, these are brought together in
the concluding reflective summary. In
this way, it is the teachers’ own voices
and perspectives that are given spa-
ce in the overall understanding of the
study’s results.

The following 3 themes are analysed:

1) What competences do students
develop through PBL and JA?

2) How is it recognised that students
have participated in JA?

3) How do teachers perceive acti-
on-oriented teaching?

WHAT SKILLS
DO STUDENTS
DEVELOP:
through PBL
vs. JA entre-
preneurship?

The analysis showed that teachers
considered that the action-oriented
teaching on which JA and PBL are ba-
sed leads to pupils developing compe-
tences that are useful for their further
schooling and life in general. It is clear
that it is competences of a more ge-
neral nature that teachers focused on.
They often emphasised that this form
of teaching promoted pupils’ auto-
nomy by teaching them to manage
their time well and to accept that not
everything is prepared just when it is
needed. This, they said, was something
that gave JA students a drive and flexi-

bility in their learning.

"[..] somewhere you also learn to
take responsibility and be able to
plan and carry out a task without
being told minute by minute what
to do.”

- Teacher with a lot of

experience in PBL

”[...] a certain amount of responsi-
bility and initiative... that you have
to be a bit more autonomous.”

- Teacher with limited

experience of PBL

Co-operation and teamwork were also
characteristics that teachers consi-
stently gave as examples of general
competences that students devel-
oped. In addition to the more general
competences that PBL develops, it
was clear that teachers felt that JA
also promoted more specific compe-
tences related to entrepreneurship,
such as daring to try new things, and
being able to develop, test and imple-
ment ideas.

"[..] more than independence, |
think. And precisely this ability

to deal with problems that arise,
how to solve them. Ingenuity, initi-
ative are the pieces and that crea-
tivity, and that you have to take
hold of something that may arise.
[..] Maybe you also get a feeling
that you dare to try things. Having
run a business can also be the
Starting point for daring to start a
business yourself in the future.”

- Teacher with a lot of

experience in PBL

”[..] collaboration and as well as
something of their own driving, as
well as developing their ideas and
implementing them.”

- Teachers with limited
experience of PBL

Overall, however, teachers linked the
more entrepreneurial competences to
the more action-oriented competen-
ces, arguing that one resulted because
of the other.

"Yes, now these skills may prima-
rily appear in economics subje-
cts. But somewhere along the
line, this is also about being able
to use common sense, which is
really what it is. We want to teach
them here to be able to work in a
scientific way.”

- Teacher with a lot of
experience in PBL

"I think part of running a JA com-
pany is that you have to make a
lot of contact with people outsi-
de the school. [...] This particular
aspect, this social competence,
will be of enormous benefit in the
future, including perhaps presen-
ting something. That's also part
of this, to dare to do those things.
It's great training. It's not just in
school subjects, but also in your
future professional role, probably
whatever you do, or in studies
too. | absolutely believe that, and
also to be able to see how to plan
things. | think so too, because it
takes a lot of planning to run a JA
company.”

- Teacher with medium
experience in PBL

It is interesting to note that despite
differences in teachers’ experience
with project-based learning and their
varying familiarity with JA and entre-
preneurship education, they generally
agreed on the competences this type
of education develops. However, when
the focus shifts to how, and to what
extent, students are recognised as
having experience with JA, it becomes
clear that teachers’ backgrounds have
a greater impact.
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HOW IS IT MARKED THAT
STUDENTS: have participated
in JA entrepreneurship?

Teachers’ examples of the impact of
JA on students focused mainly on how
this experience affected individuals,
rather than how it affected the group.
However, it was clear that the behavi-
ours they gave as examples were also
characteristics that can make a class
or group more active, enterprising and
engaged.

’[..] they have a pretty good drive
in general. | probably think more
about, as well as what | see also
during the time they work, that
this engages them very much it is
something that feels more real, so
to speak.” - Teacher with very
extensive experience of PBL

"They are a bit more on the ball, |
can’t think of anything really good.
They can be enthusiastic, they
want something. And then it may
not be everyone in a class, but
there are the students | think who
have it.” -Teacher with extensive
experience in PBL

Several of the teachers’ examples
centred on maturity and development.
Although this is something that hap-
pens naturally during the upper se-
condary school years, they felt that for
some students, participation in JA had
clearly influenced this process. This
was particularly true of their confiden-
ce in making contact and interacting
with the outside world.

T"hey are maturing a bit more. |
don’t know ifit’s a skill, but that
they help themselves in a diffe-
rent way. In the beginning, they
may hardly dare to call anyone
and ask for anything. But that you
might grow a little as... well, a little

adult point in some way in that.

You can sometimes see that JA
has done a lot for individuals, those
who were quite small, so to speak,
when they arrived, but who have
grown along the way.”

- Teacher with very extensive
experience of PBL

"Many of them also become more
confident in themselves. The fact
that you then start a new project,
whatever it may be, means that
they dare to be more assertive.
Perhaps they also dare to make
mistakes without it being so, well,
without being afraid of making
mistakes, because some mistakes
are always made; you learn. And so
on, so that they realise that they
benefit fromit.” - Teacher with

a lot of experience in PBL

Where the class or group was the
focus, this was exemplified by the
impact on the individual. So even when
it came to changing group behaviour,
teachers were clear that their focus
was on how students were affected.

"[They] get a sense of community
in the group and class. And the
pupils then perhaps also develop

a way of dealing with this group
dynamic, because things don’t
always go as planned either. So,
you shouldn’t paint a picture of
everything working perfectly when
you work together. But sometimes
these collaborations have worked
less well. As a student, you have

to deal with that sometimes and
perhaps express disappointment
in our evaluations about it. This can
be the case.”- Teacher with a lot of
experience in PBL

"There’s a kind of basic common
sense in that, that you know when
you need to perform against a
third party, so to speak. So when
you see the difference, when

you can read situations, when
you have to represent yourself
and to some extent perhaps the
school and that you then to some
extent feel a weight in it, so feel

a responsibility in that situation
perhaps.” - Teachers with limited
experience of PBL

Teachers repeatedly emphasised that
the outcome was highly influenced by
the individual characteristics of the
students and their experience of JA
entrepreneurship. At the same time,
their experience of teaching using
project-based methods was evident
in their responses. The responses of
two teachers, who felt they had limi-
ted experience of PBL, illustrate this
clearly.

" can’t single out in a class who
has [participated in JA], it de-
pends on what you have brought
with you before. Some have
worked independently on diffe-
rent things. It may be a summer
Jjob or whatever. But of course
they have good use of things they
have done. Planning, there is a lot
of planning and a lot of work in
these courses [...] then we have
some students and some groups
where it has gone very well. The
companies have done well and
they have also putin a lot of work.
It is clear that it has been instruc-
tive for them.” - Teacher with very
extensive experience of PBL

"I would say that it depends on the indi-
vidual because there are some students
who don’t notice it at all, and some stu-
dents have perhaps absorbed more. But
ingeneral, | can’t say that | notice that this
class has worked with JA but this one has
not. | have not noticed that difference.”

- Teacher with limited experience of PBL

The analysis shows that, in general,
teachers consider that JA has a posi-
tive impact on students, and that they
grow with the tasks they have been
set, some more than others. However,
the impact on group or class behaviour
is considered limited. It seems that
teachers consider that this action-ori-
entated teaching is something that
needs to be worked on continuously if
itis toinfluence how students engage
with their learning as a group.

”If you do the JA year and then feedback
and make something more of it and build
on it, perhaps in another project or in
some way feedback to it. Then the stu-
dents will get it in a more concrete way.
If you do the course, it’s finished and you
never mention it; but then there will be
nothing more, | think.”

- Teacher with very extensive

experience of PBL

Thus, it seems that the teachers’ focus
is more on how the individual students
develop, rather than how the class as a
group develops. In the final part of the
analysis, the focus will be more on how
the teachers experience JA as a form
of teaching, how this form relates to
other types of teaching and how it re-
lates to the school context in general.
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HOW DO TEACHERS PERCEIVE:
action-orientated teaching?

Itis clear that teachers with more
experience of project-based learning
are more likely to see JA as a building
block in a wider context. The focus is
not so much on what JA can contribu-
te to the other subjects, but rather on
how the other subjects can strengthen
and enrich what students have worked
onin their JA projects.

"[Ilhave tried to push a line that we
need to work more together. That
the programme is linked to our
degree objectives and not the sum
of 27 courses.”

- Teacher with a lot of

experience in PBL

"We work subject-integrated and
together quite closely in a small
team around the classes and we
attach quite a lot of importance to
the whole of the education and we
participate in each other’s projects
as far as we can and have time and
also try to design projects so that
we are all involved. [...] on the whole,
| have to have a bit of a rubber band
around my plantings and give and
take a bit. And it’s very good and
especially when our students see
that we are all involved in different
projects, that we work together
and that there is a greater whole in
what you do gives very good effect
for the students’ continued lear-
ning and simply what they actually
get with, which you think young
people should get with when they
come out of school.” - Teacher with
very extensive experience of PBL

Teachers see many benefits for both
pupils and teachers in more pro-
ject-focused and cross-curricular
teaching. For example, it can be useful
for teachers to observe and evaluate
pupils’ performance in other subjects
and then integrate these experiences
into their own teaching. However, for
this to be possible, teachers them-
selves need to be curious about the
teaching of their colleagues, and to
be willing to co-operate on joint proje-
cts. Unfortunately, this can be seen as
time-consuming, and in many schools
itis not something that resources are
allocated to.

"On the other hand, it’s good for
you as a teacher to see students
in a different situation. | think that
there may be students who are
very good in economics subjects,
but who may be a little weaker in
English or in Swedish, and that
you then get to see them actin a
different way because they have a
different security.” - Teacher with
extensive experience of PBL

"It depends so much on what the
teachers do [..] We pick up a lot
here, and it’s also very much linked
to our JA teachers. [...] here it’s her
baby, you could say, it’s her baby,
what she’s passionate about. And
then it's also very, very good, and
then it’s also very easy for the rest
of us to get involved, do more of

it, give feedback. And then it be-
comes much more.” - Teacher with
very extensive experience of PBL

"It would be nice if there was
more time because it's great fun
to work on these projects but it’s
the time that is... that is lacking,
almost always and where you feel
that you want to do much more,
you want the students to see the
common thread and that time is
not always available.”

- Teacher with medium
experience of PBL

Several of the teachers referred to
cross-cutting topics that they worked
on together with other teachers. On
several occasions, they exemplified
their PBL-based teaching with how
they taught scientific method. They
feel that JA, with its focus on entrepre-
neurship as a method, is related to this
type of teaching. However, it is intere-
sting to see that none of them seemed
to see entrepreneurship as specifically
cross-cutting, or comparable to the
scientific method.

"Yes, we also work with subjects
such as nationalism and racism
and the scientific method. We're
supposed to prepare students for
university studies, because it'’s a
university preparatory program-
me. But here | also mean that you
can find common denominators
that link to JA and such projects.
These things are not different
abilities that are required, but
sometimes the same abilities are
also found in being an entrepre-
neur. For example, that you can
use the scientific method to draw
conclusions about marketing and
sales just as well as you can in re-
ports and essays on other subje-
cts.” - Teacher with extensive

experience of PBL

"Yes, it [the scientific approach]
touches on a number of aspects
really, which are about being able
to understand what a scientific

method is. To be able to carry it out

and to be able to critically analyse
results, to be able to express one-
self in speech and writing in order
to be able to present this. And
unfortunately, this is often quite
fragmented, while it is an ability
that all subjects benefit from. So if
we dare to work together on these
Skills, we will be able to "cash in” on
it.” - Teacher with a lot of
experience with PBL

It is clear, however, that teachers per-
ceive JA teaching, and the action-ori-
ented pedagogy on which it is based,
as a teaching method that creates
motivation and engagement among
students. They often reiterate how the
authentic tasks of JA teaching lead
students to take their work more se-
riously and to listen more to the feed-
back they receive from people outside
the school.

I also think these situations when
they are faced with, faced with
reality, so to speak, both in these
Dragon’s Nest competitions and
when they are out selling to others
outside the school and when you
market yourself as something with
your own name and so on, so it be-
comes a... [t becomes something
that they want to feel proud of, in
some way, which | think is rewar-
ding. Which I think they benefit
from.” - Teacher with very
extensive experience of PBL
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Authentic tasks are central to research
on what makes for engaging teaching,
but it is interesting to see that the
teachers also give clear examples of
how JA enables different talents to be
utilised, students to collaborate and to
take ownership of the process. All the
points listed by Newman (1991) in his
framework for engaging teaching thus
seem to be included in JA entrepre-
neurship according to these teachers.

"When you manage to do things,
you grow quite a lot and that is
something that JA provides a very
large framework for. Both to try
things out and to fail or do things
well.”

- Teacher with extensive
experience of PBL

’[..] traditional teaching [...], it’s

not always based on the students
being innovative either, but part of
this is about just learning facts and
having tests on it, so to speak. So
you don’t really get as much
benefit from that.”

- Teacher with a lot of

experience with PBL

"’[..] we have sports students at
school. [...] they also have this
mindset they want to win and so
on and usually quite successful.
| think this is a good combo.”

- Teacher with a lot of
experience with PBL

"I think it will be a different ancho-
ring in reality and that you also see
a common thread in some way,
that you see it from the seed

you plan to the finished plant.”

- Teacher with medium
experience of PBL

REFLECTING: summarising

The survey shows that when it comes
to teachers’ perceptions of the impact
of JA, their focus is mainly on how it af-
fects students as individuals. It is also
clear that they consider that individual
variation influences their engagement
in JA teaching and what they have
gained from their participation. Howe-
ver, it is unclear which type of students
benefit most from JA entrepreneu-
rship and the analysis often shows
contradictory results. On the one hand,
teachers often emphasise how the
more entrepreneurial students have
done better and that this boosts their
confidence for future teaching. A clear
example of this was the teacher who
felt that JA entrepreneurship was
particularly suited to students with

a sporting orientation because they
were competitive. However, teachers
just as often gave examples of how
participation in JA has had a compen-
satory effect, giving confidence to
more insecure students and making
immature students more mature and
responsible.

Surprisingly, however, it does not ap-
pear that teachers feel that the change
they perceive JA teaching to have on
individual students affects their expe-
rience of teaching the whole class.
Referring back to the Affordance theo-
ry presented in the introduction of the
report, this result can be understood

in terms of the interaction between
the students and their environment. It
is clear that teachers emphasise the
importance of the environment in their
observations. Even if JA has an impact
on students’ individual characteristics,
it has limited impact on their further
schooling if their environment reverts
to traditional education and ceases

to offer entrepreneurial activities and
opportunities for action.

From this perspective, teaching JA
entrepreneurship can be compared

to the experience of using a well-de-
signed cookbook. Not only do you get
access to alot of new recipes, but it
develops and moulds you as a cook.
Unfortunately, in the world of schools,
it seems that this is not enough. While
students learn more nuanced recipes,
and not to be afraid to get a little spicy
at times, they need to have access to
the necessary ingredients to be able to
prepare imaginative and flavourful dis-
hes. If they don’t get this in the other
subjects, it doesn’t matter so much
that their approach, how they see the
world and how they interact with it, has
changed. Rather, it can lead to frustra-
tion and resignation.

Teachers with experience in PBL emp-
hasise the importance of cross-cur-
ricular collaboration to integrate acti-
vities that occur in different subjects
and projects. It is clear that JA, with

its group-based projects, outward-fa-
cing activities and action-oriented
teaching methods, is well suited to this
type of school. However, the ques-
tion is whether the methods used in
quantitative programme evaluations
can capture this. Students in these
schools, who do not participate in JA
entrepreneurship, will nevertheless
experience a lot of teaching that focu-
ses on projects, practical action and
group problem solving. The differen-
ces in how these pupils develop entre-
preneurial competences compared to
pupils participating in JA are likely to
be smaller, although the overall impact
will be greater.
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For those who want to get an
overview of the results, their
implications and limitations

This reportis the result of a three-year
research project that focussed on in-
vestigating the impact of participation
in JA on upper secondary school stu-
dents, their perception of developing
entrepreneurial competences and
their perceptions of their teaching. The
results show that JA has a generally
positive impact on students, but also
that the influence varies depending on
who the students are and what condi-
tions they have had. One clear result
was that students who indicated that
they had had an advisor attached to
their JA company also felt that they
developed entrepreneurial competen-
ces to a greater extent. However, the
effect was the opposite if they met
their advisor more than once a week.
This indicates that there can be "too
much of a good thing”.

Female JA students and students of
other gender identities also experien-
ced greater development. As entre-
preneurship is a male-dominated field,
itis important to identify effective
methods to stimulate women’s entre-
preneurship. It is therefore interesting
that JA, an initiative that has a general
orientation without a specific focus

on women, appears to be an effective
method for doing just that. However, in
the world of schools, girls are not the
problem. It is therefore positive to see
that students who have low self-este-
em in terms of their academic abilities
and students whose parents do not
have a tertiary education, perceive that
they are developing entrepreneurial
competences to a greater extent. This
indicates that JA, with its focus on
action-oriented teaching methods and
opportunities to make use of different
talents, can contribute to reducing
social differences rooted in students’
family background. This is in line with
previous research projects that have
shown that entrepreneurship educa-

tion has a positive effect on students
in disadvantaged neighbourhoods and
their experience of interacting with the
surrounding community ( EVA, 2020;
Moberg & Rasmussen, 2020). These
students found it very important that
they were taken seriously when they
approached organisations and people
outside school.

The results of the analysis that focus-
sed on the impact of JA on students’
perceptions and engagement in their
learning were less clear. Students
perceive JA teaching as more acti-
on-oriented, and there appears to be
a lagged effect on the extent to which
students perceive their teachers to be
engaged, curious and easily energised.
Unfortunately, there were too few re-
spondents in this study to investigate
whether the influence varied depen-
ding on who the students were and
what their circumstances were.

However, the results of the qualitative
study provide some insight into how
teachers perceive the opportunities JA
students have to use their entrepre-
neurial competences and to engage

in their further education. They belie-
ve that students learn important and
useful competences and that through
their participation in JA they mature
and grow. However, at class level, they
do not feel that teaching students with
JA experience is any different. This
depends a lot on how the surrounding
school is structured. Teachers find it
challenging to capture the projects
and drive of the JA students when the
surrounding teaching does not allow
for collaboration across different
subjects. So even if they clearly notice
if a student has participated in JA, the
question remains whether this leads to
them also noticing that several stu-
dents have participated in JA.




LIMITATIONS:

and future research

Evaluation studies of ongoing educa-
tional initiatives are limited to study-
ing what is happening in the schools
included in the study. Unfortunately, it
was not possible to randomise which
students would participate in JA and
which would be included in the compa-
rative control group. This leads to pro-
blems of selection bias and the results
may have been distorted by variables
not observed in the study. Another
problem with this type of study is that
educational initiatives that take place
over a long period of time, in many dif-
ferent locations and for many different
types of learners, tend to differ in both
design and implementation. A strength
of JA is that several teaching materi-
als and several teaching elements are
common. However, in order for the
programme to suit different types of
learners and education, the program-
me structure is flexible. Thus, it can-
not be assumed that a homogeneous
educational initiative is being tested.
The fidelity level of the programme’s
implementation is thus limited, and

it was unfortunately not practical to
include an implementation protocol for
the participating teachers.

One way to control for this to some
extent is to use multilevel analysis and
include group effects, such as school
or class influence, in the analysis. In
this way, the common experience of

students, their influence on each other,
and the common influence of their tea-
chers on them can be included in the
analysis. However, this requires that
the number of respondents in each
group is sufficient.

For the majority of students in the
study, JA entrepreneurship was a
compulsory part of their programme,
but they had of course chosen the
educational programme themselves,
so self-selection bias is problematic. A
large number of external and internal
variables were therefore included in
the study. The analyses clearly showed
that JA had heterogeneous effects. To
identify the reasons for this, future stu-
dies should endeavour to ensure that
participating schools follow clear im-
plementation protocols and that data
on teachers and their teaching prac-
tices are collected through separate
questionnaires. Consideration could
also be given to whether activities and
teaching moments, or interventions
within the programmes themselves,
should be randomised, so that it is the-
se aspects that are examined rather
than the overall teaching structure of
the programmes.

THE WAY:
forward

Several studies have shown that en-
trepreneurship education can be an
effective tool to inspire more people to
start businesses (Elert et al., 2015) and
to equip students with competences
that are central to establishing and
running a business, as well as to suc-
ceed in life in general (Moberg, 2020).
Entrepreneurial competences can be
fostered in many ways, but focusing on
entrepreneurship as a teaching met-
hod appears to have many advantages
as it offers a uniform teaching structu-
re that is nevertheless flexible enough
to suit several teaching programmes
and student types. Although JA with
its elaborate teaching structure, which
includes both basic teaching activities
for teachers and common teaching
materials, creates good conditions for
this type of teaching to be scaled up
and implemented widely, the question
remains how this is done most effecti-
vely.

The extent to which students’ entre-
preneurial attitudes and skills are rea-
lised depends very much on how the
school environment is structured. It

is of course important to explore how
we can create the conditions for more
students to develop action-oriented
competences and gain new perspec-
tives on the world, as well as an under-
standing of how to successfully navi-
gate it. However, it is also important
to explore how we can create learning
environments that encourage entre-
preneurial thinking and behaviour, and
provide opportunities for those who
have this experience to use their skills,
so that JA does not become aniso-
lated phenomenon that is perceived
as deviant and different. This study
has shown that JA has a clear impact
on upper secondary school students;
future studies could usefully explore
the structure and conditions that best
capitalise on this.
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