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ABSTRACT

This thesis examines how student learning in entrepreneurship education is fostered
by the processes of new venture teams. Student involvement in venture creation
activities is a widespread method for enhancing student learning, and the creation of
new venture teams is often encouraged because of potential synergies between
venture development and student learning. Such learning is expected to come from
students’ own experiences, with their progression through several phases of the
venture creation process being crucial to those experiences. However, with venture
creation come uncertainty and challenges, which the new venture teams need to
overcome. Prior research has shown that new venture teams’ initial behavior plays a
significant role in their outcomes and that entrepreneurial learning is crucial for moving
the venture development process forward. Entrepreneurship education research
emphasizes that team-based approaches influence students’ learning outcomes from
project work, but less is known about how new venture team processes contribute to
student learning processes and how students in new venture teams engage in team
processes to improve their learning outcomes. Acknowledging the importance of new
venture teams in students’ learning processes, this thesis addresses the following
overarching research question: how do new venture team processes foster student

learning in entrepreneurship education?

A longitudinal multiple case study design is used to study students in new
venture teams in entrepreneurship education in both Norway and the United States.
Four empirical research papers explore the students’ team processes and how these
foster student learning. In particular, the papers elaborate on students’ new venture
team processes in relation to the development of effective teams and of team learning
behaviors. Each of the papers examines how team processes contribute to students’
learning processes: Paper | explores new venture teams’ processes for developing an
effective team, Paper Il compares new venture teams with short-term student teams

in terms of team conflicts, Paper Il studies the community learning of students in the
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processes of selecting new venture teams, and Paper IV examines how novice new

venture teams develop their entrepreneurial learning behaviors from the outset.

The results show that new venture teams’ ability to develop an effective team
and advance their learning behaviors play an essential role in fostering student learning.
The development of the teams’ learning behaviors is dependent on their processes,
including their ability to function effectively and to handle conflict. The findings suggest
that student learning from team processes comprises learning at the individual, team,
and community levels, with the team being responsible for transmitting learning

between those levels.

This thesis expands on the current debate on student learning in
entrepreneurship education, which has so far paid little attention to student learning
from new venture team processes. The findings have important implications for how
new venture teams in entrepreneurship education should engage in team processes to
develop the team and move the venture creation process forward to ensure sufficient

student learning.

Vil



SAMMENDRAG

Denne avhandlingen undersgker hvordan oppstartsteam bidrar til laering hos
studentene i entreprengrskapsutdanning. Tilrettelegging for studenters utvikling av
nye oppstartsbedrifter er en populaer undervisningsmetode for a styrke studentenes
leering i entreprengrskapsutdanning. | den sammenheng blir ofte oppstartsteam brukt
for a kunne nyttiggjgre seg mulige synergier for utviklingen av oppstartsbedriften og
for studentenes leering. Studenters laering baserer seg pa deres egne erfaringer fra
utviklingen av oppstartsbedriften, og dermed er det spesielt viktig at teamene klarer a
oppna progresjon i utviklingen. Imidlertid fgrer utviklingen av en oppstartsbedrift med
seg usikkerhet og utfordringer som teamet ma handtere. Forskning har vist at et
oppstartsteam sine aktiviteter har stor betydning for teamets utvikling og at teamet
ma lere for & fa til god framdrift i oppstartprosjektet. Litteraturen om
entreprengrskapsutdanning peker pa at team-baserte undervisningsmetoder styrker
studentenes laeringsutbytte nar det kommer til prosjektarbeid. Derimot er det lite
kunnskap om hvordan et oppstartsteam sine interne utviklingsprosesser bidrar til
studentenes laeringsprosess, og hvordan studenter i oppstartsteam jobber for 3 gke sin
leering. Denne avhandlingen anerkjenner viktigheten av oppstartsteamet i studentenes
leeringsprosess, og stiller det overordnede forskningsspgrsmalet: Hvordan kan

oppstartteam fostre lzering hos studenter i entreprengrskapsutdanning?

For a svare pa dette forskningsspgrsmalet har jeg bruk et longitudinell case
studie av oppstartsteam bestaende av studenter i entreprengrskapsutdanning i Norge
og USA. Dette har resultert i fire empiriske forskningsartikler som utforsker ulike team
prosesser og hvordan disse bidrar til lzering. Artiklene tar spesielt for seg de interne
prosessene i studentenes oppstartsteam med hensikt i & utvikle et effektivt team og
studentenes laeringsatferd. Artikkel | studerer hvordan oppstartsteam utvikler et
effektivt team. Artikkel Il sammenligner oppstartsteam med mer kortvarige
studentteam for a undersgke utvikling og handtering av konflikter. Artikkel Ill utforsker

hvordan studenter leerer fra det fellesskapet de er en del team utvelgelsesprosessen.
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Artikkel IV undersgker hvordan uerfarne oppstartsteam utvikler sin entreprengrielle

leeringsatferd.

Avhandlingen viser at oppstartsteamene som klarer 3 utvikle seg til et effektivt
team og som mestrer a utvikle sin leeringsatferd oppnar gkt leering. Utviklingen av
leeringsatferd hos oppstartsteam er avhengig av teamets prosesser og inkluderer
teamets evne til a fungere effektivt og handtere konflikter. Videre foreslar funnene at
studenters leering fra teamprosesser omfatter leering pa individniva, teamniva og

fellesskapsniva, hvor teamet er ansvarlig for a overfgre laering mellom de ulike nivaene.

Denne avhandlingen bidrar til den akademiske debatten om studenters laering i
entreprengrskapsutdanning, en debatt som tidligere har viet lite oppmerksomhet til
lering fra oppstartsteam prosesser. Funnene har viktige implikasjoner for hvordan
oppstartsteam i entreprengrskapsutdanning burde engasjere seg i teamprosesser og

sprge for framdrift i oppstartsprosessen, for a sikre tilstrekkelig studentleering.
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1. INTRODUCTION

1.1 Research Purpose

New venture teams are important for societal development, as they contribute to the
creation of innovative products, services, and technologies for the market through
their ventures. Entrepreneurship education is an important tool in fueling the creation
of new ventures through training for entrepreneurship, where emphasis on students'
involvement in venture creation activities is a widespread method for achieving
student learning (Gielnik et al., 2015; Rideout & Gray, 2013; Robinson et al., 2016). This
thesis examined the team processes of new venture teams in entrepreneurship
education and how such processes foster student learning. The formation of new
venture teams is often encouraged in entrepreneurship education because of the
potential for synergies regarding both venture development (Steffens et al., 2012) and
student learning (Ollila & Middleton, 2011; Pittaway & Cope, 2007b). A new venture
team is a group of people who work together to create a venture (Brattstrom et al.,
2020). New venture teams are confronted with a great variety of challenges derived
from the uncertainty of new venture creation activities (McKelvie et al., 2011), such as
technological, managerial, legal, ethical, and human related problems, which they
must learn how to solve (Brattstrom, 2019; Lechler, 2001). Moreover, transforming a
business idea into a viable venture can take years and requires leadership, product
development, and acquisition of resources (Vogel, 2018; Wright & Marlow, 2012), and
where the team's processes are key in fulfilling such requirements (Brattstrém et al.,
2020; Klotz et al., 2014). Hence, when discussing student learning from a venture
creation process, it is impossible to conceive of this activity without acknowledging the

crucial role of the new venture team.

Student learning from new venture team processes is common in action-based
entrepreneurship education programs (Ollila & Middleton, 2011; Rasmussen &
Sgrheim, 2006). In action-based programs, the venture creation process is defined as
the students’ primary “learning vessel” (Lackéus & Williams Middleton, 2015, p. 50).

1



Students are encouraged to take responsibility for their own learning process (Gielnik
etal.,, 2015; Rideout & Gray, 2013; Robinson et al., 2016) where student learning occurs
from the acquired experiences related to their own venture creation process

(Haneberg & Aadland, 2019).

Students’ venture creation process, as any venture creation process, involves
challenges, uncertainty, and potential failure (McKelvie et al., 2011; McMullen &
Shepherd, 2006) that the new venture team needs to manage. Managing a venture
creation process is expected to provide additional value to the learning process of
students (Pittaway & Cope, 2007b) and thereby powerfully transform them into “real”
entrepreneurs (Lackéus & Williams Middleton, 2015). Several positive effects of action-
based entrepreneurship education have been found regarding students’ development
of entrepreneurial competencies, that is, entrepreneurial knowledge, skills, and
attitudes (e.g., Barr et al., 2009; Gielnik et al., 2015; Lackéus, 2020b; Peterman &
Kennedy, 2003; Rasmussen & Sgrheim, 2006; Williams Middleton & Donnellon, 2014)
and entrepreneurial identity (Donnellon et al., 2014; Lundqvist et al., 2015). These

entrepreneurial competencies are also critical for venture development (De Clercq &

Voronov, 2009; Lundgvist et al., 2015; Rigg et al., 2012).

To date, most studies of student learning from venture creation processes have
focused on individual student learning rather than team level learning (Haneberg &
Aadland, 2019; Kassean et al., 2015). Thus, insights into students’ new venture team
processes are limited. Understanding how new venture teams’ processes foster
student learning is important, because these new venture teams represent the unit in
which student learning takes place. For instance, prior research on student learning
from a venture creation process has emphasized the importance of keeping the
“learning vessel” running throughout the duration of the education so that the
students attain the promised and desired learning outcomes of the education (Butler
& Williams-Middleton, 2014; Haneberg & Aadland, 2019; Pittaway et al., 2015).

Understanding how students in new venture teams are able to progress is therefore



critical for supporting the students’ collective efforts to keep the "learning vessel"

running.

A few studies have explored how team-based approaches influence learning in
entrepreneurship education, acknowledging that the team contributes to learning
outcomes (Hytti et al., 2010), showing the effects of team characteristics and team
composition strategies on performance (Karlsson & Nowell, 2020; Neumeyer & Santos,
2020; Warhuus et al., 2021), and explaining how team setting can help students cope
with risk and uncertainty (Arpiainen & Kurczewska, 2017). However, these studies tend
to analyze the effects of project-based student teams involved in the simulation of
entrepreneurship rather than real-life venture creation. Compared to student teams,
which can rely on the specifics of the task given by instructors, students in new venture
teams deal with way more complex tasks and processes following the creation of a new
venture and will therefore need to self-direct their own learning process (Haneberg &
Aadland, 2019; Kassean et al., 2015; Lackéus & Williams Middleton, 2015; Robinson et
al., 2016). Thus, the knowledge we have about regular student teams’ behavior might

not apply well to students’ new venture team behavior.

The new venture team literature has pointed to the team’s initial behavior as a
crucial building block in its ability to perform (Argote & Ren, 2012). Most studies on
new venture teams have highlighted the effects of team composition, characteristics,
or team variables on performance measures, with the aim of identifying characteristics
associated with venture performance (cf., Jin et al., 2017; Zhao et al., 2013; Zhou et al.,
2017). However, the new venture team processes leading to these effects are scarcely
studied (Brattstrom et al., 2020; Klotz et al., 2014; Misganaw, 2022). Moreover, there
is general agreement that entrepreneurial learning plays a vital role in securing venture
development (cf. Cope, 2005; Cope & Watts, 2000; Corbett, 2005; Nogueira, 2019;
Politis, 2005). Thus, students must engage in learning behaviors that enable the new
venture team to reach its goals and objectives (Roth, 2016), in which learning behavior

relates to the activities individuals and teams carry out to learn (Edmondson, 1999).



However, the literature provides little guidance on how new venture teams develop
effectively, whereby the teams engage in learning activities that are able to progress
the venture creation process while maintaining the collaboration. Therefore, there is a
limited foundation for entrepreneurship educators who want to promote student
learning and venture development through collective efforts. Calls have also been
made for research capturing the internal processes that are required for a new venture
team to progress (Klotz et al., 2014; Patzelt et al., 2020) and the collective learning
processes that enhances venture development (EI-Awad et al., 2017; Wang & Chugh,

2014).

Despite the recognition of the role of the new venture teams in the venture
creation process (Carland & Carland Jr, 2012; Klotz et al., 2014) and in student learning
(Hagg, 2020; Pittaway & Cope, 2007b), there have been surprisingly few empirical
attempts to study the role of new venture team processes for student learning in
entrepreneurship education (Karlsson & Nowell, 2020; Williams Middleton & Nowell,
2018), both in relation to team development and improvement of learning behaviors.
Further, extant research has been criticized for not emphasizing the team as the unit
in which learning takes place when assessing student learning in entrepreneurship
education (Lackéus, 2014, 2020b; Pittaway et al., 2009). In seeking to advance
knowledge on these omissions, this thesis focuses on the students’ new venture team
processes in relation to the development of an effective team and team learning
behaviors in exploring how team processes influence student learning. As venture
creation progression is important for students’ learning experience (Haneberg &
Aadland, 2019; Ollila & Middleton, 2011), studying the developing learning behaviors
and effective team behavior for venture development is particularly relevant for the
new venture teams’ learning processes in entrepreneurship education. Thus, this
thesis aims to provide an understanding of new venture teams’ processes in
entrepreneurship education by studying new venture teams in real time as the

processes emerge. Knowledge about how the new venture team influences student



learning is important for generating a learning process suitable for fostering student

learning in entrepreneurship education.

1.2 Research Questions

This dissertation contributes to the literature on new venture teams in

entrepreneurship education by exploring the following overarching question:

How do new venture team processes foster student

learning in entrepreneurship education?

To provide an in-depth understanding of how new venture team processes foster
student learning in entrepreneurship education, this thesis focuses on two aspects of
team processes: 1) how effective new venture teams develop and 2) how student in
new venture teams develop their learning behavior. These aspects are addressed
through two sub-research questions, which will be elaborated on in the next sections.
Each sub-research question is addressed by two individual empirical research papers
that examine the development processes of new venture teams through various team

processes (see Table 1.1 for an overview).

Table 1.1 Sub-Research Question of this Thesis

Sub-Research Questions: Research Papers:

I
I.  How are effective new venture teams developed in

entrepreneurship education? Il.

. How do students in new venture teams develop
entrepreneurial learning behaviors? V.




1.2.1 New Venture Team Development in Entrepreneurship Education

The first sub-research question focuses on how new venture teams become effective
in entrepreneurship education. The mission of a new venture team is to attain goals
and objectives and maintain member collaboration while adapting to the dynamic
environment of new venture creation (Chandler et al., 2005; Ensley & Hmieleski, 2005).
Part of the new venture team’s job is to interpret and respond to the external
environment while simultaneously managing the venture internally (Hambrick, 2007;
Schjoedt & Kraus, 2009a). This job is complicated by the novelty and unstructured tasks
of venture activities (Amason et al., 2006) and by the lack of historical knowledge on
which to rely (Cooper et al., 1994). New venture teams consisting of students in
entrepreneurship education are more complex, as the teams must balance the
inherent tension of real-life venture creation and the learning objectives of the study
program (Haneberg & Aadland, 2019). To handle this complexity, student-based new
venture teams ought to develop effective teams that engage in learning activities to

enable progression in the venture creation process while maintaining collaboration.

Student-based new venture teams typically consist of individuals with limited
experiences working on large projects, in relevant industries, or as entrepreneurs.
These teams are vulnerable to facing extensive challenges within the team, which
further puts high demands on the team’s initial phases of developing what will turn out
to be an effective new venture team. Tensions occur in any team involving human
beings, and can lead to conflicts, stress, or setbacks (Brattstrom, 2019), resulting in a
negative influence on the team if not overcome (Ensley & Pearce, 2001; Jehn, 1995).
Therefore, understanding how new venture teams overcome tensions is vital for

effective development.

To date, most studies of new venture teams have focused on initial conditions
or inputs, such as team composition or the skills of team members (Ferriani et al., 2009;
Jinetal., 2017; Zhou & Rosini, 2015) on the performance of the venture. A few studies

also recognize that the new venture team’s behavior plays a crucial role in



transforming inputs into desirable outcomes (Brattstrom et al., 2020; Brinckmann &
Hoegl, 2011; Carland & Carland Jr, 2012; Eisenhardt, 2013). Nevertheless, little
attention has been given to understanding how effective new venture teams are
developed, that is, how team processes enable members to work together as a
collective unit to transform inputs into desirable outcomes needed for venture

progression and success (Klotz et al., 2014; Knight et al., 2020; Patzelt et al., 2020).

1.2.2 New Venture Team Learning Behaviors

The second sub-research question addresses how students in new venture teams
develop their entrepreneurial learning behaviors. Entrepreneurial learning is
emphasized as necessary for venture development (Wang & Chugh, 2014), as learning
enables the new venture teams to transfer the lessons learned from one event to
another (Politis, 2005, 2008; West Il & Gemmell, 2020). Moreover, entrepreneurial
learning can be understood as the development and accumulation of knowledge and
skills by individuals, teams, and firms in the venture creation process (Rae & Wang,
2015; Wang & Chugh, 2014). However, new venture teams in entrepreneurship
education have team members who are young students who most often lack relevant
experience to draw on in venture creation processes (Westhead & Wright, 1998).
Venture creation involves challenges, changes, uncertainty, and potential failure for
reasons beyond the new venture teams’ control (McKelvie et al., 2011) which they
often have little experience handling (Arpiainen & Kurczewska, 2017). Thus, the new
venture team will need to engage in learning processes to survive (EI-Awad et al., 2017;

Rauter et al., 2018).

Research has captured various sources from which entrepreneurs learn, such as
experiences (Cope, 2005; Politis, 2005, 2008), failure (Lattacher & Wdowiak, 2020),
observations (Holcomb et al., 2009; Mansoori, 2017), social interactions (Rae, 2002),
and the experiences of others (Karatas-Ozkan, 2011; Lévesque et al., 2009), and has
applied various theories to explain how knowledge is transferred from these sources

(Cope, 2005; Hamilton, 2011; Rae, 2005; Sardana & Scott-Kemmis, 2010). Nevertheless,



the entrepreneurship education literature has relied heavily on the experiential
learning perspective (Kolb, 1984) when explaining how the learning outcomes of
student entrepreneurs are gained from entrepreneurial experiences (Lackéus &
Williams Middleton, 2018). Recent studies have also applied situated learning theory
to explore how the entrepreneurial community can contribute to students’ learning
process (Haneberg & Aadland, 2019; Howorth et al., 2012). However, the
understanding of how the students engage in learning processes to ensure sufficient
team learning in the venture creation process is also important, but it is currently an
understudied area of research both in entrepreneurship education and in general

(Klotz et al., 2014; Wang & Chugh, 2014).

In that sense, learning behavior relates to the activities carried out by new
venture team members to obtain and process data needed to progress in the venture
creation process (Edmondson, 1999). For new venture teams to make progress, it is
essential to learn how to enact the venture creation process, what to focus on, and
how to acquire skills and knowledge relevant for venture development (Aldrich & Yang,
2014; Vogel, 2018). Thus, students must engage in activities that promote learning and
enable the new venture team to reach its goals and objectives. However, questions
concerning how students in new venture teams behave when engaging in activities to
learn, and how they develop their learning behavior are overlooked by research. Yet,
these questions have important implications for the new venture team’s ability to
develop their ventures and for subsequent student learning in entrepreneurship

education.

1.3 Contributions

This thesis contributes to the literature on new venture teams and entrepreneurship
education by exploring how team processes foster student learning in three diverse

ways.



First, | argue for a stronger emphasis on team processes in the scholarly debate
on student learning in entrepreneurship education. | demonstrate the role of team
processes in student learning in entrepreneurship education, an issue that has
previously received limited attention in the literature. In doing so, | expand on the
entrepreneurship education literature, which mainly discusses student learning as an
individual phenomenon that results in specific outcomes for individual students
(Gielnik et al., 2015; Nabi et al., 2017; Robinson et al., 2016). When teams are
addressed in this stand of literature, the discussions tend to focus on the effects of
team-based methods on the development of the collaborative skills of individual
students (e.g., Chen & Agrawal, 2018b; Karlsson & Nowell, 2020; Warhuus et al., 2017).
In this thesis, | argue that new venture team processes play a crucial role in student
learning, since the behaviors of the new venture team represent students’ experiences
of entrepreneurial action (Butler & Williams-Middleton, 2014; Haneberg & Aadland,
2019; Hytti et al., 2010). To add to this debate, | studied the development of effective
new venture teams and learning behaviors. | claim that these two types of team
processes provide valuable insights into how team processes influence student
learning in entrepreneurship education. This claim builds on the understanding that
internal team processes influence how new venture teams develop their ventures,
which has been defined as students’ “learning vessel” in action-based
entrepreneurship education programs (Haneberg & Aadland, 2019; Lackéus & Williams
Middleton, 2015; Rasmussen & Sgrheim, 2006). Hence, team processes play a crucial
role in ensuring that the “learning vessel” is available and suitable as an adequate
learning platform. Thus, this study contributes to the entrepreneurship education
literature by suggesting how students should be involved in new venture team
processes to foster student learning (Lackéus, 2020; Nabi et al., 2017; Pittaway & Cope,
2007b; Pittaway et al., 2009).

Second, by focusing on the development of effective new venture teams, |
extend entrepreneurship education with insights into the team aspect of students’
entrepreneurial action. By conducting a longitudinal research design, | contribute

9



insights into how students’ new venture team processes emerge over time (Rideout &
Gray, 2013). Thus, | seek to build knowledge of the processes that characterizes
effective new venture teams, and the specific activities stimulating such development
(Patzelt et al., 2020). Previous studies have pointed to the importance of a few specific
team elements for student outcomes, such as conflicts (Butler & Williams-Middleton,
2014; Pazos et al., 2022), trust (Williams Middleton & Nowell, 2018), and team
composition (Karlsson & Nowell, 2020; Neumeyer & Santos, 2020), whereas | underline
the importance of several team elements as well as the interplay between different
elements in explaining effective new venture team development. This contribution
also adds to the new venture team literature in general (Klotz et al., 2014) by increasing
the understanding of the internal processes of new venture teams at the early stages
of venture emergence. Studying new venture teams in an entrepreneurship education
setting enables unique insights in the early phases of the nascent new venture teams’
development process, as team research often faces challenges with identifying
emerging new venture teams before they have passed through several formative

stages (Forbes et al., 2006; Katz & Gartner, 1988)

Third, by focusing on students’ learning behaviors in entrepreneurship
education, this thesis considers that learning can occur from various sources and at
distinct levels (individual, team, and community). Building on previous studies of
student learning (Gielnik et al., 2015; Hagg, 2021; Kubbergd & Pettersen, 2018; Rae &
Practice, 2009) and my arguments for exploring team-level learning in action-based
entrepreneurship education, this thesis adopts the existing learning perspectives of
experiential learning (Kolb & Kolb, 2009; Kolb, 1984), situated learning (Lave & Wenger,
1991), and collective learning (Capello, 1999; Edmondson, 1999) when exploring the
students’ learning process. Moreover, the literature in this area has covered the
importance of context for student learning (Bergmann et al., 2016; Haneberg &
Aadland, 2019), and points to how various elements of teamwork, such as peer
learning (Hagg, 2020) team composition (Karlsson & Nowell, 2020; Warhuus et al.,
2021) or team conflicts (Butler & Williams-Middleton, 2014; Pazos et al., 2022), can

10



contribute to the development of students’ entrepreneurial skills and knowledge.
Extending this strand, this thesis seeks to explore how these elements tie together as
a whole in contributing to the student learning process. The results of this thesis
thereby add to our understanding of how student-led learning approaches lead to
complex learning processes consisting of several learning elements that influence each

other.

Further, by focusing on team-level learning in venture creation, | contribute to
the discussion on how new venture teams learn (EI-Awad et al., 2017; Haneberg, 2019;
Wang & Chugh, 2014). The literature on new venture teams has argued for the
importance of considering the role of new venture teams as the units in which
entrepreneurs most often operate when examining how entrepreneurs behave and
how behavior influences performance (Klotz et al., 2014). Addressing this issue, this
thesis emphasizes how new venture teams’ development processes and learning
behaviors are highly interwoven, thereby enhancing the knowledge of how the new
venture teams’ capability to learn is dependent on internal team processes (EI-Awad
et al,, 2017; Klotz et al., 2014; Wang & Chugh, 2014). In that respect, this thesis seeks
to contribute with a new understanding of how new venture team processes might
serve as a means of enabling student entrepreneurs to transform experiences into
entrepreneurial knowledge, and thus respond to the objectives of entrepreneurship

education.

1.4 Outline of this Thesis

This thesis consists of five chapters and four individual papers. Following the
introduction given in this chapter, Chapter 2 elaborates on the theoretical background
guiding the thesis. Here, | first account for student learning in entrepreneurship
education before discussing the key role of new venture team development in
entrepreneurship. Thereafter, | explain the importance of entrepreneurial learning in
entrepreneurship before | delineate three perspectives of learning relevant for

understanding how new venture teams in entrepreneurship education learn:
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experiential learning, situated learning and collective learning perspectives. Chapter 3
presents the philosophical approach of this thesis that has guided this research, the
method adopted, and the related ethical considerations taken. In Chapter 4, the four
individual empirical research papers composing this thesis are summarized and
presented regarding their contributions to the overarching research question of this
thesis. In Chapter 5, | discuss the main findings and offer conclusions on how new
venture team processes influence student learning in entrepreneurship education.
Moreover, | elaborate on the theoretical and practical implications and limitations and
provide suggestions for future research. The four papers are included after this

discussion and conclusion chapter.
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2. THEORETICAL BACKGROUND

In this chapter, the areas of relevant research for exploring the overall research
question are presented and discussed, and the research gaps are identified. First, the
chapter presents an overview of the existing literature on students’ learning through
entrepreneurship education. It then goes on to discuss new venture teams’
development processes. Lastly, | discuss three theoretical perspectives on
entrepreneurial learning employed in this thesis and explain how these perspectives

address issues that will contribute to the overall research question of this thesis.

2.1 Students’ Learning Through Entrepreneurship Education

Entrepreneurship education emerged as a scholarly field in the 1970s and 1980s in
response to the increasing demand for more entrepreneurs responding to and acting
on a changing society (Hagg & Kurczewska, 2022; Katz, 2003; Mwasalwiba, 2010). The
early focus of entrepreneurship education, then, was mostly on new venture creation
and small business growth and was aimed at nascent entrepreneurs (Katz, 2003;
Kuratko, 2005; Landstrom et al., 2021). At the time, it was mostly taught at business
schools (Katz, 2003; Solomon, 2007; Vesper & Gartner, 1997), and the pedagogical
methods included traditional teaching approaches such as lectures (Hagg &
Gabrielsson, 2020), emphasizing the transmission and reproduction of knowledge and

encouraging students to act as passive learners (Nabi et al., 2017; Peschl et al., 2021).

Over the last few decades, entrepreneurship education has received an
exponential growth of interest, both in terms of programs and subjects taught and its
scientific field (Hagg & Gabrielsson, 2019; Landstrom et al., 2021; Nabi et al., 2017).
Accordingly, educational practices have developed into a wide variety, with teachers
and researchers increasingly sharing outcomes and expectations regarding the
possibilities for students’ learning of diverse educational designs (Mwasalwiba, 2010;
Warhuus et al.,, 2017). Following this, a movement from passive teacher-led

pedagogical methods toward a greater recognition of student active methods in which
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students learn from experiences has occurred (Hagg & Kurczewska, 2020; Robinson et
al.,, 2016). As such, there has been a shift toward more action-oriented learning
methods in entrepreneurship education, emphasizing involvement in real-world
entrepreneurial opportunities as an effective learning method (Hagg & Gabrielsson,

2020; Kassean et al., 2015; Pittaway & Cope, 2007a).

Today, entrepreneurship education is often designed with experiential and
action-based pedagogical elements (Gielnik et al., 2015; Neck & Greene, 2011), in
which learning through entrepreneurial action is a core component (Pittaway & Cope,
2007a; Rasmussen & Sgrheim, 2006). For example, problem-based learning (San Tan &
Ng, 2006), internships (Kubbergd & Pettersen, 2018), simulations (Pittaway & Cope,
2007b), and real venture creation (Lackéus & Williams Middleton, 2015) have been
reported as key pedagogical methods designed to increase students’ learning through
active participation in practical learning activities (Neck & Corbett, 2018; Rideout &
Gray, 2013; Robinson et al., 2016). Accordingly, entrepreneurship education has
become multi-faceted, serving to develop students’ skills and awareness of business
start-ups, in addition to providing an in-depth understanding of the entrepreneurial
processes in a variety of contexts (Man & Farquharson, 2015; Nabi et al., 2017; Neck &
Greene, 2011). Thus, the practices of entrepreneurship education have shifted from
largely relying on creating and running a business as an outcome toward a focus on
processes that allow learners to develop entrepreneurial skills and competences
(O'Brien & Hamburg, 2019). Moreover, entrepreneurship education courses and
programs provide students with an opportunity to explore and experience

entrepreneurship in a safe learning environment (Haneberg, 2020).

As part of this development, entrepreneurship education is usually carried out
as a team-based activity (Blenker et al., 2011; Hytti et al., 2010; Warhuus et al., 2017),
in which the students are grouped into teams when participating in action-oriented
learning activities. As such, developing collaborative competences has become key to

entrepreneurship education. By contrast, this reflects the fact that entrepreneurs
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mostly operate in new venture teams (Gartner, 1988; Harper, 2008; Wasserman, 2012),
that they must form networks (Anderson et al., 2010; Vissa & Chacar, 2009; Zheng et
al., 2020), and interact with others to draw on the resources of others (Bjorklund &
Krueger, 2016; Clough et al., 2019). Importantly, when learning activities are team-
based, well-functioning student teams become crucial in facilitating learning, an aspect

that, so far, has received limited attention in the scholarly literature.

Several studies have shown positive results regarding the effects of
entrepreneurship education (Carpenter & Wilson, 2021; Jones et al., 2017; Karlsson &
Moberg, 2013; Nabi et al., 2017; Pittaway & Edwards, 2012), and they have provided
insights into how courses and programs should be designed to promote student
learning (Longva & Foss, 2018; Warhuus & Basaiawmoit, 2014) and what skills students
learn (e.g., Hahn et al.,, 2017; Harms, 2015; Huebscher & Lendner, 2012; Neck & Greene,
2011). Yet, our understanding of how entrepreneurship education influences students’
learning behaviors and processes, that is, how students learn from participating in
entrepreneurial actions, is far from complete (Pittaway & Cope, 2007a; Smith et al.,
2022). Since entrepreneurship education gives students more control over their own
learning processes (Robinson et al., 2016), some fundamental pieces regarding our
understanding of students’ learning processes in action-based entrepreneurship
education are missing. For example, past research has tended to focus on what is
learned, often pointing to increase the students’ intentions, self-efficacy, or particular
skills and knowledge, without thoroughly examining the students’ learning processes
that lead to the increase (Béchard & Grégoire, 2005; Mwasalwiba, 2010; Nabi et al.,
2017). Hence, the processes influencing learning outcomes are overlooked, yet they
are highly relevant for understanding the variations in students’ learning outcomes and
detecting the key processes that cause effects (Higg & Kurczewska, 2022; Aadland &
Aaboen, 2020).

Although the existing literature’s focus has provided important insights into

understanding the students’ development of skills and competencies from
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entrepreneurship education (Mwasalwiba, 2010; Nabi et al., 2017; Rideout & Gray,
2013), only a few studies have addressed how team-based approaches might influence
students’ learning outcomes (Hytti et al., 2010; Man & Farquharson, 2015). Further,
extant research has been criticized for not emphasizing the team as the unit in which
learning takes place when assessing student learning in entrepreneurship education
(Lackéus, 2014, 2020; Pittaway et al., 2009). Hence, this thesis is a timely exploration

of how team processes influence students’ learning processes.

Since this thesis aims to carefully examine students' learning processes through
the combination of action- and team-based entrepreneurship education, in the
following sections, | will go more in-depth into understanding students’ learning

processes from experiential and team-based learning methods.

2.1.1 Experiential Learning Through Action-Based Entrepreneurship Education

In action-based entrepreneurship education (Rasmussen & Sgrheim, 2006), students
are to learn entrepreneurship through engaging in practical learning activities and, in
conjunction, are encouraged to take responsibility for their own learning process
(Gielnik et al., 2015; Rideout & Gray, 2013; Robinson et al., 2016). As such, these
programs explicitly adopt an experience-based pedagogy. Experience-based pedagogy
consists of three interrelated components that facilitate learning: action, reflective
thinking, and domain-specific knowledge (Hagg, 2017; Kassean et al.,, 2015). In
entrepreneurship education, experiential learning is designed to occur through a
process in which students engage in entrepreneurial activities that create experiences.
Thereafter, they reflect on their actions and experiences, draw abstractions from the
reflections, and apply the abstraction to new experiences and actions (Higg &
Kurczewska, 2022; Itin, 1999; Stehno, 1986). Adopting an experiential-based pedagogy
allows students to develop skills in an experiential, interactive manner (Hoppe, 2016),
as they take an active role in their own learning process (Robinson et al., 2016). The

teacher’s role in this process is to facilitate the students’ learning process through
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different pedagogical methods that stimulate learning through action, reflection, and

domain-specific knowledge (Hagg, 2020; Neck & Corbett, 2018; Robinson et al., 2016).

Experiential learning is argued to be essential for enhanced learning in
entrepreneurship education, as it develops students’ abilities and skills in
understanding how to perform entrepreneurial activities (Gielnik et al., 2015; Pittaway
& Edwards, 2012; Rae, 2009), but also for developing their understanding of
entrepreneurship (Duval-Couetil, 2013; Kassean et al., 2015; Pittaway et al., 2009).
There are different ways to engage students in entrepreneurial action, for instance,
through the development of real-life ventures. Action-based entrepreneurship
education that applies real-life venture creation to increase students’ learning can be
referred to as a venture creation program (Lackéus & Williams Middleton, 2015). Thus,
venture creation programs allow students to experience new venture creation as a
formal part of the curriculum, with the intention of allowing the students to continue

running the venture post-graduation (Lackéus & Williams Middleton, 2015).

Existing studies have provided insights into the design of these venture creation
programs, showing varieties in the methods and activities used to stimulate the
development of new ventures and students’ learning (cf. Barr et al., 2009; Lundqvist,
2014; Ollila & Middleton, 2011; Rasmussen & Sgrheim, 2006; Warhuus & Basaiawmoit,
2014). Further, studies have shown that venture creation programs put high demands
on students causing emotions and stress (Haneberg & Aadland, 2019; Lackéus, 2014),
and that their challenging learning tasks contribute to students’ development of an
entrepreneurial identity (Donnellon et al., 2014). However, more knowledge is needed
on how the learning interventions, venture creation activities, and the environment of
the venture creation program influence the development of the new venture teams
and hence the students’ learning process. Thus, little is known about the students’

team-based learning process in relation to the real-life venture creation process.
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2.1.2 Team-based learning through entrepreneurship education

The use of teams for pedagogical purposes has become an integral part of
entrepreneurship education (Arpiainen & Kurczewska, 2017; Karlsson & Nowell, 2020)
for several reasons. First, team-based learning adds value by combining specific
learning content, such as entrepreneurship, with collaborative learning, and peer
learning (Michaelsen et al., 1982). Collaborative learning can broadly be defined as “a
situation in which two or more people learn or attempt to learn something together”
(Dillenbourg, 1999, p. 1). As such, it is the work that students achieve together in an
entrepreneurial team process (Warhuus et al., 2017), in which learning takes place
through interactions among students (Hagg, 2020). Hence, by applying collaborative
learning pedagogy, students learn additional skills and knowledge for interactions and

collaboration (Harms, 2015; Lackéus, 2020; Pazos et al., 2022).

Second, the ability to collaborate is deemed vital both for an entrepreneurial
process (Baron & Markman, 2000; McMullen, 2015; Seet et al., 2018), and for the
future workforce in general (Driskell et al.,, 2018; Wheelan, 2014). As such,
collaborative skills are a necessary competence for entrepreneurship education
students to learn (Kotey, 2007). For instance, in teams, entrepreneurial decision-
making and action become a complicated relational process involving several parties
and not just the entrepreneurs (McMullen, 2015; Thrane et al.,, 2016). When
performing entrepreneurial activities, such as opportunity development (Dimov, 20073,
2007b), resource mobilization (Warhuus et al., 2017), stakeholder interactions (Biffi et
al., 2017), and network building (Anderson et al., 2010; Soetanto, 2017; Zheng et al.,
2020), soft skills, such as the ability to collaborate and communicate, are crucial for the

venture’s success.

Third, in entrepreneurship education, teamwork reflects the authentic context
of entrepreneurship, where the practice of actual new venture creation is often
performed by a new venture team (Gartner, 1988; Harper, 2008) and the

entrepreneurial process is shaped by the team driving it from the start (Jung et al.,
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2017; Ruef, 2010). Thus, applying teamwork as a learning tool in entrepreneurship
education allows students to experience the real environment of new venture creation,
where multiple individuals take different roles in the team (Shepherd & Krueger, 2002)
and where coordination of the individuals’ roles and efforts is needed to achieve
sufficient progress in the learning process (Pazos et al.,, 2022). As such, through
practicing teamwork, entrepreneurship education students can learn the skills
necessary for new venture success (Brattstrom et al., 2020; Brinckmann & Hoegl, 2011;

Pazos et al., 2022).

Team-based learning has several advantages, such as promoting students’
motivation (Clark & Dumas, 2015; Tran, 2019) and increasing their’ achievement and
satisfaction (Kyndt et al., 2013; Zepke & Leach, 2010). Despite these positive effects,
research also suggests that diversity among team members can result in conflict or
other dysfunctional team behavior, which can reduce team performance and student
satisfaction (Butler & Williams-Middleton, 2014; Neumeyer & Santos, 2020; Wang et
al., 2020) and influence the individual student’s learning outcome (Hytti et al., 2010).
Thus, the social process that takes place in student teams is a vital factor for students’
learning (Le Pontois & Foliard, 2018), as the team environment will define how much
the students interact within the team and across its boundaries. Therefore, the team
setting can have particularly important implications for students’ learning when team-
based and action-based interventions are combined, as the students are supposed to
learn from experiences created by teams of peer students (Pittaway & Cope, 2007b).
Hence, an increased understanding of the students’ learning processes in situations
that combine action-based and team-based pedagogical components is strongly

needed.

2.1.3 New Venture Teams as a Learning Method in Venture Creation Programs
In venture creation programs, the venture creation process runs as the students’
primary “learning vessel” (Lackéus & Williams Middleton, 2015), where the students

learn entrepreneurship through combining their own experiences with academic
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training (Barr et al., 2009; Haneberg & Aadland, 2019). An objective of venture creation
programs is that the students will learn by going through real-life venture creation
activities, reflecting upon actions taken, developing decision-making processes, and
prioritizing activities, all with the intent of creating a new venture (Lackéus & Williams
Middleton, 2015; Ollila & Middleton, 2011; Rasmussen & Sgrheim, 2006). A key
characteristic of the students’ venture creation process is that students operate in
teams (Lundqvist, 2014; Ollila & Middleton, 2011), in which the behavior of the new
venture team plays a crucial role in the venture creation process (Baron, 2007;
Brattstrom et al., 2020). Consequently, the students’ learning outcomes stem largely
from the new venture team’s actions in the process (Haneberg & Aadland, 2019; Hytti

et al., 2010; Lackéus & Williams Middleton, 2015).

Only a few studies have explored aspects of students’ learning processes in
venture creation programs. Haneberg and Aadland (2019) pointed to the importance
of progression in the venture creation process for students’ learning. They showed that
students who abandon their venture creation process still learn from second-hand
experiences of peer students' venture creation activities through the programs'
community, but they learn less than students who continue the venture creation
process throughout the program (Haneberg & Aadland, 2019). Williams Middleton and
Nowell (2018) studied team processes in venture creation programs in particular and
found that new venture teams with higher frequencies of trust in their documented
team norms were more likely to preserve through venture emergence compared to
those with low frequencies. New venture team members interact under uncertainty
and interdependence (Townsend et al., 2018), conditions that make trust relevant
(Schoorman et al., 2007). Conversely, the lack of trust in a new venture team might
cause problems for teamwork (Brattstrom, 2019; Khan et al., 2015), which can result
in students abandoning the venture creation process before graduation and venture
launce (Haneberg & Aadland, 2019; Williams Middleton & Nowell, 2018). In this case,
the students will miss out on later phases of the entrepreneurial process and therefore
learn less (Haneberg & Aadland, 2019; Ollila & Middleton, 2011). The ideal situation is
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to keep the “learning vessel” (i.e., the venture) running throughout the program so
that the students’ learning experience is utilized (Lackéus & Williams Middleton, 2015;
Pittaway et al., 2015). Accordingly, new venture teams are both an important source
and driver of students’ learning in venture creation programs. Yet beyond the issue of
trust, few studies have addressed the students’ new venture team development

processes in this setting.

As previous research comes short of explaining the students’ new venture team
processes in venture creation programs | explored prior research about new venture
teams, entrepreneurial teams, and group work in general, and venture creation

programs in particular, to understand the development of new venture teams.

2.2 Development of New Venture Teams

New venture teams consist of individuals who work together to create new ventures.
New venture teams are receiving increased attention among entrepreneurship
scholars (e.g., Ben-Hafaiedh, 2017; Cardon et al., 2017; De Mol et al., 2015; Klotz et al.,
2014; Knight et al., 2020; Lazar et al., 2020). Studies have shown that the team is an
essential unit that influences the creation and performance of new ventures (Ben-
Hafaiedh, 2017; Khan et al., 2015; Klotz et al., 2014). Much of the research on venture
teams is built on upper echelons perspectives (Hambrick, 2007; Hambrick & Mason,
1984), and group/team development theories adopting the organizational behavior
input-mediator-output (IMO) framework (Hackman & Morris, 1975; McGrath, 1984),
seeking to link attributes of top management teams to firm performance (e.g., Balkin
& Swift, 2006; Ensley & Hmieleski, 2005; Ensley et al., 2006; Ferriani et al., 2009; Zhou
et al., 2015). The application of the IMO framework has brought dynamic process
thinking into the field, as it is used to map out how team characteristics interact with
team behavior processes (such as conflicts, learning or action processes) or emergent
states (such as cohesion, trust, and cognition) in achieving outcomes (Jin et al., 2017;
Klotz et al., 2014; Lazar et al., 2020). However, the broad application of theories from

the fields of management and organizational behavior has resulted in a
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disproportionate focus on established top management teams compared to nascent
new venture teams at venture emergence (Klotz et al., 2014; Lazar et al., 2020).
Nascent new venture teams experience problems that are not well captured when
applying theories designed for traditional work teams and management teams. Factors
such as uncertainty, unpredictability, ambiguity, and changing environments influence
new venture teams on a daily basis to an extent far from what traditional work teams
and top management team experience (McKelvie et al., 2011; McMullen & Shepherd,
2006). Unlike teams in established organizations, new venture teams and their tasks
are not typically embedded in predefined organizational structures (Blatt, 2009); thus,
the processes of teams in organizations do not transfer perfectly to new venture teams’

processes.

Understanding new venture team’s behavior and teamwork processes has been
indicated as important for addressing mechanisms that explain variation in
performance better than team composition (Brattstrom et al., 2020; DeChurch et al.,
2013; Klotz et al., 2014). Despite advances in research on new venture teams, the field
still lacks knowledge on how new venture teams form, function, and evolve over time
(Ben-Hafaiedh, 2017; Cooney, 2005; Klotz et al., 2014) and on the influence these
processes have on team dynamics, action, learning, and performance (Harper, 2008;
Schjoedt & Kraus, 2009b; Williams Middleton & Nowell, 2018). Knowledge about the
new venture teams’ behavior in these processes could give us insights into an
important predictor of venture outcomes (Argote & Ren, 2012; Forbes et al., 2006),
thus also contributing important understandings of how students’ learning outcomes
are moderated by team efforts (Hytti et al., 2010). This knowledge is particularly
needed to understand how venture creation programs can facilitate the new venture

teams’ processes to ensure the utilization of the students’ learning experience.

In the following section, | will define the new venture teams, elaborate on the
new venture teams’ multiple roles, and discuss some key team processes that new

venture teams go through in the venture creation process.
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2.2.1 Defining the New Venture Team in Venture Creation Programs

There are various terms and definitions used to describe teams establishing new
ventures in the literature, such as entrepreneurial team (Cooney, 2005; Kamm et al.,
1990; Lazar et al., 2020), founding team (Eisenhardt & Schoonhoven, 1990), new
venture team (Brattstrom et al., 2020; Klotz et al., 2014), and start-up team (Brattstrom,
2019; Knight et al., 2020; Rauter et al., 2018) (see Table 1 in Appendix for an overview
of common definitions). For the purpose of this thesis, | use the term “new venture
team” and follow the definition given by Brattstréom et al. (2020, p. 5): “two or more
individuals who commit to each other, who interact dynamically, interdependently and
adaptively to create a new firm with specific goals, boundaries and coordinated

systems of activities.”

First, this definition is particularly suitable for describing the new venture teams
in a venture creation program as it focuses on team members' commitment,
encompassing all members involved in carrying out the tasks, rather than binding the
team to financial ownership (or equity) which is often used in other definitions (e.g.,
Cooney, 2005; Kamm et al., 1990; Knight et al., 2020). For students in venture creation
programs who are in the early phases of new venture creation, financial ownership is
often not yet organized (Brinckmann & Hoegl, 2011) or can be bounded in agreements
with technology transfer offices (TTOs) or external idea owners (Barr et al., 2009;
Lundqvist, 2014). Hence, psychological ownership tends to be a more important factor

influencing students’ efforts and commitment (Haneberg et al., 2018).

Second, the focus on interactions and actions in the execution of activities
rather than management is descriptive, as the student's active participation in the
venture creation process is an important requirement for the student to pass the
program (Lackéus & Williams Middleton, 2015). Third, this definition highlights the
complex and important role of the new venture team in the venture creation process.
Thus, it reflects a comprehensive view of the team and its two-fold role in developing

the team and the venture. Developing these facets simultaneously is not a
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straightforward process. The team should interpret and respond to the external
environment while simultaneously managing the venture internally (Hambrick, 2007;
Schjoedt & Kraus, 2009a). | will elaborate on the new venture teams’ multiple roles in

the next section.

2.2.2 The New Venture Teams’ Multiple Roles

The new venture team aims to lead the new venture through the various stages of the
venture creation processes (Ensley et al., 2006; Klotz et al., 2014). A key mission is to
manage the team, so that they are able to produce the desired results under the
uncertain, dynamic, and emergent environment of new venture creation (McKelvie et
al., 2011; Smilor, 1997; Vogel, 2018). This indicates that the new venture team must
combine its members' skills, experiences and knowledges in an effective and dynamic
way (Brattstrom et al., 2020; Klotz et al., 2014), which enables the members to perform
the multiple roles required for new venture creation, such as innovators, product
developers, logistics experts, marketing, and social media experts, sales people,
leaders, and accountants. The new venture team’s role is complicated by the fact that
they should handle both the novelty and unstructured tasks of venture creation
(Amason et al., 2006), as well as the uncertainty and risk embedded in the venture
creation process (McMullen & Shepherd, 2006), without the benefit of historical
knowledge (Amason et al., 2006; Cooper et al., 1994). Hence, the structuring of the
team and its initial teamwork routines must be set from the outset and allow changes

as the venture progresses.

Teamwork is used as a concept to describe how team members function
together (Driskell et al., 2018; Salas et al., 2005). Existing research suggests that
teamwork plays an important role in the team’s outcomes (e.g., Brattstrom et al., 2020;
Brinckmann & Hoegl, 2011; Diakanastasi et al., 2018; Ensley et al., 2003). Due to its
tacit nature and social complexity, teamwork is difficult to imitate (Argote & Ren, 2012),
and new venture team members cannot simply gather around a task and expect to

work well together (Brattstrom et al., 2020). The new venture team’s ability to share
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and coordinate tasks, estimate effects of possible events, solve problems, make
decisions, learn, and allocate resources will influence the teamwork, and consequently
the performance of the new venture (De Mol et al., 2015; Zhao et al., 2013). Thus, how
a new venture team initially structures its teamwork has implications for the learning
processes of team members (Pazos et al., 2022; Ravasi & Turati, 2005), for later phases
of venture creation (Bird et al., 2012), and for venture success (Knipfer et al., 2018;
Schjoedt & Kraus, 2009a), all of which puts high demands on the teams (Knipfer et al.,
2018; McMullen & Shepherd, 2006).

For students, the inherent tension that arises from combining real-life venture
creation and learning objectives further complexifies the new venture team’s initial
role. A student new venture team is responsible for the progress and performance of
its own venture (Haneberg & Aadland, 2019) as well as the learning outcomes of the
team members (Pittaway & Cope, 2007b). Students in venture creation programs need
to make sure that their new venture team accomplishes its goals and enhances and
maintains collaboration among its members to foster students’ learning. This means
that the students must create effective teamwork processes that enable them to
progress in the venture creation process and maintain their collaboration. This will also
require that the team goes through several development processes (Ben-Hafaiedh,

2017).

2.2.3 New Venture Teams’ Processes

Creating a new venture is a co-emergent process of both the venture and the new
venture team (Lechler, 2001; Sardana & Scott-Kemmis, 2010). To solve complex tasks
involved with venture creation, the new venture team members need to adapt to each
other’s expertise, preferences, and motives (Cardon et al., 2017), both with respect to
the team dynamics and the development of the venture (Lechler, 2001). This implies
that members of a new venture team must develop to become a collective unit at the
same time as maintaining a shared understanding of the dynamic situation within

which they find themselves. Research on team development has mainly focused on
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how team activities change over the lifetime of the team (Miller, 2009). As new venture
team members work together to convert resources into meaningful outcomes (Klotz
et al., 2014; LePine et al., 2008), improvements in the teams’ interactions and actions
are likely to occur; thus, the team develops. An essential phase of new venture team
development is new venture team formation, as it sets out the teams’ initial norms,
roles, and interaction patterns (Held et al., 2018; Lazar et al., 2020; Misganaw, 2022;
Yusubova et al., 2020). How new venture teams are formed and how they go about to
initiate their teamwork processes to create a new venture have imprinting effects on

the teams’ development process (Brattstrom et al., 2020; Misganaw, 2022).

Extensive efforts have been put into understanding elements that might
describe the quality of the new venture teams’ overall collaboration climate, such as
team cohesion, team passion, trust, and commitment, and its effect on the venture’s
performance (Chen et al., 2017; Chowdhury, 2005; Khan et al., 2015). However, these
are states that emerge over time as the team interacts and gain experience from
working together. For instance, team cohesion concerns the team’s togetherness, and
is the extent to which the team members feel attached to each other and the team
tasks; it is the existence of a “we-feeling” (Mullen and Copper, 1994). Team cohesion
is often linked to team members’ level of trust and satisfaction, and is particularly
important for new venture teams that operate under ambiguous conditions (Ensley et
al., 2002). Team cohesion has been shown to have positive effects on new venture
teams’ performance; for instance, it has been shown to play an important role in
conflicts in teams (Ensley et al., 2002), and venture capitalists prefer teams with high

cohesion (Franke et al., 2008).

As new venture teams make plans, take actions, and coordinate efforts,
intrateam disagreements are often inevitable (Klotz et al.,, 2014). Incompatibility,
disagreements, and dissonance between team members often create conflicts (Ensley
et al., 2002) and can arise from disagreements over task issues such as resource

distribution, procedures, urgency, judgment of facts (De Dreu & Weingart, 2003), or
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more relational differences in values or personalities (Jehn & Mannix, 2001). Conflict
has been found to have effects on several outcomes of new venture teams, such as
increased creativity, reduced sales and growth, or team members exiting (Foo, 2011;
Ucbasaran et al., 2003; Vanaelst et al., 2006); however, the results are mixed, and the
reason for mixed results is often explained by contextual elements. Rahim (2002),
suggested that it is the way a team responds to and manages the conflicts that
determines its effects on outcomes. Conflict management is crucial for sustaining team
efficiency and effectiveness (O'Neill & Meclarnon, 2018; Somech et al., 2009).
Importantly, conflict management is not only about solving occurred conflicts but also
about taking action in situations that have the potential for conflicts to arise (Marks et
al., 2001; Rahim, 2002). As such, new venture teams must develop conflict
management capabilities that enable them to mitigate the potential negative effects
from conflicts (Jehn & Bendersky, 2003; Marks et al., 2001; Mathieu & Schulze, 2006)
and enhance their creativity, satisfaction, teamwork capabilities, and favorable
entrepreneurial performance (Chen et al., 2017; Khan et al., 2015). Studies have shown
that these capabilities emerge over time as teams interact (Rahim, 2002), and that
management style often influences the team’s communication climate and role
division (De Dreu & Beersma, 2005; Somech et al., 2009). Thus, both teamwork and
new venture creation require that the new venture team have capabilities that
increase the quality of their collaboration and activities. However, less is known about
how new venture teams take a proactive role (if they do) in developing their

management capabilities.

Moreover, as the new venture team operates in the early stages of new venture
development, challenges, and setback related to access to resources, legitimacy,
market acceptance and product development (Lechler, 2001; Rauter et al., 2018).
However, these challenges can also provide important opportunities for learning.
Previous research has emphasized the importance of entrepreneurial learning for
entrepreneurs (Corbett, 2005; Minniti & Bygrave, 2001; Politis, 2005; Rae, 2005;
Sardana & Scott-Kemmis, 2010), as it can give them advantages that enable them to
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make necessary progress in setting up new ventures (Aldrich & Yang, 2014; Vogel, 2018;
Wang & Chugh, 2014). Although it is well accepted that the development processes of
a new venture team are key factors for predicting performance, more knowledge is
needed to understand how new venture teams ensure sufficient progress in the phases
of new venture emergence (Klotz et al., 2014). The literature has pointed to important
states and explained teams’ development stages (Hackman, 1990; Hackman & Morris,
1975; Rickards & Moger, 2000; Tuckman, 1965), but less is known about how new
venture teams engage themselves in learning processes. Moreover, there is scarce
knowledge about the relations between new venture teams’ learning processes and

teamwork processes, particularly in entrepreneurship education.

In summary, as the new venture team takes action to test hypotheses or moves,
or to discover and assess their impact, both in relation to their collaboration and
venture creation, they are most likely to experience change in their behavior to
function better, as a result of learning from action taken. Thus, the next section will
focus on research that has contributed knowledge on entrepreneurial learning,
followed by the presentation of the identified knowledge gaps that this thesis seeks to

address.

2.3 Entrepreneurial Learning

“Entrepreneurship is a process of learning” (Minniti & Bygrave, 2001, p. 7)

Following the statement of Minniti and Bygrave (2001), the concept of entrepreneurial
learning is generally considered as learning that takes place in the entrepreneurial
process. Since the turn of the millennium, entrepreneurial learning has been a concept
of interest within the field of entrepreneurship research (cf. Holcomb et al., 2009;
Politis, 2005; Ravasi & Turati, 2005; Wang & Chugh, 2014; Zozimo et al., 2017). The
field emerged as scholars found that neither existing theories of individual nor
organizational learning could appropriately explain or be used to understand the
learning process of entrepreneurs during new venture creation (Deakins & Freel, 1998).

The research interest has developed substantially in the last decade and is now broadly
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positioned within the field of entrepreneurship (Wang & Chugh, 2014). The
development has resulted in various conceptualizations of entrepreneurial learning,
and as it has been explored at various levels (individual, teams, and organization).
Further, entrepreneurial learning is central in student learning in action-based and
experiential entrepreneurship education, as students are expected to gain
entrepreneurial knowledge through an entrepreneurial process (Haneberg & Aadland,
2019; Hagg & Kurczewska, 2022; Lackéus & Williams Middleton, 2015). Thus,
entrepreneurial learning is important both for students’ venture progression and

learning outcomes (Haneberg & Aadland, 2019).

Throughout the literature entrepreneurial learning is often termed as a
synonym for entrepreneurs’ learning. For instance, Rae (2005) defined entrepreneurial
learning as “learning to recognize and act on opportunities, and interacting socially to
initiate, organize and manage ventures” (p. 324). Politis (2005) defined it as a
“continuous process that facilitates the development of necessary knowledge for being
effective in starting up and managing new ventures” (p. 401). Depending on the
perspectives applied, other definitions have tapped into many ways by which
entrepreneurs learn. Entrepreneurial learning has, for instance, been portrayed as a
process in which entrepreneurs learn from the acquisition of experiences during the
venture creation process (Politis, 2005), observing the experiences of others (Holcomb
et al., 2009; Sardana & Scott-Kemmis, 2010; Zozimo et al., 2017), through continual
trial and error (Cope, 2011), learning by doing (Cope & Watts, 2000), and employing

specific learning behaviors (West Il & Gemmell, 2020).

Challenges central in the field of entrepreneurial learning concern what
entrepreneurs do and learn during entrepreneurial processes, and how and when the
learning processes take place (Cope, 2005; Wang & Chugh, 2014). Over the years, the
field has moved from a focus on cognitive learning processes, toward a more practical
understanding of how entrepreneurs develop both themselves and their business

simultaneously (Macpherson et al., 2022; Minniti & Bygrave, 2001; Nogueira & Alsos,
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2018; Sardana & Scott-Kemmis, 2010). When explaining entrepreneurs’ learning
process, most scholars have focused on the role of an individual’s experiences as a
source for learning (Nogueira, 2019; Wang & Chugh, 2014). However, recently scholars
have turned to a broader application of learning perspectives, such as organizational
learning (Crossan et al., 1999; Rupci¢, 2019), social learning (Bandura, 1977) , situated
learning (Brown et al., 1989; Lave & Wenger, 1991) and collective learning (Capello,
1999), to better understand how entrepreneurs learn. This has led to new insights

regarding how entrepreneurs learn from various sources and in various settings.

For the purpose of this thesis, | will go deeper into the perspectives of
experiential learning, situated learning, and collective learning, given their district
focuses on 1) learning occurring from accumulation of experiences (experiential
learning), 2) learning as contextually embedded (situated learning), and 3) learning
occurring through interactive processes (collective learning). For the thesis, | consider
these perspectives as complementary to the understanding of new venture teams’
learning processes in venture creation programs. These perspectives allow me to
explore learning at the individual, community, and collective levels, thus capturing the
learning of individual team members, learning across the new venture team'’s
boundaries, and learning within the collective unit of the new venture team. Moreover,
these perspectives are all suited to exploring various aspects of students' learning
processes from new venture teams' actions within the context of venture creation

programs.

In the following sections, | will elaborate on the key research from each learning
perspective relevant for further developing our understanding of entrepreneurial
learning in new venture teams. As a starting point, Table 2 provides an overview of the

key characteristics of the three learning perspectives.
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Table 2.1 Comparison of Entrepreneurial Learning from the Experiential, Situated, and Collective
Learning Perspectives

Experiential Learning

Situated learning

Collective learning

Level of Individual Community Collective
learning
Source of Learning from own Learning in the Learning through
learning experiences environment collective actions
and interactions
Building on Kolb (1984): Lave and Wenger Capello (1999):
Experiential learning (1991): Situated Collective learning
theory learning theory: theory
Community of practice
Edmondson (1999):
Team learning
theory
Suited to Learning from critical Learning in networks, Learning as a social
understand events incubators, regional process between

environment, education

agents

Knowledge is Personal Situated Shared

Learning Accidental Ongoing Self-directed

occurs
Learning happens under Learning is a part of Learning occurs as
unusual circumstances,  daily practice. an agent interacts to
such as failure or solve issues or seek
significant changes knowledge together

Concerns Entrepreneurs’ ability to How entrepreneurs How new venture
act on opportunities learn from taking partin teams behave to
and coping with the the entrepreneurial learn together in the
liabilities of newness practice venture creation

process
Suited to Individual team Across the new venture  Within the collective
study the members team’s boundaries unit of the new

learning of

venture team

2.3.1 Experiential Learning Perspective

The understanding that entrepreneurs acquire from experiences has been

fundamental to the development of the entrepreneurial learning literature (Nogueira,
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2019; Wang & Chugh, 2014). Understanding how entrepreneurs learn from their
experiences during the entrepreneurial process has received vast scholarly attention,
and learning by doing and learning “on the job” has often been the notion of how
entrepreneurs learn (Aldrich & Yang, 2014; Cope & Watts, 2000; Deakins & Freel, 1998;
Minniti & Bygrave, 2001). To understand how entrepreneurs evolve and develop
knowledge from their experiences of entrepreneurial action, numerous studies have
applied the processual perspective informed by Kolb’s (1984) theory of experiential
learning. Kolb (1984) defined learning as “the process whereby knowledge is created
through the transformation of experience” (p. 38) and suggested that an individual
must go through a four-stage process to learn effectively from an experience: (1)
concrete experience, (2) reflective observation, (3) abstract conceptualization, and (4)
active experimentation. The core of experiential learning is the value of active,
personal, and direct experiences, in which effective learning occurs as cyclical
processes moving between action and reflection (Kolb & Kolb, 2005; Kolb, 1984).
Studies adopting this perspective conceptualize the transformation of experiences
from the entrepreneurial process as a way for entrepreneurs to improve their abilities
to develop and exploit opportunities (Corbett, 2005, 2007), to learn how to overcome
obstacles in the venture creation process (Politis, 2005), and to fundamentally improve

their higher level learning (Cope, 2005).

Early experiential learning research in the field was static and focused on the
impact of past experiences and prior knowledge on learning processes and the
accumulation of new knowledge (Holcomb et al., 2009). This literature showed that
entrepreneurs with prior start-up experience are more successful and effective in
starting up and managing their second, third, etc. venture (Politis, 2008). Other studies
refer to experiences as a mechanism for learning, in which entrepreneurial learning
occurs under special circumstances (Cope & Watts, 2000), such as failure
(Cannavacciuolo et al., 2017; Cope, 2011; Lattacher & Wdowiak, 2020), positive and
negative experiences (Minniti & Bygrave, 2001), or other significant changes. Corbett
(2005, 2007) used Kolb’s (1984) learning styles to better understand the opportunity

32



identification and exploitation process. He found that different learning styles may be
more or less effective during different stages of the opportunity identification and
exploitation processes (Corbett, 2005), and that due to learning asymmetries, some
individuals are better at recognizing opportunities for entrepreneurial activities than

others (Corbett, 2007).

Overall, experiential learning is a functional model for explaining how individual
entrepreneurs learn from what they are doing in the venture creation process.
However, several researchers have also pointed to aspects of entrepreneurs’ learning
that are not sufficiently explained through the experiential learning perspective and
that the experiential learning perspective has some limitations. For instance, it will be
highly costly and time-consuming for novice entrepreneurs to learn primarily through
direct experiences (Wood & Bandura, 1989), and a considerable part of learning is
likely to be learned observing others (Kim & Miner, 2007; Mansoori, 2017) or from
second-hand experiences through social engagements (Haneberg & Aadland, 2019).
Further, entrepreneurship scholars adopting the experiential learning perspective
have been criticized for not sufficiently taking into account that entrepreneurs’
learning takes place in a social environment (Hamilton, 2011). The development of new
ventures typically occurs in a context where there is a need to go beyond the
information that entrepreneurs already possess (Zheng et al., 2020). Entrepreneurial
learning during the venture creation process must recognize the importance of
interacting socially (Dimov, 2007b; Rae, 2005). Thus, alternative perspectives on
learning can broaden our understanding of relevant topics, such as how the context

and social environment that the entrepreneurs find themselves within impact learning.

2.3.2 Situated Learning Perspective

An emerging perspective in the entrepreneurial learning literature is situated learning
(Nogueira, 2019; Wang & Chugh, 2014). Scholars taking a situated learning perspective
have stressed that entrepreneurial learning is a social process that cannot be achieved

or explored separately from the context in which it occurs (Harrison & Leitch, 2005;
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Taylor & Thorpe, 2004). Situated learning theory provides a framework for exploring
forms of learning in a social context (Lave & Wenger, 1991), as it emphasizes the idea
that much of what is learned is specific to the situation in which it is learned (Anderson
et al., 1996; Brown et al., 1989; Cobb & Bowers, 1999; Wilson & Myers, 2000). This
learning perspective draws on Vygotsky’s (1978) activity theory of social cognition,
which considers learning as a transaction between a person and its social environment.
The situated learning perspective allows entrepreneurial learning to be conceptualized
as embedded in a particular social, cultural, and relational context (Hamilton, 2011;
Jack & Anderson, 2002; Lave & Wenger, 1991). The perspective suggests that
entrepreneurial learning is situated in the daily activities of the venture creation
process (Cope, 2005), in which entrepreneurs acquire new knowledge from social
interactions in the environments in which they take part. Here, the social, cultural, and
relation context of the environment mediates the learning process through which
entrepreneurs acquire new knowledge; hence, these factors provide both constraints
and opportunities for learning (Cannavacciuolo et al., 2017). Consequently, the
situated learning perspective can explain how the environments within which the

entrepreneurs operate influences entrepreneurial learning processes and outcomes.

The concept of community of practice is a central construct of situated learning
theory (Brown & Duguid, 1991; Wenger, 1998; Wenger, 2000) that emphasizes the
development of learning as a phenomenon occurring through participation with a
“social learning system” (Gherardi et al., 1998; McDermott, 1999; Wenger, 1998).
Communities of practice are formed by people who engage in a process of collective
learning in a shared domain of human endeavor and are defined as “groups of people
who share a concern, a set of problems, or a passion about a topic, and who deepen
their knowledge and expertise in this area by interacting on an ongoing basis” (Wenger
et al., 2002, p. 4). Through interactions and mutual engagement within the specific
domain or activity of the community, a professional identity and knowledgeable
practices are jointly developed (Lave & Wenger, 1991; Thorpe et al., 2005; Wenger,
1999; Wenger, 2000). Within the “social learning system” of a community of practice
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(Wenger, 2000) entrepreneurs learn from doing (Rae, 2000), as they take part in a
collective practice (Thompson & llles, 2021), and reflect collectively on their practices
(Cope, 2003; Lefebvre et al., 2015). Hence, a community of practice can provide
induction for students in venture creation programs for stimulating their learning not
only for identification of practical skills but also of how to be and their acquisition of

status (Rigg et al., 2012; Warren, 2004).

Entrepreneurial learning within communities of practice has recently received
the attention of scholars and has been explored in social environments, such as family
businesses (Hamilton, 2011; Konopaski et al., 2015), business incubators
(Theodorakopoulos et al., 2014), accelerators (Mansoori, 2017), entrepreneurial
networks (Bergh et al., 2011; Lefebvre et al., 2015; Taylor & Thorpe, 2004), venturing
communities (Karatas-Ozkan, 2011), entrepreneurial training programs (Nieminen &
Hytti, 2016), student’s entrepreneurial ecosystems (Donnellon et al., 2014; Haneberg
& Aaboen, 2021), and entrepreneurship education (Haneberg & Aadland, 2019;
Howorth et al., 2012; Kubbergd & Pettersen, 2017, 2018; Lockett et al., 2017). These
studies underline entrepreneurs’ learning as interweaved with the history, habits,
routines, norms and practice of the specific community studied (Thompson & llles,
2021). Here, the entrepreneurs go through learning processes of negotiation and
argumentation (Taylor & Thorpe, 2004), and learners adapt to the shared practices of
the community as they participate in mutual engagements (Haneberg & Aaboen, 2021).
These studies have shown that entrepreneurs learn a great part of what they know
from others through social interactions and observations in the communities as they
partake in mutual engagements while operating in the community on an ongoing basis
(Cannavacciuolo et al., 2017). Further, the community develops as the learning needs
of the participants in the community change throughout the entrepreneurial process

(Lefebvre et al., 2015).

A portion of the existing entrepreneurial learning studies have adopted the

notion of “legitimate peripheral participation.” It is through a process of “legitimate
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peripheral participation” that individuals become members of a community of practice
(Lave & Wenger, 1991). Moreover, learning in a community of practice can be
explained as an apprenticeship, in which newcomers learn through participating in the
practice of more experienced participants of the community. Moreover, newcomers in
the community start at the periphery, and as they become more involved and more
experienced, they become a community insider (Haneberg & Aaboen, 2021). Some
studies have focused on individuals’ learning process of legitimate peripheral
participation (Konopaski et al., 2015), while others show that learning processes in the
periphery can contribute to important entrepreneurial learning and “knowing” of
nascent entrepreneurs in early phases of new venture creation (Nieminen & Hytti,
2016; Rigg et al., 2012) and among entrepreneurship education students (Donnellon

et al., 2014; Haneberg & Aadland, 2019; Kubbergd & Pettersen, 2017, 2018).

Situated learning theory is closely related to social learning theory (Bandura,
1977), as learning in a community often happens through social interactions or
vicariously through the observation of other community participants, such as role
models, mentors, or more experienced community members (community insiders)
(Lefebvre et al., 2015; Rigg et al., 2012). Learning occurs as a process in which
entrepreneurs relate what they observe to their own experiences (Holcomb et al., 2009;
Lévesque et al., 2009; Mansoori, 2017); thus, not only own experiences but also
observations can be important contributors to entrepreneurial learning. For instance,
Zozimo et al. (2017) showed that observing role models is equally important for
entrepreneurs’ learning at both early and later stages of venture creation, since what
is modeled often is linked to distinct learning processes and learning tasks. Concerning
learning from interactions, Soetanto (2017) showed that when dealing with difficulties,
entrepreneurs often seek out their networks or establish new networks within which
the entrepreneurs learn to cope with the difficulties through interactions with others.
As such, entrepreneurial learning through social relationships and interactions includes
how learning from others helps resolve critical incidents in the venture creation
process (Saunders et al., 2014; Soetanto, 2017), contributes to the capacity to exploit
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entrepreneurial opportunities (Bergh et al., 2011), facilitates access to required
resources (Fang et al., 2010), and offers social support to the entrepreneurs (Mansoori,

2017; Nieminen & Hytti, 2016).

Overall, the situated and social perspectives of learning, emphasize
entrepreneurial learning as multi-layered (Karatas-Ozkan, 2011), going beyond
individual boundaries, and as entrepreneurs take part in mutual engagement they
contribute beyond an increase in their own learning (Haneberg & Aaboen, 2021).
Situated learning theory contributes to an understanding of learning from a cross-
boundary perspective and can explain how individual entrepreneurs’ increase their
entrepreneurial learning from participating in communities of practice. Yet, research
has overlooked how new venture teams (and organizational units) collectively learn

through participation in communities of practice.

2.3.3 Collective Learning Perspective

The collective learning perspective is far less elaborated in the entrepreneurial learning
literature (Wang & Chugh, 2014) compared to the perspectives of experiential and
situated learning. Collective learning is defined as “a social process of cumulative
knowledge, based on a set of shared rules and procedures which allows individuals to
coordinate their actions in search for problem solutions” (Capello, 1999, p. 354). The
“social” categorization of the processes underlines that the accumulation of
knowledge takes place in a social setting through interactive processes between agents
(Capello, 1999), such as new venture team members. Thus, collective learning can take
place at different levels: team-level learning, organizational level, regional level, or at

any other unique milieu level (Wang & Chugh, 2014).

Only a few research efforts have taken the collective learning perspective to
study learning of new venture teams, and most of them only peripherally touch upon
learning within the team (e.g., Barney et al., 1996; Breslin & Jones, 2014; Cardon et al.,
2017; Zheng, 2012). Some studies have focused on different effects or situations that
cause learning in this setting, such as learning effects on experiencing setbacks (Rauter
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etal., 2018), whether team members’ involvement in learning activities correlates with
new venture growth (Chandler & Lyon, 2009), and how heterogeneous teams with
relevant skills and experiences provide a strong and supporting learning milieu, where
members perceiving experience gaps vis-a-vis their role in the venture learn the most
(Sardana & Scott-Kemmis, 2010). Some studies in entrepreneurship have explored
collective learning from an organizational level (Brettel & Rottenberger, 2013; Dutta &
Crossan, 2005; El-Awad et al., 2017), suggesting the team to be a transmitter for
learning between the individuals and the entire firm (Dutta & Crossan, 2005). An
important contribution to the field is the conceptual work by El-Awad et al. (2017)
which integrates the 41 organizational learning framework with Decuyper et al. (2010)’s
organizational team learning framework to better comprehend how individuals’ flow
of experiences, over time, become institutionalized in the new venture team’s
routinized behavior. They suggest team-level learning as a connecting mechanism for
individual and organizational levels of entrepreneurial learning, through the basic team
learning processes, such as sharing, co-construction, and constructive conflicts
(Decuyper et al., 2010), and show that team-level processes are related to building
organizational routines, which again influence the venture’s evolution of innovation
capabilities (EI-Awad et al., 2017). Team-level processes help the individuals to develop
team cognition and actions, which improves the shared understanding among the
team members, and the members learn to mutually adjust and become more
institutionalized (El-Awad et al., 2017). Nevertheless, studies must empirically explore

how collective learning influences new venture teams’ processes and outcomes.

Another related, but also quite different, field is entrepreneurial cognition,
which relates to how entrepreneurs think and process knowledge. This field has
examined how teams collectively understand, evaluate, and make decision, that is,
collective cognition (West Ill, 2007) or team cognition (De Mol et al., 2015). Moreover,
it is related to knowing “who knows what” in a team as important for easing the
interdependency and coordination of tasks in a new venture team. Team coghnition is
an important facet of teamwork and teams’ interaction processes (Chen et al., 2017;
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Tryba & Fletcher, 2020); thus, it can explain variations in team members’ learning
behaviors and actions and can be considered an emergent state that develops from
the new venture team’s learning as the knowledge acquired becomes a part of the
teams cognition (De Mol et al., 2015; Harvey et al., 2019; Kozlowski & ligen, 2006). Yet,

team cognition itself does not explain new venture teams' collective learning processes.

Given that the research stream on entrepreneurial learning comes short in
providing coherent insights into the process of a new venture team’s collective learning,
| complement this overview with the literature on collective learning in the context of
established organizations. The team learning concept echoes the assumption that
collective—not just individuals—can learn (Edmondson et al., 2007), and it builds upon
organizational learning theory (e.g., Bresman, 2010; Edmondson, 1999, 2002; Van der
Vegt & Bunderson, 2005). Building on Dewey’s (1922, 1938) description of team
learning as an iterative process in which teams design, carry out, reflect upon, and
modify actions, team learning can be specified as a process in which a team takes
action, obtains and reflects upon feedback, and makes changes to adapt or improve
the teams potential behavior (Edmondson, 1999, 2002; Van Offenbeek, 2001). Thus,
team learning entails both cognitive and affective components, in which team
members’ interactions and shared experiences bring forward changes in the teams’
collective level of knowledge and skills (Kasl et al., 1997; Rauter et al., 2018;
Schaubroeck et al., 2016). Thus, team learning is viewed as an important aspects of
both the teams’ interaction (Hackman & Morris, 1975) and action processes (Marks et
al., 2001; Van Der Vegt & Bunderson, 2005), thus highly relevant for team performance

(Allen et al., 2018; Bresman, 2010; Edmondson et al., 2007).

Much of the existing research has focused on the various outcomes of team
learning, showing that knowledge produced by teams is important for organizations to
achieve outcomes vital for superior performance, such as breakthrough innovations
(Senge, 1990), establish better approaches to performing new collective tasks

(Decuyper et al., 2010) or to utilize new technology (Schaubroeck et al., 2016). To
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better understand how teams actually learn, the concept of team learning behavior
has been developed, explained as the activities carried out by team members to
acquire, share, refine or combine knowledge (Argote et al., 2001; Edmondson, 1999,
2002). However, only a few studies have assessed the team learning process as a
construct on its own (Bresman & Zellmer-Bruhn, 2013; Kozlowski & ligen, 2006).
Further, it is suggested that learning does not always result in change in the team’s
overall performance, and improved performance is not always a result of learning
(Wilson et al., 2007). Further, the outcomes of teams’ learning activities are dependent
on how the various activities are mixed (Van Offenbeek, 2001), more than the total
amount of learning activities performed (Huber, 1991). Moreover, scholars point to the
importance of distinguishing between team learning processes and their outcomes in

terms of performance.

Although organizational literature contributes key insights in understanding team
learning processes, which also explain new venture team’s learning mechanisms, it is
important to remember that new venture teams are different from organizational
work teams in various ways. Whereas teams in organizations can draw upon corporate
history, culture, a variety of teams in their hierarchy, communication systems, training,
and organizational alignment to promote learning, a new venture team seldom has
such resources (West lll & Gemmell, 2020). By contrast, the “new venture team is the
organization” (Haneberg, 2019, p. 631), indicating that when facing difficulties, the
new venture team’s learning behavior is dependent on the few members’ initiatives.
Thus, engaging in team learning behaviors does not just happen by itself; “the process
of learning consist of multiple, interdependent team actions, because solutions have
to be searched for, chosen, and implemented” (Gibson & Vermaulen, 2003, p. 205).
For the student new venture teams in venture creation programs to learn, they must
build a new venture team that dares to experience challenging situations that promote
learning and then engage in relevant learning activities. Thus, understanding how new
venture teams develop learning behaviors is important, as it is through these activities
that learning is enacted at the team level.
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In sum, the collective learning perspective emphasizes the learning that occurs
when people participate in activities together that they assume will increase their
collective knowledge. Despite the acknowledgement of the new venture team as an
essential learning unit that supports learning in the emerging organization (Dutta &
Crossan, 2005; El-Awad et al., 2017; Senge, 1990), there are only a few scholarly
attempts to systematically examine how learning processes at the new venture team
level occur. However, | argue that the collective learning perspective can contribute
important insights when trying to understand new venture teams’ learning behaviors

in the venture creation process.

2.4 Multi-Level Learning Processes of Students in Venture Creation
Programs

The literature presented above serves as the theoretical foundation for this thesis. As
Table 2.1 shows, there are different perspectives on learning, and each perspective
offers an opportunity to explore learning at three levels, which are highly relevant for
understanding various aspects of students’ learning processes in venture creation
programs. In Figure 2.1, | propose a conceptual model illustrating the multi-level
learning process of students in venture creation programs. The figure shows how the
three perspectives of learning are particularly suited to study students’ learning
processes at three distinct levels: individual student, new venture team, and venture

creation program.
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Figure 2.1 Conceptual Model lllustrating Students' Multi-Level Learning Process in Entrepreneurship
Education

The first learning level entails the experiential learning perspective and students’
learning process at the individual level. The experiential learning perspective
contributes to understanding of how students’ own experiences gained through the
venture creation program are an important source for learning. This perspective
emphasizes how individuals learn by taking action and reflecting on these actions (Kolb,
1984), individually, as situations and critical incidents occur. The collective learning
perspective relates to learning at the new venture team level and is classified as the
second learning level. This perspective highlights how teams’ collective efforts to
acquire knowledge are fundamental for learning (Capello, 1999; Edmondson, 1999). It
proposes a view of team-level learning as self-directed, and therefore suited to
understand how the new venture team’s behavior shapes the learning process. The
third learning level is where the situated learning perspective and venture creation

program level learning are brought forth. The situated learning perspective is
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important for understanding how the educational program in which students are

embedded, plays an important role in shaping their skills and knowledge.

A key insight that this thesis brings, as highlighted throughout this chapter, is
the need for a more coherent understanding of how the new venture team can
promote or hinder students’ learning processes in venture creation programs.
Combining the three learning perspectives offers an opportunity to explore students’
learning processes as multi-leveled. Hence, the conceptual model (Figure 2.1) will be
used as my conceptual framework in addressing my research questions. In the
following chapter, | discuss the methodical approach applied to respond to the

proposed needs and explore the research question of this thesis.
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3. METHODOLOGY

This chapter presents the methodological approach used to examine my overall
research question: How do new venture team processes foster student learning in

entrepreneurship education?

This thesis has been guided by a pragmatist philosophical approach. The previous
chapters show that new venture teams in entrepreneurship education are a relatively
new and small sub-field of entrepreneurship research that clearly needs more scholarly
investigation. Therefore, in designing my study, | rely on Edmondson and McManus’s
(2007) argumentation that pattern-seeking, theory-building studies are needed to
promote knowledge advancement. | will therefore develop answers to my research
questions through a longitudinal, qualitative inquiry, following an inductive-abductive
mode of inference. Thus, the philosophical approach and way of inquiry guiding this
thesis will ensure that the research | conduct is contextually relevant and informed by

theory (Kelly & Cordeiro, 2020).

3.1 Philosophical Position - Pragmatism

The philosophy of science represents worldviews and concerns what science is and the
assumptions and logic through which scientific knowledge is produced (Guba & Lincoln,
1994; Ladyman, 2002). The philosophical position adopted guides how | approach the
basic questions of reality and knowledge in this thesis and affects the methodological
presuppositions taken, and thus is important to clarify. This thesis explores how the
processes of new venture teams situated in the context of entrepreneurship education
foster student learning. In creating such an understanding, | have been inspired by a

pragmatist philosophical view.

Pragmatism developed in the late 19" and early 20" centuries and originates
from the American philosophers Charles Peirce, William James, and John Dewey.
Pragmatism is built around experience and the experimentalist view of how to conduct

research (Ormerod, 2006). Pragmatist philosophy holds that human action can never
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be separated from past experiences and from the beliefs that originate from those
experiences. Humans act based on consequences and use the results of actions to
predict the consequences of future actions (Kaushik & Walsh, 2019). Thus, the body
cannot be separated from the mind when attempting to understand human action

(Dewey, 1928).

Pragmatism is a paradigm that brings the idea that scientific knowledge should
be evaluated in terms of how well it informs human action in the world, and not in
scientistic terms of how accurately it tells us “what is the case” in the world (Watson,
2013, p. 21). Following that belief, this thesis focuses on exploring experiences with
the aim of developing new knowledge that provides better guidance for the actions of
individuals involved in new venture teams in entrepreneurship education than existing
knowledge does. Moreover, the core issue that my research seeks to achieve is to add
to the scant research regarding the collective learning of new venture teams, which
currently offers limited direction for students in new venture teams wanting to
improve their learning behavior and venture performance. Thereby, the empirical

reality of students’ learning experiences has driven the motivation for this research.

Pragmatism is oriented towards solving practical problems in the real world
(Kaushik & Walsh, 2019), which implies sticking as closely as possible to practical,
empirical reality (Alvesson & Skoldberg, 2017). For this reason, | sought to study the
experiences and actions of the individuals involved in new venture teams in
entrepreneurship education to obtain new insights into how new venture teams

interact and take action to build the team and improve their learning behaviors.

3.1.1 Ontological Perspective

Ontology is a philosophical assumptions about the nature of reality and existence, and
determines the kinds of knowledge that are possible (Morgan, 2014). The philosophy
of pragmatism highlights the nature of experiences, unlike other philosophies, such as
positivism and constructivism, which emphasize the nature of reality (Morgan, 2014).
Pragmatists doubt that reality can ever be determined once and for all (Pansiri, 2005)
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and contrast the positivistic paradigm, which believes that reality is real, stable, and
measurable (Denzin & Lincoln, 2011; Easterby-Smith et al., 2012). Pragmatists believe
that reality changes at every turn of events and that the world changes through actions;
therefore the world is constantly changing (Kaushik & Walsh, 2019). Hence, unlike
constructivists, pragmatists assume that an objective reality exists but is too complex
to be entirely uncovered (Watson, 2013). Yet it can be understood through the
experiences of individuals engaging in reality (Johannisson, 2011). Following a
pragmatist view, this thesis draws on the experiences of students in new venture teams
in their interactions with the world when prescribing truth. The truth depends on what
works, based on the lived experiences of the new venture teams studied. For instance,
in Paper |, when describing the characteristics of an effective new venture team, | relied
on the team’s own assessments of the collaboration and how well they worked
together. Thus, when illuminating the process of effective team development, |
highlight examples of events and actions of the well-functioning teams to show how
effective teams can be developed, rather than measuring the effectiveness in terms of

objective criteria distant from team members’ experiences.

3.1.2 Epistemological Perspective

Epistemology relates to assumptions about knowledge and ways of inquiring into the
world. A major underpinning of pragmatist epistemology is that knowledge is always
based on experience (Kaushik & Walsh, 2019; Morgan, 2014). In this respect, one’s
perception of the world is influenced by one's social experiences, and because
individuals have unique experiences, they create unique knowledge. However, much
of this knowledge is socially shared because it is created from socially shared
experiences. Therefore, according to pragmatists, all knowledge is social knowledge
(Morgan, 2014). Similar to the paradigm of critical realism, pragmatism holds that
knowledge development is a social practice where knowledge is socially constructed
(Easton, 2010). Thus, following the beliefs of pragmatism, there is no such thing as a
single correct way of developing effective new venture teams and developing learning
behaviors to foster student learning. Rather, this knowledge is fallible (Elder-Vass,
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2022). Pragmatism holds that scientific knowledge about the social world is context-
dependent (i.e., not universally applicable) and time-dependent (i.e., does not
necessarily hold over time). As such, a pragmatistic view allows me to create meaning
from the lived experiences of the new venture teams and simultaneously consider the
context in which they are embedded, entrepreneurship education. Thus, pragmatism
presents a possibility for contributing a contextualized understanding of new venture
teams in entrepreneurship education, which is important when inquiring about a
phenomenon such as students' learning because the program structures are expected

to influence their experiences (Lackéus, 2014; Aadland & Aaboen, 2020).

Moreover, pragmatism is close to the interpretivist understanding of socially
constructive reality (Packard, 2017); however, the emphasis is on questioning the value
and meaning of research data by considering its practical consequences and usefulness
(Morgan, 2014). By questioning the usefulness of knowledge, pragmatism contrasts
positivism, which questions the truth of knowledge (Read et al., 2016). This thesis
warrants the development of knowledge that uncovers and delineates details that
make a difference to new venture teams in entrepreneurship education. More
specifically, the implications of this thesis relate to how entrepreneurship education
can facilitate student learning through effective new venture team development and
the development of learning behaviors of new venture teams. Thus, the key point of
pragmatism, which differentiates it from other paradigms, is that it steers away from
the metaphysical debates about the nature of truth and the reality of knowledge by
focusing on the practical understandings of concrete, real-world issues (Kelly &

Cordeiro, 2020).

3.1.3 Three Guiding Principles for Pragmatic Inquiry

Building on existing literature of pragmatism, Kelly and Cordeiro (2020) outlined three
principles for pragmatic inquiry: (1) emphasis on actionable knowledge, (2) recognition
of the interconnectedness of experience, knowing, and acting, and (3) inquiry as an

experiential process, which | now will reflect on in relation to my study.
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First, a starting point in designing the research agenda for this research was the
need for further knowledge advancement on how new venture team processes foster
student learning in entrepreneurship education. In that respect, the desire was to
produce useful and actionable knowledge that could solve existing questions regarding
how to better support the development of new venture teams in entrepreneurship

education, both in theory and practice.

Second, this thesis was set out to explore the myriad of team processes in new
venture teams by documenting the actions and experiences of the new venture team
members, with a focus on understanding how effective new venture teams develop
and how they build their learning behaviors to foster student learning. Following a
pragmatic view, studying how individuals act and the individuals’ experiences of the
effects of these actions will enable new knowledge to be developed (Putnam, 1995).
Hence, by analyzing the new venture teams’ practices through experiences as well as
action, | was able to explore the “inner world” of team processes, and thus address the
interconnectedness of experience, knowing, and acting. Thus, | provide insights into the
critical situations of new venture team development in entrepreneurship education,

which further offers practical usefulness of my results for such teams.

Third, the understanding of inquiry as an experiential process classifies my role
as a researcher, and how | have inquired to understand the reality under investigation
and create knowledge to bring change into that part of reality (Kelly & Cordeiro, 2020).
Building on Dewey (1928, 1931), knowledge is not about an abstract relationship
between the knower and the known; instead, there is an active process of inquiry that
creates a continual back-and-forth movement between beliefs and actions (Morgan,
2014). Thus, pragmatism allows for both abductive and inductive reasoning that
supports the inclusion of emerging ideas and data that arises during the research
processes. Pragmatism allows me, as a researcher, to be flexible and adaptive
throughout the research process as iterative inquiry, experiences, knowledge, and

actions inform ways to improve the research project's usefulness and value. As such,
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following a pragmatist inquiry permits both abductive and inductive reasoning, which
in my research supported the inclusion of emerging ideas and data that arose during
the research process. Thus, | sought to create knowledge in the interest of change and
improvement in the new venture team’s processes. As such, each individual empirical
paper in this thesis is guided by the means of the research, as each paper adopted a
logic of inquiry in which best answered the research question. In that regard, each
paper was set out based on existing knowledge, initial doubts, and practical relevance,
which further guided the inquiry appropriate to advance our understanding by

resolving the doubtful situation and making it understood (Dewey, 1928).

By following these principles, | ensure that my research process is well
positioned within the pragmatism stance. For instance, in Papers I, I, and Ill, an
abductive process of knowledge development was appropriate, as the existing
theoretical frame provided important, yet fragmented, insights of new venture team
processes to build on. Thus, | was able to build on existing theories and create a more
useful understanding of the students' new venture team processes to foster student
learning. In Paper 1V, the inquiry process followed an inductive research process as
there was limited preexisting knowledge about how new venture teams learn, hence
little that offered guidance for teams' learning practices. Consequently, an inductive
process of inquiry was most suited to developing new actionable knowledge on how

new venture teams develop their learning behavior.

3.2 Empirical Setting

Pragmatic inquiry recognizes that individuals within social settings (including
entrepreneurship education) can experience action and change differently (Kelly &
Cordeiro, 2020; Onwuegbuzie & Leech, 2005). Therefore, | need to account for the
setting in which the new venture teams are embedded because it frames their actions
and experiences. To build theory from the reality of new venture teams in
entrepreneurship education, | used venture creation programs as the empirical setting

for my thesis.
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Venture creation programs are action-based entrepreneurship education
(Rasmussen & Sgrheim, 2006), that emphasizes student involvement in real-life
venture creation through new venture teams (Lackéus & Williams Middleton, 2015).
Venture creation programs are educational programs in which the students’ learning
is set to occur from their experiences with the venture creation process. Thus, venture
creation programs offer a suitable setting for studying how new venture team

processes foster student learning.

Two different venture creation programs were used as the empirical settings for
this thesis, one in Norway and one in the United States. These two programs were
selected as settings because of their long traditions and strong focus on action-based
entrepreneurship education and teamwork for student learning and are connected to
robust educational ecosystems in their respective countries. The students in both
venture creation programs were similar in that they tended to be strongly motivated
to learn and by venture performance. Yet, the programs are also different in several
aspects, such as the duration, educational system which they were embedded,

program structure, economy, policy, and culture.

Both programs are well suited to investigate a variety of new venture teams and
explore whether different venture creation program structures influence the new
venture teams’ processes and student learning because they include a variety of new
venture teams that seek to succeed with their venture creation processes and increase
their own student learning. In that respect, the new venture teams in this setting are
formed with the intention to last beyond the duration of the venture creation program,
which enables the examination of how studying new venture team development over
time in real time as the team processes emerge and the venture develops. Hence, the
programs selected have contextual differences that offer an opportunity to look for
similarities and differences in how new venture teams’ processes foster student
learning, and thus identify common elements that create potential transferability to

other venture creation program settings and new venture teams in relatable contexts.
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3.3 Case Study Design

To explore how new venture team processes foster student learning in
entrepreneurship education, this study used a qualitative research method. Qualitative
research methods enables an open and flexible research process and are suitable when
needing an in-depth understanding of a complex issue (Creswell & Poth, 2016), such as
a new venture team’s processes (Hlady-Rispal & Jouison-Laffitte, 2014; Patzelt et al.,
2020). There are numerous qualitative research methods. However, the ambitions of
this study were best fulfilled through a narrow but rich inquiry into one or a limited
number of cases within the context of entrepreneurship education; thus, a case study

research design was deemed appropriate for several reasons.

First, case studies aim to explore and enhance the understanding of real-life
experiences while considering the specific setting in which these experiences occur
(Gerring, 2006; Yin, 2013), which is in line with the pragmatism approach (Kelly &
Cordeiro, 2020). Case studies are also warranted when studying a phenomenon that
requires theory building rather than theory testing (Eisenhardt, 1989; George &
Bennett, 2005). The relative lack of understanding of new venture teams in
entrepreneurship education necessitates exploring patterns of how new venture team
processes foster student learning to develop theory and thus expand the current

literature (Nabi et al., 2017; Rideout & Gray, 2013; Smith et al., 2022).

Second, case studies are particularly suitable for understanding a social
phenomenon and are often used to gain deep knowledge of one or several
organizations, individuals, processes, events, programs, and institutions (Yin, 2013).
Therefore, | chose the case study approach because it enables me to explore the
phenomenon of student learning in entrepreneurship education based on the students’
experiences and interpretations of new venture team development and the learning
process and their inherent meanings related to their actions. My research aims to

explore the phenomenon of student learning in entrepreneurship education and

explain relevant circumstances addressed through a “how” question: “How do new
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venture teams processes foster student learning in entrepreneurship education?”
Moreover, given the explorative nature of this thesis, a case study enables me to be
flexible in adapting to inquiries throughout the research process, which is consistent

with the pragmatic view of inquiry as an experiential process (Kelly & Cordeiro, 2020).

Third, case study designs can take various forms, such as multiple case study
design or single case study design (Yin, 2013). The empirical papers of this thesis apply
both single embedded case study design and multiple case study design (see Table 3.1).
Paper Il applies a single embedded case study that allowed me to obtain an in-depth
understanding of the particular processes being studied, new venture team selection,
while accounting for the context (Yin, 2013). The three other papers apply a multiple
case study design because it allows for comparison of cases and identification of theory

building patterns (Eisenhardt, 1989; Eisenhardt & Graebner, 2007).

3.3.1 Case Selection

To best answer my research question, | sought cases that would give me insights into
the experiences of the new venture teams in entrepreneurship education. Thus, | chose
two venture creation programs as my empirical setting, which further confined my case
selection alternatives to new venture teams that were part of one of these programs.
Next, as | wanted to examine processes in real time as they developed and from a
team-level perspective, my pool of potential cases comprised new venture teams that

were newly formed and in the same cohort of the program.

By delimiting the case selection to new venture teams in the same cohort and from the
same program, | was also able to get insights into the students’ learning at different
levels. In this respect, this thesis operates with different units of analysis at multiple
levels (individual students, new venture teams, and venture creation program’s
community). Using multiple levels of analysis reveals a more comprehensive
understanding of the complex experiences of the students in the new venture teams,
which is important for pragmatic inquiry. The main research question of this thesis
focuses on how new venture team processes foster student learning in
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entrepreneurship education, which means that the cases selected for this thesis are

the new venture teams (see Table 3.1 for an overview)
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3.4 Data Collection

To gather data from the new venture teams that | selected as cases, | used interviews
as my main data source. Interviews are particularly applicable for data collection when
seeking insights into individuals’ lived experiences to make meaning and describe a
phenomena (Kvale & Brinkmann, 2009). Based on the need for more in-depth
exploration of the phenomenon of how new venture team processes foster student
learning in entrepreneurship education, interviews that could bring richness and
nuances of the new venture teams experiences while also providing insights into the
context in which their processes happen, were deemed most appropriate in fulfilling
the aim of the research (Hlady-Rispal & Jouison-Laffitte, 2014; Rideout & Gray, 2013;
Van Burg et al., 2022). Indeed, interviews and observations are often methods suitable
for pragmatist research, as they enable insights into individuals’ thoughts, actions, and
experiences. Interviews allowed me to conduct guided conversations with new venture
team members, which is why this data source also suits a case study design (Yin, 2013).
Through these conversations, | tried to understand the meanings behind the new
venture team collaboration and the "reality" of the new venture team’s behavior based
on the subjective thoughts and experiences among the participants. As the case study
method recommends several sources of evidence to construct validity and reliability
of the data (Yin, 2013), | triangulated the interviews with observations and written
documents. Data triangulation increases the consistency of the findings, as it allows for
a more precise and accurate description of the processes being studied while

minimizing misconceptions.

As illustrated in Table 3-1, the data material used varied between each of the
four research papers. | refer to the data material collected as four Datasets (see Table
3.2). I collected the new venture team data material in Datasets 1-3, which were used
in all four papers. My colleague and co-author, Sigrid Westad Brandshaug, collected
Dataset 4 used in Paper 3 as a part of her thesis. Data set 1 was collected with

colleagues, but | took the lead role in the process.
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The different Datasets include participants from the two venture creation
programs described in Section 3.2. Datasets 1, 2, and 4 included data from participants
of the venture creation programs in Norway, while Dataset 3 included participants of
the venture creation program in the US. Datasets 1 and 2 included interviews with 15
new venture teams from two different student cohorts, while Dataset 4 included five
student teams completing an intensive five-day teamwork exercise. The datasets were
collected based on informants’ suitability to contribute data needed in fulfilling the
research purpose of this thesis and the empirical research papers. Paper | draws on
Dataset 1, 2, and 3 to explore the development of effective new venture teams and
whether different venture creation program structures can influence such
development. Paper Il uses Dataset 1 and 4 to investigate how teams’ timeframes
influence conflict processes in entrepreneurial student teams. Paper lll uses Dataset 1
and 2 to explore student learning behavior in the new venture team selection process
in a venture creation program. Paper IV draws on Dataset 1 to explore how novice new
venture teams develop their learning behaviors in the venture creation process. As
such, the different datasets serve all as means to explore new venture team processes,
in which the varieties between the datasets allow me to compare and contrast
differences and similarities between, new venture teams and student teams, students
in different cohorts, and new venture teams in different contexts. This adds more

nuances and depth into the findings while increasing the transferability of the findings.

As such, the participants in this study had various backgrounds, held different
positions in the new venture teams, and worked with different types of ventures
(different industries, technology focus, markets, development paths, etc.). Thus, the
new venture teams were representative for the mass of new venture teams in

entrepreneurship education.
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Table 3.2 Overview of Data Sources

Informant interviews

Dec March June Oct Dec March

Data Secondary
set |nformant5 sources 2017 2018 2018 2018 2018 2019 SUM
1 Five new 3 Group 4 5 2 1
venture Interviews interviews
teams with
program Individual
instructors interviews 11 15 15 4
57
2 Three new Group 3 2
venture interviews
teams
Individual
interviews 7 6 18
3 Seven new 1 Group 2
venture Interview interviews
teams with
program Individual
instructor  interviews 11 5
All
program
materials
Video
recording
of pitches 18
4% Four Individual 5
student reflection
teams notes
Written
project
report 5
99

* Conducted by my colleague

3.4.1 Interview Process
In-depth interviews with team members were conducted with informants for all

Datasets (see overview of data sources in Table 3.2). Dataset 1 included 57 interviews
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with 16 informants from 5 new venture teams. Dataset 2 included19 interviews with
11 informants from 7 new venture teams. Dataset 3 included 18 interviews with 8
informants from 3 new venture teams. Dataset 4 included 5 interviews with 5
informants. The data collection process was relatively similar for Datasets 1-3, with
only minor differences due to different contexts between Datasets 1-2 and Dataset 3.
Most of these interviews were conducted face-to-face, while some were conducted
with video- or telecommunication due to geographical distances and the informants’
time constraints. To advance knowledge on how new venture team processes foster
student learning, | collected data at different points in time; thus, | have followed a
longitudinal data collection approach. A longitudinal design was crucial for answering
the research questions of this thesis, as it allowed me to observe potential changes
over time in the new venture teams' development and learning processes in real time
as the new venture teams and their ventures emerged. Thus, by collecting rich real
time data on the new venture teams’ processes, | have also diminished the

retrospective bias of the data in this thesis (Van Burg et al., 2022).

The interviews were conducted to explore new venture team processes and the
underlying dynamics of the new venture teams. By interviewing all new venture team
members first individually and later in group, | attained a comprehensive
understanding of the new venture teams’ underlying dynamics, the interplay between
the new venture team members, and how various processes developed through
multiple accounts form the different new venture team members (Eisenhardt &

Graebner, 2007).

To keep the needed flexibility for an explorative approach while also ensuring
content coverage and comparability, | conducted qualitative interviews with open-
ended questions guided by a semi-structured interview guide. The interview guides
were used as a tool to support the interview process and contained themes that |
thought could be important. Interviews had an interview guide to follow that included

questions about the team selection process, team formation process, teamwork, the
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division of roles and responsibilities, the origin of the business idea, the daily routines
of the new venture team, the role of the venture creation program in developing the
new venture team and venture, team challenges and potential conflicts, and the
venture creation process. Further, to general background information of the
informants. To obtain detailed information about critical events in the new venture
team’s processes, the interviewers asked follow-up questions for more information,
such as “What happened in detail?,” “Why did you do that?,” and “When did that

happen?”

The interview guide for both the individual and group interviews with new
venture teams was purposely designed to include some repeated questions, which
increased the internal validity of the responses given in the individual interviews. It also
created an opportunity to encourage the informants to reflect together on these
themes and compare what was shared in an individual versus team setting, as | wanted
to understand the new venture teams’ dynamics. Throughout the interviews,
informants interpreted some of the questions asked in different ways, some
elaborated more than others, and unexpected topics emerged, leading to unplanned
follow-up questions often occurred. The interview process was thus non-linear and ad
hoc, which is typical for qualitative interviewing (Kvale & Brinkmann, 2009). Before |
conducted the follow-up interviews for the second, third, and fourth rounds, | made
sure to revise and update the interview guide and include questions related to changes
and the development in the new venture team processes that the informants had
experienced during the last months (see Table 3.2 for an overview of the data sources

collected for this thesis).

3.4.2 Observations and written documents

In line with both a case study design (Yin, 2013) and the pragmatism principles (Kelly
& Cordeiro, 2020), | tried to gain an as comprehensive understanding of the context of
the selected cases as possible to be more accurate in addressing my research question.

Therefore, | supplemented interviews with gathering data through observations for
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Dataset 1-3. During the observations, | focused on attaining information on the new
venture teams’ everyday working environment, how the new venture teams interacted
in their learning community, and how the venture creation programs operated.
Attaining such insights into the new venture teams allowed me to come closer to the
reality of the new venture teams studied. Throughout the research process of this
thesis, | used the observations to gain a better contextual understanding of the new
venture teams, which has been crucial for preparing the interviews, for leading the
conversation during the interviews and for interpreting and making meaning of the

data collected.

Additionally, for Datasets 1 and 2, | collected written documents about the new
venture team members’ background and application to the venture creation program,
and written descriptions of their business idea. For Dataset 3, | collected all program
material, including video recordings of teams’ pitches and thorough descriptions of the
new venture team and their business idea. All Datasets also gathered information from
social media and other online sources, which enabled me to get a more complete
understanding of the new venture teams processes and their venture creation process.
These additional data sources increased the validity (Easterby-Smith et al., 2012) and

reduced the retrospective bias of my study (Eisenhardt & Graebner, 2007).

3.5 Data Analysis Process

Data collection and data analysis have been an iterative process embedded in my work
during the research process. The analysis process followed both inductive and
abductive modes of inference, dependent on the research question of the paper and
the status of the existing knowledge in the relevant field. In either mode, following the
pragmatic line of inquiry, the interviews were coded by examining the informants’
experiences related to new venture team processes (Kaushik & Walsh, 2019). As my
initial questions and doubts regarding how new venture team processes foster student
learning in entrepreneurship education were not addressed by the existing literature

and theories, an inductive coding approach was deemed suitable for advancing the
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understanding of the teams' processes through the new venture team's own
understanding of the processes. Specifically, | began the analysis process of all four
papers with an inductive coding approach, in which | explored openly and searched for
general themes that emerged from the informants’ experiences. An inductive coding
approach enabled me to build emergent theory from the perspectives of the
informants’ new venture team experiences rather than testing existing theories
(Eisenhardt, 1989; Gioia et al., 2013; Glaser & Strauss, 1967), which is in line with a
qualitative case study approach (Yin, 2013). However, for the analysis of three of the
papers (Papers |, Il, and Ill), when | immersed myself in the data, | noticed evidence
regarding themes related to team conflicts and team development stages, which
moved me closer to abductive theorizing for these papers (Behfar & Okhuysen, 2018;
Folger & Stein, 2017). Accordingly, in these three papers, | took intuitive leaps between
the emergent constructs and existing theory and dug deeper to uncover potential new
insights. Paper IV, by contrast, consistently followed the inductive inquiry throughout

the analysis.

Before | started the systematic analysis process of my collected data, the
recorded interviews were transcribed in their entirety (Kvale & Brinkmann, 2009). In
the beginning of my data analysis process, | read through the transcripts to become
familiar with the data, and | wrote down initial interpretations and interesting paths
for further exploration (Eisenhardt, 1989). | discussed the main themes of the initial
data analysis with my team of supervisors to be sure that the collected data were
suitable for answering the proposed research questions of this thesis. This enabled me
to gain an understanding of the data and a more comprehensive understanding of the
new venture teams’ processes in the venture creation program. This initial
understanding of the data further guided the data analysis process, as it helped me

identify the broader focus of each research paper.

To analyze the data, | used NVivo 12, a qualitative data analysis software, to

support the coding process (Miles et al., 2014). | started with a systematic open coding
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approach, with the specific research focus of each paper in mind. Thus, | only coded
data that were relevant for the predefined focus of the research paper. | followed a
stepwise coding process, as suggested by Gioia et al. (2013), among others. Through
the coding of raw data, | established first-order codes that included segments in the
interviews that seemed relevant to the research questions. | made sure to develop
codes “directly” from the data so that they reflected phrases and terms by the
informants (Skjott Linneberg & Korsgaard, 2019). As | went through the data, codes
were created, revised, modified, and deleted several times, according to my evolving
understanding of the data (Lincoln & Guba, 1985), and this continued until the codes
coded covered the main aspects of the data and reflected the informants’ perspectives.
When | had coded all interviews, | searched for patterns and similarities between the
codes, and merged similar codes into concepts, which Gioia et al. (2013) called “first

order concept.”

The next process of the analysis was moving from first-order concepts to
second-order codes (Skjott Linneberg & Korsgaard, 2019). In this step, | moved from
open coding to axial coding, in which | systematically clustered the first-order concepts
into higher-order themes (Corbin & Strauss, 1990). As with the previous step, this was
an iterative process that required me to go forth and back between the theoretical
themes and the data. This process was needed to make sure that the second-order
codes represented the raw data and that concept, themes, and dimensions from
existing literature were introduced to increase the level of abstraction (Gioia et al.,
2013; Skjott Linneberg & Korsgaard, 2019). As such, this step focused on structuring
the data to highlight some preliminary dimensions that emerged from the first-ordered

concepts (Gioia et al., 2013).

Consistent with Gioia et al. (2013), the last step in the analysis process was to
raise the level of abstraction to form a tentative view of aggregated theoretical
dimensions as well as an initial view of the relationship between the dimensions. To

show the progression from data to theory and make the analysis process transparent
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and visible, | provided a coding structure consisting of the first-order codes, second-
order codes, and subsequent aggregated theoretical dimensions in Papers |, lll, and IV
(Gioia et al., 2013). Paper Il includes coding tables. Up to this point, the analysis process
consisted of the same stages, but from here on, the abductive and inductive inquiries

became divergent.

For the three abductive studies (Papers |, Il, and ), theoretical dimensions were
established through a comparison of the emerging concept with existing theoretical
perspectives (Eisenhardt, 1989; Locke et al., 2008). Thus, consistent with abductive
inquiries, | tried to find linkages between the identified dimensions and current
theories, concepts, or hypotheses and with the intention of rethinking the existing
theories (Skjott Linneberg & Korsgaard, 2019). As such, this mode of inference enabled
me to create relationships between the empirical impressions of the new venture
teams’ experiences and existing theory, and further rethink and suggest the
development of those theories (Alvesson & Karreman, 2007). In Paper |, we built on
existing theories of team development and extended them to the context of new
venture teams and the venture creation program context. In Paper I, we built on
existing theories of team conflict and extended them by showing how a team’s time
frame influences conflict processes in teams. In Paper lll, | built on the existing concept
of community of practice (Lave & Wenger, 1991; Wenger, 1998) to explore students’
learning in the team selection process and extended this concept by showing how
individual learning is enhanced through the dynamic relationship between community
level and individual level learning. Moreover, in Paper lll, the data structures did not
sufficiently explain the dynamic interplay between the findings; therefore, a

conceptual model was constructed to better visualize the student’s learning process.

For the inductive study (Paper V), the data structure also came short in
providing an overview of the dynamic processes identified, as it did not explain the
interrelationships between the dimensions. As such, we arranged the various concepts,

themes, and dimensions into a grounded model with arrows representing the dynamic
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relationships among the emerging concepts (Gehman et al., 2018). Consistent with
inductive traditions, we revisited the data from the theoretical dimension perspective
to find sequences of and linkages between themes, transforming potentially static
concepts into what became a dynamic process (Strauss & Corbin, 1990). In Paper IV,
we are able to contribute new theoretical insights by constructing a dynamic model of
learning process that suggests a more coherent understanding of the interplay

between previous theoretical concepts.

Accordingly, through both abductive and inductive logic of inquiry, | have been
able to build theory from the longitudinal data that | collected for all the papers of this
study. These contributions are visualized in figures in the papers, where | have sought
to explain how various new venture team processes unfold. Finally, | developed specific

implications and made suggestions for further research in each paper.

3.6 Reflections on Research Quality

Reflecting on research quality is important, and the validation of qualitative research
can be evaluated through credibility, confirmability, dependability and transferability
(Hlady-Rispal & Jouison-Laffitte, 2014; Lincoln & Guba, 1985).

Credibility of this thesis refers to how credible the findings and conclusions are
about the subjects of the study, and can therefore be related to issues of internal
validity (Hall, 2013). By underscoring the usefulness of data from the perspective of
diverse respondents, a pragmatist view was vital in ensuring the validity of my
conclusion and in delivering practical research outputs for the case study new venture
teams and venture creation programs that took part in my research project (Kelly &
Cordeiro, 2020). The fact that my respondents were actively involved in the inquiry
process while participating in this study led to an increased depth of analysis and
contributed to the validity of the findings. Moreover, | adopted the analytical principle
of triangulation in all of my empirical research papers, which indicates the triangulation

of the multiple data sources (Eisenhardt, 1989). In all the papers, | used triangulation
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more in the nature of a construction to gain multiple views of what had actually been
observed as development in the new venture teams. For instance, in Paper Il, the main
analysis focused on understanding and interpreting conflict processes in teams, in
which the views of all team members in the conflict were used to accentuate how the
team members perceived the team conflicts and combined with the insights gained
from the group interviews as well as the follow-up interviews, thereby giving voice to
all the team members in the conflict processes. Further, | supplemented the interview
data with observations to ensure the findings matched with the structure of the

program, activities in the environment, and the development of new venture teams.

Confirmability is understood as neutrality, and relates to my efforts to
corroborate data and make sure that the findings are shaped by the respondents and
not biased (Drisko, 1997; Lincoln & Guba, 1985). | addressed confirmability issues
related to non-matching patterns and potential researcher bias through the stepwise
coding process and discussions with coauthors and supervisors. | also carefully
presented the data collection and analysis process of all four empirical papers in this
thesis and in the empirical papers, illustrated the process in tables and figures, and
presented quotes from the interviews, all of which enhanced confirmability of my

results.

Dependability relates to showing that the findings are repeatable across both
researchers and methods (Lincoln & Guba, 1985). To ensure dependability in the
findings and conclusions drawn, the researchers involved in collecting the data for this
thesis often interviewed informants together, especially for the first set of interviews,
to ensure that our interviewing style was consistent. Similar to confirmability,
coauthors were involved in data analysis and discussions relating to the findings, which
also ensured dependability in the results. The detailed descriptions of the inquiry
followed in all papers have been supported by presentations of the data structure and
guotes in the papers. This was done to confirm the accuracy of the findings and to

ensure that the findings were backed by the data collected and not were.
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Transferability relates to the findings’ applicability and relevance in other
contexts (Drisko, 1997). This thesis is built on the pragmatic assumption of usefulness
of the knowledge procures (Kelly & Cordeiro, 2020). Thus, transferability, rather than
generalizability, is an important aim of pragmatist inquiry. Following this line of
thinking, the studied cases can be regarded as useful for practitioners and academics.
| therefore suggest several implications of this thesis for both theory and practice,
which relate to how further theory development and practice should consider the
knowledge derived from this thesis. Moreover, to increase the transferability of this
study, all the papers in this study present an in-depth description of the context and
cases explored. In that sense, | sought to be as transparent as possible while

simultaneously protecting my informants.

In addition to collecting the data for this thesis and developing empirical
research papers, | have engaged in various practical activities related to the
dissemination and discussion of my research on new venture teams in
entrepreneurship education. Over the years of writing the papers of this thesis, | have
presented my work for researchers on several occasions during seminars, workshops,
and conferences, which provided me with valuable feedback from peers in the field,
contributing to the development of the papers and the thesis, and also to my personal
research journey during my PhD studies. Each paper has been presented at
conferences during my research period, and Table 3.3 provides an overview of the
conferences at which the papers in this thesis were presented. All papers have been
further developed since presentation. Therefore, by partaking in academic
dissemination activities in which | have presented my research ideas, preliminary
findings, and more developed manuscripts at various times throughout my PhD studies,

I have been able to increase the overall research quality of this thesis.
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Table 3.3 Dissemination Activities

Year Paper Conference Place
2018 New venture team selection 3" EAP Conference Vaxjo, Sweden
2018 New venture team selection 3E Conference Enschede, The
Netherlands
2018 New venture team selection Nordic Conference on small Lulea, Sweden
business research
2018 New venture team learning: RENT 2018 Toledo, Spain
Reflection & development of
learning behaviors in the
venture creation process
2019 New venture team selection NORSI Conference 2019 Oslo, Norway
2019 New venture team learning: Workshop: The Future of Bologna, ltaly
Reflection & development of Conducting and Publishing
learning behaviors in the Research in Entrepreneurship,
venture creation process Innovation Management and
Strategy
2019 New venture team learning: Babson Conference Boston, US
Reflection & development of
learning behaviors in the
venture creation process
2019 The development of Effective RENT 2019 Berlin,
New venture teams in Venture Germany
Creation Programs
2020 New venture team learning: NORSI Conference 2020 Stavanger,
Reflection & development of Norway
learning behaviors in the
venture creation process
2020 New venture team learning: Academy of Management Annual  Vancouver,
Reflection & The development meeting 2020 Canada*
of learning behaviors in the
venture creation process
2021 It’s a matter of time: Conflict in 3E Conference 2021 Trondheim,
Entrepreneurial Student teams Norway**
2022 It's a matter of time: Conflictin ~ Academy of Management Annual  Seattle, US ***

Entrepreneurial Student teams

Meeting 2022

* Presentation was held online
** Presentation was given by my co-author

*** presentation will be given online in August 2022
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3.7 Ethical Judgements

Conducting a research that involves “human” subjects does not come without ethical
issues bubbling under the surface (Easterby-Smith et al., 2012). For this thesis, ethical
judgments were made regarding the topic, data collection, and presentation of the
findings. | will now elaborate more on my ethical judgments related to my thesis,
following the two dimensions of ethics in qualitative research suggested by Guillemin

and Gillam (2004): procedural ethics and ethics in practice.

Procedural ethics relates to the search for approval of a research ethics
committee for conducting the planned research (Guillemin & Gillam, 2004). In the
process of designing my research, | registered my research project with information
about the data collection process, including interview guides and data management
plans, in the Norwegian Center for Research Data (NSD) for approval. This action was
taken to ensure that my research followed acceptable ethical guidelines and norms,
including GDPR. My project was approved by the NSD. As changes have been made in
my research project, | have continuously updated my project in their database so that
my newest changes were approved within the ethical guidelines and for NSD to have

updated information about my research project.

Ethics in practice concerns ethical issues that need to be considered on a regular
basis when conducting research (Guillemin & Gillam, 2004). There are several ethical
principles and codes to follow when conducting research (Bell & Bryman, 2007). My
role as a researcher is first and foremost to protect the participants involved. In what
follows, | elaborate on my judgment concerning the 11 ethical principles identified by

Bell and Bryman (2007).

First, through carefully designing my research, | have ensured that my research
project is not causing harm to participants. Through the process, | have respected the
dignity of my research participants and tried to make sure that they are as comfortable

as possible. Thus, when approaching my informants, | took the obligation to respect
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each person with dignity, integrity, freedom, and the right to participate seriously. To
assure the informants that | my approach was free of deception, | made sure to give
them honest, clear, and adequate descriptions of the research project and the purpose
and themes of the interviews. | informed participants about their rights, such as their
possibility of withdrawing from the project at any time if they felt so. When asking for
their participation, | ensured the fully informed consent of the participants. During the
interviews, | followed my interview guide and avoided invasions of privacy. | also
followed the requirements of confidentiality of research data, and signed a

confidentiality declaration that was given to each participant.

Further, throughout the analysis and representation of the data in this thesis, |
avoided any unwanted exposure of the informants and their new ventures by treating
them anonymously. As such, | was careful in drafting the research papers so that they
do not include quotes, statements, or descriptions of the participants that could reveal
confidential information. As | am a colleague of and acquainted with some of the
educators involved in the programs studied, it has been important to make sure that
the information provided by the students is not shared with the educators through

direct quotes or mentioning’s that can recognize specific students.

Further, the value of participants was considered throughout the research
project, and | strived to ensure that the mutual benefit to the participants and my
research project. Thus, the principle of reciprocity was followed in this thesis. As a
positive consequence, | received comments that my participants valued participating
in this research project, as the conversations during the interviews allowed them to

reflect on their process.

During the data analysis process, | sought to minimize the subjectivity of my
interpretations and avoid misrepresenting the research findings by analyzing the data
with my coauthors. As such, | tried to be as open minded as possible when analyzing
the data, and allowed for contrary evidence that challenged my prior understandings
and beliefs. In communicating my research, | strived to maximize transparency by
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presenting the data accurately and providing detailed descriptions of the methodology.
Moreover, | have presented all the papers at academic conferences, which has allowed
me valuable opportunities to discuss my preliminary findings and work with
international scholars. Through these discussions, some of my assumptions have been
challenged, but | also received confirmation that others understood how to extract my

results.

Finally, | would like to declare that | have not had any conflicts of interest in
doing this research. Although, my PhD candidate position was financed by the Engage
Centre for Engaged Education through Entrepreneurship; the research does not
represent any particular interest impacted or influenced by the funding. Further, | am
not directly involved in either of the venture creation programs that | studied. Overall,
my research strives to meet the highest academic and ethical standards and to deliver

results that are valuable to the scholarly community and society.

71



72



4. SUMMARY OF EMPIRICAL RESEARCH PAPERS

In this chapter, | summarize the four empirical research papers included in this thesis
and discuss their findings in relation to their contributions to my overarching research
question. All the four empirical research papers contribute to the overarching research
question of this thesis: How do new venture team processes foster student learning in
entrepreneurship education? Each empirical research paper contributes to both of the

two sub-research questions, but to varying degrees.

Papers | and Il applied a team-level perspective of team processes and mainly
address the first sub-research question: How are effective new venture teams
developed in entrepreneurship education? Paper | explores the development of
effective new venture teams in venture creation programs and addresses how this
development process fosters student learning. Paper Il studies conflict processes in
entrepreneurial student teams and shows how team conflict processes influence

students’ learning.

Papers Il and IV focus on the learning behavior of students and new venture
teams and mainly address the second sub-research question: How do students in new
venture teams develop entrepreneurial learning behaviors? Paper Ill combines
individual- and community-level perspectives to explore students’ learning behavior in
the new venture team selection process. Paper IV takes a team-level perspective to
explore how new venture teams develop their team learning behaviors in the venture

creation process.

Table 4.1 provides an overview and publication status of each research paper.
In the following sections, each of the individual papers will be summarized and

discussed.
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4.1 Paper I: The Development of Effective New Venture Teams in
Venture Creation Programs

4.1.1 Introduction and Research Question

This study explores how effective new venture teams are in venture creation programs.
The literature has emphasized that an effective new venture team is crucial for
successful venture development, and that both the venture development and the
behavior of the new venture team play an important role in learning (e.g. Haneberg &
Aadland, 2019; Hytti et al., 2010; Klotz et al., 2014). Most research on team behavior
at new venture team formation stages has focused on team characteristics and team
outcomes (e.g. Ferriani et al., 2009; Zhou et al., 2015). To better understand how early-
stage new venture teams accomplish their goals and objectives, more emphasis is
needed on how teams develop, how they enhance and maintain member collaboration,
and how they contribute to the learning experience of their members (Ben-Hafaiedh,
2017). Addressing this issue, this study focuses on the internal processes of effective
new venture team development and how these processes facilitate student learning
by examining the following research questions: (1) How do effective new venture teams
develop in venture creation programs? (2) How does this development facilitate

student learning?

4.1.2 Theoretical Background

This paper draws on the literature on new venture team formation and development
of effective new venture teams, which offers insights into the barriers to and success
criteria for effective new venture team development and performance. New venture
team formation refers to the process of initial structuring of the new venture team.
The literature refers to three aspects that are particularly important for the initial
phases of developing what will turn out to be an effective new venture team: members’
initial motivations, team structuring, and creating new venture team tasks. Moreover,
for a new venture team to become effective, the team needs to go through an

interaction process that combines the human and social capital of its members
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(Hackman, 1987) so that it develops efficient communication, routines, leadership, and

supportiveness (Lechler, 2001; Watson et al., 1995).

4.1.3 Methodology

This paper presents a multiple case study focusing on the development of effective
new venture teams. The primary data source was semi-structured interviews with 15
new venture teams from two different venture creation programs. The analysis was
based on procedures for abductive data analysis (Alvesson & Skoldberg, 2017),
including a comparison of emerging findings to extant theories of effective new
venture team processes (Eisenhardt, 1989). The raw data were coded following the
stepwise inductive coding approach offered by Gioia et al. (2013). Based on the coding
process, the various concepts, themes, and dimensions identified were developed into
a process model that illustrated the relationship among the emerging concepts. This
analysis process enabled us to construct a theoretical model showing the development
of new venture teams that were effective for students’ learning in venture creation

programs.

4.1.4 Key Findings and Contribution to the Thesis

This paper contributes to our understanding of how the process of developing effective
new venture teams influences student learning in two ways. First, this study identifies
three distinctive phases in new venture team progression (Klotz et al., 2014), which
captures a stepwise new venture team progression that characterizes effective new
venture team development. The findings suggest that new venture teams capable of
establishing a foundation for team collaboration and structure teamwork have the
capacity to persevere through the challenges inherent in emerging ventures by
adapting to changes. By explaining the key activities undertaken by effective new
venture teams that contribute to their internal processes and how these processes
interrelate, this study contributes much needed evidence about internal new venture

team processes at early stages of venture emergence (Klotz et al., 2014).
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Second, a notable finding from this study is that students’ learning experiences
in venture creation programs depend on their ability to develop an effective new
venture team, which is decisively shaped by the students’ ability to pass through the
three phases. As such, this study points to the importance of internal new venture
team processes for student learning. Thus, in comparison to prior studies (e.g.,
Haneberg & Aadland, 2019), this study highlights the phases that effective new venture
teams go through that facilitate student learning, and as such contributes to expanding
our understanding of how internal new venture team processes influence students’

learning processes in venture creation programs.

4.2 Paper lI: It's a Matter of Time: Conflicts in Entrepreneurial
Student Teams

4.2.1 Introduction and Research Question

The purpose of this study was to explore how time frames influence team conflict
processes in entrepreneurial student teams. Teams are used in entrepreneurship
education for shorter or longer learning processes, in which the team’s ability to
interact and act plays a crucial role in the students’ learning outcomes (Arpiainen &
Kurczewska, 2017; Kyndt et al., 2013). However, a known phenomenon that challenges
teams’ ability to interact and act is team conflict (Porter-O'Grady, 2004). Although prior
research has contributed knowledge on the various effects team conflicts might have
on student teams’ performances, and individuals’ strategies for managing conflicts
(Butler & Williams-Middleton, 2014; Naykki et al., 2014), how student teams manage
team conflicts has been barely studied. Moreover, studies have highlighted the
importance of the teams’ timeframe when understanding how teams interact and act
(Bradley et al., 2003). However, knowledge about how teams’ time frame influences
team conflicts is scarce. Based on these gaps, this study explores how teams’ time
frame shapes entrepreneurial student teams’ behavior in team conflict processes.
Hence, the following research questions were addressed: (1) How does time frame

influence the nature and development of team conflicts in entrepreneurial student
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teams? and (2) How does time frame influence how entrepreneurial student teams

manage team conflicts?

4.2.2 Theoretical Background

This study builds on the team conflict and conflict management literature. Team
conflicts are complex phenomena that can be relational, task- or process-focused; they
can involve parts of or the whole team and can appear as hidden or open (Behfar et al.,
2011; Jehn & Mannix, 2001). Scholars have pointed to various effects of different types
of conflict but are still inconclusive on whether, what, and when conflicts are harmful

or beneficial (De Dreu & Weingart, 2003; De Wit et al., 2012).

The conflict management literature points to conflict management as a better
explanator for the effects of team conflict compared to the type of conflict (Marks et
al., 2001; Rahim, 2002). The literature particularly addresses the importance of
mitigating the negative aspects of conflicts while increasing the positive (Somech et al.,
2009). Two conflict management processes can be distinguished: preemptive and
reactive conflict management. Preemptive management of conflicts involves actions
to prevent potential conflicts, and reactive management of conflicts involves working

through conflicts that have occurred (Marks et al., 2001).

Time is suggested as an important factor explaining the differences in how
teams manage team conflicts, as a team’s management style is viewed as emerging
over time as the teams interact (Rahim, 2002), and influenced by its members’
relationships, established routines, and history (Druskat & Kayes, 2000). Thus, in the
case of teamwork designed with a short time frame, the advantage of previous
interactions and established routines might not be reached. Conversely, teams with a
longer time frame have time to build relationships and establish routines and norms,
which could have a mitigating effect on team conflicts. Thus, this study builds on the
argument that time frames influence the team conflict processes of entrepreneurial

student teams.
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4.2.3 Methodology

To address the research questions, we used a multiple case study design based on 10
entrepreneurial student teams, distributed as five short-term teams and five long-term
teams. The empirical basis of this study consists of two datasets (see details in Chapter
3.4), comprising multiple sources of qualitative longitudinal data where we have
followed the two types of entrepreneurial student teams over time as they carry out
teamwork. In total, 38 students served as informants, contributing the primary sources
of data for this study. Data on the short-term teams were a combination of
observations, individual written reflections, team reflections, semi-structured
interviews, and students’ reflection papers, whereas data on the long-term teams is

conducted mainly through semi-structured interviews.

The data analysis approach follows abductive reasoning, bearing theoretical
preconceptions of team conflicts in mind, while exploring the empirical basis (Alvesson
& Skoéldberg, 2017). The analysis process followed theory-building research procedures
(Eisenhardt, 1989). It was iterative, moving between data, emerging theory and extant
literature (Eisenhardt & Graebner, 2007; Glaser & Strauss, 1967). Within- and cross-
case analysis revealed patterns in teams’ conflict processes, and we were able to
identify differences between the nature of conflicts and how conflicts developed and

were managed between the two groups of entrepreneurial student teams.

4.2.4 Key Findings and Contribution to the Thesis

This study contributes to our understanding of how conflict processes in
entrepreneurial student teams might foster students’ learning. By specifically studying
the effect of teams’ time frame on team conflict processes in entrepreneurial student
teams, this study contributes new insights into how the conflict behavior of
entrepreneurial student teams is influenced by the duration of their teamwork. This
study suggests that the conflict process of short-term and long-term teams differ, and
contributes a model capturing the teams’ conflict process, showing the interplay

between how conflicts are managed and how conflicts develop, and at the same time
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highlighting key differences that teams’ time frame is causing. As such, this article
conceptualizes the processes of how conflict is managed at a team level, contributing
important knowledge on how student teams perceive conflicts, and the potential

effects of conflict management on students’ learning process.

An additional finding from this study is related to how entrepreneurial student
teams manage team conflicts, and how these strategies depend on the teams’ time
frame. The article identified four main strategies to manage conflicts: resolving,
preventing, experimenting with, and avoiding, adding to extant conflict management
theory (Marks et al., 2001). The fundamental difference that the time frame causes is
how short-term teams allow conflicts to be avoided, whereas long-term teams take
preventive and experimental approaches to manage conflicts. Thus, long-term teams
execute actions that underline their awareness of the importance of developing an
effective team that can tackle uncertainty and pivoting related to the entrepreneurial
process, while short-term teams avoid addressing conflicts and focus their attention
on the activities necessary for completing the tasks within their short deadline. This
article thereby contributes by outlining the strategies that student teams take to
manage conflicts, depending on the teams’ time frame, thereby adding insights into
how teams, based on the team’s time frame, should engage with team conflict
processes to mitigate the possible negative effects of conflicts (O'Neill & Mclarnon,

2018).

In summary, this paper contributes insights into how entrepreneurial student
teams develop their behavior in team conflict processes, and how their behavior might

hamper or stimulate students’ learning.

4.3 Paper lll: New Venture Team Selection

4.3.1 Introduction and Research Question
This study takes a community-of-practice perspective to explore students’ learning in

the new venture team selection process. new venture teams are both an important
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source of and a driver for students’ learning in venture creation programs. The process
of new venture team selection will define the team’s skills, knowledge, and
perspectives and, subsequently, shape team composition and teamwork processes
(Lazar et al., 2020). As team composition and teamwork processes are considered
important explanators for a new venture team’s performance, the new venture team
selection process can be seen as an essential process that outlines the students’
upcoming learning process. Still, research has paid little attention to the new venture
team selection process. Moreover, students with limited experience with new venture
team selection might struggle to make a rational choice, as they lack sufficient
knowledge about the contextual elements defining an effective new venture team.
Previous studies have pointed to an educational program’s community of students,
faculty, alumni, and stakeholders as important providers of contextual knowledge in
entrepreneurship education (Haneberg & Aadland, 2019; Howorth et al., 2012).
Nevertheless, how students’ learning is increased through participation in a
community has not been thoroughly explained (Haneberg, 2020; Pittaway et al., 2015).
Hence, this study responds to the need to explore how students’ team selection
behavior is enhanced through community participation aimed at learning about norms
and practices for new venture team selection. The following research questions are
asked: (1) How do students develop effective new venture team selection behavior? (2)

How do students learn from participating in the community in which they are part?

4.3.2 Theoretical Background

This paper is built upon the new venture team selection literature and situated learning
theory (Lave & Wenger, 1991; Wenger, 1998). The literature suggests that the new
venture team selection process can have important implications for the new venture
teams’ future processes and performance. For students with limited experience of new
venture team selection and formation, it can be a challenge to figure out what to
emphasize in this process. To overcome students’ lack of experience with new venture
team selection, a venture creation program’s community can be an essential provider
of relevant new venture team selection insights, which might assist the students in
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making well-considered and rational choices in the new venture team selection
process. The community of practice concept builds on the situated learning perspective
(Lave & Wenger, 1991) and emphasizes how interactive and contextual factors play an
important role in learning (Mercieca, 2017; Wenger et al., 2002). Based on the
arguments of prior studies of how a community of practice contributes to students’
learning, this study assumes that situated learning takes place among and between
students in the new venture team selection process and other community participants
co-participating in the social world of new venture team selection issues (Capello, 1999;

Gherardi et al., 1998; Lave & Wenger, 1991; Vygotsky & Cole, 1978).

4.3.3 Methodology

This study employs an embedded single case study of a venture creation program and
23 students designed to explore how learning in a community of practice influences
students’ new venture team selection process. For the case, | chose to study a venture
creation program known for its robust entrepreneurial ecosystem and with the active
involvement of alumni, mentors, and external partners in the program’s community.
The primary data source was semi-structured interviews of 23 students who later
formed eight new venture teams. To analyze the data, | followed an abductive logic of
inquiry, alternating between the coded data and existing theory (Eisenhardt &
Graebner, 2007). | coded the data inductively, inspired by the stepwise coding
approach by Gioia et al. (2013), following the establishment of first-ordered codes,
which were grouped into second-order codes, and further aggregated into theoretical
dimensions (ibid). Subsequently, | developed a conceptual model illustrating the three
key identified processes (individual learning, community learning, and team selection
behavior) and the dynamic relationships between these processes, thus showing the

students’ overall learning process in the new venture team selection process.
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4.3.4 Key Findings and Contribution to the Thesis

This study contributes to our understanding of how students learn their new venture
team selection behavior through participating in a venture creation program’s
community. The key findings of this study are the specific dynamics in how individual
students’ learning is enhanced through participation in a community of practice. This
study contributes insights into how students acquire knowledge through a dynamic
process of learning between individuals and the community, where interactions are
the conveyor of learning between the two levels. Interactions in the community give
individuals situated and contextualized insights (Lave & Wenger, 1991) that contribute
to redefining their understanding of their own experiences and ideas. This learning
enables individuals to adjust to a behavior that emphasizes both individual and
community learning, which contributes to the further development of the community
of practice. As such, the study suggests how learning processes occur at the interface
between individuals and a community (Karatas-Ozkan, 2011; Omidvar & Kislov, 2014),
which contributes to previous conceptualization of situated learning in a community

of practice (Neufeld et al., 2013; Roberts, 2006).

Additionally, this study provides insights into how students interact in the
community to develop effective new venture team selection behavior. Through
participation in a community, the students gained access to the tacit knowledge and
practices of others who had experience with new venture team functions, team
dynamics, and the development of new ventures. Thus, this study shows that through
mutual engagements in the community, the students learned situated and contextual
team selection practices, which further guided the students to select a new venture

team on the premises for both learning and new venture creation.

Furthermore, this study shows how students combine their own experiences
achieved during the formal part of the educational program with community practices
to deepen their learning, and to take a rational new venture team selection behavior.

Thereby, this study contributes insights on how students’ learning process in venture
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creation programs includes both learning occurring from formal in-classroom
interventions and informal community interactions. These findings highlight the
importance of the community of practice’s role in complementing education with

necessary situated learning.

4.4 Paper IV: New Venture Team Learning: Reflection and
Development of Learning Behaviors in the Venture Creation
Process

4.4.1 Introduction and Research Question

This article reports on an empirical investigation of novice new venture team learning
in the venture creation process. Although the literature recognizes the importance of
entrepreneurs’ learning for venture development (e.g., Cope & Watts, 2000; Corbett,
2005; Politis, 2005), points to important sources for learning, and how learning is
transformed into knowledge (Wang & Chugh, 2014), less is known about new venture
teams’ learning behavior—the activities carried out by new venture teams to acquire
knowledge (Edmondson, 1999; Klotz et al.,, 2014). Moreover, novice new venture
teams without experience of which learning activities will help them in the venture
creation process need not only to learn about venture creation, but also how to acquire
this learning. Still, only a few studies have explored how new venture teams ensure
sufficient learning during the venture creation process. Addressing this gap, we studied
how novice new venture teams develop their learning and ask the following question:
How do novice new venture teams develop their learning behaviors during the venture

creation process?

4.4.2 Theoretical Background

To understand novice new venture teams’ learning behavior, this study draws on
entrepreneurial learning and team learning literature. Entrepreneurial learning views
learning as a substantial part of the entrepreneurial process, typically relying on the
experiential learning perspective (Nogueira, 2019; Wang & Chugh, 2014), emphasizing

that entrepreneurs learn from experience. However, entrepreneurs are also able to
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learn from second-hand experiences of other entrepreneurs’ failure or success
(Holcomb et al., 2009; Mansoori, 2017), thereby avoiding the costs of accumulating the
experience themselves (Kim & Miner, 2007). Hence, we follow the argument that

entrepreneurs learn from several sources, including social learning (Bandura, 1977).

Although learning is seen as essential in the venture creation process (Corbett,
2005), prior research has hardly discussed how new venture teams’ learn. To
understand entrepreneurial learning in ventures started by teams, knowledge is
needed on the behaviors and actions undertaken by the team to collectively learn in
the venture creation process. The concept of learning behavior from the team learning
literature (Edmondson, 1999) focuses on the activities carried out by team members
to obtain and process data within the team for improvement. Building on team
learning literature, we argue that involvement in team learning activities leads to a
higher extent of learning. Consequently, in their quest to learn, new venture teams
must engage in relevant learning activities to promote new venture team learning. This
study examines the learning behaviors of novice new venture teams to identify

important aspects of their learning processes.

4.4.3 Methodology

This study employed a multiple case study designed to explore new venture teams’
learning behaviors. It drew on longitudinal data from five new venture teams in a
venture creation program context, collected from 2017 until 2019. The data analysis
process was inspired by the inductive stepwise coding approach by Gioia et al. (2013),
which illuminated the dimensions of learning behaviors and learning needs of new
venture teams. When the dimensions were identified, we constructed a grounded
model of the learning process of novice new venture teams, illustrating the
interrelationships between the dimensions. Thus, the model illustrated how the three
identified dimensions of learning needs—(1) find out how to address the process, (2)
find the relevant knowledge for the venture, and (3) find own solutions—feed into the

three identified types of learning behavior—(1) learning by observing, (2) learning by
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interacting, and (3) learning from their own experiences, indicating that collective
reflections is the key mechanism for advancing the new venture teams’ learning

behavior.

4.4.4 Key findings and contribution to thesis

The study unveils the learning behaviors of new venture teams during the venture
creation process and contributes processual evidence explaining how learning
behaviors of novice new venture teams are developed over time during the venture
creation process, and highlights the importance of reflection. By identifying activities
taken by the new venture team to support their learning, this article contributes to
entrepreneurship research by highlighting the process of how novice new venture
teams can put themselves into learning situations when they lack entrepreneurial

experiences to draw on for learning (Roth, 2016).

Additionally, the study identifies the perceived learning needs that act as key
drivers for the development of learning behaviors. Hence, it highlights how the
learning needs change throughout the early stages of the venture creation process as
the new venture teams learn, and that the new venture teams will need to adjust their
learning behavior according to their perceived learning needs (Sardana & Scott-
Kemmis, 2010). However, to change learning behavior, the article points to the
importance of collective reflection as the catalyst for how new venture teams identify
their learning needs and develop their learning behaviors (Clarke et al., 2006; Knipfer
et al.,, 2013). Thus, the results of this article contribute to the literature on
entrepreneurial learning in teams by showing how new venture team’s learning
behaviors are influenced by their developed understandings and their ability to

collectively reflect as they go (Cope, 2003).

Furthermore, this study shows that entrepreneurial learning is a process where
new venture teams adopt different ways of learning, where vicarious learning, social
learning, and experiential learning are all prominent learning behaviors of new venture
teams. We find that novice new venture teams go through a process where they learn
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from observing others, and through social interactions with others, before they
manage to learn from their own entrepreneurial experiences. As such, this study
contributes to the conceptualization of entrepreneurial learning among novice new
venture teams. Further, it illuminates learning within new venture teams as a multi-
leveled phenomenon, where individual and team processes interact, as the new
venture team engages within its community; thus, it extends prior studies focusing on
how individual learns (Wang & Chugh, 2014). The study thereby increases the
understanding of social learning’s and experiential learning’s role in collective learning

processes in new venture teams.

In summary, this study provides a deeper understanding of the learning process
of novice new venture teams and of how the new venture team masters the different
learning behaviors influencing the teams’ capability to progress in the venture creation
process. It suggests that interactions, shared understandings, and collective reflections
within the new venture team are important drivers for enhancing the new venture
team’s learning behavior, and consequently venture creation progression (Decuyper et

al., 2010; Wang & Chugh, 2014).
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5. DISCUSSION AND CONCLUSIONS

The purpose of this thesis was to explore how new venture team processes foster
student learning in entrepreneurship education. This chapter summarizes the main
findings and contributions of this thesis and discusses implications and suggestions for

future research.

5.1 Conclusions From the Thesis

By exploring how new venture team processes influence student learning in
entrepreneurship education, this thesis adds insights into the underlying dynamics of
new venture teams’ multi-level learning processes in entrepreneurship education
(Pittaway et al., 2009). To do so, this thesis draws on the literature of new venture
teams and entrepreneurial learning, combined with three well-established
perspectives for learning: experiential learning (Kolb, 1984), situated learning (Lave &

Wenger, 1991), and collaborative learning (Capello, 1999; Edmondson, 1999).

The current body of research that examines the dynamics of team processes in
entrepreneurship education focuses mainly on the skills students adopt from team
processes (e.g., Arpiainen & Kurczewska, 2017; Le Pontois & Foliard, 2018; Neumeyer
& McKenna, 2016; Pazos et al.,, 2022) and on student learning from partaking in
entrepreneurial action (Haneberg & Aadland, 2019), rather than on how students learn
from team processes (Nabi et al., 2017; Pittaway et al., 2009). Team processes are
argued to be central for developing the new venture team (Ben-Hafaiedh, 2017; Patzelt
et al.,, 2020), since a team’s ability to collaborate and improve has important
implications for their performance (Brattstrom et al., 2020; Brinckmann & Hoegl, 2011).
The new venture team is also an essential driver for new venture development (Bolzani
et al., 2019; Klotz et al., 2014), and acquiring entrepreneurial learning is critical for
venture development (Nogueira, 2019; Wang & Chugh, 2014). Hence, a new venture

team’s ability to learn and progress in the venture creation process is essential for
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students’ learning process (Haneberg & Aadland, 2019; Lackéus & Williams Middleton,

2015) and, consequently, for entrepreneurship education using new venture teams.

However, a threefold gap is identified in the literature of new venture teams
and entrepreneurial learning: (1) how new venture teams engage in processes that
support effective team processes (Brattstrom et al., 2020; Klotz et al., 2014), (2) how
new venture team processes influence learning (Klotz et al., 2014; Wang & Chugh,
2014), and (3) how new venture teams develop their learning behaviors in general
(Roth, 2016; West Il & Gemmell, 2020) and specifically in entrepreneurship education
(Nabi et al., 2017; Pittaway et al., 2009). Hence, my overall research question, How do
new venture team processes foster student learning in entrepreneurship education?,
addresses this gap through the following two sub-research questions: (I) How are
effective new venture teams developed in entrepreneurship education? (Il) How do

students in new venture teams develop their entrepreneurial learning behavior?

5.1.1 Sub-Research Question I: How Are Effective New Venture Teams
Developed in Entrepreneurship Education?

Sub-research question | is mainly addressed through Papers | and Il and addresses how
effective new venture teams develop in entrepreneurship education. However, all the
empirical papers of this thesis contribute new insights into new venture team
processes in entrepreneurship education, and that student learning depends on the
new venture team’s ability to engage in team development processes. The key findings
of my empirical papers suggest that resilience, the management of conflicts, enabling
collective learning, and structures facilitated by entrepreneurship education programs
are particularly important in developing an effective new venture team. Moreover,
new venture team selection is the starting point of the new venture team development

process and forms the basis for student learning.

Resilience is an important characteristic of effective new venture teams.
Resilience increases the team’s capability to recover quickly when changes occur and

strengthens the team when coping with the uncertain process of new venture creation
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(Jiang & Tornikoski, 2019; McKelvie et al., 2011) and when facing unforeseen changes
that challenge the new venture team (Blatt, 2009; Knipfer et al., 2018; Ucbasaran et
al., 2003). Resilience is not an innate characteristic of teams; it must be developed over
time. Paper | highlights three key phases in new venture teams’ development of
resilience: 1) establishing the foundation for collaboration, 2) structuring the
teamwork, and 3) adapting to changes. Mastering the first two phases is crucial to build
the resilience needed for maintaining and developing effective team performance.
These two phases enable the new venture team to develop the capacity needed to
recover quickly and mobilize when changes occur in the team and venture. Hence, the
results from Paper | show how effective new venture teams can adapt to internal and
external changes and manage to continue the venture creation process, even in the
face of difficulties. These findings extend prior suggestions that the initial structuring
of the new venture team has imprinting effects on the new venture (Brattstrém et al.,
2020; Cloutier et al., 2017; Klotz et al., 2014) by revealing stepwise progression for

effective new venture team development.

Team conflicts have the potential to hamper the new venture team’s
effectiveness (Chen et al., 2017; De Jong et al., 2013; Knight et al., 2020). The significant
role of conflicts in teamwork is highlighted in Paper Il, which responds to the calls for
studying conflict management at the team level (Somech et al., 2009), and contributes
important knowledge on how new venture teams’ actions to resolve and mitigate
conflicts influence teams’ processes (De Wit et al., 2012; Jehn & Rupert, 2008; Knight
et al., 2020). Paper Il offers in-depth insights into new venture teams’ strategies when
dealing with team conflicts and the effects of such strategies. The findings from Paper
Il show that effective new venture teams align their conflict management strategies
with the desire of creating a team that can maintain the collaboration and tackle the
uncertainty related to the entrepreneurial process, despite the fact that conflict may
arise. By comparing new venture teams with short-term student teams, Paper Il
illustrates how teams’ timeframes influence teams’ conflict behavior. This implies that
the new venture teams’ capability to align the team’s conflict management strategies
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with the team’s duration, goals, and objectives has implications for the team’s
effectiveness. More specifically, Paper Il suggests that effective new venture teams
often use preventive and experimental strategies to manage conflicts, as supplements
to regular conflict resolution through discussions within the team. Thus, it is unlike
short-term student teams who can maintain activity by simply avoiding addressing
conflicts. By identifying the strategies of experimenting and avoiding, this study

extends existing conflict management theory (Marks et al., 2001; Rahim, 2002).

Furthermore, this thesis shows that creating team structures that promote the
new venture team’s collective learning capability contributes to ensuring necessary
progression in the venture creation process. As such, this thesis contributes to the
understanding of how internal team processes influence a new venture team’s
performance in venture creation activities. Similar to the arguments of the importance
of team structure for predicting performance in team processes such as learning
(Bunderson & Boumgarden, 2010), Paper IV suggests how new venture teams create
initial interaction patterns that enhance their ability to learn, and thus deepen their
knowledge and ensure venture progression. The study reinforces some of the findings
in Paper | by pointing to the importance of forming a shared understanding and of
establishing interaction patterns for the new venture team’s ability to collectively learn.
Moreover, similar to the findings of Knipfer et al. (2018), this study echoes the
importance of a new venture teams’ ability to collectively reflect over actions taken,
for enhanced team learning, and consequently for the team’s ability to improve the

venture creation process (Rauter et al., 2018; Roth, 2016).

Additionally, this thesis suggests that structures organized by the
entrepreneurship education program play a key role in the development of effective
new venture teams. By drawing on the community of practice perspective (Wenger,
1998), Paper Il shows how students enhance their ability to make rational team
selection behaviors through participation in an entrepreneurship education

community. Paper Il highlights that engagement in the community is important for
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student learning, as it enables insights into second-hand experiences relevant for
students’ new venture team selection, which further enable the students to follow
their own instincts and experiences, while simultaneously taking a rational team
selection behavior that is aligned within the student cohort. Similar to Haneberg and
Aadland (2019) arguments, this study underscores the important role of
entrepreneurship education in stimulating students’ involvement in the community,
not only in the venture creation process but also in the new venture team selection
phase. Learning through engagement in the community is important for the student’s
development of a team selection behavior that supports the construction of effective

new venture teams.

Finally, the findings of this thesis show that selecting teams on the wrong term
causes dispersed new venture teams that struggle to align a shared understanding and
set goals and objectives for their teamwork (Paper 1), thus having difficulties achieving
progress (Paper IV), which further causes dissatisfaction, frustration, and conflicts
(Paper I1). As such, this thesis also contributes insights into less effective new venture
teams; it highlights how the absence of different team processes inhibits the team’s
development and performance, which reduces the students’ overall learning
experiences (Hytti et al., 2010). Paper | points to how the absence of crucial team
processes is damaging for the team’s development, and that new venture teams that
fails in developing effective team processes often lack the psychological ownership and
shared understanding needed for establishing a foundation for collaboration, which
subsequently hampers further team processes (Man & Farquharson, 2015). Similarly,
Paper Il shows that the lack of psychological safety influences the new venture teams’
ability to manage and resolve conflicts, as it is essential for sharing and integrating
team members’ ideas and perspectives (Edmondson, 1999). Hence, consistent with
previous findings, this thesis shows that new venture teams paying minimal attention
to initial team processes are likely to lack the collective foundation needed for working
interdependently, maintaining member collaboration, developing a joint venture, and
performing (Bird et al., 2012; Cohen & Bailey, 1997; De Mol et al., 2015; Knipfer et al.,
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2018), which in most cases leads to disbandment of the team and the venture
(Brattstrém, 2019). For students in entrepreneurship education, disbandment is critical,
as it means that they abandon their learning vessel (Haneberg & Aadland, 2019;

Lackéus & Williams Middleton, 2015).

5.1.2 Sub-Research Question Il: How Do Students in New Venture Teams
Develop Entrepreneurial Learning Behaviors?

Sub-research question Il is mainly addressed through Papers Il and IV of this thesis,
and addresses how students in new venture teams develop their learning behavior.
These papers examine the learning processes of students in entrepreneurship
education at the individual (Paper Ill) and team levels (Paper IV) and show how learning
behaviors develop both at the new venture team selection stages and in relation to

venture creation.

Developing collective learning behaviors through various learning sources in
distinct phases of the team and venture creation processes fosters learning for
students (Haneberg & Aadland, 2019; Ollila & Middleton, 2011), which often lack
experience of venture creation processes (Aldrich & Yang, 2014). Collective learning
behaviors also foster team-level learning (Edmondson, 1999; Van Offenbeek, 2001),
which enables teams to obtain sufficient learning for the venture creation process (El-

Awad et al., 2017; Kempster & Cope, 2010; Wang & Chugh, 2014).

Similar to previous arguments (Haneberg & Aadland, 2019; Howorth et al.,
2012), this thesis suggests that observations of role models and interactions in the
community are important sources of learning. These two sources of learning play a
significant role in the development of students’ learning behavior in entrepreneurship
education, as observation of role models’ behaviors (Holcomb et al., 2009; Sardana &
Scott-Kemmis, 2010) and interactions with more experienced community participants
(Wenger, 1999) contribute to students’ initial understanding of the new venture
team’s role and the venture development process. More precisely, observation of role

models enables new venture teams to enact the venture creation process because they
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learn to act as entrepreneurs and present their ventures in ways compatible with the
existing “cultural codes” in the community (Thompson & llles, 2021) (Paper IV). Hence,
observations of role models shape the new venture team’s first actions and the
students’ first learning experiences, which further direct the new venture team’s

forthcoming learning behavior.

The results of this thesis suggest that interactions in the community are
important for the development of students’ learning behavior, with both Papers Ill and
IV showing how the community interactions provide contextual knowledge to students
both in the process of selecting a new venture team and in the process of new venture
creation. Paper Ill suggests that students combine individual and community learning
to take on rational team-selection behavior. They use community insights to
understand their own experiences and further develop their own learning behaviors.
Paper IV shows that social interactions in the community contribute relevant
knowledge for venture creation, in which the new venture teams achieve knowledge,
obtain support, and receive feedback on their plans, which are necessary for
progression in the venture creation process and the further development of the team’s
learning behavior. Further, Paper Il suggests that the individual students also
contribute to the knowledge accumulation in the community when the students share,
discuss, and reflect together over their experiences, thus creating new practices for the
community. In this regard, community interactions contribute to the student learning
process at the individual, team, and community levels of learning. These results extend
previous findings, which have mainly explored individual students’ learning from

community participation (Haneberg & Aadland, 2019; Kubbergd & Pettersen, 2018).

Further, the analyses of this thesis identify the conditions under which learning
behaviors tend to develop and emphasize the importance of the collective
identification of learning needs and collective reflection. Paper IV explains that the
variances in the new venture teams’ learning capability relate to how teams analyze

and understand information gathered, and thereby identify their own learning needs.
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Similarly, both Papers lll and IV suggest reflective abilities as the catalyst for developing
learning behaviors at the individual, collective, and community levels, because they
help shape the activities undertaken to deepen learning. Similar to existing studies of
learning in entrepreneurial processes and in entrepreneurship education (e.g. Cope,
2003; Deacon & Harris, 2011; Kassean et al., 2015; Neergaard et al., 2020), this thesis
shows that reflection is an important facilitator for the development of students’
learning behavior, at the individual, new venture team, and community levels, because
it is through reflections that the realizations of new learning needs occur. Perceived

learning needs further guide the learning behaviors of the learning unit.

Lastly, this thesis suggests that effective experiential learning in new venture
teams is acquired through the development of collective learning behaviors (Roth,
2016; Wang & Chugh, 2014). Paper IV shows that new venture teams go through a
learning process in which they learn by observing others and through social
interactions with others before they manage to learn from their own entrepreneurial
experiences. Building on the argument that the development of learning behavior is
important for teams’ learning outcomes (Aldrich & Yang, 2014; Edmondson, 1999;
Roth, 2016; Van Offenbeek, 2001), this thesis contributes to a more coherent
understanding of that teams’ collective identification of learning needs and
involvement in activities that correspond to and realize the identified learning needs
that contribute to the development of learning behaviors of new venture teams. As
such, this thesis also adds insights into how new venture teams’ development of
entrepreneurial learning behaviors depends on their internal team processes (Kayes et

al., 2005; Morgeson & Hofmann, 1999; Wilson et al., 2007).

5.1.3 Overarching Research Question: How Do New Venture Team Processes
Foster Student Learning in Entrepreneurship Education?

Synthesizing the two sub-research questions above, this thesis contributes insights on
the underlying dynamics of new venture teams’ learning in entrepreneurship

education and how new venture team processes influence students’ learning. In
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addressing the research question, different new venture team processes were studied
to elucidate student learning from team processes in entrepreneurship education,
comprising learning at the individual, team, and community levels, and the underlying
interplay between these levels of learning. The discussion in Chapter 5.1.2 underscores
the importance of developing students’ learning behavior, and Chapter 5.1.1 analyses
the preconditions for the emergence of learning behaviors through effective new
venture team development. Based on the empirical findings, the development of the
learning behaviors of new venture teams is dependent on the team processes,

including the team’s capability to function effectively and handle conflicts.

A key contribution of this thesis is that student learning in team processes occurs
at different levels, where the individual student learns from experiences created by
their new venture team and also within the specific context in which the new venture
team are embedded (Lackéus, 2014; Pittaway et al., 2009). Thus, in addressing the
research question, | built on the arguments of student learning from team processes
in entrepreneurship education as a multi-leveled learning process that occurs at the

individual student, new venture team, and educational program levels.

The conceptual model (Figure 5.1) sums up the main findings of this thesis,
illustrating a three-level process of student learning supported by experiential,
collective, and situated learning processes. These results contribute to existing
research on student learning in entrepreneurship education by addressing the
relationship between the student, the new venture team, and the entrepreneurship
education context in student learning (Fayolle & Gailly, 2008; Pittaway et al., 2009). |
argue that when using new venture teams as a learning method, the new venture team
plays an influential role in transmitting entrepreneurial learning between the individual
students (new venture team members) and the community. The community includes
both activities inside and outside the classroom, activities for the student in one cohort

or between student groups, and activities with alumni, faculty, mentors, or other
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ecosystem actors at the university. | will now elaborate more on this key finding (Figure

5.1).

ity ated learnjp g
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Figure 5.1 Students Learning in Entrepreneurship Education as a Multi-Leveled Learning Process

First, Figure 5.1 shows that individual students’ learning from team processes is
experiential in nature; however, the individual student’s experiences depend on their
new venture team’s collective learning and the learning acquired from the
entrepreneurship education’s community. Previous studies have focused on how
community learning contributes to student learning, particularly when students lack
their own venture to gain experiences to learn from (Haneberg & Aadland, 2019;
Howorth et al., 2012; Kubbergd & Pettersen, 2018), whereas this thesis argues that

individual students use community learning to increase their understanding of their
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own experiences; thus, community knowledge enables deeper experiential learning

among the students (Papers Il and V).

Second, this thesis shows the importance of enacting team processes at a
collective level for the new venture team to learn. Moreover, the findings of this thesis
suggest that collective learning is dependent on the new venture teams’ ability to
develop their learning behaviors (Wang & Chugh, 2014), in which the individual team
members’ experiences and the community practice influence and shape the collective
learning process. In that respect, effective collective learning from experiences among
novice new venture teams demands a learning process in which the team adopts
diverse ways of learning to acquire sufficient and relevant knowledge before they
manage to create learning situations where they draw from their own relevant
entrepreneurial experiences (Paper IV). Hence, for novice new venture teams,
combining community “knowing” and their own experiences as sources of learning is

crucial for developing effective collective learning.

Third, this thesis shows that the context students are embedded in plays a vital
role in the students’ learning process, both for the new venture team- and individual-
level learning. This thesis also contributes to our understanding of learning at the
community level by showing how the community learns from the individual students’
experiential learning and the new venture teams’ collective learning. Hence, when
making claims on how students learn and what pedagogical methods should be applied
to support the aimed results of entrepreneurship education (Fayolle & Gailly, 2008),
we must acknowledge the unit in which the learning situations are created, such as the
impact that teams’ abilities have on how and what students learn (Arpiainen &
Kurczewska, 2017; Man & Farquharson, 2015; Scott et al., 2019) and the environment

in which the learning occur (Pittaway et al., 2009).

Furthermore, this thesis extends prior research on how new venture teams learn
(ElI-Awad et al., 2017; Rauter et al., 2018) by suggesting that new venture teams’ ability
to develop learning behaviors depends on the team’s internal processes. The results

99



show how team processes might foster or hinder new venture teams’ ability to learn
(cf. Brattstrom et al., 2020; Klotz et al., 2014; Wang & Chugh, 2014). This thesis
highlights team effectiveness as a prerequisite for learning, in which the new venture
team’s ability to develop an effective team fosters student learning at all levels. Further,
my findings support the results of previous studies (Pazos et al., 2022) that the new
venture team’s capacity to solve conflicts influences their potential to collaborate.
Conversely, conflicts might hamper the individual student’s well-being and motivation
to contribute to the teamwork (Paper IlI) and subsequently influence the student’s
learning. This finding further echoes the importance of considering the learning unit,
the team, when assessing the effects of team-based entrepreneurship education on

student learning (Hagg, 2020; Lackéus, 2014; Pittaway et al., 2009).

Moreover, the thesis found new venture team processes to be important
providers of student learning in entrepreneurship education. The findings suggest that
when new venture teams form with the purpose of learning from their own venture
creation process, it is vital for the new venture teams to take an active role in
developing the team, not just the venture. This means that the new venture team
would benefit from initiating team processes that support the development of
effectiveness and learning behaviors, as it influences the team’s capability to perform
in venture creation activities. Thus, the focus of the thesis on the student learning
process resonates with the prevailing notion that new venture teams play a crucial role
in predicting performance (Bolzani et al., 2019; Klotz et al., 2014; Lazar et al., 2020),
and that progression in new venture development demands collective team actions
and interactions (Brattstrom et al., 2020; Lechler, 2001). Conversely, if the new venture
teams are only passively involved in the initial stages of the collaboration, focusing
mostly on venture creation activities, the new venture team will fail to develop a
shared understanding, psychological ownership, and joint commitment toward the
process. Thus, they will have trouble enhancing collective learning behavior as team
members’ orientations may differ, with consequences for the further development of
the venture and the students’ overall learning experiences.
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5.2 Limitations and Future Research

In a research process, choices are made with the aim of examining the research
questions in the best possible way given the resources and the time range available.
Such choices involve compromises where certain aims are sought and achieved at the
cost of others. Consequently, this thesis has limitations related to the methods,
analytical approaches, and theoretical frameworks adopted, which are important to

notice.

In this thesis, the primary data consisted of interviews with students in new
venture teams, which means that | have considered students’ own construction of their
experiences with team development and venture creation to detect their team
learning processes. In that respect, | have not been able to measure real changes in
their competencies, skills, and cognitive abilities, and consequently have not been able
to bring insights into specific student learning acquired among the new venture teams.
Hence, this thesis brings limited insights into whether the learning that the new
venture teams experience is necessary for reaching their purposes. Therefore, |
encourage further assessment studies to include objective measures of learning when
exploring how new venture team processes influence student learning, as this can

provide a deeper understanding of students’ team learning process.

Moreover, while focusing on the new venture teams’ learning process, |
downplayed the role of educational programs’ curricula, initiatives, and courses in
students’ team processes. | argued for the importance of investigating new venture
teams’ interactions and actions based on the arguments that nascent new venture
teams need to set out their own processes and initiate their own processes to develop
and learn (Aldrich & Yang, 2014; Vogel, 2018; West Ill & Gemmell, 2020). | acknowledge
that the educational program can have a key role in affecting the new venture teams’
process initiation, thereby contributing to the students’ team processes. Thus, | realize
that this is a limitation of this thesis, as | have not captured how relevant interventions

provided by the educational program have affected the new venture team processes
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and, subsequently, student learning. In this respect, this limitation emphasizes that
more research is needed on the role of educational programs in fostering and
supporting new venture teams’ processes (Lackéus & Williams Middleton, 2015;

Pittaway & Cope, 2007b).

Further, | focused on the processes expected to contribute to the success of new
venture teams, both team and venture development; however, these processes still
require more empirical examination. For instance, in Paper lll, | explored how students
learn to take a more rational team selection behavior through participation in the
community; still, 1 have not explored the effect of the different team selection
behaviors that the students adopt on further development and learning of new
venture teams. This means that my narrow scope of studying community learning in
particular phases of the students’ team processes restrains me from addressing the
long-lasting effects of how the community promotes student learning. Hence, in this
thesis, restricted insights are provided regarding the effects of team selection on a new
venture team’s capability to develop and learn (Karlsson & Nowell, 2020; Warhuus et

al., 2021).

Further, the results of this thesis have highlighted that the community is an
important provider of student learning, and further indicated how the community
learns from the students’ engagements in the community. Although this thesis shows
that alumni, mentors, and faculty play an essential role in student learning and
maintaining the community, | have constrained data for exploring their perspectives
on the community. | therefore provide little evidence of the community learning
processes of these actors and how the community functions from their perspectives.
Hence, in this thesis, aspects of how learning processes initiate and emerge in an
entrepreneurship education community are not thoroughly understood. Thus, as this
thesis has overlooked how actors in the community, beyond the students, learn from
community participation, it provides little evidence of how students’ entrepreneurial

processes contribute to the learning processes of other actors in the community.
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Despite these limitations, this thesis has important implications for theory and

practice, which will be outlined below.

5.3 Implications for Theory

The conclusion of my thesis offers several theoretical implications for
entrepreneurship education literature, new venture team literature and

entrepreneurial learning literature, which | now will discuss.

5.3.1 Entrepreneurship Education

This thesis points to three key findings that future entrepreneurship education theory
should consider. First, this thesis extends the entrepreneurship education literature by
showing how team processes foster student learning in entrepreneurship education
(Hytti et al., 2010; Pittaway & Cope, 2007b; Warhuus et al., 2017). The current body of
research team processes in entrepreneurship education has focused on students’
learning outcomes from team processes, whereas the thesis shows how team
processes can strengthen or weaken student learning. Having illustrated the
importance of the new venture teams’ action and interaction on students’ learning
processes, | argue the importance of gaining a deeper theoretical understanding of
new venture team processes in entrepreneurship education, particularly since many
entrepreneurship education programs use new venture teams for learning purposes
(Arpiainen & Kurczewska, 2017; Chen & Agrawal, 2018a; Smith et al., 2022). Moreover,
| propose that further assessment studies of entrepreneurship education should
include team processes and consider team functionality when measuring the effects of

pedagogical interventions on student learning.

Second, this thesis argues that the processes of developing effective new
venture team and team learning behaviors are particularly important for increased
student learning in entrepreneurship education. The learning process of new venture
teams in entrepreneurship education involves learning tasks where managing the

interrelated complexity of various actions following the challenges of both team
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development and venture development is crucial (Ollila & Middleton, 2011). This thesis
contributes with needed knowledge about how the student new venture team can
develop to cope with such complexity by revealing the actions and interactions of
teams to develop effective structures and learning behaviors. Hence, this thesis
extends prior studies pointing to the importance of progression in the venture creation
process for students’ learning (Haneberg & Aadland, 2019; Lackéus & Williams
Middleton, 2015) by showing how a new venture team can build structures that
support sufficient progression for student learning. There is a potential to increase the
output of students’ learning process through facilitation and support of new venture
team processes by the entrepreneurship education. Hence, | call for more research
focusing on methods and activities that entrepreneurship education can use to support
the development of new venture teams, including how entrepreneurship education

can repair and rebuild new venture teams on the wrong path.

Third, a key finding of this thesis is the conceptualization of student learning
through new venture teams in entrepreneurship education as a multi-leveled learning
process. By showing that team-based pedagogical methods imply a more complex
learning process, in which student learning is experiential, collective, and situated in
nature, this thesis extends previous conceptualizations of student learning in
entrepreneurship education that are heavily centered around the understanding that
students learn from their own experiences (Hagg & Kurczewska, 2020; Rasmussen &
Sgrheim, 2006; Rideout & Gray, 2013). By considering the authentic learning situation
in which the students operate, the new venture team in a specific entrepreneurship
education context (Lackéus, 2014), this thesis contributes novel insights into how
student learning is fostered through new venture teams’ collective learning process
and shaped by the community in which the students are embedded. As such, further
conceptualizations of student learning in entrepreneurship education should consider
the unit and context in which learning occurs, as it can have important implications for

the student learning process.
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5.3.2 New Venture Team Processes

This thesis has three key implications for the new venture team literature. First, by
emphasizing the activities and interactions that new venture teams execute to become
effective, this thesis contributes important knowledge on how new venture teams’
development processes influence both team and venture performance (Ben-Hafaiedh,
2017; Brinckmann & Hoegl, 2011; Klotz et al., 2014). By focusing on the development
processes of effective new venture teams, | show the phases and processes that the
teams go through to maintain collaboration and perform in the venture creation
process in an entrepreneurship education setting. Hence, | substantially extend strands
of new venture team studies that have focused on the influence of team composition
or characteristics on venture performance (e.g, Cardon et al., 2017; Chen & Wang,
2008; De Mol et al., 2020; Jin et al., 2017; Knockaert et al., 2011; Steffens et al., 2012;
Zhou et al., 2015). | propose that further theoretical development is needed to further
understand the dynamics of new venture teams and the role of context for new
venture team development and therefore suggest that further studies should explore
the applicability of my findings regarding new venture team development in other new

venture team contexts, and among more experienced new venture teams.

Second, by showing how new venture teams’ processes influence the new
venture team’s ability to learn and the activities carried out by new venture teams to
learn, this thesis contributes to the much-needed understanding of how new venture
teams engage in learning processes and creates an environment that allows the new
venture team to learn (Klotz et al., 2014; Wang & Chugh, 2014). Thus, this extends the
new venture team literature which, in relation to new venture teams’ knowledge, has
mostly explored cognitive perspective (Chen et al., 2017; De Mol et al., 2015; West lll,
2007), rather than behaviorist perspectives of knowledge acquisition. Moreover, in this
thesis, | argue that the new venture teams’ learning behavior plays a significant role in
how and what the team learns, and that the new venture team’s capability to
collectively reflect on how learning behavior corresponds to their learning needs is
crucial for increased team learning. As this thesis focuses on novice new venture teams,
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| urge further research to explore whether these findings are applicable for more
established new venture teams, with existing interaction patterns and historical
knowledge. Further, | argue that more research should explore how new venture
teams, in various contexts, can initiate their internal processes to promote team
learning and venture development, to further understand the relationship between

new venture teams’ processes and learning behavior.

Third, by studying the early phase of new venture team processes, the thesis
provides unique perspectives on the early phases of new venture team development,
which has been scarce in current literature (Klotz et al., 2014; Lazar et al., 2020).
Moreover, this thesis shows how novice new venture teams create their initial
structures through action and interaction within the team, and with help from other
individuals and teams in the community, even before they are incorporated. It also
provides insights into how the lack of actions and interactions within the team can lead
to dysfunctional behavior and reduce performance, and in several cases lead to ending
of the new venture creation process. Further research should build on these findings
to deepen the understanding of how and what team processes influence how new
venture teams emerge over time (Klotz et al., 2014) and how early actions and
interactions of new venture teams might have imprinting effects on the team’s

performance over time.

5.3.3 Entrepreneurial Learning

The implications of this thesis for the entrepreneurial learning literature are threefold.
First, by analyzing the learning behaviors of new venture teams, this thesis responds
to the calls for better understanding of collective learning processes in
entrepreneurship (Wang & Chugh, 2014). The results of this thesis contribute to the
literature on entrepreneurial learning by identifying activities taken by new venture
teams to support their learning and showing how these learning behaviors depend on
the stage of the venture creation process and the new venture teams’ previously

developed understanding. Thus, the new venture team’s ability to interpret and
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analyze the information gathered, combine knowledge to create new understanding,
and collectively reflect over their actions and interactions is crucial for learning to be
enacted at the team level. However, as the focus of this thesis is entrepreneurship
education, it would be interesting to explore how new venture teams in other contexts
engage in collective learning processes, to determine whether there are
differentiations in the learning processes of new venture teams with more experience
and in other contexts, and who may not be pushed to learn (such as students in

education).

Second, this thesis contributes by identifying how new venture teams develop
their learning behaviors and by showing how internal team processes influence the
new venture team’s ability to learn. By identifying the actions and team processes of
new venture teams that nurture collective learning, this thesis shows how new venture
teams must take an active role in deepening the learning needed for venture
progression (Aldrich & Yang, 2014; Roth, 2016). The focus on learning behavior, that s,
the activities that the students and new venture teams undertake to obtain learning,
contrasts with other concepts related to how individual entrepreneurs learn, such as
learning styles (Corbett, 2005) or cognitive abilities (Holcomb et al., 2009), which are
more or less stable compared to learning behavior, which can be develop (Edmondson,
1999). However, | have merely scratched the surface and provided some empirical
insights into how student new venture teams develop their learning behaviors. In that
regard, future studies should continue to explore how new venture teams of various
characteristics develop their learning behaviors to further develop the understanding
of how new venture teams actively develop structures that promote collective learning

to occur.

The third implication for the entrepreneurial learning literature concerns the
identification of entrepreneurial learning in new venture teams as a multi-level
learning process. The empirical findings of this thesis suggest that new venture teams’

learning process is influenced by the team members’ individual experiences, how the
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team collectively engages in learning acquisition activities, and their engagements in
the community in which they are embedded. Having illustrated how new venture
teams’ learning process occurs at three levels simultaneously and that learning at all
plays a vital role in the new venture teams’ learning process, | argue the importance of
gaining a deeper theoretical understanding of new venture team’s learning processes,
particularly since newest ventures are created by teams (Held et al., 2018; Knight et al.,
2020). Moreover, | suggest that future studies of entrepreneurial learning in new
venture teams consider the relationship between learning the individual team member,
the team, and the community when examining new venture teams’ learning processes.
| assume that studying how these three levels of learning are interrelated will provide

insights to understand collective learning in new venture teams more in-depth.

5.4 Implications for Practice

There are several practical implications to take away from this thesis for
entrepreneurship educators, students, new venture teams, and others who aim for

learning through team processes.

5.1.1 Implications for Entrepreneurship Educators and Students

The findings of this thesis have several implications for practice. First, the thesis
suggests that new venture teams’ processes play a significant role in student learning.
This means that new venture teams focusing on building their capacity to develop and
learn are more likely to achieve the progress needed to pass through initial venture
emergence states and to consequently experience later phases of the entrepreneurial
process and learn more about the process (Haneberg & Aadland, 2019; Ollila &
Middleton, 2011). Conversely, students who pay limited attention to team processes
are likely to learn less. Hence, entrepreneurship education using new venture teams,
or other varieties of student teams, should pay attention to how the teams influence
the students’ learning process and consider how they can facilitate students’ learning
from team processes. In this respect, | argue that entrepreneurship education can

strengthen student learning by investing in the development of the student new
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venture teams by focusing on facilitation of students’ collective learning mechanisms,
such as giving room for the students to explore new venture team selection
alternatives and to develop the team before embarking on the venture creation

process.

Further, for students in new venture teams, this thesis underscores the value of
creating initial team structures that allow the development of resilience and collective
reflection in between entrepreneurial actions and interactions, as it will increase team
effectivity, mitigate negative conflicts, and deepen the teams’ level of learning. This
thesis also shows that the new venture teams play a critical role in creating relevant
experiences for learning, with interactions between the students in the new venture
team, peer students, and other actors in the community supporting the development
of students’ learning behavior. For students with limited entrepreneurial experience to
draw from, observing role models and sharing experiences with others outside the new
venture team are essential when contextualizing and making sense of their own
experiences. Hence, | argue that interacting, presenting, and sharing ideas and
experiences, both positive and negative, are valuable for students to develop their

learning behavior and subsequently their ventures.

Furthermore, the results suggest that the students’ learning process is
influenced by the community in several ways. The community plays a vital role in
shaping the new venture teams by providing advice and discussing with the student
before team selection, during team endurance, and during their venture creation
process. Learning is achieved through shared practices and norms in the community as
well as through discussions, knowledge sharing, and guidance. The new venture team’s
learning is shaped by the community’s way of approaching the new venture team
development and venture creation process. Hence, | suggest that the educational
program should facilitate new students’ access to such a community, for instance by
including community interactions in both formal parts of the curriculum and informal

co- and extra-curricular activities. Encourage students’ involvement in the community
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can help students select new venture teams on rational terms, improve their learning
behavior, and subsequently build their ventures. More importantly, students involved
in such programs should be aware of the community’s role in student learning. Thus,
the students should be encouraged and motivated toward active involvement in the

community and behave in outreaching manners in all phases of their studies.

Lastly, considering the importance of team processes that foster students’
learning, the thesis suggests that students also should be aware of their key role in
facilitating peer students’ learning. For instance, a high level of team conflicts can
reduce team members’ well-being and psychological safety, which further diminishes
the individual student’s learning capability. Thus, | advise students to acknowledge that
their team processes can have important effects on their student learning and venture
performance, and therefore recommend that students in new venture teams take on
an active role in building the team to benefit their own learning and peer students’
learning. Entrepreneurship education programs should also acknowledge the
importance of the team in student learning, and make sure to disseminate this
acknowledgment to the students. More importantly, they should support students in
new venture teams, for instance, through team exercises, team building activities, and

reflecting conversations with the new venture teams and their members.

5.1.2 Implications for New Venture Teams

To a substantial extent, this thesis has studied team processes in new venture teams
and how team processes foster learning. Thus, this thesis serves the practical purpose
of increasing awareness among new venture teams of the value of developing the team
and the processes that are vital for becoming effective, for sufficiently managing team
conflicts, and for creating learning behaviors that enable the team to successfully
develop their venture. | have also argued, based on related literature (Brattstrom et
al., 2020; Brinckmann & Hoegl, 2011; Edmondson, 1999), that the development of the
new venture team is a prerequisite for learning because the interactions and

reflections needed for the team to collectively acquire knowledge depend on the new

110



venture team’s level of shared understandings, psychological ownership, joint
commitment, team conflicts, and overall sharing environment. Thus, performing
dynamic behavior that supports the development of the team and its members while
managing challenges such as conflicts and uncertainty is crucial for maintaining the

new venture team and venture creation.

Further, as argued through this thesis, collective learning is a critical
component for the new venture team to perform better in the venture creation
process. In this respect, the thesis proposes that new venture teams wanting to learn
must actively engage themselves in relevant situations where learning can be acquired
and ensure that they reflect on the situations to enact the learning at the team level
and direct further behavior. Overall, this thesis reinforces the significant role of
entrepreneurial learning for new venture development (Nogueira & Alsos, 2018; Wang
& Chugh, 2014) while highlighting the new venture team’s crucial role in fostering
collective learning. As such, my findings show the importance of new venture teams’
actions to develop effective teams, as it will enable more accurate behavior when
directing their collective learning activities. Therefore, | suggest that new venture
teams should engage in effective new venture team development, as this will enhance

their learning and venture performance.

5.5 Concluding remarks

This dissertation has sought to explain the importance of new venture team processes
as a counterbalance to the basic assumption that entrepreneurial action fosters
student learning in entrepreneurship education. To achieve this purpose, a conceptual
model of students’ learning process in entrepreneurship education was developed
through empirical inquiries acquired during the research process. The conceptual
model combines three perspectives on how humans learn from behavioral viewpoints
with the levels of students’ learning processes from experiential and team-based

pedagogical methods in entrepreneurship education.
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Based on the empirical findings, student learning from new venture teams in
entrepreneurship education is a multi-level process that depends on the team’s ability
to engage in different team processes that stimulate the development of an effective
new venture team and the development of learning behavior. This suggests that the
new venture team must undergo team development processes to collectively learn, as
the team processes are the means for enacting learning at the collective level, while
simultaneously drawing from individual team members’ learning experiences as well
as the context within which the team operates. From the empirical studies, it has been
established that new venture team development is essential for team learning, and
subsequently venture development. Thus, this thesis advances the understanding of
the new venture teams’ role in entrepreneurship education and suggests that they can
be defined as the key drivers for student learning because the students’ learning is
heavily influenced by the action and interactions of the new venture team to which

they belong.

To conclude, this thesis has sought to develop, and to a certain extent challenge,
an implicit assumption that entrepreneurial action explains the development of
student learning in entrepreneurship education by taking one step back and exploring

the team—the unit which most often creates the entrepreneurial action.

112



6. REFERENCES

Aldrich, H. E., & Yang, T. (2014). How do entrepreneurs know what to do? Learning and organizing in new
ventures. Journal of Evolutionary Economics, 24(1), 59-82. https://doi.org/10.1007/s00191-013-0320-x

Allen, J. A., Reiter-Palmon, R., Crowe, J., & Scott, C. (2018). Debriefs: Teams learning from doing in context. Am
Psychol, 73(4), 504-516. https://doi.org/10.1037/amp0000246

Alvesson, M., & Karreman, D. (2007). Constructing mystery: Empirical matters in theory development. Academy
of Management Review, 32(4), 1265-1281.

Alvesson, M., & Skoéldberg, K. (2017). Reflexive methodology: New vistas for qualitative research. Sage.

Amason, A. C., Shrader, R. C., & Tompson, G. H. (2006). Newness and novelty: Relating top management team
composition to new venture performance. Journal of Business Venturing, 21(1), 125-148.
https://doi.org/10.1016/j.jbusvent.2005.04.008

Anderson, A. R., Dodd, S. D., & Jack, S. (2010). Network practices and entrepreneurial growth. Scandinavian
Journal of Management, 26(2), 121-133.

Anderson, J. R., Reder, L. M., & Simon, H. A. (1996). Situated learning and education. Educational researcher,
25(4), 5-11.

Argote, L., Gruenfeld, D., & Naquin, C. (2001). Group learning in organizations. Groups at Work: Theory and
Research, 614, 369-411.

Argote, L., & Ren, Y. (2012). Transactive memory systems: A microfoundation of dynamic capabilities. Journal of
Management Studies, 49(8), 1375-1382.

Arpiainen, R.-L., & Kurczewska, A. (2017). Learning risk-taking and coping with uncertainty through experiential,
team-based entrepreneurship education. Industry and Higher Education, 095042221770099.
https://doi.org/10.1177/0950422217700994

Balkin, D., & Swift, M. (2006). Top management team compensation in high-growth technology ventures.
Human Resource Management Review, 16(1), 1-11.

Bandura, A. (1977). Social learning theory (vol. 1). Prentice-hall.

Barney, J. B, Busenitz, L., Fiet, J. O., & Moesel, D. D. (1996). New venture teams' assessment of learning
assistance from venture capital firms. Journal of Business Venturing, 11, 257-272.

Baron, R. A. (2007). Behavioral and cognitive factors in entrepreneurship: entrepreneurs as the active element
in new venture creation. Strategic Entrepreneurship Journal, 1(1-2), 167-182.
https://doi.org/10.1002/sej.12

Baron, R. A., & Markman, G. D. (2000). Beyond social capital: How social skills can enhance entrepreneurs'
success. Academy of Management Perspectives, 14(1), 106-116.
https://doi.org/10.5465/ame.2000.2909843

Barr, S. H., Baker, T. E. D., Markham, S. K., & Kingon, A. I. (2009). Bridging the valley of Death: Lessons learned
from 14 years of commercialization of technology education. Academy of Management Learning &
Education, 8(3), 370-388. https://doi.org/10.5465/amle.2009.44287937

Béchard, J.-P., & Grégoire, D. (2005). Entrepreneurship Education Research Revisited: the case of Higher
Education. Academy of Management Learning & Education, 4(1), 22-43.

Behfar, K., & Okhuysen, G. A. (2018). Perspective—Discovery Within Validation Logic: Deliberately Surfacing,
Complementing, and Substituting Abductive Reasoning in Hypothetico-Deductive Inquiry.
Organization Science, 29(2), 323-340. https://doi.org/10.1287/0rsc.2017.1193

Behfar, K. J., Mannix, E. A., Peterson, R. S., & Trochim, W. M. (2011). Conflict in Small Groups: The Meaning and
Consequences of Process Conflict. Small Group Research, 42(2), 127-176.
https://doi.org/10.1177/1046496410389194

Bell, E., & Bryman, A. (2007). The Ethics of Management Research: An Exploratory Content Analysis. British
Journal of Management, 18(1), 63-77. https://doi.org/10.1111/j.1467-8551.2006.00487.x

Ben-Hafaiedh, C. (2017). 2. Entrepreneurial teams research in movement. Research Handbook on
Entrepreneurial Teams: Theory and Practice, 11.

Bergh, P., Thorgren, S., & Wincent, J. (2011). Entrepreneurs learning together: The importance of building trust
for learning and exploiting business opportunities. International Entrepreneurship and Management
Journal, 7(1), 17-37. https://doi.org/10.1007/s11365-009-0120-9

Bergmann, H., Hundt, C., & Sternberg, R. (2016). What makes student entrepreneurs? On the relevance (and
irrelevance) of the university and the regional context for student start-ups. Small Business Economics,
47(1), 53-76. https://doi.org/10.1007/s11187-016-9700-6

113



Biffi, A., Bissola, R., & Imperatori, B. (2017). Chasing innovation: a pilot case study of a rhizomatic design
thinking education program. Education + Training, 59(9), 957-977. https://doi.org/10.1108/et-01-
2016-0007

Bird, B., Schjoedst, L., & Baum, J. R. (2012). Editor's Introduction. Entrepreneurs' Behavior: Elucidation and
Measurement. Entrepreneurship Theory and Practice, 36(5), 889-913. https://doi.org/10.1111/j.1540-
6520.2012.00535.x

Bjorklund, T. A., & Krueger, N. F. (2016). Generating resources through co-evolution of entrepreneurs and
ecosystems. Journal of Enterprising Communities: People and Places in the Global Economy, 10(4),
477-498. https://doi.org/10.1108/jec-10-2016-063

Blatt, R. (2009). Tough Love How Communal Schemas and Contracting Practices Build Relational Capital in
Entrepreneurial Teams. Academy of Management Review, 34(3), 533-551.

Blenker, P., Korsgaard, S., Neergaard, H., & Thrane, C. (2011). The questions we care about: paradigms and
progression in entrepreneurship education. Industry and Higher Education, 25(6), 417-427.
https://doi.org/10.5367/ihe.2011.0065

Bolzani, D., Fini, R., Napolitano, S., & Toschi, L. (2019). Entrepreneurial Teams: An Input-Process-Outcome
Framework. Foundations and Trends® in Entrepreneurship, 15(2), 56-258.
https://doi.org/10.1561/0300000077

Bradley, J., White, B. J., & Mennecke, B. E. (2003). Teams and Tasks. Small Group Research, 34(3), 353-387.
https://doi.org/10.1177/1046496403034003004

Brattstrém, A. (2019). Working with Startups? These are the Three Things You Ought to Know about Startup
Teams. Technology Innovation Management Review, 9(11).

Brattstrém, A., Delmar, F., Johnson, A. R., & Wennberg, K. (2020). A longitudinal project of new venture
teamwork and outcomes. In Research Handbook on Entrepreneurial Behavior, Practice and Process.
Edward Elgar Publishing.

Breslin, D., & Jones, C. (2014). Developing an evolutionary/ecological approach in enterprise education. The
International Journal of Management Education, 12(3), 433-444.
https://doi.org/10.1016/j.ijme.2014.05.010

Bresman, H. (2010). External Learning Activities and Team Performance: A Multimethod Field Study.
Organization Science, 21(1), 81-96. https://doi.org/10.1287/0rsc.1080.0413

Bresman, H., & Zellmer-Bruhn, M. (2013). The Structural Context of Team Learning: Effects of Organizational
and Team Structure on Internal and External Learning. Organization Science, 24(4), 1120-1139.
https://doi.org/10.1287/orsc.1120.0783

Brettel, M., & Rottenberger, J. D. (2013). Examining the Link between Entrepreneurial Orientation and Learning
Processes in Small and Medium-Sized Enterprises. Journal of Small Business Management, 51(4), 471-
490. https://doi.org/10.1111/jsbm.12002

Brinckmann, J., & Hoegl, M. (2011). Effects of initial teamwork capability and initial relational capability on the
development of new technology-based firms. Strategic Entrepreneurship Journal, 5(1), 37-57.
https://doi.org/10.1002/sej.106

Brown, J. S., Collins, A., & Duguid, P. (1989). Situated cognition and the culture of learning. Educational
researcher, 18(1), 32-42.

Brown, J. S., & Duguid, P. (1991). Organizational learning and communities-of-practice: Toward a unified view
of working, learning, and innovation. Organization Science, 2(1), 40-57.

Bunderson, J. S., & Boumgarden, P. (2010). Structure and learning in self-managed teams: Why “bureaucratic”
teams can be better learners. Organization Science, 21(3), 609-624.

Butler, C. L., & Williams-Middleton, K. (2014). Team conflict contributing to entrepreneurial learning:
understanding conflict as positive within an effectual problem space. International Journal of
Entrepreneurship and Innovation Management, 18(1), 5. https://doi.org/10.1504/ijeim.2014.062782

Cannavacciuolo, L., landoli, L., Ponsiglione, C., & Zollo, G. (2017). Learning by failure vs learning by habits:
Entrepreneurial learning micro-strategies as determinants of the emergence of co-located
entrepreneurial networks. International Journal of Entrepreneurial Behavior & Research, 23(3), 524-
546. https://doi.org/10.1108/ijebr-11-2015-0238

Capello, R. (1999). Spatial Transfer of Knowledge in High Technology Milieux: Learning Versus Collective
Learning Processes. Regional Studies, 33(4), 353-365. https://doi.org/10.1080/00343409950081211

Cardon, M. S., Post, C., & Forster, W. R. (2017). Team entrepreneurial passion (TEP): Its emergence and
influence in new venture teams. Academy of Management Review, 42(283-305).

Carland, J. C., & Carland Jr, J. W. (2012). A model of shared entrepreneurial leadership. Academy of
Entrepreneurship Journal, 18(2), 71-81.

114



Carpenter, A., & Wilson, R. (2021). A systematic review looking at the effect of entrepreneurship education on
higher education student. The International Journal of Management Education(In press.), 100541.
https://doi.org/10.1016/j.ijme.2021.100541

Chandler, G. N., Honig, B., & Wiklund, J. (2005). Antecedents, moderators, and performance consequences of
membership change in new venture teams. Journal of Business Venturing, 20(5), 705-725.
https://doi.org/10.1016/j.jbusvent.2004.09.001

Chandler, G. N., & Lyon, D. W. (2009). Involvement in Knowledge-Acquisition Activities by Venture Team
Members and Venture Performance. Entrepreneurship Theory and Practice, 33(3), 571-592.
https://doi.org/10.1111/j.1540-6520.2009.00317.x

Chen, M.-H., & Agrawal, S. (2018a). Exploring student’s team behavior through entrepreneurship education: a
time-lagged study. Education + Training, 60(7/8), 781-799. https://doi.org/10.1108/et-07-2017-0102

Chen, M.-H., & Agrawal, S. (2018b). What leads to effective team learning performance within university
students? The moderating effects of ‘Guanxi’. The International Journal of Management Education,
16(3), 432-445.

Chen, M.-H., Chang, Y.-Y., & Chang, Y.-C. (2017). The trinity of entrepreneurial team dynamics: cognition,
conflicts and cohesion. International Journal of Entrepreneurial Behavior & Research, 23(6), 934-951.
https://doi.org/10.1108/ijebr-07-2016-0213

Chen, M.-H., & Wang, M.-C. (2008). Social networks and a new venture's innovative capability: the role of trust
within entrepreneurial teams. R&D Management, 38(3), 253-264. https://doi.org/10.1111/j.1467-
9310.2008.00515.x

Chowdhury, S. (2005). Demographic diversity for building an effective entrepreneurial team: is it important?
Journal of Business Venturing, 20(6), 727-746. https://doi.org/10.1016/j.jbusvent.2004.07.001

Clark, I., & Dumas, G. (2015). Toward a neural basis for peer-interaction: what makes peer-learning tick?
Frontiers in Psychology, 6, 28.

Clarke, J., Thorpe, R., Anderson, L., & Gold, J. (2006). It's all action, it's all learning: action learning in SMEs.
Journal of European Industrial Training, 30(6), 441-455. https://doi.org/10.1108/03090590610688825

Clough, D. R., Fang, T. P., Vissa, B., & Wu, A. (2019). Turning Lead into Gold: How Do Entrepreneurs Mobilize
Resources to Exploit Opportunities? Academy of Management Annals, 13(1), 240-271.
https://doi.org/10.5465/annals.2016.0132

Cloutier, L. M., Cueille, S., & Recasens, G. (2017). Entrepreneurs’ perspectives on the structuring phase of the
entrepreneurial team. In Research handbook on entrepreneurial teams. Edward Elgar Publishing.

Cobb, P., & Bowers, J. (1999). Cognitive and situated learning perspectives in theory and practice. Educational
researcher, 28(2), 4-15.

Cohen, S. G., & Bailey, D. E. (1997). What makes teams work: Group effectiveness research from the shop floor
to the executive suite. Journal of Management, 23(3), 239-290. https://doi.org/10.1016/s0149-
2063(97)90034-9

Cooney, T. M. (2005). What is an entrepreneurial team? In: Sage Publications.

Cooper, A. C., Gimeno-Gascon, F. J., & Woo, C. Y. (1994). Initial human and financial capital as predictors of new
venture performance. Journal of Business Venturing, 9(5), 371-395.

Cope, J. (2003). Entrepreneurial Learning and Critical Reflection. Management Learning, 34(4), 429-450.
https://doi.org/10.1177/1350507603039067

Cope, J. (2005). Toward a dynamic learning perspective of entrepreneurship. Entrepreneurship Theory and
Practice, 29(4), 373-397.

Cope, J. (2011). Entrepreneurial learning from failure: An interpretative phenomenological analysis. Journal of
Business Venturing, 26(6), 604-623.

Cope, J., & Watts, G. (2000). Learning by doing — An exploration of experience, critical incidents and reflection
in entrepreneurial learning. International Journal of Entrepreneurial Behavior & Research, 6(3), 104-
124. https://doi.org/10.1108/13552550010346208

Corbett, A. C. (2005). Experiential learning within the process of opportunity identification and exploitation.
Entrepreneurship Theory and Practice, 29(4).

Corbett, A. C. (2007). Learning asymmetries and the discovery of entrepreneurial opportunities. Journal of
Business Venturing, 22(1), 97-118. https://doi.org/10.1016/j.jbusvent.2005.10.001

Corbin, J., & Strauss, A. (1990). Grounded Theory Research: Procedures, Canons, and Evaluative Criteria.
Qualitative Sociology, 13.

Creswell, J. W., & Poth, C. N. (2016). Qualitative inquiry and research design: Choosing among five approaches.
Sage publications.

115



Crossan, M. M., Lane, H. W., & White, R. E. (1999). An organizational learning framework: from intuition to
institution. Academy of Management Review, 24(3), 522-537.
https://doi.org/10.5465/amr.1999.2202135

De Clercq, D., & Voronov, M. (2009). Toward a practice perspective of entrepreneurship: Entrepreneurial
legitimacy as habitus. International Small Business Journal, 27(4), 395-419.

De Dreu, C. K., & Beersma, B. (2005). Conflict in organizations: Beyond effectiveness and performance.
European Journal of Work and Organizational Psychology, 14(2), 105-117.
https://doi.org/10.1080/13594320444000227

De Dreu, C. K., & Weingart, L. R. (2003). Task versus relationship conflict, team performance, and team member
satisfaction: a meta-analysis. Journal of applied Psychology, 88(4), 741.

De Jong, A., Song, M., & Song, L. Z. (2013). How Lead Founder Personality Affects New Venture Performance.
Journal of Management, 39(7), 1825-1854. https://doi.org/10.1177/0149206311407509

De Mol, E., Cardon, M. S., De Jong, B., Khapova, S. N., & Elfring, T. (2020). Entrepreneurial passion diversity in
new venture teams: An empirical examination of short- and long-term performance implications.
Journal of Business Venturing, 35(4), 105965. https://doi.org/10.1016/j.jbusvent.2019.105965

De Mol, E., Khapova, S. N., & Elfring, T. (2015). Entrepreneurial Team Cognition: A Review. International Journal
of Management Reviews, 17(2), 232-255. https://doi.org/10.1111/ijmr.12055

De Wit, F. R., Greer, L. L., & Jehn, K. A. (2012). The paradox of intragroup conflict: a meta-analysis. Journal of
applied Psychology, 97(2), 360.

Deacon, J., & Harris, J. (2011). A longitudinal reflection of blended/reflexive enterprise and entrepreneurial
education. Reflective Practice, 12(5), 599-613. https://doi.org/10.1080/14623943.2011.601560

Deakins, D., & Freel, M. (1998). Entrepreneurial learning and the growth process in SMEs. The Learning
Organization, 5(3), 144-155. https://doi.org/10.1108/09696479810223428

DeChurch, L. A., Mesmer-Magnus, J. R., & Doty, D. (2013). Moving beyond relationship and task conflict:
toward a process-state perspective. Journal of applied Psychology, 98(4), 559.

Decuyper, S., Dochy, F., & Van den Bossche, P. (2010). Grasping the dynamic complexity of team learning: An
integrative model for effective team learning in organisations. Educational Research Review, 5(2), 111-
133. https://doi.org/10.1016/j.edurev.2010.02.002

Denzin, N. K., & Lincoln, Y. S. (2011). The Sage handbook of qualitative research. sage.

Dewey, J. (1922). Human nature and conduct. The middle works of John Dewey, vol. Jo Ann Boydston.
Carbondale: Southern Illinois University Press. Cited as MW, 14.

Dewey, J. (1928). Body and mind. Bulletin of the New York Academy of Medicine, 4(1), 3.

Dewey, J. (1931). Context and thought. University of California publications in philosophy, 12(3).

Dewey, J. (1938). Logic: The theory of inquiry Vol. 12.

Diakanastasi, E., Karagiannaki, A., & Pramatari, K. (2018). Entrepreneurial Team Dynamics and New Venture
Creation Process: An Exploratory Study Within a Start-Up Incubator. SAGE Open, 8(2),
215824401878144. https://doi.org/10.1177/2158244018781446

Dillenbourg, P. (1999). What do you mean by collaborative learning? In: Citeseer.

Dimov, D. (2007a). Beyond the Single-Person, Single-Insight Attribution in Understanding Entrepreneurial
Opportunities. Entrepreneurship Theory and Practice, 31(5), 713-731. https://doi.org/10.1111/j.1540-
6520.2007.00196.x

Dimov, D. (2007b). From Opportunity Insight to Opportunity Intention: The Importance of Person-Situation
Learning Match. Entrepreneurship Theory and Practice, 31(4), 561-583.
https://doi.org/10.1111/j.1540-6520.2007.00188.x

Donnellon, A., Ollila, S., & Williams Middleton, K. (2014). Constructing entrepreneurial identity in
entrepreneurship education. The International Journal of Management Education, 12(3), 490-499.
https://doi.org/10.1016/j.ijme.2014.05.004

Driskell, J. E., Salas, E., & Driskell, T. (2018). Foundations of teamwork and collaboration. Am Psychol, 73(4),
334-348. https://doi.org/10.1037/amp0000241

Drisko, J. W. (1997). Strengthening Qualitative Studies and Reports. Journal of Social Work Education, 33(1),
185-197. https://doi.org/10.1080/10437797.1997.10778862

Druskat, V. U., & Kayes, D. C. (2000). Learning versus Performance in Short-Term Project Teams. Small Group
Research, 31(3), 328-353. https://doi.org/10.1177/104649640003100304

Dutta, D. K., & Crossan, M. M. (2005). The Nature of Entrepreneurial Opportunities: Understanding the Process
Using the 41 Organizational Learning Framework. Entrepreneurship Theory and Practice, 29(4), 425-
449. https://doi.org/10.1111/j.1540-6520.2005.00092.x

116



Duval-Couetil, N. (2013). Assessing the Impact of Entrepreneurship Education Programs: Challenges and
Approaches. Journal of Small Business Management, 51(3), 394-409.
https://doi.org/10.1111/jsbm.12024

Easterby-Smith, M., Thorpe, R., & Jackson, P. R. (2012). Management research. Sage.

Easton, G. (2010). Critical realism in case study research. Industrial marketing management, 39(1), 118-128.
https://doi.org/10.1016/j.indmarman.2008.06.004

Edmondson, A. C. (1999). Psychological Safety and Learning Behavior in Work Teams. Administrative Science
Quarterly, 44(2), 350-383.

Edmondson, A. C. (2002). The local and variegated nature of learning in organizations: A group-level
perspective. Organization Science, 13(2), 128-146.

Edmondson, A. C., Dillon, J. R., & Roloff, K. S. (2007). 6 Three Perspectives on Team Learning. Academy of
Management Annals, 1(1), 269-314. https://doi.org/10.5465/078559811

Edmondson, A. C., & McManus, S. E. (2007). Methodological fit in management field research. Academy of
Management Review, 32(4), 1246-1264.

Eisenhardt, K. M. (1989). Building theories from case study research. Academy of Management Review, 14(4),
532-550.

Eisenhardt, K. M. (2013). Top management teams and the performance of entrepreneurial firms. Small
Business Economics, 40(4), 805-816.

Eisenhardt, K. M., & Graebner, M. E. (2007). Theory Building from Cases: Opportunities and Challenges. The
Academy of Management Journal, 50(1), 25-32.

Eisenhardt, K. M., & Schoonhoven, C. B. (1990). Organizational Growth: Linking Founding Team, Strategy,
Environment, and Growth Among U.S. Semiconductor Ventures, 1978-1988. Administrative Science
Quarterly, 35(3), 504. https://doi.org/10.2307/2393315

El-Awad, Z., Gabrielsson, J., & Politis, D. (2017b). Entrepreneurial learning and innovation: The critical role of
team-level learning for the evolution of innovation capabilities in technologybased ventures.
International Journal of Entrepreneurial Behavior & Research, 23(3), 381-405.
https://doi.org/10.1108/ijebr-06-2016-0177

Elder-Vass, D. (2022). Pragmatism, critical realism and the study of value. Journal of Critical Realism, 1-27.
https://doi.org/10.1080/14767430.2022.2049088

Ensley, M. D., Carland, J. W., & Carland, J. C. (1998). The effects of entrepreneurial team skill heterogenity and
functional diversity on new venture prefromance. . Journal of Business and Entrepreneurship.

Ensley, M. D., & Hmieleski, K. M. (2005). A comparative study of new venture top management team
composition, dynamics and performance between university-based and independent start-ups.
Research Policy, 34(7), 1091-1105. https://doi.org/10.1016/j.respol.2005.05.008

Ensley, M. D., Hmieleski, K. M., & Pearce, C. L. (2006). The importance of vertical and shared leadership within
new venture top management teams: Implications for the performance of startups. The Leadership
Quarterly, 17(3), 217-231. https://doi.org/10.1016/j.leaqua.2006.02.002

Ensley, M. D., & Pearce, C. I. (2001). Shared cognition in top managmenet teams implications. Journal of
Organizational Behavior, 22, 145-160

Ensley, M. D., Pearson, A., & Pearce, C. L. (2003). Top management team process, shared leadership, and new
venture performance: a theoretical model and research agenda. Human Resource Management
Review, 13(2), 329-346. https://doi.org/10.1016/s1053-4822(03)00020-2

Ensley, M. D., Pearson, A. W., & Amason, A. C. (2002). Understanding the dynamics of new venture top
management teams: cohesion, conflict, and new venture performance. Journal of Business Venturing,
17(4), 365-386. https://doi.org/10.1016/s0883-9026(00)00065-3

Fang, S.-C., Tsai, F.-S., & Lin, J. L. (2010). Leveraging tenant-incubator social capital for organizational learning
and performance in incubation programme. International Small Business Journal: Researching
Entrepreneurship, 28(1), 90-113. https://doi.org/10.1177/0266242609350853

Fayolle, A., & Gailly, B. (2008). From craft to science: Teaching models and learning processes in
entrepreneurship education. Journal of European Industrial Training, 32(7), 569-593.

Ferriani, S., Cattani, G., & Baden-Fuller, C. (2009). The relational antecedents of project-entrepreneurship:
Network centrality, team composition and project performance. Research Policy, 38(10), 1545-1558.
https://doi.org/10.1016/j.respol.2009.09.001

Folger, R., & Stein, C. (2017). Abduction 101: Reasoning processes to aid discovery. Human Resource
Management Review, 27(2), 306-315. https://doi.org/10.1016/j.hrmr.2016.08.007

117



Foo, M.-D. (2011). Teams developing business ideas: how member characteristics and conflict affect member-
rated team effectiveness. Small Business Economics, 36(1), 33-46. https://doi.org/10.1007/s11187-
009-9176-8

Forbes, D. P., Borchert, P. S., Zellmer-Bruhn, M. E., & Sapienza, H. J. (2006). Entrepreneurial Team Formation:
An Exploration of New Member Addition. Entrepreneurship Theory and Practice, 30(2), 225-248.
https://doi.org/10.1111/j.1540-6520.2006.00119.x

Franke, N., Gruber, M., Harhoff, D., & Henkel, J. (2008). Venture capitalists’ evaluations of start—up teams:
Trade-offs, knock—out criteria, and the impact of VC experience. Entrepreneurship Theory and
Practice, 32(3), 459-483.

Gartner, W. B. (1988). Who is the entrepreneur? is the wrong question. Academy of Management Review,
10(10), 696-706.

Gehman, J., Glaser, V. L., Eisenhardt, K. M., Gioia, D., Langley, A., & Corley, K. G. (2018). Finding theory—method
fit: A comparison of three qualitative approaches to theory building. Journal of Management Inquiry,
27(3), 284-300.

George, A. L., & Bennett, A. (2005). Case studies and theory development in the social sciences. mit Press.

Gerring, J. (2006). Case study research: Principles and practices. Cambridge university press.

Gherardi, S., Nicolini, D., & Odella, F. (1998). Toward a social understanding of how people learn in
organizations: The notion of situated curriculum. Management Learning, 29(3), 273-297.

Gibson, C., & Vermaulen, F. (2003). A Healthy Divide: Subgroups as a Stimulus for Team Learning Behavior.
Administrative Science Quarterly, 48, 202-239.

Gielnik, M. M., Frese, M., Kahara-Kawuki, A., Wasswa Katono, I., Kyejjusa, S., Ngoma, M., Munene, J.,
Namatovu-Dawa, R., Nansubuga, F., Orobia, L., Oyugi, J., Sejjaaka, S., Sserwanga, A., Walter, T.,
Bischoff, K. M., & Dlugosch, T. J. (2015). Action and Action-Regulation in Entrepreneurship: Evaluating
a Student Training for Promoting Entrepreneurship. Academy of Management Learning & Education,
14(1), 69-94. https://doi.org/10.5465/amle.2012.0107

Gioia, D. A., Corley, K. G., & Hamilton, A. L. (2013). Seeking qualitative rigor in inductive research: Notes on the
Gioia methodology. Organizational research methods, 16(1), 15-31.

Glaser, B., G, & Strauss, A., L. (1967). The discovery of grounded theory: strategies for qualitative research. New
York, Adline de Gruyter.

Guba, E. G., & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. Handbook of qualitative
research, 2(163-194), 105.

Guillemin, M., & Gillam, L. (2004). Ethics, Reflexivity, and “Ethically Important Moments” in Research.
Qualitative Inquiry, 10(2), 261-280. https://doi.org/10.1177/1077800403262360

Hackman, J. R. (1987). Design of work teams Handbook of Organizational Behavior, 315-342.

Hackman, J. R. (1990). Groups that work and those that don't. Jossey-Bass.

Hackman, J. R., & Morris, C. G. (1975). Group tasks, group interaction process, and group performance
effectiveness: A review and proposed integration. In Advances in experimental social psychology (Vol.
8, pp. 45-99). Elsevier.

Hahn, D., Minola, T., Van Gils, A., & Huybrechts, J. (2017). Entrepreneurial education and learning at
universities: exploring multilevel contingencies. Entrepreneurship & Regional Development, 29(9-10),
945-974. https://doi.org/10.1080/08985626.2017.1376542

Hall, J. N. (2013). Pragmatism, Evidence, and Mixed Methods Evaluation. New Directions for Evaluation,
2013(138), 15-26. https://doi.org/10.1002/ev.20054

Hambrick, D. C. (2007). Upper echelons theory: An update. In: Academy of Management Briarcliff Manor, NY
10510.

Hambrick, D. C., & Mason, P. A. (1984). Upper echelons: The organization as a reflection of its top managers.
Academy of Management Review, 9(2), 193-206.

Hamilton, E. (2011). Entrepreneurial learning in family business. Journal of Small Business and Enterprise
Development, 18(1), 8-26. https://doi.org/10.1108/14626001111106406

Haneberg, D. H. (2019). Entrepreneurial learning as an effectual process. The Learning Organization, 26(6), 631-
647. https://doi.org/10.1108/tlo-04-2018-0064

Haneberg, D. H. (2020). Student Entrepreneurs' learning from action and interaction. Norwegian University of
Science and Technology

Haneberg, D. H., Brandshaug, S. W., & Aadland, T. (2018). Eierskap og teamprosess i aksjonsbasert
entreprengrskapsutdanning. Uniped, 41(01), 42-53. https://doi.org/10.18261/issn.1893-8981-2018-
01-04

118



Haneberg, D. H., & Aaboen, L. (2021). Entrepreneurial learning behaviour of community insiders. International
Journal of Entrepreneurial Behavior & Research, ahead-of-print(ahead-of-print).
https://doi.org/10.1108/ijebr-04-2020-0255

Haneberg, D. H., & Aadland, T. (2019). Learning from venture creation in higher education. Industry and Higher
Education. https://doi.org/10.1177/0950422219884020

Harms, R. (2015). Self-regulated learning, team learning and project performance in entrepreneurship
education: Learning in a lean startup environment. Technological Forecasting and Social Change, 100,
21-28. https://doi.org/10.1016/j.techfore.2015.02.007

Harper, D. A. (2008). Towards a theory of entrepreneurial teams. Journal of Business Venturing, 23(6), 613-626.
https://doi.org/10.1016/j.jbusvent.2008.01.002

Harrison, R. T., & Leitch, C. M. (2005). Entrepreneurial Learning: Researching the Interface Between Learning
and the Entrepreneurial Context. Entrepreneurship Theory and Practice, 29(4), 351-371.
https://doi.org/10.1111/j.1540-6520.2005.00089.x

Harvey, J.-F., Johnson, K. J., Roloff, K. S., & Edmondson, A. C. (2019). From orientation to behavior: The
interplay between learning orientation, open-mindedness, and psychological safety in team learning.
Human Relations, 72(11), 1726-1751. https://doi.org/10.1177/0018726718817812

Held, L., Herrmann, A. M., & Van Mossel, A. (2018). Team formation processes in new ventures. Small Business
Economics, 51(2), 441-464. https://doi.org/10.1007/s11187-018-0010-z

Hlady-Rispal, M., & Jouison-Laffitte, E. (2014). Qualitative Research Methods and Epistemological Frameworks:
A Review of Publication Trends in Entrepreneurship. Journal of Small Business Management, 52(4),
594-614. https://doi.org/10.1111/jsbm.12123

Holcomb, T. R., Ireland, R. D., Holmes Jr, R. M., & Hitt, M. A. (2009). Architecture of entrepreneurial learning:
Exploring the link among heuristics, knowledge, and action. Entrepreneurship Theory and Practice,
33(1), 167-192.

Hoppe, M. (2016). Policy and entrepreneurship education. Small Business Economics, 46(1), 13-29.
https://doi.org/10.1007/s11187-015-9676-7

Howorth, C., Smith, S. M., & Parkinson, C. (2012). Social learning and social entrepreneurship education.
Academy of Management Learning & Education, 11(3), 371-389.

Huber, G. P. (1991). Organizational learning: The contributing processes and the literatures. Organization
Science, 2(1), 88-115.

Huebscher, J., & Lendner, C. (2012). Effects of Entrepreneurship Simulation Game Seminars on Entrepreneurs’
and Students’ Learning. Journal of Small Business & Entrepreneurship, 23(4), 543-554.
https://doi.org/10.1080/08276331.2010.10593500

Hytti, U., Stenholm, P., Heinonen, J., & Seikkula- Leino, J. (2010). Perceived learning outcomes in
entrepreneurship education. Education + Training, 52(8/9), 587-606.
https://doi.org/10.1108/00400911011088935

Hagg, G. (2017). Experiential entrepreneurship education. Reflective thinking as a counterbalance to action for
developing entrepreneurial knowledge. Lund University

Hagg, G. (2020). The study group method—how cooperative learning among peers contributes to experiential
entrepreneurship education. International Journal of Entrepreneurship and Small Business.

Hagg, G. (2021). The entrepreneurial diary — a reflective learning activity to enhance the judgmental abilities of
student entrepreneurs. International Journal of Entrepreneurial Behavior & Research, ahead-of-
print(ahead-of-print), 1142-1165. https://doi.org/10.1108/ijebr-07-2020-0496

Hagg, G., & Gabrielsson, J. (2019). A systematic literature review of the evolution of pedagogy in
entrepreneurial education research. International Journal of Entrepreneurial Behavior & Research.

Hagg, G., & Gabrielsson, J. (2020). A systematic literature review of the evolution of pedagogy in
entrepreneurial education research. International Journal of Entrepreneurial Behavior & Research,
26(5), 829-861. https://doi.org/https://doi.org/10.1108/IJEBR-04-2018-0272

Hagg, G., & Kurczewska, A. (2020). Towards a Learning Philosophy Based on Experience in Entrepreneurship
Education. Entrepreneurship Education and Pedagogy, 3(2), 129-153.
https://doi.org/10.1177/2515127420910679

Hagg, G., & Kurczewska, A. (2022). Entrepreneurship Education - Scholarly Progress and Future Challenge.
Routledge. https://doi.org/10.4324/9781003194972

Itin, C. M. (1999). Reasserting the philosophy of experiential education as a vehicle for change in the 21st
century. Journal of experiential Education, 22(2), 91-98.

Jack, S. L., & Anderson, A. R. (2002). The effects of embeddedness on the entrepreneurial process. Journal of
Business Venturing, 17(5), 467-487.

119



Jehn, K. A. (1995). A Multimethod Examination of the Benefits and Detriments of Intragroup Conflict.
Administrative Science Quarterly, 40(2), 256. https://doi.org/10.2307/2393638

Jehn, K. A., & Bendersky, C. (2003). Intragroup conflict in organizations: A contingency perspective on the
conflict-outcome relationship. Research in organizational behavior, 25, 187-242.

Jehn, K. A., & Mannix, E. A. (2001). The dynamic nature of conflict: A longitudinal study of intragroup conflict
and group performance. Academy of Management Journal, 44(2), 238-251.

Jehn, K. A., & Rupert, J. (2008). Group faultlines and team learning: How to benefit from different perspectives.
Work group learning: Understanding, improving assessing how groups learn in organizations, 19-148.

Jiang, Y., & Tornikoski, E. T. (2019). Perceived uncertainty and behavioral logic: Temporality and unanticipated
consequences in the new venture creation process. Journal of Business Venturing, 34(1), 23-40.
https://doi.org/10.1016/j.jbusvent.2018.06.002

Jin, L., Madison, K., Kraiczy, N. D., Kellermanns, F. W., Crook, T. R., & Xi, J. (2017). Entrepreneurial Team
Composition Characteristics and New Venture Performance: A Meta-Analysis. Entrepreneurship Theory
and Practice, 41(5), 743-771. https://doi.org/10.1111/etap.12232

Johannisson, B. (2011). Towards a practice theory of entrepreneuring. Small Business Economics, 36(2), 135-
150.

Jones, P., Pickernell, D., Fisher, R., & Netana, C. (2017). A tale of two universities: graduates perceived value of
entrepreneurship education. Education + Training, 59(7/8), 689-705. https://doi.org/10.1108/et-06-
2017-0079

Jung, H., Vissa, B., & Pich, M. (2017). How do entrepreneurial founding teams allocate task positions? Academy
of Management Journal, 60(1), 264-294.

Kamm, J. B., Shuman, J. C., Seeger, J. A., & Nurick, A. J. (1990). Entrepreneurial teams in new venture creation:
A research agenda. Entrepreneurship Theory and Practice, 14(4), 7-17.

Karatas-Ozkan, M. (2011). Understanding relational qualities of entrepreneurial learning: Towards a multi-
layered approach. Entrepreneurship & Regional Development, 23(9-10), 877-906.
https://doi.org/10.1080/08985626.2011.577817

Karlsson, T., & Moberg, K. (2013). Improving perceived entrepreneurial abilities through education: Exploratory
testing of an entrepreneurial self efficacy scale in a pre-post setting. The International Journal of
Management Education, 11(1), 1-11. https://doi.org/10.1016/j.ijme.2012.10.001

Karlsson, T., & Nowell, P. (2020). Entrepreneurship Education: Team Composition in Known Worlds and New
Frontiers. Entrepreneurship Education and Pedagogy, 251512742090589.
https://doi.org/10.1177/2515127420905890

Kasl, E., Marsick, V. J., & Dechant, K. (1997). Teams as learners: A research-based model of team learning. The
Journal of Applied Behavioral Science, 33(2), 227-246.

Kassean, H., Vanevenhoven, J., Liguori, E., & Winkel, D. E. (2015). Entrepreneurship education: a need for
reflection, real-world experience and action. International Journal of Entrepreneurial Behavior &
Research, 21(5), 690-708. https://doi.org/10.1108/ijebr-07-2014-0123

Katz, J., & Gartner, W. B. (1988). Properties of emerging organizations. Academy of management review, 13(3),
429-441.

Katz, J. A. (2003). The chronology and intellectual trajectory of American entrepreneurship education: 1876—
1999. Journal of Business Venturing, 18(2), 283-300.

Kaushik, V., & Walsh, C. A. (2019). Pragmatism as a Research Paradigm and Its Implications for Social Work
Research. Social Sciences, 8(9), 255. https://doi.org/10.3390/s0csci8090255

Kayes, A. B., Kayes, D. C., & Kolb, D. A. (2005). Experiential learning in teams. Simulation & Gaming, 36(3), 330-
354. https://doi.org/10.1177/1046878105279012

Kelly, L. M., & Cordeiro, M. (2020). Three principles of pragmatism for research on organizational processes.
Methodological Innovations, 13(2), 205979912093724. https://doi.org/10.1177/2059799120937242

Kempster, S., & Cope, J. (2010). Learning to lead in the entrepreneurial context. International Journal of
Entrepreneurial Behavior & Research.

Khan, M. S., Breitenecker, R. J., Gustafsson, V., & Schwarz, E. J. (2015). Innovative Entrepreneurial Teams: The
Give and Take of Trust and Conflict. Creativity and Innovation Management, 24(4), 558-573.
https://doi.org/10.1111/caim.12152

Kim, J.-Y., & Miner, A. S. (2007). Vicarious Learning from the Failures and Near-Failures of Others: Evidence
from the U.S. Commercial Banking Industry. Academy of Management Journal, 50(3), 687-714.
https://doi.org/10.5465/am].2007.25529755

120



Klotz, A. C., Hmieleski, K. M., Bradley, B. H., & Busenitz, L. W. (2014). New Venture Teams: A Review of the
Literature and Roadmap for Future Research. Journal of Management, 40(1), 226-255.
https://doi.org/10.1177/0149206313493325

Knight, A. P., Greer, L. L., & De Jong, B. (2020). Start-Up Teams: A Multidimensional Conceptualization,
Integrative Review of Past Research, and Future Research Agenda. Academy of Management Annals,
14(1), 231-266. https://doi.org/10.5465/annals.2018.0061

Knipfer, K., Kump, B., Wessel, D., & Cress, U. (2013). Reflection as a catalyst for organisational learning. Studies
in Continuing Education, 35(1), 30-48. https://doi.org/10.1080/0158037x.2012.683780

Knipfer, K., Schreiner, E., Schmid, E., & Peus, C. (2018). The Performance of Pre-Founding Entrepreneurial
Teams: The Importance of Learning and Leadership. Applied Psychology, 67(3), 401-427.
https://doi.org/10.1111/apps.12126

Knockaert, M., Ucbasaran, D., Wright, M., & Clarysse, B. (2011). The relationship between knowledge transfer,
top management team composition, and performance: the case of science-based entrepreneurial
firms. Entrepreneurship Theory and Practice, 35(4), 777-803.

Kolb, A. Y., & Kolb, D. A. (2005). Learning styles and learning spaces: Enhancing experiential learning in higher
education. Academy of Management Learning & Education, 4(2), 193-212.

Kolb, A. Y., & Kolb, D. A. (2009). Experiential Learning Theory: A Dynamic, Holistic Approach to Management
Learning, Education and Development. In The SAGE Handbook of Management Learning, Education
and Development (pp. 42-68). https://doi.org/10.4135/9780857021038.n3

Kolb, D. A. (1984). Experiential learning: Experience as the source of learning and development. Prentice-Hall,
Inc., Englewood Cliffs, New Jersey 07632.

Konopaski, M., Jack, S., & Hamilton, E. (2015). How family business members learn about continuity. Academy
of Management Learning & Education, 14(3), 347-364.

Kotey, B. (2007). Teaching the attributes of venture teamwork in tertiary entrepreneurship programmes.
Education + Training, 49(8/9), 634-655. https://doi.org/10.1108/00400910710834067

Kozlowski, S. W. J., & ligen, D. R. (2006). Enhancing the Effectiveness of Work Groups and Teams. Psychological
Science in the Public Interest, 7(3), 77-124. https://doi.org/10.1111/j.1529-1006.2006.00030.x

Kubbergd, E., & Pettersen, I. B. (2017). Exploring situated ambiguity in students’ entrepreneurial learning.
Education + Training, 59(3), 265-279. https://doi.org/10.1108/et-04-2016-0076

Kubbergd, E., & Pettersen, I. B. (2018). The role of peripherality in students’ entrepreneurial learning.
Education + Training, 60(1), 2-15. https://doi.org/10.1108/et-06-2016-0106

Kuratko, D. F. (2005). The emergence of entrepreneurship education: Development, trends, and challenges
Entrepreneurship Theory and Practice, 29(5), 577-598.

Kvale, S., & Brinkmann, S. (2009). Interviews: Learning the craft of qualitative research interviewing. sage.

Kyndt, E., Raes, E., Lismont, B., Timmers, F., Cascallar, E., & Dochy, F. (2013). A meta-analysis of the effects of
face-to-face cooperative learning. Do recent studies falsify or verify earlier findings? Educational
Research Review, 10, 133-149.

Lackéus, M. (2014). An emotion based approach to assessing entrepreneurial education. The International
Journal of Management Education, 12(3), 374-396. https://doi.org/10.1016/j.ijme.2014.06.005

Lackéus, M. (2020). Comparing the impact of three different experiential approaches to entrepreneurship in
education. International Journal of Entrepreneurial Behavior & Research, 26(5), 937-971.
https://doi.org/10.1108/ijebr-04-2018-0236

Lackéus, M., & Williams Middleton, K. (2015). Venture creation programs: bridging entrepreneurship education
and technology transfer. Education + Training, 57(1), 48-73. https://doi.org/10.1108/et-02-2013-0013

Lackéus, M., & Williams Middleton, K. (2018). Assessing Experiential Entrepreneurship Education: Key Insights
from Five Methods in Use at a Venture Creation Programme. In (pp. 19-49). Springer International
Publishing. https://doi.org/10.1007/978-3-319-90005-6_2

Ladyman, J. (2002). Understanding philosophy of science. Psychology Press.

Landstrom, H., Gabrielsson, J., Politis, D., Sérheim, R., & Djupdal, K. (2021). The Social Structure of
Entrepreneurial Education as a Scientific Field. Academy of Management Learning & Education.
https://doi.org/10.5465/amle.2020.0140

Lattacher, W., & Wdowiak, M. A. (2020). Entrepreneurial learning from failure. A systematic review.
International Journal of Entrepreneurial Behavior & Research, 26(5), 1093-1131.
https://doi.org/10.1108/ijebr-02-2019-0085

Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation. Cambridge university
press.

121



Lazar, M., Miron-Spektor, E., Agarwal, R., Erez, M., Goldfarb, B., & Chen, G. (2020). Entrepreneurial Team
Formation. Academy of Management Annals, 14(1), 29-59. https://doi.org/10.5465/annals.2017.0131

Le Pontois, S., & Foliard, S. (2018). Dynamics of student entrepreneurial teams: understanding individual coping
strategies to build efficient teams. In Entrepreneurial Universities. Edward Elgar Publishing.

Lechler, T. (2001). Social Interaction: A Determinant of Entrepreneurial Team Venture Success. Small Business
Economics, 16(4), 263-278. https://doi.org/10.1023/a:1011167519304

Lefebvre, V., Radu Lefebvre, M., & Simon, E. (2015). Formal entrepreneurial networks as communities of
practice: a longitudinal case study. Entrepreneurship & Regional Development, 27(7-8), 500-525.
https://doi.org/10.1080/08985626.2015.1070539

LePine, J. A., Piccolo, R. F., Jackson, C. L., Mathieu, J. E., & Saul, J. R. (2008). A meta- analysis of teamwork
processes: tests of a multidimensional model and relationships with team effectiveness criteria.
Personnel Psychology, 61(2), 273-307.

Lévesque, M., Minniti, M., & Shepherd, D. (2009). Entrepreneurs’ Decisions on Timing of Entry: Learning from
Participation and from the Experiences of Others. Entrepreneurship Theory and Practice, 33(2), 547-
570. https://doi.org/10.1111/j.1540-6520.2009.00303.x

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. sage.

Locke, K., Golden-Biddle, K., & Feldman, M. S. (2008). Perspective—Making doubt generative: Rethinking the
role of doubt in the research process. Organization Science, 19(6), 907-918.

Lockett, N., Quesada-Pallares, C., Williams-Middleton, K., Padilla-Meléndez, A., & Jack, S. (2017). ‘Lost in space’:
The role of social networking in university-based entrepreneurial learning. Industry and Higher
Education, 31(2), 67-80. https://doi.org/10.1177/0950422217693962

Longva, K. K., & Foss, L. (2018). Measuring impact through experimental design in entrepreneurship education:
A literature review and research agenda. Industry and Higher Education, 32(6), 358-374.
https://doi.org/10.1177/0950422218804912

Lundqvist, M., Williams Middleton, K., & Nowell, P. (2015). Entrepreneurial Identity and Role Expectations in
Nascent Entrepreneurship. Industry and Higher Education, 29(5), 327-344.
https://doi.org/10.5367/ihe.2015.0272

Lundqvist, M. A. (2014). The importance of surrogate entrepreneurship for incubated Swedish technology
ventures. Technovation, 34(2), 93-100. https://doi.org/10.1016/j.technovation.2013.08.005

Macpherson, A., Anderson, L., Trehan, K., & Jayawarna, D. (2022). Editorial: Entrepreneurial learning: a situated
and contextual process. International Journal of Entrepreneurial Behavior &amp; Research, 28(2), 277-
282. https://doi.org/10.1108/ijebr-03-2022-995

Man, T. W. Y., & Farquharson, M. (2015). Psychological ownership in team-based entrepreneurship education
activities. International Journal of Entrepreneurial Behavior & Research, 21(4), 600-621.
https://doi.org/10.1108/ijebr-11-2012-0126

Mansoori, Y. (2017). Enacting the lean startup methodology: The role of vicarious and experiential learning
processes. International Journal of Entrepreneurial Behavior & Research, 23(5), 812-838.

Marks, M. A., Mathieu, J. E., & Zaccaro, S. J. (2001). A temporally based framework and taxonomy of team
processes. Academy of Management Review, 26(3), 356-376.

Mathieu, J. E., & Schulze, W. (2006). The influence of team knowledge and formal plans on episodic team
process-performance relationships. Academy of Management Journal, 49(3), 605-619.

McDermott, R. (1999). Learning across teams. Knowledge Management Review, 8(3), 32-36.

McGrath, J. E. (1984). Groups: Interaction and performance (Vol. 14). Prentice-Hall Englewood Cliffs, NJ.

McKelvie, A., Haynie, J. M., & Gustavsson, V. (2011). Unpacking the uncertainty construct: Implications for
entrepreneurial action. Journal of Business Venturing, 26(3), 273-292.
https://doi.org/10.1016/j.jbusvent.2009.10.004

McMullen, J. S. (2015). Entrepreneurial judgment as empathic accuracy: a sequential decision-making approach
to entrepreneurial action. Journal of Institutional Economics, 11(3), 651-681.
https://doi.org/10.1017/s1744137413000386

McMullen, J. S., & Shepherd, D. (2006). Entrepreneurial Action and the Role of Uncertainty in the Theory of the
Entrepreneur. Academy of Management Review, 31(1), 132-152.

Mercieca, B. (2017). What is a community of practice? In Communities of practice (pp. 3-25). Springer.

Michaelsen, L. K., Watson, W., Cragin, J. P., & Dee Fink, L. (1982). Team Learning: a Potential Solution To the
Problems of Large Classes. Exchange: The Organizational Behavior Teaching Journal, 7(1), 13-22.
https://doi.org/10.1177/105256298200700103

Miles, M. B., Huberman, A. M., & Saldana, J. (2014). Qualitative data analysis: A method sourcebook. CA, US:
Sage Publications.

122



Miller, D. L. (2009). The Stages of Group Development: A Retrospective Study of Dynamic Team Processes.
Canadian Journal of Administrative Sciences / Revue Canadienne des Sciences de I'Administration,
20(2), 121-134. https://doi.org/10.1111/j.1936-4490.2003.tb00698.x

Minniti, M., & Bygrave, W. (2001). A dynamic model of entrepreneurial learning. Entrepreneurship Theory and
Practice, 25(3), 5-16.

Misganaw, B. A. (2022). Entrepreneurial team formation, task allocation in new ventures and the theory of
imprinting. In Rethinking the Social in Innovation and Entrepreneurship. Edward Elgar Publishing.

Morgan, D. L. (2014). Pragmatism as a paradigm for social research. Qualitative Inquiry, 20(8), 1045-1053.

Morgeson, F. P., & Hofmann, D. A. (1999). The Structure and Function of Collective Constructs: Implications for
Multilevel Research and Theory Development. Academy of Management Review, 24(2), 249-265.
https://doi.org/10.5465/amr.1999.1893935

Mwasalwiba, E. S. (2010). Entrepreneurship education: a review of its objectives, teaching methods, and impact
indicators. Education+ Training, 52(1), 20-47.

Nabi, G., Lifian, F., Fayolle, A., Krueger, N., & Walmsley, A. (2017). The Impact of Entrepreneurship Education in
Higher Education: A Systematic Review and Research Agenda. Academy of Management Learning &
Education, 16(2), 277-299. https://doi.org/10.5465/amle.2015.0026

Neck, H. M., & Corbett, A. C. (2018). The Scholarship of Teaching and Learning Entrepreneurship.
Entrepreneurship Education and Pedagogy, 1(1), 8-41. https://doi.org/10.1177/2515127417737286

Neck, H. M., & Greene, P. G. (2011). Entrepreneurship Education: Known Worlds and New Frontiers. Journal of
Small Business Management, 49(1), 55-70. https://doi.org/10.1111/j.1540-627x.2010.00314.x

Neergaard, H., Robinson, S., & Jones, S. (2020). Transformative learning in the entrepreneurship education
process: the role of pedagogical nudging and reflection. International Journal of Entrepreneurial
Behavior & Research, ahead-of-print(ahead-of-print). https://doi.org/10.1108/ijebr-04-2020-0235

Neufeld, D., Fang, Y., & Wan, Z. (2013). Community of practice behaviors and individual learning outcomes.
Group Decision and Negotiation, 22(4), 617-639.

Neumeyer, X., & McKenna, A. (2016). Entrepreneurial thinking in interdisciplinary student teams. Advances in
Engineering Education, 5(1), n1.

Neumeyer, X., & Santos, S. C. (2020). A lot of different flowers make a bouquet: The effect of gender
composition on technology-based entrepreneurial student teams. International Entrepreneurship and
Management Journal, 16(1), 93-114. https://doi.org/10.1007/s11365-019-00603-7

Nieminen, L., & Hytti, U. (2016). Commitment to an entrepreneurship training programme for self-employed
entrepreneurs, and learning from participation. Education+Training, 58(7-8), 715-732.
https://doi.org/10.1108/Et-02-2016-0036

Nogueira, T. F. (2019). Entrepreneurial learning: what do we mean by it? The Learning Organization, 26(6), 560-
573. https://doi.org/10.1108/tl0-04-2018-0067

Nogueira, T. F., & Alsos, G. A. (2018). The co-development process of new venture ideas and entrepreneurs’
learning. In M. Bréannback & A. L. Carsrud (Eds.), A Research Agenda for Entrepreneurial Cognition and
Intention. Edward Elgar Publishing.

Naykki, P., Jarveld, S., Kirschner, P. A., & Jarvenoja, H. (2014). Socio-emotional conflict in collaborative
learning—A process-oriented case study in a higher education context. International Journal of
Educational Research, 68, 1-14.

O'Brien, E., & Hamburg, I. (2019). A critical review of learning approaches for entrepreneurship education in a
contemporary society. European Journal of Education, 54(4), 525-537.
https://doi.org/10.1111/ejed.12369

O'Neill, T. A., & Mclarnon, M. J. (2018). Optimizing team conflict dynamics for high performance teamwork.
Human Resource Management Review, 28(4), 378-394.

Ollila, S., & Middleton, K. W. (2011). The venture creation approach: integrating entrepreneurial education and
incubation at the university. International Journal of Entrepreneurship Innovation Management, 13(2),
161. https://doi.org/10.1504/ijeim.2011.038857

Omidvar, O., & Kislov, R. (2014). The Evolution of the Communities of Practice Approach. Journal of
Management Inquiry, 23(3), 266-275. https://doi.org/10.1177/1056492613505908

Onwuegbuzie, A. J., & Leech, N. L. (2005). On Becoming a Pragmatic Researcher: The Importance of Combining
Quantitative and Qualitative Research Methodologies. International Journal of Social Research
Methodology, 8(5), 375-387. https://doi.org/10.1080/13645570500402447

Ormerod, R. (2006). The history and ideas of pragmatism. Journal of the Operational Research Society, 57(8),
892-909. https://doi.org/10.1057/palgrave.jors.2602065

123



Packard, M. D. (2017). Where did interpretivism go in the theory of entrepreneurship? Journal of Business
Venturing, 32(5), 536-549.

Pansiri, J. (2005). Pragmatism: A methodological approach to researching strategic alliances in tourism. Tourism
and Hospitality Planning &amp; Development, 2(3), 191-206.
https://doi.org/10.1080/14790530500399333

Patzelt, H., Preller, R., & Breugst, N. (2020). Understanding the Life Cycles of Entrepreneurial Teams and Their
Ventures: An Agenda for Future Research. Entrepreneurship Theory and Practice, 104225872097838.
https://doi.org/10.1177/1042258720978386

Pazos, P., Pérez-Lépez, M. C., & Gonzalez-Lopez, M. J. (2022). Examining teamwork competencies and team
performance in experiential entrepreneurship education: emergent intragroup conflict as a learning
triggering event. Education + Training, ahead-of-print(ahead-of-print). https://doi.org/10.1108/et-06-
2021-0208

Peschl, H., Deng, C., & Larson, N. (2021). Entrepreneurial thinking: A signature pedagogy for an uncertain 21st
century. The International Journal of Management Education, 19(1), 100427.
https://doi.org/10.1016/j.ijme.2020.100427

Peterman, N. E., & Kennedy, J. (2003). Enterprise Education: Influencing Students’ Perceptions of
Entrepreneurship. Entrepreneurship Theory and Practice, 28(2), 129-144.
https://doi.org/10.1046/j.1540-6520.2003.00035.x

Pittaway, L., & Cope, J. (2007a). Entrepreneurship Education: A systematic review of the evidence International
Small Business Journal: Researching Entrepreneurship, 25(5), 479-510.
https://doi.org/10.1177/0266242607080656

Pittaway, L., & Cope, J. (2007b). Simulating Entrepreneurial Learning: Integrating Experiential and Collaborative
Approaches to Learning. Management Learning, 38(2), 211-233.
https://doi.org/10.1177/1350507607075776

Pittaway, L., & Edwards, C. (2012). Assessment: examining practice in entrepreneurship education.
Education+Training, 54(8/9), 778-800.

Pittaway, L., Hannon, P., Gibb, A., & Thompson, J. (2009). Assessment practice in enterprise education.
International Journal of Entrepreneurial Behavior & Research, 15(1), 71-93.
https://doi.org/10.1108/13552550910934468

Pittaway, L., Huxtable-Thomas, L., & Hannon, P. (2015). Learning and Educational Programs for Entrepreneurs.
SSRN Electronic Journal. https://doi.org/10.2139/ssrn.2814060

Politis, D. (2005). The process of entrepreneurial learning: A conceptual framework. Entrepreneurship Theory
and Practice, 29(4), 399-424.

Politis, D. (2008). Does prior start- up experience matter for entrepreneurs' learning? Journal of Small Business
and Enterprise Development, 15(3), 472-489. https://doi.org/10.1108/14626000810892292

Porter-O'Grady, T. (2004). Embracing conflict: building a healthy community. Health Care Management Review,
29(3), 181-187.

Putnam, H. (1995). Pragmatism. Proceedings of the Aristotelian Society, 95, 291-306.
https://doi.org/10.2307/4545222

Rae, D. (2000). Understanding entrepreneurial learning: a question of how? International Journal of
Entrepreneurial Behavior &amp; Research, 6(3), 145-159.
https://doi.org/10.1108/13552550010346497

Rae, D. (2002). Entrepreneurial emergence. A narrative study of entrepreneurial learning in independently
owned media businesses. ENTREPRENEURSHIP AND INNOVATION.

Rae, D. (2005). Entrepreneurial learning: a narrative-based conceptual model. Journal of small business
enterprise development, 12(3), 323-335.

Rae, D. (2009). Connecting entrepreneurial and action learning in student-initiated new business ventures: the
case of SPEED. Action Learning: Research and Practice, 6(3), 289-303.

Rae, D., & Wang, C. L. (2015). Entrepreneurial learning: New perspectives in research, education and practice.
Routledge.

Rae, D.J. A. L. R., & Practice. (2009). Connecting entrepreneurial and action learning in student-initiated new
business ventures: the case of SPEED. 6(3), 289-303.

Rahim, M. A. (2002). Toward a theory of managing organizational conflict. International Journal of Conflict
Management.

Rasmussen, E. A., & Sgrheim, R. (2006). Action-based entrepreneurship education. Technovation, 26(2), 185-
194. https://doi.org/10.1016/j.technovation.2005.06.012

124



Rauter, S., Weiss, M., & Hoegl, M. (2018). Team learning from setbacks: A study in the context of start-up
teams. Journal of Organizational Behavior, 39(6), 783-795. https://doi.org/10.1002/job.2278

Ravasi, D., & Turati, C. (2005). Exploring entrepreneurial learning: a comparative study of technology
development projects. Journal of Business Venturing, 20(1), 137-164.
https://doi.org/10.1016/j.jbusvent.2003.11.002

Read, S., Sarasvathy, S. D., Dew, N., & Wiltbank, R. (2016). Response to Arend, Sarooghi, and Burkemper
(2015): Cocreating effectual entrepreneurship research. Academy of Management Review, 41(3), 528-
536.

Rickards, T., & Moger, S. (2000). Creative Leadership Processes in Project Team Development: An Alternative to
Tuckman's Stage Model. British Journal of Management, 11(4), 273-283.
https://doi.org/10.1111/1467-8551.00173

Rideout, E. C., & Gray, D. 0. (2013). Does Entrepreneurship Education Really Work? A Review and
Methodological Critique of the Empirical Literature on the Effects of University-Based
Entrepreneurship Education. Journal of Small Business Management, 51(3), 329-351.
https://doi.org/10.1111/jsbm.12021

Rigg, C., Harte, V., & O'Dwyer, B. (2012). Becoming an entrepreneur: researching the role of mentors in identity
construction. Education + Training, 54(4), 319-329. https://doi.org/10.1108/00400911211236181

Roberts, J. (2006). Limits to Communities of Practice. Journal of Management Studies, 43(3), 623-639.
https://doi.org/10.1111/j.1467-6486.2006.00618.x

Robinson, S., Neergaard, H., Tanggaard, L., & Krueger, N. F. (2016). New horizons in entrepreneurship
education: from teacher-led to student-centered learning. Education+ Training, 58(7/8), 661-683.

Roth, A. H. (2016). Learning in Founding Teams: The Effect of Learning Behavior and a Team Intervention on
Team Processes and Outcomes. Technische Universitat Miinchen.

Ruef, M. (2010). Entrepreneurial groups. In Historical Foundations of Entrepreneurship Research. Edward Elgar
Publishing.

RupCi¢, N. (2019). Entrepreneurial learning as individual and organizational learning. The Learning Organization,
26(6), 648-658. https://doi.org/10.1108/tlo-09-2019-240

Salas, E., Sims, D. E., & Burke, C. S. (2005). Is there a “Big Five” in Teamwork? Small Group Research, 36(5), 555-
599. https://doi.org/10.1177/1046496405277134

San Tan, S., & Ng, C. K. F. (2006). A problem- based learning approach to entrepreneurship education.
Education + Training, 48(6), 416-428. https://doi.org/10.1108/00400910610692606

Sardana, D., & Scott-Kemmis, D. (2010). Who Learns What?-A Study Based on Entrepreneurs from
Biotechnology New Ventures. Journal of Small Business Management, 48(3), 441-468.
https://doi.org/10.1111/.1540-627x.2010.00302.x

Saunders, M. N. K., Gray, D. E., & Goregaokar, H. (2014). SME innovation and learning: the role of networks and
crisis events. European Journal of Training and Development, 38(1/2), 136-149.
https://doi.org/https://doi.org/10.1108/EJTD-07-2013-0073

Schaubroeck, J., Carmeli, A., Bhatia, S., & Paz, E. (2016). Enabling team learning when members are prone to
contentious communication: The role of team leader coaching. Human Relations, 69(8), 1709-1727.
https://doi.org/10.1177/0018726715622673

Schjoedt, L., & Kraus, S. (2009a). Entrepreneurial teams: definition and performance factors. Management
Research News, 32(6), 513-524. https://doi.org/10.1108/01409170910962957

Schjoedt, L., & Kraus, S. (2009b). The heart of a new venture: the entrepreneurial team. Management Research
News, 32(6). https://doi.org/10.1108/mrn.2009.02132faa.001

Schoorman, F. D., Mayer, R. C., & Davis, J. H. (2007). An integrative model of organizational trust: Past, present,
and future. In: Academy of Management Briarcliff Manor, NY 10510.

Scott, J. M., Pavlovich, K., Thompson, J. L., & Penaluna, A. (2019). Constructive (mis)alighment in team-based
experiential entrepreneurship education. Education + Training, 62(2), 184-198.
https://doi.org/10.1108/et-06-2019-0113

Seet, P.-S., Jones, J., Oppelaar, L., & Corral De Zubielqui, G. (2018). Beyond ‘know-what’ and ‘know-how’ to
‘know-who’: enhancing human capital with social capital in an Australian start-up accelerator. Asia
Pacific Business Review, 24(2), 233-260. https://doi.org/10.1080/13602381.2018.1431250

Senge, P. M. (1990). The art and practice of the learning organization. In: Doubleday.

Shepherd, D. A., & Krueger, N. F. (2002). An Intentions—Based Model of Entrepreneurial Teams’ Social
Cognition*. Entrepreneurship Theory and Practice, 27(2), 167-185. https://doi.org/10.1111/1540-
8520.00005

125



Skjott Linneberg, M., & Korsgaard, S. (2019). Coding qualitative data: a synthesis guiding the novice. Qualitative
Research Journal, 19(3), 259-270. https://doi.org/10.1108/qrj-12-2018-0012

Smilor, R. W. (1997). Entrepreneurship Reflections on a Subversive Activity. Journal of Business Venturing, 12,
341-346.

Smith, K., Rogers-Draycott, M. C., & Bozward, D. (2022). Full curriculum-based venture creation programmes:
current knowledge and research challenges. International Journal of Entrepreneurial Behavior &
Research.

Soetanto, D. (2017). Networks and entrepreneurial learning: coping with difficulties. International Journal of
Entrepreneurial Behavior & Research, 23(3), 547-565. https://doi.org/10.1108/ijebr-11-2015-0230

Solomon, G. (2007). An examination of entrepreneurship education in the United States. Journal of Small
Business and Enterprise Development, 14(2), 168-182. https://doi.org/10.1108/14626000710746637

Somech, A., Desivilya, H. S., & Lidogoster, H. (2009). Team conflict management and team effectiveness: the
effects of task interdependence and team identification. Journal of Organizational Behavior, 30(3),
359-378. https://doi.org/10.1002/job.537

Steffens, P., Terjesen, S., & Davidsson, P. (2012). Birds of a feather get lost together: new venture team
composition and performance. Small Business Economics, 39(3), 727-743.

Stehno, J. J. (1986). The Application and Integration of Experiential Education in Higher Education.

Strauss, A., & Corbin, J. (1990). Basics of qualitative research. Sage publications.

Taylor, D. W., & Thorpe, R. (2004). Entrepreneurial learning: a process of co- participation. Journal of Small
Business and Enterprise Development, 11(2), 203-211. https://doi.org/10.1108/14626000410537146

Theodorakopoulos, N., K. Kakabadse, N., & McGowan, C. (2014). What matters in business incubation? A
literature review and a suggestion for situated theorising. Journal of Small Business and Enterprise
Development, 21(4), 602-622. https://doi.org/10.1108/jsbed-09-2014-0152

Thompson, N. A., & llles, E. (2021). Entrepreneurial learning as practice: a video-ethnographic analysis.
International Journal of Entrepreneurial Behavior & Research, 27(3), 579-599.
https://doi.org/10.1108/ijebr-10-2018-0663

Thorpe, R., Holt, R., Macpherson, A., & Pittaway, L. (2005). Using knowledge within small and medium-sized
firms: A systematic review of the evidence. International Journal of Management Reviews, 7(4), 257-
281. https://doi.org/10.1111/j.1468-2370.2005.00116.x

Thrane, C., Blenker, P., Korsgaard, S., & Neergaard, H. (2016). The promise of entrepreneurship education:
Reconceptualizing the individual-opportunity nexus as a conceptual framework for entrepreneurship
education. International Small Business Journal: Researching Entrepreneurship, 34(7), 905-924.
https://doi.org/10.1177/0266242616638422

Townsend, D. M., Hunt, R. A., McMullen, J. S., & Sarasvathy, S. D. (2018). Uncertainty, knowledge problems,
and entrepreneurial action. Academy of Management Annals, 12(2), 659-687.

Tran, V. D. (2019). Does Cooperative Learning Increase Students' Motivation in Learning? International Journal
of Higher Education, 8(5), 12-20.

Tryba, A., & Fletcher, D. (2020). How shared pre-start-up moments of transition and cognitions contextualize
effectual and causal decisions in entrepreneurial teams. Small Business Economics, 54(3), 665-688.

Tuckman, B. W. (1965). Developmental sequence in small groups. Psychological bulletin, 63(6), 384.

Ucbasaran, D., Lockett, A., Wright, M., & Westhead, P. (2003). Entrepreneurial Founder Teams: Factors
Associated with Member Entry and Exit. Entrepreneurship Theory and Practice, 28(2), 107-128.
https://doi.org/10.1046/j.1540-6520.2003.00034.x

Van Burg, E., Cornelissen, J., Stam, W., & Jack, S. (2022). Advancing Qualitative Entrepreneurship Research:
Leveraging Methodological Plurality for Achieving Scholarly Impact. Entrepreneurship Theory and
Practice, 46(1), 3-20. https://doi.org/10.1177/1042258720943051

Van der Vegt, G. S., & Bunderson, J. S. (2005). Learning and Performance in Multidisciplinary Teams: The
Importance of Collective Team Identification. Academy of Management Journal, 43(3), 532+547.

Van Offenbeek, M. (2001). Processes and outcomes of team learning. European Journal of Work and
Organizational Psychology, 10(3), 303-317. https://doi.org/10.1080/13594320143000690

Vanaelst, |., Clarysse, B., Wright, M., Lockett, A., Moray, N., & S'Jegers, R. (2006). Entrepreneurial Team
Development in Academic Spinouts: An Examination of Team Heterogeneity. Entrepreneurship Theory
and Practice.

Vesper, K. H., & Gartner, W. B. (1997). Measuring progress in entrepreneurship education. Journal of Business
Venturing, 12(5), 403-421.

126



Vissa, B., & Chacar, A. S. (2009). Leveraging ties: the contingent value of entrepreneurial teams' external advice
networks on Indian software venture performance. Strategic Management Journal, 30(11), 1179-
1191. https://doi.org/10.1002/smj.785

Vogel, P. (2018). From Venture Idea to Venture Opportunity. Entrepreneurship Theory and Practice, 41(6), 943-
971. https://doi.org/10.1111/etap.12234

Vygotsky, L. S., & Cole, M. (1978). Mind in society: Development of higher psychological processes. Harvard
university press.

Wang, C. L., & Chugh, H. (2014). Entrepreneurial Learning: Past Research and Future Challenges. International
Journal of Management Reviews, 16(1), 24-61. https://doi.org/10.1111/ijmr.12007

Wang, W.-T., Lai, W.-Y., & Lu, C.-T. (2020). Learning from others via team conflicts. Exploring the impact of
individual entrepreneurial characteristics on the construction of entrepreneurial identity. International
Journal of Entrepreneurial Behavior & Research, 25(2), 373-396. https://doi.org/10.1108/ijebr-10-
2018-0667

Warhuus, J. P., & Basaiawmoit, R. V. (2014). Entrepreneurship education at Nordic technical higher education
institutions: Comparing and contrasting program designs and content. The International Journal of
Management Education, 12(3), 317-332.

Warhuus, J. P., Giinzel-Jensen, F., Robinson, S., & Neergaard, H. (2021). Teaming up in entrepreneurship
education: does the team formation mode matter? International Journal of Entrepreneurial Behavior
& Research, ahead-of-print(ahead-of-print). https://doi.org/10.1108/ijebr-10-2020-0701

Warhuus, J. P., Tanggaard, L., Robinson, S., & Erng, S. M. (2017). From | to We: collaboration in
entrepreneurship education and learning? Education+ Training, 59(3), 234-249.

Warren, L. (2004). Negotiating entrepreneurial identity: communities of practice and changing discourses. The
International Journal of Entrepreneurship Innovation, 5(1), 25-35.

Wasserman, N. (2012). The founder's dilemmas: Anticipating and avoiding the pitfalls that can sink a startup.
Princeton University Press.

Watson, T.J. (2013). Entrepreneurial action and the Euro-American social science tradition: pragmatism,
realism and looking beyond ‘the entrepreneur’. Entrepreneurship & Regional Development, 25(1-2),
16-33. https://doi.org/10.1080/08985626.2012.754267

Watson, W. E., Ponthieu, L. D., & Critelli, J. W. (1995). Team interpersonal process effectiveness in venture
partnerships and its connection to perceived success. Journal of Business Venturing, 10(5), 393-411.

Wenger, E. (1998). Communities of practice: Learning as a social system. Systems thinker, 9(5), 2-3.

Wenger, E. (1999). Communities of practice: Learning, meaning, and identity. Cambridge university press.

Wenger, E. (2000). Communities of Practice and Social Learning Systems. Organization 7(2), 225-246.

Wenger, E., McDermott, R. A., & Snyder, W. (2002). Cultivating communities of practice: A guide to managing
knowledge. Harvard business press.

West Ill, G. P. (2007). Collective cognition: When entrepreneurial teams, not individuals, make decisions.
Entrepreneurship Theory and Practice, 31(1), 77-102.

West Ill, G. P., & Gemmell, R. M. (2020). Learning behaviors across levels in new ventures and innovation
outcomes. Journal of Small Business Management, 1-34. https://doi.org/10.1111/jsbm.12484

Westhead, P., & Wright, M. (1998). Novice, portfolio, and serial founders: are they different? Journal of
Business Venturing, 13(3), 173-204.

Wheelan, S. A. (2014). Creating effective teams: A guide for members and leaders. Sage Publications.

Williams Middleton, K., & Donnellon, A. (2014). Personalizing Entrepreneurial Learning: A Pedagogy for
Facilitating the Know Why. Entrepreneurship Research Journal, 4(2). https://doi.org/10.1515/erj-2013-
0040

Williams Middleton, K., & Nowell, P. (2018). Team trust and control in new venture emergence. International
Journal of Entrepreneurial Behavior & Research, 24(4), 882-910. https://doi.org/10.1108/ijebr-01-
2017-0048

Wilson, B. G., & Myers, K. M. (2000). Situated cognition in theoretical and practical context. Theoretical
foundations of learning environments, 57-88.

Wilson, J. M., Goodman, P. S., & Cronin, M. A. (2007). Group learning. Academy of Management Review, 32(4),
1041-1059. https://doi.org/10.5465/amr.2007.26585724

Wood, R., & Bandura, A. (1989). Social cognitive theory of organizational management. Academy of
Management Review, 14(3), 361-384.

Wright, M., & Marlow, S. (2012). Entrepreneurial activity in the venture creation and development process.
International Small Business Journal: Researching Entrepreneurship, 30(2), 107-114.
https://doi.org/10.1177/0266242611432793

127



Yin, R. K. (2013). Case study research: Design and methods. Sage publications.

Yusubova, A., Andries, P., & Clarysse, B. (2020). Entrepreneurial team formation and evolution in technology
ventures: Looking beyond the top management team. Journal of Small Business Management, 1-30.
https://doi.org/10.1111/jsbm.12539

Zepke, N., & Leach, L. (2010). Beyond hard outcomes: ‘soft’ outcomes and engagement as student success.
Teaching in Higher Education, 15(6), 661-673. https://doi.org/10.1080/13562517.2010.522084

Zhao, Y. L., Song, M., & Storm, G. L. (2013). Founding Team Capabilities and New Venture Performance: The
Mediating Role of Strategic Positional Advantages. Entrepreneurship Theory and Practice, 37(4), 789-
814. https://doi.org/10.1111/j.1540-6520.2012.00513.x

Zheng, C., Ahsan, M., & Denoble, A. F. (2020). Entrepreneurial Networking During Early Stages of Opportunity
Exploitation: Agency of Novice and Experienced New Venture Leaders. Entrepreneurship Theory and
Practice, 44(4), 671-699. https://doi.org/10.1177/1042258719844715

Zheng, Y. (2012). Unlocking founding team prior shared experience: A transactive memory system perspective.
Journal of Business Venturing, 27(5), 577-591. https://doi.org/10.1016/j.jbusvent.2011.11.001

Zhou, W., Hu, H., & Zey, M. (2015). Team composition of new venture founding teams: does personality
matter? International Journal of Entrepreneurial Behavior & Research, 21(5), 673-689.
https://doi.org/10.1108/ijebr-04-2014-0072

Zhou, W., & Rosini, E. (2015). Entrepreneurial Team Diversity and Performance: Toward an Integrated Model.
Entrepreneurship Research Journal, 5(1). https://doi.org/10.1515/erj-2014-0005

Zhou, W., Zhang, Y., & Shen, Y. (2017). How shared leadership and team personality composition interact to
improve entrepreneurial team performance. Journal of Small Business and Enterprise Development,
24(3), 426-445. https://doi.org/10.1108/jsbed-12-2016-0206

Zozimo, R., Jack, S., & Hamilton, E. (2017). Entrepreneurial learning from observing role models.
Entrepreneurship & Regional Development, 29(9-10), 889-911.
https://doi.org/10.1080/08985626.2017.1376518

Aadland, T., & Aaboen, L. (2020). An entrepreneurship education taxonomy based on authenticity. European
Journal of Engineering Education, 1-18. https://doi.org/10.1080/03043797.2020.1732305

128



7. APPENDIX

Table 6.1 Overiew of New Venture Team Definitions

Author

Team
terminology

Description

jJuawaseuen

uoindaxy

|eoo

Kamm et al.
(1990)

Entrepreneurial
team

Two or more individuals who jointly
establish a business in which they have an
equity  (financial) interest.  These
individuals are present during the pre-
start-up phase of the firm, before it
actually begins making its goods or services
available to the market. (p. 7)

> | diyssaumo

> | siapunoq

Ensley et al.
(1998)

Shepherd
and Krueger
(2002)

Entrepreneurial
team

Entrepreneurial
team

An individual who meets these three
criteria — (1) jointly establish, (2) have
financial interest and, (3) have direct
influence on strategic choice is considered
part of the entrepreneurial team. (p. 2)

A team that is entrepreneurial is the one
that is focused on the proactive and
creative search for opportunities with the
target of bringing future goods and services
into existence. (p.167-168)

Cooney
(2005)

Entrepreneurial
team

Two or more individuals who have a
significant financial interest and participate
actively in the development of the
enterprise. (p. 229)

Harper
(2008)

Schjoedt
and Kraus
(2009a)

Entrepreneurial
team

Entrepreneurial
team

A group of entrepreneurs with a common
goal which can only be achieved by
appropriate combinations of individuals
entrepreneurial actions (p. 614)

An entrepreneurial team consists of two or
more persons who have an interest, both
financial and otherwise, in and
commitment to a venture’s future and
success; whose work is interdependent in
the pursuit of common goals and venture
success; who are accountable to the
entrepreneurial team and for the venture;
who are considered to be at the executive
level with executive responsibility in the
early phases of the venture, including
founding and prestart up; and who are
seen as a social entity by themselves and
by others. (p.515)

X

Klotz et al.
(2014)

New venture

team

The group of individuals that is chiefly
responsible for the strategic decision
making and ongoing operations of a new
venture. (p. 227)

Brattstrom
et al. (2020)

Two or more individuals who commit to
each other, who interact interdependently
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and adaptively to organize a new venture
with emergent goals, emergent boundaries
and emergent systems for coordinating
activities. (p. 5)

Knight et al.
(2020)

Start-up team

A group of two or more people who work
together interdependently to discover,
evaluate and exploit opportunities to
create new products or services and who
collectively have some ownership of
equity, some autonomy of decision-making
and some entitativity. (p. 255).

Lazar et al.
(2020)

Entrepreneurial
team

Two or more individuals who pursue a new
business idea, are involved in its
subsequent management and share
ownership. (p. 29)
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Entrepreneurship education is offered to university students around the world and
teaches students crucial skills and knowledge needed to become an entrepreneur.
A widespread method for enhancing student learning is by involving students
in new venture teams. Such learning is expected to come from students’ own
experiences, with their progression through several phases of the venture
creation process being crucial to those experiences. However, the current debate
on student learning in entrepreneurship education has so far paid little attention
to student learning from new venture team processes. In my thesis, I address this
gap by asking the research question: how do new venture team processes foster
student learning in entrepreneurship education?

I have used a longitudinal multiple case study design to study students in new
venture teams in entrepreneurship education in both Norway and the United
States. My four empirical research papers explore the students’ team processes
and how these foster student learning. In particular, the papers elaborate on
students’ new venture team processes in relation to the development of effective
teams and of team learning behaviors.

My results show that new venture teams’ ability to develop an effective team
and advance their learning behaviors play an essential role in fostering student
learning. The development of the teams' learning behaviors is dependent on their
processes, including their ability to function effectively and to handle conflict. My
findings suggest that student learning from team processes comprises learning
at the individual, team, and community levels, with the team being responsible
for transmitting learning between those levels.

My thesis has important implications for how new venture teams in
entrepreneurship education should engage in team processes to develop the
team and move the venture creation process forward to ensure sufficient student
learning.
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