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1. Introduction

Entrepreneurship plays a pivotal role in advancing the United Nations
Sustainable Development Goals SDG 8 (Decent Work and Economic
Growth) and SDG 10 (Reduced Inequalities). Small- and medium-sized
enterprises (SMEs) drive job creation and economic dynamism while
contributing to innovation and productivity (Kritikos, 2024). Beyond
economic outcomes, inclusive and social forms of entrepreneurship
can empower marginalised groups, challenge inequities, and promote
fairer patterns of growth (Nurfaisah and Pertiwi, 2025; Butkevi¢iené and
Kozma, 2026).

Entrepreneurship education (EE) has become a critical component of
higher education worldwide, recognised for its role in fostering innova-
tion, enhancing employability, and driving new venture creation (Nabi
etal., 2017; Alibasic and Ibrisimovic, 2021). However, despite its progress,
mainstream entrepreneurship and international entrepreneurship edu-
cation have been slow to engage fully with the pressing challenges of
diversity, equity, and inclusion (DEI). Traditional curricula often over-
emphasise economic outcomes and individual entrepreneurial traits,
while underexploring how inclusive practices and equitable participa-
tion shape entrepreneurial competencies and team success (Butkevi¢iené
and Lawton Smith, 2024). This omission limits the ability of students to
become entrepreneurs capable of addressmg w1der societal challenges,

Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ienee

particularly those captured in SDGs 8 anid 16. B

Downloaded from https://www.elgaronli m/ at 09/23/2026 M

via Open Access. This ] Open access M stributed und 85&1 tive
Commons ln\ utio: 1\(11(\\11 >reial-Ne D ivatives 4.0 International

licenses/by-nc-nd/4.0/) licens

(https://creativecommons

M‘r\ ‘creativecommons.org/licenses/by-nc-nd H]‘



86 DEIIN SMALL AND MEDIUM ENTERPRISES

Against the above-mentioned shortcomings of current approaches to EE,
the main goal of this chapter is to suggest an alternative approach that
actively incorporates inclusion as a fundamental component of entrepre-
neurial learning. This contribution is realised through a case study of
the MSc International Business programme at the University of Glasgow,
specifically the Market Analysis for New Venture Creation course. In
this course, students work in diverse teams to conceptualise, develop,
and pitch new venture ideas with international potential. Team forma-
tion is guided by the innovative STAM-DEEP model, i.e. a Structured,
Teacher-Assigned Model, that balances diversity, equality, and entre-
preneurial potential among team members (Ikegwuonu, Bavdaz, and
Fletcher, 2025). To support balanced team formation, the STAM-DEEP
framework integrates diversity, equality, and entrepreneurial poten-
tial into group allocation, ensuring well-rounded and inclusive team
compositions. Entrepreneurial potential is assessed using the General
Enterprising Tendency Test (get2test), as described by Caird (2013). The
model is intended to enhance group dynamics by ensuring diverse,
equitable, and complementary distributions of entrepreneurial capacity.
The chapter demonstrates how, by embedding DEI principles into both
EE content and pedagogy, a team-based learning approach becomes a
transformative method for creating inclusive entrepreneurship educa-
tion. It demonstrates how DEI-informed group formation and further
teaching process facilitation can strengthen student learning, enhance
team dynamics, and prepare more competent, effective, and inclusive
entrepreneurs capable of contributing to firm-level growth and societal
impact.

Findings demonstrate four key contributions. First, role allocation
increases resilience, as group members willingly cover tasks during
periods of hardship experienced by team members. Second, competen-
cy-based design diversifies leadership, increasing the number of female
group leaders and improving team management. Third, the model
reduces free-riding by distributing accountability more evenly. Finally,
it accelerates team bonding, enabling groups to reach high-performing
collaboration more quickly. The chapter positions DEI-informed, struc-
tured team formation as a pedagogical innovation that bridges entrepre-
neurship and international entrepreneurship education.

Drawing from the EE literature on teamwork pedagogies, this chap-
ter explores these key insights in the context of managing group work.
Lessons learnt can be applied by educators in preparing students to
become inclusive and equitable entrepreneurs:-Finallyy impﬂ‘ioati‘oﬂs‘f?}: e
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ENTREPRENEURSHIP EDUCATION 87

practitioners and educational practice, and opportunities for future
research are discussed.

2. Literature: teamwork pedagogies in a DEI
context

EE contributes to the number and quality of entrepreneurs in an econ-
omy (Hédgg and Scholin, 2018; Matlay, 2006; Tiberius and Weyland,
2024). For the students involved, it helps develop such transferable
skills as problem-solving, innovation, and teamwork (Fearon, Starr,
and McLaughlin, 2011; Bachelet, Delmas, and Harnay, 2023; Steira et
al., 2025). As a relatively young, fast-growing field of academic enquiry
(Hagg and Gabrielsson, 2020), EE has shifted the spotlight from whether
entrepreneurship can be taught (Kuratko, 2005), to how best to teach it,
given the myriad of experience-based contemporary approaches centred
around the learner (Biggs, 1996; Higg and Gabrielsson, 2020). Teaching
entrepreneurship requires a distinct pedagogy, as it aims at ‘instilling a
sense of intuition into practice’ (Ratten and Usmanij, 2021, p.5).

EE includes a range of interwoven processes at different stages. A focus
on the ongoing interactions between different levels, such as students,
modules, and programmes allows for deep investigations of content,
teaching strategies, and sequences (Steira et al., 2025; Fleming, 1999)
and the uncovering of the development of entrepreneurial skills and
attitudes. While extant research has prioritised the outcomes of EE pro-
grammes (Hytti et al., 2010), the process-driven pedagogy strategies used
in class have been relatively neglected (De Sousa et al., 2024; Higg and
Kurczewska, 2016; Steira et al., 2025).

2.1 Pedagogical strategies in EE

Building on the distinction between outcome-driven and process-driven
pedagogical strategies, outcome-driven approaches primarily focus
on predefined learning results and content acquisition, whereas pro-
cess-driven pedagogy emphasises the learning journey itself, including
interaction, reflection, experimentation, and skill development through
active engagement. In this context, Nabi et al. (2017), in a review of ped-
agogy strategies, conclude that ‘competence-based’ approaches, char-
acteristic of process-driven pedagogy, are more effective for long-term
EE impact than traditional teacher-centred methods. These approaches
are grounded in communication, discussion, collaborative work, and
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88 DEIIN SMALL AND MEDIUM ENTERPRISES

outcomes. Similarly, De Sousa et al. (2024) find evidence that strate-
gies centred on the student, through active learning, problem-solving,
and collaboration, are more successful. Recently, the work of Branca et
al. (2025) has shown how active and experiential learning approaches
deliver the skills and competencies necessary for entrepreneurship. In
terms of learning strategies, the authors highlight how design thinking,
with its human-centred problem-solving approach, is contributing to
creativity, and how workshops, case studies, and practical exercises sim-
ulate risk-taking propensity among students, improving that skill. Their
review of 159 EE papers concludes that experiential and active learning
approaches nurture essential entrepreneurial skills such as self-efficacy,
creativity, risk-taking, and innovativeness.

Teamwork and collaboration are active learning strategies in EE, espe-
cially in process-based approaches (Steira et al., 2025) that evolve over
time. This is understandable as the ability to work effectively within a
team is a key skill for new ventures (Ensley et al., 2002) and major corpo-
rations (Pelled et al., 1999).

Team-based learning follows the principles established by Michaelsen
and Sweet (2008), designed to provide students with conceptual and
procedural knowledge. The principles are that: (a) groups are properly
formed and managed; (b) they are accountable for their individual and
group work; (c) students receive frequent and timely feedback; and (d)
group assignments promote both learning and team development.
Effective team-based learning strategies ‘achieve a depth of understand-
ing that can come only through solving a series of problems that are too
complex for even the best students to complete through their individual
effort’ (p.24). In the context of EE, Michaelsen and McCord (2007) claim
that team learning centred around real-world problems is effective as it
supports the active construction of meaning by students, as a result of its
direct and situated application (Biggs, 1996).

Teams need time to develop (Michaelsen and Sweet, 2008; Tuckman and
Jensen, 2010; Takahashi and Saito, 2013), and groups go through phases of
development (Tuckman, 1965; Li and Zhao, 2018; Suarez and Michalska
Haduch, 2020). Chen and Agrwal (2018) found that teams functioned well
as time went on, and when conflict was minimised, especially in the mid-
point transition phase when conflict is likely to arise. Similarly, Walker
et al. (2020) found that team dynamics improved over time, through
trust and accountability. The authors conclude that team dynamics are
made up of interpersonal procésses" (communication; “‘pérs‘dflaﬁtw)@i e
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ENTREPRENEURSHIP EDUCATION 89

trust) and task orientation (preparation, accountability, participation).
Although the study did not correlate team dynamics with grades, stu-
dents acknowledged its importance for their future.

To achieve the positive impact on students’ future through team-
based learning environments, the active role of the instructor is pivotal
(Michaelsen and Sweet, 2008). This is particularly relevant as peer eval-
uation in class leads to accountability for individual participants, and at
the same time introverted students miss out unless the instructor mon-
itors and creates an inclusive climate. Investigating cross-cultural group
tensions, Mittelmeier et al. (2018) found that students’ development
of social relations outside class smoothed tensions, as did an inclusive
environment created by the instructor. Lower-performing students were
found to require the instructor’s intervention more.

Additionally, the role of gender seems to be tied to how group work is
managed. Data collected from 247 students in the US showed how female
students had a more negative attitude towards team-based work, with
the authors claiming that apart from group composition, this can be
explained by certain interpersonal and group dynamics (Ro and Choi,
2011). In their study on 60 students who participated in a team-learning
experience Fowler and Su (2018) conclude that students from groups that
are historically underrepresented in the subject ‘might be particularly
at risk, as their teammates’ perceptions of them affect what they might
feel “allowed” to do on the team, or they might self-select into particular
roles’ (p.316). Therefore, when designing EE with process-based pedago-
gies, especially those focused on team-based learning, instructors should
adopt an active role when forming and managing diverse teams.

2.2 Diverse teams in EE

What we know on teamwork as a pedagogical approach within EE
remains limited. This issue is pronounced as the centrality of teamwork
in EE is met by a diversity imperative, given that universities become
more multicultural and diverse (Montgomery, 2009). The intersection of
EE and DEI has recently gained significant attention, particularly within
higher education institutions (Sreenivasan and Suresh, 2023). Scholars
emphasise that entrepreneurship is a vital driver of economic growth and
can significantly contribute to sustainable development and sustainable
entrepreneurial practices (Schaltegger et al., 2018; Hall et al., 2010; Koe et
al., 2015; Wyness et al., 2015). Furthermore, incorporating DEI principles
into entrepreneurial curricula aligns with the UN’s SDGs, particularly

Goal 8, which seeks to promote sustamed 1nc1u51ve, and sustainable
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90 DEI'IN SMALL AND MEDIUM ENTERPRISES

economic growth, and Goal 10, which aims to reduce inequality (Nguyen
etal.,2024). A crucial aspect of this conversation is recognising that incor-
porating DEI principles into entrepreneurship curricula is not only the
right thing to do ethically but is also vital from an economic standpoint.
It cultivates the competencies necessary for contemporary entrepreneurs
who must navigate an increasingly diverse and global marketplace (ibid.;
Raharjo and Harianingsih, 2019; Wyness et al., 2015).

The principles of DEI within EE not only mirror the complex realities of
actual entrepreneurial environments but also equip students with essen-
tial skills that are increasingly critical in today’s society (Koe et al., 2015;
Osipovskaya et al., 2024). Internationally diverse classrooms enhance the
learning experience and are particularly well suited for EE, which aims
to embody inclusivity and reflect the dynamics of real-world professional
settings. Students from various backgrounds contribute unique perspec-
tives, skills, and experiences, creating a vibrant learning environment,
enriching discussions, and fostering the development of transferable
competencies (Giacomin et al., 2016; Osipovskaya et al., 2024). These
competencies include adaptability and cultural competence, skills which
are increasingly prioritised in entrepreneurial settings (Chen, 2022;
Fanea-Ivanovici and Baber, 2022; Mi¢o and Cungu, 2023; Salis, 2023:
Steira et al., 2025; Zhou, 2021). Moreover, as Schiller et al. (2022) suggest
that international students foster cross-cultural communication skills,
essential for navigating the globalised economic landscape.

However, significant gaps remain despite the increasing recognition of
the need for DEI in EE. Current curricula often overlook the challenges
faced by diverse student groups in their entrepreneurial learning expe-
riences. While the advantages of diversity in EE are clear, effective fac-
tors such as communication barriers, cultural differences, and varying
levels of experience can lead to misunderstandings and conflicts among
team members (Chang and Brickman, 2018; Lee and Bailey, 2020). For
instance, international students might struggle to articulate their ideas
clearly due to language barriers, leading to frustration and disengage-
ment (Bianchi and Martini, 2023). Therefore, EE must adapt pedagogical
strategies to ensure that all students, regardless of their diversity (com-
prising gender, age, ethnicity, social or educational background), can
have a smooth interaction among diverse team members and learn how
to thrive in entrepreneurial environments (Warhuus et al., 2021).

An innovative educational approach that addresses these challenges is
the implementation of team-basedléarning'strategies This'method not v e -
978 3
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ENTREPRENEURSHIP EDUCATION 91

only enhances learning outcomes by incorporating experiential learning
principles but also nurtures an inclusive environment where all students
can contribute meaningfully (Arpiainen and Tynjil4, 2017; Harms, 2015).
Team-based learning encourages students to leverage their diverse back-
grounds, thus creating a richer, more supportive learning experience that
aligns with the objectives of DEI.

This context frames our research questions, specifically:

1. How can entrepreneurship students from diverse cultural and edu-
cational backgrounds work together effectively on group projects?

2. How can educators support positive team dynamics when students
from diverse cultural backgrounds are faced with an entrepreneurial
challenge?

We answer these questions by discussing the application of STAM-DEEP
model, i.e. a Structured, Teacher-Assigned Model, that allows addressing
DEI and entrepreneurial potential among team members (Ikegwuonu et
al., 2025) during the team formation and team-based learning.

3. STAM-DEEP in market analysis for new venture
creation

STAM-DEEDP is a structured model of student team formation developed
to create balanced, innovative, and effective entrepreneurial teams by
integrating three diversity and equality domains (gender, nationality,
and educational background) with one entrepreneurial potential factor.
By intentionally combining diverse backgrounds and perspectives with
an assessment of entrepreneurial capability, the model ensures that stu-
dent teams are both inclusive and strategically composed (Ikegwuonu et
al,, 2025).

STAM-DEEP is introduced on the first day of class through the for-
mation of student entrepreneurial teams. Students then work together
in the teams over the course to conceptualise, develop, and pitch their
team venture idea with international potential. The process begins with
forming student teams. Student teams are formed balancing gender and
nationality, then skills (business, finance, IT, etc.) are evenly adjusted
across teams. After completing the get2test (Caird, 2013) to assess entre-
preneurial potential, groups are adjusted to mix scores, ensuring a spread
of high, medium, and low scotfésf'acm‘SS\hH‘gfb‘lips‘,\“Whi'lé‘-mh‘intair}_i;rll‘g o
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92 DEI'IN SMALL AND MEDIUM ENTERPRISES

diversity. The highest scorer becomes CEO, with other roles assigned by
expertise, creating diverse, real-world entrepreneurial teams.

Once teams are finalised, usually within the first half of the session, a
s-minute break is observed. Upon return to the session, students begin
team-based learning activities within their teams. Team-based learning
is an active learning tool that involves developing and using learning
teams as an instructional strategy (Michaelsen and Sweet, 2008). It shifts
focus from instructor-led delivery to student-led application of course
concepts (Huilaja et al., 2022).

From the onset, STAM-DEEP team members are aware of their role in
their teams, which promotes accountability within group work. Further,
STAM-DEEP encourages system 1 thinking (Kahneman, 2011), dynamic
participation, critical evaluation, and a deeper level of engagement
in group work; outcomes that cannot be achieved through traditional
in-person lectures alone.

Throughout the course, students complete a series of tasks designed to
strengthen both individual and team-based learning. A flipped teaching
approach is used to teach a variety of learning content, featuring ques-
tions based on theory from prior reading of articles and case studies,
guest lectures and shadowing entrepreneurs.

4, Applying STAM-DEEP model to manage team-
based learning in inclusive EE

This chapter further presents how STAM-DEEP is applied to improve
teamwork effectiveness in student entrepreneurial groups. STAM-DEEP
fosters balanced, innovative teams across three diversity and equality
domains, namely gender, nationality, and educational characteristics of
students, and combines with their entrepreneurial potential to facilitate
group performance and minimise disruptions in group work. Teams are
allocated, ensuring a diverse mix of STAM-DEEP criteria.

Semester one projects inevitably result in some group tensions, where
students experience learning in these diverse contexts, usually for the
first time. Educators seek to provide additional support to students
before embarking on the projects, and a team-based learning workshop
is introduced at the beginning of the programme (see examples in, e.g.
Fletcher et al., 2021; Fletcher and Honeychuteh;2021). o Shonb nd i bty fene -
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ENTREPRENEURSHIP EDUCATION 93

A feature of the management of the groups is the use of student diaries,
which allow reflecting on participation in group work. Two diaries are
submitted over the course period (typically weeks 3 and 6). Diary 1 cap-
tures information on students’ individual contributions to group work,
and Diary 2 is their assessment of team members’ level of engagement
with group work. During week 3, students submit Diary 1, allowing tutors
to assess team dynamics and intervene early, and be able to address any
issues that may arise in group work. At the end of the course, students
submit their final assessment, alongside Diary 2, which is used to moder-
ate individual contributions to group work. Written comments provided
by students in the diaries provide meaningful insights into the group
working processes and effectiveness. The diaries provide both qualita-
tive and quantitative data. Qualitative data are in the form of comments
from students about their experiences working in teams, while quantita-
tive data are students’ ratings/evaluations of team members’ engagement
and contribution to group work, which are submitted to the tutor. This
peer evaluation score provides a measure of how effectively the groups
are functioning. It supports the group work dynamics by enabling the
lecturer to intervene and resolve issues early in the course.

STAM-DEEDP, including the above-described diary system for reflection
on team dynamics, can be introduced to address various challenges, such
as free-riding and unequal distribution of group work, when a minor-
ity of members carry the bulk of responsibility while others disengage
or avoid tasks. It is also helpful to address communication barriers and
exclusion, such as using separate group chats and foreign languages
by group members from one cultural group, and parallel group chats
that undermine inclusivity and transparency. It helps with weak dead-
line management and lack of shared responsibility that often results in
increased stress but also risks compromising project quality. Finally, it
allows addressing leadership struggles, especially with assuming leader-
ship roles without being perceived as domineering. The absence of proac-
tive leadership often results in stagnation and inefficiency. For example,
some female students may experience challenges when they want to put
themselves forward but are met with gender-based bias:

I have constantly tried to be a team player as I do not want to come across
as bossy. However, I believe if I did not speak up the team would just sit in
silence, and no work would get completed. (Quotation from female student
diary)
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94  DEIIN SMALL AND MEDIUM ENTERPRISES

This comment reflects the tension between the need for leadership and
students’ desire to maintain positive peer relationships. This suggests
that gendered or cultural norms around leadership may have constrained
assertive action, even when such leadership was necessary to move the
project forward.

These challenges suggest that interventions were needed to support
group accountability, foster inclusive team communication strategies,
and provide frameworks for constructive course project leadership.
These difficulties reflect barriers to effective team working within educa-
tional project settings, where structural inequities and group dynamics
can reproduce broader patterns of exclusion, which may mirror con-
ditions within start-up teams and SMEs. As Hofstede’s (2001) cultural
dimensions highlight, when team practices privilege norms of low power
distance, individualism, and assertiveness, students from collectivist or
high-power distance cultures may feel sidelined; conversely, when group
norms lean towards orientations of deference, consensus, and strong
uncertainty avoidance, those from more individualistic or egalitarian
cultures may find their contributions constrained. In both cases, the
dominance of a single cultural framework embeds inequities into team-
work practices, limiting genuine inclusivity.

To understand how entrepreneurship students from diverse cultural and
educational backgrounds can work together effectively on group projects
and how educators can support positive team dynamics in their learning
process, we have applied STAM-DEEP in our teaching and analysed the
student learning process.

5. Empirically exploring the impact of STAM-DEEP
for teaching entrepreneurship

Our study followed a mixed-methods approach (see e.g. Dharmawan et
al., 2025). The course, within which the study took place, integrated an
intensive, experiential learning pedagogy and is delivered using flipped
classroom and team-based learning over six units (Ikegwuonu et al.,
2025). Students worked in collaborative teams, gaining hands-on expe-
rience in developing and pitching a new venture. The course empha-
sised practical application, creative problem-solving, and teamworking.
It equipped students with essential skills to navigate the challenges of
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ENTREPRENEURSHIP EDUCATION 95

creating and scaling successful businesses. The students had an oppor-
tunity to meet and interact with real-life entrepreneurs within SME
environments.

Participants for the case study were a cohort of students taking the course
during semester 1 (September-December 2024) at the University of
Glasgow; 93 students participated. The students came from ten countries,
namely Bangladesh, China, India, Indonesia, Malaysia, Nepal, Pakistan,
Taiwan, the UK, and the USA. The students’ international composition
enabled them to bring venture ideas from their home countries to address
challenges they identified in Glasgow or vice versa.

5.1 Method of data collection and analysis

Data collection combined quantitative data from students’ self-reported
evaluation diaries (1 and 2, as described in the previous section) and
direct tutor observations. The individual diary was a report of tasks stu-
dents completed per week for group work. Diary 2 captured students’ rat-
ings of fellow team members’ contributions to the group project, using a
five-opoint Likert scale rating from +3 to -1. There was an additional box
in the diary where students included justification for ratings. Qualitative
data from two of the authors included observations of students’ partici-
pation in the course, including notes and comments about attendance at
lectures, workshops, and tutorials, patterns of absence, or clear leader-
ship by any specific student. Overall participation in group work, engage-
ment with course content, completion of formative assessment tasks,
participation in class debates and discussions, how ideas were developed
in group work, and how consensuses were reached are included. In addi-
tion, the impact of tutor interventions between Diary 1 and Diary 2, and
any observed changes in relation to engagement with group work and
group dynamics were noted.

Descriptive statistics were used to analyse count data, and regression
analysis was conducted to determine the moderation effect of diver-
sity variables on group dynamics, represented by team members’ peer
evaluation scores, i.e. the overall contribution score each team member
received based on peer ratings. Ratings explain dynamics within the
groups. Higher ratings signal positive and collaborative team dynamics,
whereas low ratings are evidence of non-cooperation and non-contribu-
tion to group work.

Group work participation in student entrepreneurlal teams was ana-
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96 DEI'IN SMALL AND MEDIUM ENTERPRISES

interaction effects). ANOVA was also used to compare participation
scores across groups (see online appendix in the supplementary mate-
rials for detailed statistical tests). The analysis examined whether diver-
sity factors predicted peer evaluation scores and whether entrepreneurial
potential moderated the effects of nationality and gender. The direc-
tion of the effects was identified using regression coeflicients (B values).
Entrepreneurial potential was classified into three levels: high, medium,
and low (see online appendix 1.4 for detail statistical tests). These layers
are captured from the getatest (Caird, 2013).

Additionally, we report tutor observations using their reflective sum-
mary. Analysis of students’ Diary 1 from the 2022 cohort was used to set
the scene for why intervention was necessary.

6. Key findings and analysis

6.1 Comparison of cohorts: 2022 no model vs. 2024
STAM-DEEP

Diary notes from the 2022 cohort highlighted persistent challenges
with group work. Analysis of comments from 2024 participants shows
significant differences between teams formed without STAM-DEEP in
2022 and those using the STAM-DEEP model in 2024. Notably, previous
groups reported frequent frustration with free-riding, whereas STAM-
DEEP teams demonstrated early understanding of individual responsi-
bilities and collective goals. Sub-teams were observed forming naturally
within STAM-DEEP teams, where two or more team members collabo-
rate on specific group tasks within their role remit, then inform the wider
group that the activity was completed, enabling smooth progression.
For instance, marketing sub-teams would notify the finance sub-group
when their contribution was ready, streamlining workflow and reducing
bottlenecks. This practice directly addressed frustrations documented
by the earlier cohort, where poor coordination and role confusion had
led to duplication of effort and missed deadlines. Additionally, diary
entries show that in 2024 using Microsoft Teams channels significantly
improved communication, replacing fragmented chats and foreign-lan-
guage silos that excluded some members in previous cohorts.

Within STAM-DEEP teams, role-playing replicates real entrepreneur-
ial settings. Students are assigned leadership and functional roles based
on academic background, experience, and entrepreneurial P()‘t‘e{l'[‘ljﬁl R
For example, in project teams, the student with the hlghest EP score s
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ENTREPRENEURSHIP EDUCATION 97

appointed CEO. Other roles are aligned with disciplinary knowledge:
finance students serve as CFOs, operations or management students as
COOs, and marketing students in related executive roles. This approach
promotes practical, experience-based learning with strong real-world
relevance. Role play, therefore, encouraged shared accountability, ensur-
ing projects were completed professionally, collaboratively, and within
set time frames; an outcome largely absent in the 2022 cohort.

6.2 Reflective summary of tutor observation: 2022 and
2024

We made educators’ observations and reflections on how DEI factors
impact group dynamics within the course. Student teams were formed
in 2024 using STAM-DEEP. Each team member was assigned a specific
role, based on educational background or previous work experience.
This allowed for accountability and equitable contribution to group
work to be assessed at the end of the course. We could hold individual
students accountable for tasks associated with their role, hence, elimi-
nating free-riding in the course. Free-riding was a concern with the
previous cohort, especially when all students received the same grade
for group work, whether they contributed meaningfully or not. Notes
and comments from tutor observation allowed us to maintain equal
accountability throughout the course, as students were expected to take
responsibility for their role in completing group work. Furthermore,
from our research and poster presentation, we know that STAM-DEEP
teams are more agreeable compared to no-STAM-DEEP teams, where
team members were intentionally allocated specific roles within the team
(Ikegwuonu et al., 2025).

From the application of the STAM-DEEP method in 2024, balanced
participation in group work was observed. Nearly all 93 students suc-
cessfully completed their assigned tasks, except for two students who
could not fully participate due to health and immigration challenges.
The analysis indicates that students in STAM-DEEP formed teams are
more likely to contribute meaningfully to group work compared to those
in self-assigned or randomly assigned teams, based on evidence from
cohorts 2022. In randomly assigned teams, we noted recurring patterns
of free-riding, while in self-selected teams, students tend to exclude from
communication peers perceived as outside their cultural background,
sometimes establishing separate communication channels. Moreover,
the practice of appointing group leaders frequently resulted in tensions
within teams.
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In the case cohort in 2024, we did not receive reports of conflicts within
group work, a departure from previous experience, when we did not
apply STAM-DEEP. From our observations, all team members bore the
responsibility of group work due to balanced group working. STAM-
DEEP teams operate with clearly defined roles assigned from the outset,
ensuring a more balanced and efficient collaboration, and this was visible
in team reflections. There was natural bonding around course themes,
and very early in the course, the teams were making progress and dis-
cussing personal issues beyond the course task. There was open conver-
sation. This corroborated feedback students provided verbally during
office hour check-ins, which was a key aspect of course formative feed-
back. Some students referred to teammates as friends.

An important observation relates to leadership in group work. The
2022 cohort had leadership challenges, often assumed by male stu-
dent-peers, who seemed to self-nominate as group leads and who may
not have had entrepreneurial leadership skills or experience. However,
when we introduced the entrepreneurial potential score as a criterion for
selecting group leaders in 2024, we observed more female leads in the
groups. In addition, most groups diversified their way of working that
aligned with the overall group goal. We observed positive outcomes in
terms of the time required for groups to complete tasks. Group leaders
appeared to shape group dynamics through their communication style,
decision-making processes, and ability to motivate and inspire members
— effectively leading by example. These findings are consistent with our
quantitative analysis, which indicates that entrepreneurial potential acts
as a positive moderator with gender. Notably, groups with female leads
worked more collaboratively and achieved group goals more efficiently.
We know from Caird (2013) that people with high entrepreneurial poten-
tial are highly motivated and cultivate stronger independent leadership
qualities, which informed the decision to nominate high entrepreneurial
potential scoring students to group lead or project CEO roles within the
student entrepreneurial project.

6.3 Assessment of group dynamics across DEI factors
and entrepreneurial potential

We assessed group dynamics using peer evaluation scores to understand

the effect on the main DEI factors: educational background, nationality,

gender, and the interaction term entrepreneurial potential (see online

appendices 1.1, 1.2). The nationality spread did not provide enough var-

iation data; however, we 1nc1uded‘ this as we had initially proposed to

observe this in our regression analy51s To make sure our results were
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accurate and that entrepreneurial potential added unique information,
we first checked and confirmed that peer evaluation scores and entrepre-
neurial potential were not closely related before running the regression
analysis.

Our results show that the connection between these background factors
and group dynamics is weak. The model (online appendix 1.3a) explains
only 10 per cent of the differences we see in peer evaluation scores.
Overall, entrepreneurial potential and the background factors (gender,
nationality, education) together do not strongly predict how groups func-
tion when we conduct joint predictor analysis using ANOVA (online
appendix 1.3b). However, what was interesting in our study was when we
sought to separate the effect of individual predictors to better understand
which of the predictor variables was having a significant effect on group
dynamics, given the weak effect of the combined predictors.

The table in online appendix 1.3¢ shows how each factor on its own affects
group dynamics. The results suggest that the overall starting score for
group dynamics, i.e. peer evaluation score, is meaningful, even before
looking at other factors. Consistently, gender stood out as the only fac-
tor with a clear effect, with female participants scoring 5.5 points higher
on group dynamics when interacted with entrepreneurial potential. This
means gender may influence how effective and collaborative groups
function when led by female participants who have high entrepreneurial
potential. Other DEI factors, such as nationality and education did not
show a meaningful impact, suggesting they do not directly affect group
dynamics scores in this study. It is important to note that we have not
attempted to analyse the effect of nationality, given extreme values, with
some nationalities having a high number of representations compared to
others in the course. Furthermore, our regression analysis findings align
with both the students’ diary insights and the tutors” observation notes
regarding the influence of gender on the efficient management of group
work.

7. Conclusion

74 Summary of findings

This study explored how diversity factors affect group dynamics within
student entrepreneurial project teams. We found that gender had a sig-
nificant positive impact on group dynamics Vyhﬁzn considered with entre-
preneurial potential. We propose that assessmg entrepreneurlal potential
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may help reduce gender-related disparities in group work, potentially
enhancing collaborative group working, especially where group work
leadership is informed by competency.

The main contributions of this study relate to factors that both sup-
port and improve group work effectiveness and overall group dynamics
within entrepreneurial project teams. First, we found that deliberate for-
mation of project teams and allocation of team members based on prede-
termined functional roles can lead to positive group work outcomes. This
is in agreement with a previous study, which suggests complementary
team roles may be more effective in achieving group goals than having
all team members spending concerted effort on developing relationships
where they may not matter for team success (Shuffler et al., 2018).

Second, from our research, prior cohorts of the course had leader-
ship challenges, ranging from self-selected, male-dominated project
team leads to poorly managed student entrepreneurial group projects.
However, we could address this by applying a competency-based selec-
tion approach, which increased the number of female group leaders,
compared to male group leaders. We observed that these competently
managed groups fostered positive group dynamics.

The premise of our competency-based approach is derived from Caird
(2013), which supports identifying students with entrepreneurial poten-
tial to lead groups. We know that people with entrepreneurial potential
are characterised by a high need for achievement and for autonomy. Such
people can set up and manage entrepreneurial projects because they are
highly self-motivated (ibid.).

Third, our model addressed issues of free-riding and lack of individual
accountability in group work, which were found in previous studies (El
Massah, 2018; Francis et al., 2024; Monteiro et al., 2022), and in earlier
cohorts of our course (Fletcher et al., 2021). Application of STAM-DEEP
in the formation of student entrepreneurial project teams, which priori-
tise role allocation within group work (Ikegwuonu et al., 2025), was able
to reduce free-riding, and where it existed, we could identify and apply
grade reduction individually, rather than punishing other group mem-
bers for the lack of engagement of their peers.

Finally, our model fast tracks the bonding time within groups; therefore,
it contributes to the discussion on the time it takes for groups to form,
norm, and progress to performirig/teams)‘Existing evidence suggésts e e -

978 3

Downloaded from https://www.elgaronline.com/ at 09/23/202

via Open ess. This is an open access work distributed under the Cr
Commons Attribution-NonCommercial-NoDeriva
(https://creativecommor

https://creativecommons.org/licenses/by



ENTREPRENEURSHIP EDUCATION 101

teams experience five stages from formation to dissolution (Tuckman,
1965). While there is not clarity on how long this takes, the stages are
clear. According to Tuckman (ibid.), the initial coming together as a
team is considered stage one. This stage may bring feelings of excitement
or concern. People’s reaction to the excitement is considered stage two,
the norming stage. Stage three is the storming stage, when individuals
assert their opinions or attempt to influence the group. By endeavour-
ing to address group conflicts, teams enter the norming stage. They earn
each other’s trust and become more collaborative. This collaborative
stage leads to stage four, performing, where team members show shared
commitments to achieving group goals. The final stage is the adjourning
stage when teamwork concludes. This stage brings both a sense of accom-
plishment and feelings of loss.

In STAM-DEEP classes, student teams are formed on the first day of
class, and quickly they progress from introductions to collaboration
within 45 minutes. Through dynamic role-play that engages system 1
thinking, students develop intuitive decision-making skills (Kahneman,
2011) by actively identifying problems and taking rapid, low-stakes
actions. In fast-track evaluations and deep-group interactions during
short, five-minute timeslots, they generate a series of documents, out-
puts, and decisions that would be impossible to achieve in traditional
lecture formats.

7.2 Implications for practitioners

This study increases our understanding of factors influencing student
group work effectiveness. Educators can apply the STAM-DEEP model
to their entrepreneurship courses and have the opportunity to adapt the
model to other courses that have diverse students. Specifically, educators
should explicitly apply the STAM-DEEP model when structuring group
activities in entrepreneurship courses. This could involve assessing stu-
dents’ skills upfront to form balanced teams and guide collaborative
tasks, so students are effectively contributing to group work. By apply-
ing STAM-DEEDP, educators can simulate real-world team dynamics in
group projects, closely mirroring the challenges faced by SMEs, such
as managing diverse roles, resolving conflicts, and navigating limited
resources. The STAM-DEEP model recognises that students come with
different backgrounds, experiences, and learning styles. EE educators
should provide scaffolding, like clear role definitions, communication
protocols, and peer-feedback mechanisms to enhance group effective-
ness across diverse teams.
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This course mirrors real-life teamwork dynamics and has lessons for
SMEs. By intentionally avoiding self-nominated leaders and ensuring the
clear allocation of roles within diverse teams, firms can reduce interper-
sonal tensions and foster more inclusive collaboration. This is especially
important for SMEs, where teams are frequently small, collaboration is
greatly influenced by personal relationships, and hierarchies are less for-
malised. In such environments, clear role distribution and inclusive team
structures improve trust, communication, and productivity - critical
factors for SMEs to expand and be resilient over the long term.

SME managers can apply STAM-DEEP in team formation by deliberately
assigning roles based on employees’ previous experience and expertise.
By assessing skills, past project involvement, or personal strengths, man-
agers can structure balanced teams where members’ capabilities com-
plement each other. When training the workforce, STAM-DEEP can be
applied through role-play exercises that simulate real business scenarios,
allowing employees to practise tasks aligned with their skills or slightly
beyond their experience to stretch their abilities. This experiential
approach encourages learning by doing, builds confidence, and devel-
ops problem-solving and decision-making skills in a safe environment.
Managers can rotate roles in these simulations to expose employees to
different functions, provide structured feedback, and reinforce perfor-
mance-oriented behaviour, ensuring that training is both practical and
directly applicable to workplace challenges.

7.3 Limitations and future research

A limitation of this study relates to the small sample size. For example,
it was not statistically possible to interrogate nationality data due to the
small sample size. While students from ten different nationalities partic-
ipated in the course, 55 per cent came from China and 10 per cent from
India. The remaining 35 per cent are shared amongst the other countries.
This potentially underreports the complexity of national diversity in our
study. We suggest future research with sufficient diversity in student
country representation to address the impact of nationality. However,
findings from our study suggest that factors beyond demographic diver-
sity, such as teamworking skills or leadership styles, may offer stronger
predictors of group work success; therefore, it calls for a large-scale quan-
titative study to investigate these assumptions within student entrepre-
neurial project teams.

[yke Ikegwuonu, Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ienee -

Downloaded from https://www.elgaronline.com/ at 09/23

ess. This is an open ac ork dis

Open ributed under the Creative
Commons Attribution-NonC (
(https://creativecommons.c

https://creativecommons.org/licenses/by-nc-nc



ENTREPRENEURSHIP EDUCATION 103

References

Alibasic, A., and Ibrisimovic, H. (2021). The role of entrepreneurial education in
promoting inclusive growth. Journal of Business Education, 1(1), 25-45.

Arpiainen, R., and Tynjil4, P. (2017). Introducing team learning in a developing
economy: Students’ experiences of experiential entrepreneurship education
in Namibia. Journal of Enterprising Culture, 25(02), 179-210. https://doi.org
/10.1142/50218495817500078

Bachelet, V., Delmas, M., and Harnay, S. (2023). Collaborative competencies
in 21st-century education: Bridging gaps between diverse individuals.
International Journal of Educational Management, 37(2), 205-18.

Bianchi, I, and Martini, L. (2023). Academic and social integration of
international students in higher education: A review of the literature and
implications for practice. International Journal of Research Publication and
Reviews, 4(5), 1502-7. https://doi.org/10.55248/gengpi.234.5.39555

Biggs, J. (1996). Enhancing teaching through constructive alignment. Higher
Education, 32, 347-64.

Branca, E., Vanderstraeten, J., Slabbinck, H., and Maes, I. M. R. (2025). The
impact of entrepreneurial education on key entrepreneurial competencies: A
systematic review of learning strategies and tools. The International Journal
of Management Education, 23(2), 101144.

Butkeviciené, J., and Lawton Smith, H. (2024). University involvement in
supporting entrepreneurship of people with disabilities. In: A. Silenskyté,
M. Cordova, M. A. Schmitz, and S. M. Toh (eds), The Palgrave Handbook of
Social Sustainability in Business Education. Palgrave Macmillan. https://doi
.0rg/10.1007/978-3-031-50168-5_27

Butkeviciené, J., and Kozma, M. (2026). From exclusion to inclusion:
International approaches to inclusive entrepreneurial ecosystems for
people with disabilities. In R. Piekkari, S. Lundan, T. Ritvala, R. Harikkala-
Laihinen, and R. Van Tulder (eds), Future-fit: Expanding the Boundaries of
International Business. Emerald Publishing. https://doi.org/10.1108/S1745
-88622026000020B004

Caird, S. (2013). General measure of Enterprising Tendency test, The Open
University.

Chang, Y., and Brickman, P. (2018). When group work doesn’t work: Insights
from students. CBE—Life Sciences Education, 17(3), ars2. https://doi.org/10
.1187/cbe.17-09-0199

Chen, C. (2022). Research on structuring a ‘student-centered’ training model
of innovative and entrepreneurial graduates in colleges and universities.
Scientific SchillerProgramming, 2022, 1-7. https://doi.org/10.1155/2022/9003869

Chen, M. H., and Agrawal, S. (2018). Exploring student’s team behavior through
entrepreneurship education: A time-lagged study. Education + Training,
60(7/8), 781-99.

Iyke Ikegwuonu, Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ie

9781

Downloaded from https://www.elgaronline.com/ at 09/23/202¢
ork distributed under t
ial-NoDerivatives 4.0 Inter

via Open Access. This is an open acce

Commons Attribution-NonComr

(https://creativecommc

https://creativeco:

by-nc-nd/4.0/) lic

%



104 DEI IN SMALL AND MEDIUM ENTERPRISES

De Sousa, M. M., de Almeida, D. A. R., Mansur-Alves, M., and Huziwara, E. M.
(2024). Characteristics and effects of entrepreneurship education programs:
A systematic review. Trends in Psychology, 32(3), 682-712.

Dharmawan, D. I, Adiyanto, Y., Sunaryo, D., and Firdaus, A. (2025). Financial
management strategies for improving the performance of small and medium
enterprises: A case study of traditional Indonesian food outlets. Ilomata
International Journal of Management, 6(1), 174-97.

El Massah, S. S. (2018). Addressing free riders in collaborative group work:
The use of mobile application in higher education. International Journal of
Educational Management, 32(7), 1223-1244. https://doi.org/10.1108/IJEM-o1
-2017-0012

Ensley, M. D., Pearson, A. W., and 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), 365-86.

Fanea-Ivanovici, M., and Baber, H. (2022). Sustainability at universities as a
determinant of entrepreneurship for sustainability. Sustainability, 14(1), 1-13.

Fearon, C,, Starr, S., and McLaughlin, H. (2011). Value of blended learning in
university and the workplace: Some experiences of university students.
Industrial and Commercial Training, 43(7), 446-50.

Fleming, P. (1999). Education for entrepreneurship in the curriculum at
university level. Industry and Higher Education, 13(6), 405-8. https://doi.org
/10.5367/000000099101294753.

Fletcher, M., Honeychurch, S., and Ikegwuonu, I. (2021). Team-Based Learning,
CIBER, Georgia State University Pedagogy Newsletter, Issue 18, September,
https://ciber.robinson.gsu.edu/faculty-development/pedagogy-newsletter/.

Fletcher, M. and Honeychurch, S. (2021). Using Team-Based Learning in an
International Business Programme. Academy of International Business
Teaching and Education SIG newsletter, Vol. 2, 3 March, https://tesig.aib.world
/using-team-based-learning-in-an-international-business-programme/.

Fowler, R. R., and Su, M. P. (2018). Gendered risks of team-based learning:
A model of inequitable task allocation in project-based learning. IEEE
Transactions on Education, 61(4), 312-18.

Francis, N., Pritchard, C., Prytherch, Z., and Rutherford, S. (2024). Making
teamwork work: Enhancing teamwork and assessment in higher education.
FEBS Open Bio, 15(1), 35-47. https://doi.org/10.1002/2211-5463.13936

Giacomin, O., Janssen, F., and Shinnar, R. (2016). Student entrepreneurial
optimism and overconfidence across cultures. International Small Business
Journal Researching Entrepreneurship, 34(7), 925-47. https://doi.org/10.1177
/0266242616630356

Higg, G., and Gabrielsson, J. (2020). A systematic literature review of the
evolution of pedagogy in entrepreneurial education research. International
Journal of Entrepreneurial Behavior and Research, 26(5), 829-61.

Hiagg, G., and Kurczewska, A. (2016). Connecting the dots: A discussion on
key concepts in contemporary entrepreneurship education. Education +
Training, 58(7/8), 700-714

Iyke Ikegwuonu, Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ie

9781

Downloaded from https://www.elgaronline.com/ at 09/23/202¢
ork distributed under t
ial-NoDerivatives 4.0 Inter

via Open Access. This is an open acce

Commons Attribution-NonComr

(https://creativecommc

https://creativeco:

by-nc-nd/4.0/) lic

%



ENTREPRENEURSHIP EDUCATION 105

Higg, G., and Scholin, T. (2018). The policy influence on the development of
entrepreneurship in higher education: A Swedish perspective. Education +
Training, 60(7/8), 656-73. https://doi.org/10.1108/ET-07-2017-0104

Hall, J. K., Daneke, G. A., and Lenox, M. J. (2010). Sustainable development
and entrepreneurship: Past contributions and future directions. Journal of
Business Venturing, 25(5), 439—48.

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.

Hofstede, G. (2001). Culture’s Consequences: Comparing Values, Behaviors,
Institutions, and Organizations across Nations (2nd ed.). Sage Publications.

Huilaja, L., Bur, E., Jokelainen, J., Sinikumpu, S. P., and Kulmala, P. (2022). The
effectiveness and student perceptions of peer-conducted team-based learning
compared to faculty-led teaching in undergraduate teaching. Advances in
Medical Education and Practice, 13, 535-542.

Hytti, U., Stenholm, P., Heinonen, J., and Seikkula-Leino, J. (2010). Perceived
learning outcomes in entrepreneurship education: The impact of student
motivation and team behaviour. Education + Training, 52(8/9), 587-606.

Ikegwuonu, I, Bavdaz, A., and Fletcher, M. (2025). How STAM-DEEP (method
of group formation) predicts group work (GW) effectiveness in student
entrepreneurial project teams: A cohort longitudinal study. Adam Smith
Business School, University of Glasgow, unpublished.

Kahneman, D. (2011). Fast and Slow Thinking. Allen Lane and Penguin Books.

Koe, W. L., Omar, R., and Sa’ari, J. R. (2015). Factors influencing propensity to
sustainable entrepreneurship of SMEs in Malaysia. Procedia — Social and
Behavioural Sciences, 172, 570-77.

Kritikos, A. S. (2024). Entrepreneurs and their impact on jobs and economic
growth. IZA World of Labor. https://doi.org/10.15185/izawol.8.v2

Kuratko, D. F. (2005). The emergence of entrepreneurship education:
Development, trends, and challenges. Entrepreneurship Theory and Practice,
29(5), 577-97.

Lee, A., and Bailey, D. (2020). Examining South Korean university students’
interactions with international students. Asian Journal of University
Education, 16(3), 43. https://doi.org/10.24191/ajue.v16i3.8622.

Li, J., and Zhao, Y. (2018). Exploring the multicultural team dynamics in
entrepreneurial education. European Journal of Higher Education, 8(3),
208-22.

Matlay, H. (2006). Researching entrepreneurship and education Part 2: What
is entrepreneurship education and does it matter? In D. Jones-Evans and P.
Klofsten (eds), Educating for Entrepreneurship: New Directions for Vocational
and Higher Education (pp.13-32). Northampton, MA, USA and Cheltenham,
UK: Edward Elgar Publishing.

Michaelsen, L. K., and McCord, M. (2007). 15: Teaching Business by Doing
Business: An Interdisciplinary Faculty-Friendly Approach. To Improve the
Academy, 25(1), 238-53.

Iyke Tkegwuonu, Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ienee -

Downloaded from https://www.elgaronline.com/ at 09/23/202

via Open ess. This is an open access work distributed under the Cr
Commons Attribution-NonCommercial-NoDeriva
(https://creativecommor

https://creativecommons.org/licenses/by



106 DEI IN SMALL AND MEDIUM ENTERPRISES

Michaelsen, L. K., and Sweet, M. (2008). The essential elements of team-based
learning. New Directions for Teaching and Tearning, 2008(116), 727. https://
doi.org/10.1002/t1.330

Migo, H. and Cungu, J., (2023). Entrepreneurship education, a challenging
learning process towards entrepreneurial competence in education.
Administrative Sciences, 13(1), 22.

Mittelmeier, J., Rienties, B., Tempelaar, D., and Whitelock, D. (2018). Overcoming
cross-cultural group work tensions: Mixed student perspectives on the role of
social relationships. Higher Education, 75, 149-66.

Monteiro, S., Almeida, L., Gomes, C., and Sinval, J. (2022). Employability profiles
of higher education graduates: A person-oriented approach. Studies in Higher
Education, 47(3), 499-512.

Montgomery, C. (2009). A decade of internationalisation: Has it influenced
students’ views of cross-cultural group work at university? Journal of Studies
in International Education, 13(2), 256-70.

Nabi, G., Lifidn, F,, Fayolle, A., Krueger, N., and Walmsley, A. (2017). The impact
of entrepreneurship education in higher education: A systematic review and
research agenda. Academy of Management Learning and Education, 16(2),
277-99.

Nguyen, T., Yaghi, M., Ganesh, G., Blankson, C., Paswan, A., and Pavur, R.
(2024). Diversity, equity, inclusion, and brand outcomes: A case of higher
education. Journal of Product and Brand Management, 33(8), 949—67. https://
doi.org/10.1108/jpbm-05-2023-4545

Nurfaisah, & Pertiwi, H. (2025). Empowering marginalized communities through
social entrepreneurship: A pathway to inclusive economic development.
Journal of International Social Science Research (JISSR), 5(1). https://doi.org
/10.59065/jissr.vsi1.171

Osipovskaya, E., Coelho, A., and Tasi, P. (2024, July). Transversal competencies
assessment and pedagogical methods for higher education: A literature
review. In International Association for the Management of Technology
Conference (pp.189—-97). Springer Nature Switzerland.

Pelled, L. H., Eisenhardt, K. M., and Xin, K. R. (1999). Exploring the black box:
Ananalysis of work group diversity, conflict and performance. Administrative
Science Quarterly, 44(1), 1-28.

Raharjo, T.J., 2019. The Effect of Motivation and Team Dynamic on
Entrepreneurial Learning Success. KnE Social Sciences, 682-93.

Ratten, V., and Usmanij, P. (2021). Entrepreneurship education: Time for a
change in research direction? The International Journal of Management
Education, 19(1), 100367.

Ro, H., and Choi, Y. (2011). Student team project: Gender differences in team
project experience and attitudes toward team-based work. Journal of Teaching
in Travel and Tourism, 11(2), 149-63.

Salis, F. (2023). Global competence and entrepreneurial mindset for the future.
Journal Magistra Ekonomi Bisnis, 1(2), 65-73.

Schaltegger, S., Beckmann, M., and Hockerts, K. (2018). Collaborative

. .1 .1 Iyke Tkeowuonu, Margargi Fleicher, Joe Schembr, ang:pieita Bytkeviov i
entrepreneurship for sustainability: CTéafmg‘sc‘)l‘uJ[fon‘s in ligﬁf of 'the UN IW,
026

Downloaded from https://www.elgaronline.com/ at 09/23/2(

via Open Access. This is an open acce ork distributed under t

Commons Attribution-NonComr

(https://creativecommc

https://creativeco:

1al-NoDerivatives 4.0 Inter

by-nc-nd/4.0/) lic

%



ENTREPRENEURSHIP EDUCATION 107

sustainable development goals. International Journal of Entrepreneurial
Venturing, 10(2), 131-52.

Schiller, J., Stawiski, S., and Campos, F. (2022). Diversity in entrepreneurial
education: A bridge to innovation. Entrepreneurship Studies Journal, 5(1),
89-101.

Shuffler, M. L., Diazgranados, D., Maynard, M. T., and Salas, E. (2018).
Developing, sustaining, and maximizing team effectiveness: An integrative,
dynamic perspective of team development interventions. Academy of
Management Annals, 12(2), 688-724.

Sreenivasan, A., and Suresh, M. (2023). Exploring the contribution of sustainable
entrepreneurship toward sustainable development goals: A bibliometric
analysis. Green Technologies and Sustainability, 1(3), 100038.

Steira, I. M., Aaboen, L., Wigger, K. A., and Solvoll, S. (2025). Process studies
in entrepreneurship education. Entrepreneurship Education and Pedagogy,
25151274251329332.

Suarez, E. D., and Michalska Haduch, A. (2020). Teaching business with
internationally built teams. Journal of Teaching in International Business,
31(4), 312-36.

Takahashi, S., and Saito, E. (2013). Unravelling the process and meaning of
problem-based learning experiences. Higher Education, 66(6), 693-706.

Tiberius, V., and Weyland, M., 2024. Enhancing higher entrepreneurship
education: Insights from practitioners for curriculum improvement. The
International Journal of Management Education, 22(2), 100981.

Tuckman, B.W., 1965. Developmental sequence in small groups. Psychological
bulletin, 63(6), 384-99.

Tuckman, B. W,, and Jensen, M. A. C. (2010). Stages of small-group development
Revisited1. Group Facilitation, 10, 43-8.

Walker, E. R., Lang, D. L., Caruso, B. A,, and Salas-Herndndez, L. (2020). Role
of team dynamics in the learning process: A mixed-methods evaluation of a
modified team-based learning approach in a behavioural research methods
course. Advances in Health Sciences Education, 25, 383-99.

Warhuus, J., Giinzel-Jensen, F., Robinson, S., and Neergaard, H. (2021). Teaming
up in entrepreneurship education: Does the team formation mode matter?
International Journal of Entrepreneurial Behaviour and Research, 27(8), 1913—
35. https://doi.org/10.1108/ijebr-10-2020-0701.

Wyness, L., Jones, P, and Klapper, R. (2015). Sustainability: What the
entrepreneurship educators think. Education + Training, 57(8/9), 834-52.
https://doi.org/10.1108/et-03-2015-0019.

Zhou, Q. (2021). The impact of cross-cultural adaptation on entrepreneurial
psychological factors and innovation ability for new entrepreneurs. Frontiers
in Psychology, 12, 724544.

Iyke Tkegwuonu, Margaret Fletcher, Joe Schembri, and Jurgita Butkeviev ienee -
9781035

Downloaded from https://www.elgaronline.com/ at 09/23/2026 0¢

ork distributed under the Creal
NoDerivatives 4.0 Ir
by-nc-nd/4.

via Open Access. This is an open access

Commons Attribution-NonComr

(https://creativecor

g/licenses/by-nc-nd/4.0/



