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Foreword

This book adds real value to the concept of an entrepreneurial society in a number
of ways. It focuses upon the interdependency between cultures (different ways of
seeing, believing, organising and doing things). It explores the capacities and
motivations for action to solve problems and grasp opportunities by a process of
mutual learning at the neighbourhood, local community, city and regional level.
And in embracing a wide range of social contexts, it reaches well beyond the
conventional narrow focus of entrepreneurial learning and organisation upon the
world of business venturing and growth. In pursuing this broader holistic approach
to entrepreneurship development in society, it constantly brings together concept
and practice, most often, refreshingly, starting from practice. As a result of this,
much of the content of this book represents ‘useful knowledge’.

The vehicle for this exploration is the concept of lifelong learning, applied not
only to individuals but to organisations and communities. A variety of different
themes are embraced, from health and life sciences to sustainable development, to
greening, to age, to social deprivation and the world of art and design. Through
examples and cases, a central place is given to entrepreneurial learning in the
context of the humanities, moving away from the conventional narrow focus of
much of entrepreneurial education upon business, and, in the university context, the
commercialisation of science and engineering intellectual property.

This book challenges the traditional view of the university as a somewhat
isolated ‘learned organisation’. Within the Learning City/Region concept, the
university becomes a ‘stakeholder learning organisation’ capable of drawing tacit
knowledge from all levels of society via a process of engagement and joint practice.
There are many problems in this respect, and numerous examples of how they can
be addressed are provided. There is a constant reminder that entrepreneurial
opportunities arise from wide stakeholder engagement, a process of transdisci-
plinarity in the university context and associated gaining of insight. Successful
management of entrepreneurial change involves a process of continuous dialogue
and partnership. It is by this means that trust-based relationships are built which
facilitate informal processes of innovation in society. These processes of informal
relationship learning, while key to individual entrepreneurial success, are equally
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viii Foreword

important in wider institutional contexts. There are many examples given as to how
this can happen at an institutional level within the learning city/region concept.
The emphasis throughout is upon global communication, the processes of shared
and persistent learning over time and the extent to which exchange is now facili-
tated by the new technologies in lowering transaction costs to the level that they are
open to every citizen and organisation. There are important ideas on how to build
from existing neighbourhood and community initiatives via a stimulus to sharing
internationally and how, in particular, in the university context, to leverage future
social, cultural and economic development using the international student diaspora.
It is clear that the entrepreneurial lifelong learning concept is still being fleshed
out by processes of local, regional and international exchange. As such, it presents a
powerful challenge to conventional theories of trickle-down development.

Allan Gibb
OBE, Emeritus Professor
Durham University Business School Durham University, Durham, UK
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Introduction

This publication is unique in bringing together elements from three previously
distinct strands: the learning city/learning community movement; entrepreneurial
learning; and regional studies. By presenting a series of international case studies
and examples, with reference to the broad academic context of the three strands, we
intend to stimulate further studies. It is hoped that this book will help policy makers
in cities and city regions to clarify how best to take advantage of the knowledge
economy to further develop sustainable economic and cultural growth.

The UNESCO Institute for Lifelong Learning took the initiative in revisiting the
concept of the Learning City by creating an international platform where cities
across the globe can exchange ideas and communicate successful practices. This
was explored in a conference, Lifelong Learning for All: Inclusion, Prosperity and
Sustainability in Cities, held in Beijing in October 2013. It was this conference that
stimulated the preparation of this book. Here, two important documents were
adopted: Beijing Declaration on Building Learning Cities and Key Features of
Learning Cities. At the launch of these documents, the following goals were
articulated (UNESCO 2013 Beijing Declaration on Building Learning Cities: 8):

e ‘Urging UNESCO to establish a global network of learning cities to support and
accelerate the practice of lifelong learning in the world’s communities;

e Calling upon cities and regions in every part of the world to join this network;

e Encouraging international and regional organisations to become active partners
in this network;

e Calling upon national authorities to encourage local jurisdictions to build
learning cities, regions and communities, and to participate in international
peer-learning activities; and

e Inviting foundations, private corporations and civil society organisations to
become active partners of the network’.

The term ‘entrepreneurial learning city regions’ brings together well-developed
perspectives which have not been previously considered as closely aligned. The
term emphasises the importance of developing entrepreneurial skills, knowledge
and attitudes in any conceptualisation of learning cities or city regions. The concept
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XX Introduction

of entrepreneurial learning cities can be explored in two equally important and
compatible ways. On the one hand, policy makers can be entrepreneurial in
developing learning city regions, and on the other, they can develop the economy of
city regions through embracing entrepreneurial learning. What is clear is that the
learning city idea has been driven by educators—lifelong learning specialists and
enthusiasts for adult and community education. With the waning of national
identity, the growth of regionalism and focus on city regions, the concept of the
learning city is being rejuvenated and adopted by city leaders as part of their
strategy for urban and regional development.

National governments also need to adapt to the new realities:

In some respects, the age of the urban regionalism has arrived. Post-industrial capitalism is

evolving in ways that are giving agglomeration economies renewed importance. New forms

of economic interdependence, the rise of specialised flexible production, the spread of new

technologies and other factors are making the city region a prominent node in today’s

globalised economy. The urban region has assumed new status. During the last several

decades, governments at all levels have been responding to manage this reality (Kantor and
Savitch 2010: 50).

This book seeks to review successful, and less successful, practice in various cities
and regions and to clarify and promote the concept of an entrepreneurial learning
city in a regional context. It brings together specialists from various academic fields
and disciplines with international and regional policy makers. There are chapters
which describe successful initiatives and effective ways of achieving new sector
cluster developments, seen as of benefit to city regions. We address the importance
of fostering entrepreneurial skills and attitudes in the development of a successful
learning city, and review successful practice in the development of an entrepre-
neurial ecosystem in a learning city region context.

The approaches to the writing of the chapters have been chosen to highlight
various key narratives and give expression to different significant ‘voices’.
Academics, leaders of educational institutions, entrepreneurs, students and policy
makers, among others, are represented in the chapters and case studies. The work of
developing entrepreneurial learning city regions is undertaken by scholars, local
and national policy makers, formal and informal education providers, entrepre-
neurial leaders, non-governmental organisations and community groups. The
publication is intended to be useful for all of these stakeholders. This book presents
a series of case studies and examples written by experts drawn from various parts
of the world. In this, we have sought to balance international, national and local
contexts.

This book has five parts:

Part I. The Global Perspective—Identifying the Need for Change;

Part II. Entrepreneurial Learning;

Part III. University Perspectives;

Part IV. Inclusivity and Lifelong Learning; and

Part V. Working in Partnership.
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In Part I, the focus is on the global perspective. In an increasingly global society,
cities have grown in spatial and demographic terms and have become the pivots of
economic growth in national economies. As such, they have become powerful
competitors for global investment and for the location of multinational companies.
The UNESCO Learning Cities initiative focuses on sustainable development.

By putting education and lifelong learning at the heart of their development, learning cities
have a crucial role to play in realising the 2030 Sustainable Development Agenda, in
particular Sustainable Development Goal 4 (to ‘ensure inclusive and equitable quality
education and promote lifelong learning opportunities for all’) and Sustainable
Development Goal 11 (to ‘make cities and human settlements inclusive, safe, resilient and
sustainable’) (UNESCO Institute for Lifelong Learning 2016).

How can education for sustainable development and global citizenship be
embedded within the development of an entrepreneurial learning city?

The concept of entrepreneurial learning city regions also contributes to the
ongoing city region debate which offers a new approach to economic regeneration.
Although city regions have been well established in some areas of North America
(Portland) and Scandinavia (Oresund), more widely, in a post-recession global
economy, ideas of urban agglomeration and enhanced connectivity across local
administrative borders are being revised and examined with great interest by
national and local governments.

Part II is concerned with aspects of entrepreneurial learning, an emergent phe-
nomenon. A developing and regenerating learning city region requires significant
numbers of creative and enterprising groups and individuals, who share an
understanding of the underpinning intellectual ideas as well as the historical and
cultural context. In the search for competitive advantage, city planners frequently
seek to grow, attract and retain entrepreneurs, the creative and innovative indi-
viduals and groups who drive economic growth. Erdélyi (2010), in a wide-ranging
literature review, ‘The Matter of Entrepreneurial Learning’, distinguishes between
what he sees as the dominant, human-centred, cognitivist approach which
emphasises the role of individual actors and their competences and an alternative
resource or network-based conceptualisation of entrepreneurial learning. Within
that network-based perspective, he describes a distinct school of thought that
defines entrepreneurial learning as the building of human and social capital, as put
forward by Bourdieu and others. ‘Social capital is context dependent and takes
many different interrelated forms, including obligations (within a group), trust,
intergenerational closure, norms, and sanctions with underlying assumption that the
relationships between individuals are durable and subjectively felt” (Bourdieu 1983:
249). The authors of the chapters in Part II contribute to both views.

As in many other aspects of education, there is an ongoing debate as to whether
entrepreneurs are ‘born’ or ‘made’. There are also ongoing debates about the
conditions that enable entrepreneurs to come to the fore and thrive. Engaged in
these debates are, among others, psychologists, geographers, economists,
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sociologists and political scientists as well as teachers, city planners and regional
policy makers.

The aspiration in an entrepreneurial learning city region is to embed the
opportunity to develop entrepreneurial skills and attitudes in all formal and informal
learning environments. Authors in Part II explore how to build a city region’s
creative capacity and develop an economic, social and cultural environment that
will generate, attract and retain entrepreneurial individuals.

In Part III, university perspectives on entrepreneurial learning city regions are
examined. In particular, chapter authors examine how institutions, by acting
entrepreneurially, can impact on the economy of the city regions in which they are
located. Detailed consideration is given to the work undertaken by civic universities
in developing and sustaining economic and cultural aspects of cities and city
regions. The importance of the knowledge economy for the economic and cultural
growth and sustainability of cities and city regions is emphasised. Not only do
universities need to contribute to the education of potential entrepreneurs, they also
require their own entrepreneurial individuals and groups to enable them to grow and
compete.

It is generally acknowledged that educational institutions have key roles to play
in encouraging and fostering entrepreneurial skills and attitudes. Universities, in
various ways, produce entrepreneurial individuals, but many tend to leave the
places where universities are located. What can be done on a regional basis to
attract and retain entrepreneurial and creative people?

Learning cities are centrally concerned with inclusivity and lifelong learning, the
theme for Part IV. To be sustainable, economic development needs to be inclusive.
It is argued that it should impact on all sectors of society and tackle the gap between
rich and poor. The ‘trickle-down effect’ of an improved economy has been shown
to have little or no impact on the most disadvantaged sectors of society. In Part IV,
there are proposals for an alternative strategy to plan change for an improved and
sustainable economy that engages, includes and benefits all sectors of society.

Partnership working, the focus of Part V, is a strength that enables organisations
contributing to the development of cities and city regions to achieve greater impact
by working together collaboratively. Any new initiative in this field needs to be
rooted in the history of the region and build on lessons learned about economic,
social and cultural regeneration. It also will need to acknowledge the projects,
partnerships and networks created at regional, national and international levels that
have been undertaken over several decades.

An important challenge is to generate participatory processes of people in the
cities by connecting data, people and knowledge, to stimulate collective con-
struction of a city region for and by its own inhabitants. The engagement of local
partnerships which have established strong relationships with citizens living in
disadvantaged communities needs to be part of developing this participatory
process.

Calzada and Cobo (2015: 23-43) explain that ‘Not only should governments be
better at experimenting and integrating civil society and entrepreneurs/activists in
the decision making process; but also, social movements require a necessary
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transition from hostile and non-constructive irresponsible strategies to collaborative
and commons-driven ones’.

The concluding chapter discusses the continuing importance of learning cities
and how they can contribute to the development of sustainable, fair and prosperous
environments for the largely urban populations of our future world. The 2030
Agenda for Sustainable Development provides an action plan and clarifies the
important role of learning and cities in achieving the 17 Sustainable Development
Goals. People learn in order to tackle or adapt to change. The Entrepreneurial
Learning City Region initiative can mobilise learning, inclusively enabling citizens
to contribute to planning the ways in which the city region will adapt to the massive
global and local changes of our times.
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Part 1
The Global Perspective-
Identifying a Need for Change



Chapter 1
Attributes of an Entrepreneurial Learning
City Region

Norman Longworth

Abstract The concept of the learning city/region has been around for several years,
and interest in its concepts is continuing to grow. At the same time, cities are developing
as the wellspring of national growth and have established global liaisons in many areas
of activity. Resilient cities, cities of opportunity, sustainable cities, sanctuary cities and
many more exchange ideas, information and expertise. The common factor of all of
them is learning, and in that sense, they are all also learning cities. This chapter
identifies the key features of an entrepreneurial learning city and suggests sources of
learning materials that will help city leaders, professionals and citizens to understand the
rationale, the principles and the requirements of learning cities and regions.

Some Characteristics of an Entrepreneurial
Learning City/Region

Figure 1.1 shows the ten attributes of an entrepreneurial learning city/region
described in this paper. They address mainly the education and learning aspects and
how they impact the city’s economic, social and entrepreneurial development.

Encourages All Its Organisations, Public and Private,
to Become Learning Organisations

Learning organisations are usually associated with companies in the private sector,
but more recently public organisations such as universities, local authorities,
schools and vocational colleges have taken up the baton and adapted the concept to

N. Longworth (PX))
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4 N. Longworth

An Entrepreneurial Learning City/Region

1 Encourages all its organisations, public and private, to become learning
organisations

2 Links its educational, administrative and wealth-creating organisations to
develop in partnership with each other

3 Identifies and develops the skills, attributes and structures that allow people
and organisations to adapt to a fast-changing world

4 Looks outward. Joins international networks to open all its citizens and
organisations to learn from other countries, peoples, cultures and ideas. Treats
the outside world as a huge additional resource

5 Releases the power of modern technologies in the service of education,
business and industry and communities

6 Increases entrepreneurial education in schools and further and higher
education

7 Ensures its future through long-term strategies to foster and market innovation
and creativity in all aspects of city/region development

8 Embraces and celebrates the wealth-creating opportunities of

diversity

9 Engages people and organisations in implementing the entrepreneurial city’s
policies by unlocking their talents, ideas, knowledge, experiences, expertise
and goodwill

10 | Communicates the advantages of the entrepreneurial learning city/region
internally to its citizens and organisations and externally to its potential
customers and inward investors

Fig. 1.1 Attributes of an entrepreneurial learning city/region

their own purpose. Much of this is due to the pioneering work of the European
Lifelong Learning Initiative (ELLI), now unfortunately defunct, which defined the
ways in which these institutions can modify their management and administrative
procedures and their outlooks to become learning entities.

But what are learning organisations? Senge (1990: 3) suggests that they are

...organizations where people continually expand their capacity to create the results they
truly desire, where new and expansive patterns of thinking are nurtured, where collective
aspiration is set free, and where people are continually learning to see the whole together.

Horgan (1995: xi) recognises the learning organisation’s focus on the future

A Learning Organization is one which has a vision of tomorrow, seeing the people who
make up the organization not simply being trained and developed to meet the organization’s
ends in a limiting and prescriptive manner, but for a more expanded role.

Thus, in the workplace, business gain may be the main reason to become a
learning organisation, but the means to achieve that gain is through the develop-
ment of the human potential of the organisation as a whole—the expanded role.
This is also true for non-profit-making organisations. Into this equation comes the
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quality culture and decision-making at the most appropriate point by the most
appropriate people and where the enterprise turns its strategy, culture and structure
into a learning system.

But a learning organisation need not be a company. Indeed, ELLI’s ten char-
acteristics (shown in Fig. 1.2) indicate that it can be a company, a professional
association, a university, a school, a city, a nation or any group of people, large or
small, with a need and a desire to improve performance through learning.

Here, we see affinities to the needs of many entrepreneurial learning cities. They
have a ‘desire to improve performance through learning’. They ‘invest in their own
future’ by so doing. They need to ‘learn and relearn constantly in order to remain
innovative’. The dynamic behind the learning organisation can be applied in several
parts of the entrepreneurial learning city and region. To be sure, the local and
regional administration departments need to incorporate it into their management
practices and so does each stakeholder in, for example, the schools, universities,
adult colleges, hospitals and police, by focussing on, for example, the citizen, the
student and the patient as a valued customer. For this, they may need learning
materials (see Chap. 11) such as the ‘stakeholder audits’, developed in the EU
Indicators project, which are aimed specifically at those audiences.

Links Its Educational, Administrative and Wealth-Creating
Organisations to Develop in Partnership with Each Other

Mukin et al. (2015: 1) point out that

Cities are the future. They are where people live and work. They are where growth happens
and where innovation takes place. But they are also poles of poverty and, much too often,
centers of unemployment... they could potentially have huge returns for job creation and
poverty reduction.

How can the potential of cities be released? One strategy for an entrepreneurial
learning city is to create partnerships between the public and private sectors. By so
doing, the synergies between the two can be realised. At the schools education
level, links between teachers, students and employees in companies can create a
two-way communication channel which produces learning for all. The Woodberry
Down/IBM Twinning Scheme (Longworth 2003) is a prime example. Here, the link
between a company and a school produced an impressive range of activities.
Through a wide range of joint programmes, for example workshops and seminars,
job-tasting, cultural development, interviewing schemes, mentoring and financial
support, young people were helped in many ways and adults in industry became
much more aware of the issues facing modern education.

A very thorough review of links between higher education and industry
undertaken for the UK Department of Business, Innovation and Skills by Wilson
(2012) presents a number of detailed case studies of university/industry partner-
ships. Such liaisons tend to be much more prevalent and productive, especially in
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10 Indicators of a Learning Organisation

1. A Learning Organisation can be a company, a professional association, a
University, a school, a city, a nation or any group of people, large or small, with a
need and a desire to improve performance through learning.

2. A Learning Organisation invests in its own future through the learning and
education of all its people

3. A Learning Organisation creates opportunities for, and encourages, all its
people in all its functions to fulfil their human potential

- as employees, members, professionals or students of the organisation

- as ambassadors of the organisation to its customers, clients, audiences
and suppliers

- as citizens of the wider society in which the organisation exists

- as human beings with the need to realise their own capabilities

4. A Learning Organisation shares its vision of tomorrow with its people and
stimulates them to challenge it, to change it and to contribute to it

5. A Learning Organisation integrates work and learning and inspires all its people
to seek quality, excellence and continuous improvement in both

6. A Learning Organisation mobilises all its human talent by putting the emphasis
on 'Lifelong Learning' for all, and planning its educational offerings accordingly

7. A Learning Organisation empowers ALL its people to broaden their horizons, in
harmony with their own preferred learning styles

8. A Learning organisation applies up to date open and distance delivery
technologies appropriately to create broader and more varied learning
opportunities

9. A Learning Organisation responds proactively to the wider needs of the
environment and the society in which it operates, and encourages its people to
do likewise

10. A Learning Organisation learns and relearns constantly in order to remain
innovative, inventive, invigorating and in business.

Fig. 1.2 Indicators of learning organisations
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the USA. The University Industry Demonstration Partnership (UIDP 2014), for
example, presents ten case studies of high-value, high-return partnership from
several American regions.

Describing the new campus at Berkeley (Gilman 2015: 1) reports

The Berkeley Global Campus will be a focal point for an international coalition of leading
academic institutions and private sector and community partners. BGC will bring a global
community of researchers and industry innovators to Richmond.

The ‘PURE’ project (PASCAL Universities Regional Engagement) carried out
by PASCAL in more than twenty regions between 2009 and 2013 set out to analyse
how higher education could support regional competitiveness and balanced sus-
tainable development, which would reflect the reality of global learning. That study
concluded (PASCAL 2013: 1)

Regions need to see the higher (and broader tertiary) resources in their region as fully a part
of the region and its resources, and expect participation and contributions of mutual benefit
in a very complete way. This means seeing them as reservoirs of knowledge and talent, and
engines for creative innovation and development, as well as production systems for a
capable and active workforce and citizenry. This applies to all academic discipline fields,
not only technology and management. It enables institutions to identify new needs and
opportunities for research, R&D, incubators, and spin-off companies etc. as well as new
curricula.

This is important for an entrepreneurial learning city. Such partnerships between
industry, local authorities and education are likely to contribute much to future
economic development and the creation of a new generation of entrepreneurs, as
well as provide insights into the social, cultural and environmental issues that affect
local and regional government.

Identifies and Develops the Skills, Attributes and Structures
that Allow People and Organisations to Adapt
to a Fast-Changing World

It is a cliché that this is a fast-changing world and that the skills, outlooks and
attitudes of people should also constantly change so that they can better understand
and adapt to it. Such readaptation is continuous and applies to the whole population
rather than just to those needing skills and knowledge updates for employment. An
entrepreneurial learning city will prioritise this. But which skills, which attributes
and how and where should they be applied?

Table 1.1 suggests attributes that are suitable for success in both life and a work
environment.
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Table 1.1 Core skills and competencies for employability and life in the lifelong learning age

(Longworth and Davies 1996)

Self-management skills

* Being determined to fulfil one’s personal potential

» Continuously developing personal skills and confidence
+ Setting and achieving realistic personal targets

* Purposeful introspection

* Maintaining perspective and a sense of humour

Handling and interpreting
information

+ Using information technology tools and techniques
* Collecting, storing, analysing and combining information
» Recognising patterns and links and acting appropriately

Applying new knowledge into
practice

+ Seeing the connection between theory and practice
* Transforming knowledge into action

Learning to learn

» Staying open to new knowledge and new learning
techniques

» Identifying and using sources of knowledge

* Relating learning to personal objectives

Questioning, reasoning and
critical thinking

» Recognising and embracing quality in all areas of life

* Transforming knowledge into understanding

* Recognising reasoned argument from a manipulative one
» Never being satisfied with the status quo

Management and
communication skills

+ Expressing oneself clearly orally and verbally in formal
and informal situations

* Persuading others

» Listening to others

* Helping others to help themselves

Thinking skills and creativity

» Using creativity and imagination to solve problems

* Thinking ‘out of the box’

+ Anticipating situations and developing forward vision
» Knowing where and how to find inspiration

Adaptability, flexibility and
versatility

+ Facing change with confidence

+ Adapting to new situations and tasks

* Being ready to change personal direction
» Keeping an open mind

Team work

* Sharing information and knowledge

* Receiving information and knowledge
» Participating in goal-setting

» Achieving common goals

Lifelong learning

+ Continuously upgrading personal skills and competences
+ Cherishing the habit of learning
+ Contributing to the learning of others

Skills of this kind are desirable but not enough to cope with the stresses of
present day life. What needs to go with them are the values, attributes and attitudes
that enable citizens to meet the needs of their families, their social life and the city
itself. This author suggests a list of these, some of which are particularly difficult to

achieve:
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Self-management,
Adaptability/flexibility,

Versatility, resourcefulness,
Imagination, inventiveness,

Empathy for other people,
Outward-looking, visionary,
Determination to succeed,

Integrity, honesty,

Contributing to the learning of others,
Self-knowledge,

Respect for the environment
Aspiration, always wanting to improve,
Open-mindedness,

Decisiveness, positivity, and
Awareness of personal potential.

Where should all of these skills and attributes be acquired? Schools, of course,
are the places where impressionable youngsters can first learn their importance and
how they will affect their future life positively. Regrettably, school curricula rarely
give personal skills and values the attention they deserve, being more fixated upon
the acquisition of information/knowledge and examination success. In addition,
teachers are not normally equipped to communicate them, and this applies equally
in formal adult and higher education. This is why the links described under Part 2
above, the learning organisation structures in Part 1 and many of the actions
described in subsequent parts are so important to a holistic entrepreneurial learning
city.

South Australia provides an example of skills development for
entrepreneurship. It prides itself on having developed an ‘entrepreneurial ecosys-
tem’. The City of Adelaide won the Innovative Regions Award in the Australian
Technologies competition. The map constructed to develop the system included
Networking, Community and Start-up events, Formal Education, Industry
Education, Co-working spaces, Incubators and Accelerators, Advisory Systems and
Investors. Within each of these headings were the means by which they could be
implemented and accomplished, including skills development, communication and
support systems, the organisations that would contribute (including schools, uni-
versities and adult education colleges), learning needs, the availability of venture
capital and many others. As a result, many new ventures have been initiated in a
place that was losing much of its traditional industries. The key message, according
to Daly (2015: 1), is that “...there is always an enormous amount of support in the
ecosystem to enable the city to get to where it wants to go’. An entrepreneurial
learning city is greatly in need of a strategy to ensure that these skills, attributes and
values are developed from an early age and fostered throughout life.
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Looks Outward: Joins International Networks to Open All
Its Citizens and Organisations to Learn from Other
Countries, Peoples, Cultures and Ideas. Treats the Outside
World as a Huge Additional Resource

It is equally important to create learning environments that can prepare students for a world
in which most people will need to collaborate with people of diverse cultural origins, and
appreciate different ideas, perspectives and values. A world in which people need to decide
how to trust and collaborate across such differences. And a world in which their lives will
be affected by issues that transcend national boundaries. It is about helping students to
develop autonomy and identity that is cognizant of the reality of national and global
pluralism, and to equip them to join others in life, work and citizenship. The lessons
students are taught in school will carry forward into their communities, giving schools and
universities a direct path to positively impact their immediate surroundings (Schleicher
2016: 1).

Recent events have caused people to recognise more than ever before that the
twenty-first-century world is one in which vast numbers of people live, are per-
secuted, are forced by war to flee their homeland and are on the move by force of
circumstance to new places. Many see this as a threat, others as a problem to be
solved and some even as an opportunity. But Schleicher is correct when he states
that education and political systems will need to change in order to give people the
mental skills to cope with a pluralistic future. Madden (2015) reinforces this and
applies it to cities

. the huge opportunity and need is in fast-growing developing-world cities that are
growing at 10 percent a year. How we grow those cities and how they’re developed and
built out will lock in behaviours and practices for decades to come. Whether you’re con-
cerned about outcomes for carbon or people, it’s the fast-growing developing-world cities
that ultimately need to be the target.

And cities are responding. A trawl of the Internet will yield more than fifty city
networks in which mayors and professionals can exchange ideas and expertise at
conferences through podcasts and via international meetings. These networks
include sustainable cities, resilient cities, green cities, social cities, smart cities,
cities of opportunity and learning cities. The UNESCO Global Network of Learning
Cities, launched at the 2013 conference in Beijing, is assiduously collecting case
studies from around the world and building up new knowledge of how cities can
adapt to the enormous learning challenge of rapidly accelerating change.

The European Union too has supported learning city network projects. For
example, the PALLACE project linked schools, politicians, teacher training facil-
ities and cultural departments in cities in 4 continents (Brisbane and Adelaide
(Australia), Auckland (New Zealand), Edmonton (Canada), Beijing (China), Espoo
(Finland) and Senlis (France) (Allwinkle and Longworth 2005). In this,
schoolchildren in Finland and South Australia exchanged ideas on the future of
their communities; teacher trainers in Auckland and Europe jointly created new



1 Attributes of an Entrepreneurial Learning City Region 11

training materials; politicians in Australia and France discussed their experiences
and challenges; and museums in Brisbane and Espoo discussed how to support
lifelong learning. Such intercity projects linking administrations, universities,
companies, libraries, hospitals and other services can be the blueprint for the future,
especially if cities from the developing world and a wide variety of citizens are
included in the mix. The possibilities for fruitful interaction between cities, and
hence mutual understanding and innovation, across the globe, are constrained lar-
gely by a lack of imagination and creative thinking.

Entrepreneurial cities on the Atlantic seaboard of Europe that are members of the
UNESCO Global Network such as Cork and Swansea will also be interested in the
November 2015 announcement by the European Commission Committee of the
Regions of the funding of plans to foster innovation and promote a resource-
efficient economy between countries and cities. Corina Cretu, Commissioner for
Regional Policy, stated: ‘This transnational cooperation programme offers con-
crete opportunities to encourage innovation in all sectors involving private and
public stakeholders, while protecting the region’s rich natural resources. I am
convinced that it will be beneficial to the sustainable development of regions, cities,
towns and rural areas in the Atlantic area’ (European Commission 2015: 1).

For linking schools with each other, there are impressive networks such as
iEARN and the Global SchoolNet. iEARN, a non-profit organisation working from
Spain, is made up of over 30,000 schools and youth organisations in more than 140
countries. It empowers teachers and young people to work together online using the
Internet and other new communications technologies. Over 2,000,000 students each
day are engaged in collaborative project work worldwide. The publicity for its
network states:

Imagine a world in which teachers and students all across the planet are able to work
collaboratively on projects that make a difference in the world,” says its publicity, ‘Among
the tens of thousands of schools worldwide that participate in iEARN, there is no shortage
of success stories to demonstrate the power not only to make a difference in the world, but
to deepen the learning that takes place in these connected classrooms IEARN 2005: 1).

Their projects involve a final ‘product’ or exhibition of the learning that has
taken place as part of the collaboration. More than 150 interactive projects,
including ‘the Atlas of Diversity’, ‘Global teenager’ and the ‘One world project’
enable children to develop research and critical thinking skills, experience with new
technologies, cultural awareness and the habit of getting involved in community
issues. The Global SchoolNet is a similar international schools network funded
mainly by large American corporations. Its mission statement includes ‘partners
with schools, communities and businesses to provide collaborative educational,
scientific and cultural learning activities that prepare students for the workforce and
help them to become literate and responsible global citizens’ (Global Schoolnet
Foundation 2016).

There can be little doubt in this digital age that the Internet is compressing the
planet and changing radically the way that people see the wider world. Many cities
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are already multiracial, multiethnic, multilingual and multifaceted. The tide of
history is propelling them, sometimes reluctantly, towards greater understanding of,
and cooperation with, other regions and other races, religions, creeds and customs.

Releases the Power of Modern Technologies in the Service
of Education, Business and Industry and Communities

Entrepreneurial learning cities are also smart cities, where the effective use of
technology effects great improvements in education, trade, social services, health
and much more. As an example, take Gregory Dobler, an astrophysicist working
from a high-rise rooftop in Brooklyn to take pictures of New York City from a
distance to ‘help figure out how the city is functioning’. Every ten seconds for two
years, Dr. Dobler and his colleagues at New York University’s Urban Observatory
have taken a panorama of Manhattan. Across hundreds of wavelengths of light,
they are recording the rhythmic pulse of a living city, just as astronomers capture
the activity of a variable star.

Researchers can analyze energy use, air quality, light pollution, heat, traffic and sleep
patterns moment-to-moment, building-by-building, in one of the most densely populated
cities on Earth. ... They hope to turn data generated every day by people in New York into
a sustainable design for living that could become a template for digital cities world-wide
(Hotz 2015: 1-3).

But this is not just a surveillance project. Researchers, civic entrepreneurs and
city managers are using New York for experiments in the emerging science of
cities, linking municipal computer networks, making digital data public or installing
many thousands of sensors to monitor urban life—from water quality to traffic and
power use. Smart irrigation systems in Barcelona, self-regulating street lights in
Glasgow, crowd-sourced flood alerts in Jakarta and sensors in Santander, Spain,
that monitor everything from air quality to the availability of parking spaces, are
similarly the result of technological breakthroughs (ibid).

But the classroom in schools and adult education are the places where tech-
nology will be most affected in the future. (Prensky 2014: 1) suggests that ‘...the
world needs a new curriculum. We have to rethink the nineteenth century cur-
riculum. We are at the ground floor of a new world full of imagination, creativity,
innovation and digital wisdom. We are going to have to create the education of the
future’.

And of course he is right, though few parents want to see their children as guinea
pigs in an education technology experiment. However, some progress is already
being made. Many schools have well-equipped computer laboratories with access to
the riches of the Internet, homework assignments are set by Internet in the homes,
and teachers are beginning to understand that their role has changed and will
continue to change radically because of the advance of technology. It is not just
about computers. Tablets and smartphones have the capacity to access the Internet,
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and new educational apps are being created to transform them into digital teachers.
The “flipped classroom’ is finding its way into the methodology of education, the
idea of inverting traditional teaching methods by delivering instructions online
outside of the classroom and using the time in school as the place to do homework
with teachers on hand to give advice and guidance.

Morrison (2015: 1-3) identifies personalisation as a dominant technology-led
trend in education.

Greater availability of data and the use of classroom technology have opened up new
possibilities for personalized learning, with teachers able to track the progress of students in
individual lessons, find out what they spent most time on and which parts they found
hardest, and tailor their approach accordingly. Instant feedback allows teachers to find out
how much of the lessons students have understood. It also means they can provide
one-to-one teaching without publicly singling out students or holding up the rest of the
class.

While this may be a more traditional view of future educational methodology, it
leads to the topic of ‘big data’, the trails we all leave behind when accessing the net,
initially used by business to improve their market exposure, but now used by many
cities to streamline all their activities and services. Until recently, it has not found
its way into education, but now ‘Moocs, Massive Open Online Courses’—free
courses that are open to all and aimed at an unlimited number of participants—have
made an appearance. The UK Open University’s ‘Future Learn’ is one platform to
access Moocs. Laurillard (2014: 15) states

On an ICT in Primary Education' course I teach on Coursera, there are more than 2000
participants from emerging economies. We know this group will need access to free ICT
tools and resources in places where internet access is poor. That information affects the
nature of the activities we design into the course. The platform will also tell us the rate of
dropout each week, which activities participants spent most time on, which were ignored,
and so on.

For Britland, technology’s educational future lies in “The Cloud’. ‘Teachers’, he
states, ‘can use the cloud to set, collect and grade work online. Students will have
instant access to grades, comments and work via a computer, smartphone or tablet.
Many schools are already doing this. Plus, services such as the educational social
network Edmodo offer this for free’ (Britland 2013: 23). This will entail great
changes in the delivery of education. Thanks to the cloud and mobile devices,
technology will be integrated into every part of school. It will include games fields,
gyms and school trips. Whether offsite or on-site, the school, teachers, students and
support staff will all be connected. Students can learn from anywhere, and teachers
can teach from anywhere. In Britland’s ideal world, ‘all classrooms will be
paperless’.

All of this of course has implications for communities, business and industry and
city administrations. The ability to deal more easily with large numbers of people is
a boost to their operations and services. If it is true, as has been suggested, that an

'ICT in primary education.
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entrepreneurial learning city/region will need to implement lifelong learning
strategies in order to keep all its citizens and organisations informed, in learning and
in business, the new technologies, used wisely, are going to be the answer.

Increases Entrepreneurial Education in Schools
and Further and Higher Education

The opening sentence of the US National Content Standards for entrepreneurship
education states

Entrepreneurship Education is a key driver of our economy. Wealth and a high
majority of jobs are created by small businesses started by entrepreneurially minded
individuals, many of whom go on to create big businesses. People exposed to
entrepreneurship frequently express that they have more opportunity to exercise creative
freedoms, higher self-esteem, and an overall greater sense of control over their own lives.

Traditionally, the USA has encouraged entrepreneurship as a key economic
asset. Far more than in Europe, where welfare systems tend to discourage
risk-taking. The same standards organisation has developed courses from primary
schools to higher education stating that ‘...entrepreneurship is a lifelong learning
process starting as early as elementary school and progressing through all levels of
education, including adult education, progressively more challenging educational
activities; experiences that will enable them to develop the insight needed to dis-
cover and create entrepreneurial opportunities; and the expertise to successfully
start and manage their own businesses to take advantage of these opportunities’.

Thomas Friedman, Pulitzer Prize winning Journalist, puts it another way, sug-
gesting that young people should be ‘innovation ready’—meaning that they receive
the critical thinking, communication and collaboration skills that will help them
invent their own careers. He writes

Entrepreneurship education benefits students from all socioeconomic backgrounds because
it teaches kids to think outside the box and nurtures unconventional talents and skills.
Furthermore, it creates opportunity, ensures social justice, instils confidence and stimulates
the economy (Friedman 2010: 4).

He is, of course, right. The discussion relates back to the skills-based education
debate in Part 3 above and to the partnership discourse in Part 2. Schools need not
teach these skills on their own. In an entrepreneurial learning city, everyone gets
involved in entrepreneurial education—venture capitalists, economics and business
studies teachers, company heads, directors and workers, shopkeepers and citizens.

What effect will all this have on the city? Cities vary enormously in their
economic performance, often dependent on their recent industrial history. A large
city with an established and stable economic background will have many advan-
tages over a smaller one with declining industries. But this often depends on the
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dynamism of its people and its leaders. A city which has nurtured entrepreneurial
skills and attitudes from an early age is obviously in a better position to flourish.
Statistics tell us that the top 10 per cent of cities increase GDP almost three times
more than the remaining 90%. They create jobs four to five times faster. Their
residents enjoy higher incomes and productivity, and they are magnets for external
investment (World Bank 2015). This is true for cities of all sizes and irrespective of
location. But perhaps the most potent message that can be given to potential inward
investors is the existence of a labour force that is well-educated, creative and
entrepreneur savvy at all levels of education.

Ensures Its Future Through Long-Term Strategies
to Foster and Market Innovation and Creativity
in All Aspects of City/Region Development

Innovation and creativity are, unusually, the flavour of the moment with politicians,
businesspeople, city leaders, economists and educators, with perhaps the last of
these lagging somewhere behind the others. While it is generally the task of city
leaders to mobilise the various organisations, strategies, infrastructures and people
that can help raise the city’s profile and foster innovation, there are in various
countries government organisations to assist in this task. One of these is the catapult
centres, established by the UK government to promote and commercialise inno-
vation in cities. These were based on the premise that, while good ideas are legion,
their realisation into commercial products was less than good. As Madden (2015: 1)
argues ‘There are so many amazing ideas out there to improve how cities function.
A lot of the difficulty is: How do we deploy them at scale? Do they really work?
What’s the business case? What’s the evidence? We try and accelerate the inno-
vation by continually building the market and reinforcing that’. The catapult works
with the innovators in collaborative projects acting as a broker between city,
company, university and civil society organisations. Sometimes, cities will
approach the catapult because they have a problem or an opportunity. And some-
times, the catapult will go to them proactively because there is some funding or
some technology or a collaboration for which they would be a good partner. These
are the opportunities that a strong city innovation plan can capitalise on.

Of course, the UK is not the only country with an appetite for more innovation.
Singapore also has a plan to pump $19 billion into science and technology over the
next five years and to ‘make Singapore a “go to” destination as a global
knowledge-based, innovation-driven and future-ready economy and society’ (Khew
and Yangchen 2015: 13). The funding will focus on four core technological
domains: advanced manufacturing and engineering; health and biomedical sciences;
services and digital economy; and urban solutions and sustainability. At the same
time, $2.5 billion is set aside for looking into previously unanticipated emerging
topics.
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Innovation and creativity are the province not only of company leaders, inno-
vation councils and academics. Every employee of a company has a part to play in
creating its future, just as, in a learning organisation, everyone learns. Sloane (2013:
5) suggests a number of actions and outlooks that any worker can employ. His
dictum ‘recognise that every product, every service, every procedure and every
aspect of your job can be done better’ echoes the Rover learning business’s old
dictum ‘everyone has two jobs—the job and improving the job’. Sloane calls for
regular brainstorms involving everyone and recognises that innovation implies
risk-taking. Viz ‘Change your attitude to failure. If everything you try works then
you are not being bold enough. Innovation involves trying some things that don’t
work. Treat each failure as a learning opportunity. The innovator’s motto is, “I
succeed or I learn but I never fail”’. (Sloane 2013: 5). This is the crux. In most
companies, people are frightened to try new things. It is a relic of a rigid education
system. We tend to think that it is just the marketing or R&D departments that
should be creative, when we desperately need creative thinking everywhere in our
workplaces.

Embraces and Celebrates the Wealth-Creating
Opportunities of Diversity

In some communities, this is a difficult concept to implement. Despite the great
strides for acceptance that the LGBT community has made in recent years, there are
still pockets of resistance, usually based on religious dogma or occasionally
ignorance. And yet there is a strong body of evidence for the connection between
tolerance of diversity and economic growth. Florida was one of the first to suggest a
link between economic growth and cultural diversity, which he defines as ‘a place’s
openness to different cultures, religions, sexual orientations’ (Florida 2011: 1). He
has returned to the theme frequently. In the 2003 version of Cities and the Creative
Class, he notes °...from Alfred Marshall to Robert Park and Jane Jacobs, cities have
been seen as cauldrons of diversity and difference and as fonts for creativity and
innovation’ (Florida 2003: 4). In the later 2005 version of the book, he states ‘Our
work finds a strong connection between successful technology and talent harnessing
places and places that are open to immigrants, artists, gays and racial integration’
(Florida 2005: 6), while, more recently, he makes his strongest statement on the
subject, ‘It’s time for diversity’s sceptics and naysayers to get over their hang-ups.
The evidence is mounting that geographical openness and cultural diversity and
tolerance are not by-products but key drivers of economic progress. Proximity,
openness and diversity operate alongside technological innovation and human
capital as the key engines of economic prosperity. Indeed, one might even go so far
as to suggest that they provide the motive force of intellectual, technological, and
artistic evolution’ (Florida 2013; 15).
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Nathan of London School of Economics takes up the baton in 2014

A growing body of research is making links between diversity and the economic perfor-
mance of cities and regions... First, companies with diverse management are more likely to
introduce new product innovations than are those with homogeneous “top teams.” Second,
diversity is particularly important for reaching international markets and serving London’s
cosmopolitan  population.  Third, migrant status has positive links to
entrepreneurship. Overall, the results provide some support for claims that diversity is an
economic asset as well as social benefit” (Nathan 2013: 17).

Finally, Rodriguez-Pose and Hardy of the Centre for European Policy Research
conclude that

Diversity shapes the knowledge economy. It does so by expanding the knowledge base and
enhancing a region’s ability to recognise, assimilate, and exploit this new knowledge. New
immigrants are likely to be especially important to this picture as they bring new ideas and
perspectives to stoke the fires of innovation — all the more so when they are highly skilled.
Additional factors such as international networks generated through migrant mobility
(which forge knowledge pipelines), skill complementarities between native and migrant
workers, and a higher propensity for risky action among migrants (like start-up creation),
reinforces the economic potential of diverse areas” (Rodriguez-Pose and Hardy 2014: 3).

What this means for an entrepreneurial learning city is that, in order to maximise
its growth, it should foster tolerance and understanding among its people and
welcome immigrants and LGBT people. In the current climate, this has become
more difficult.

Engages People and Organisations in Implementing
the Entrepreneurial City’s Policies by Unlocking Their
Talents, Ideas, Knowledge, Experiences, Expertise

and Goodwill

Many citizens and local communities share a deep need to participate and should be
encouraged to contribute to the process of improving the city and their local neighbour-
hoods. The aim is to ensure that Dublin remains an attractive, vibrant location for industry,
commerce, recreation, and tourism and continues to be a major focus for economic growth
within the country (Dublin City Development Board 2002: 4).

Most cities have within their boundaries a limitless source of talent, experience,
knowledge and goodwill. Few tap into it in any sort of creative way. An entre-
preneurial learning city will succeed better if it can persuade as many of its citizens
as it can to help implement entrepreneurial strategies. The same is true of smart
cities. Tavares, the leader of TM Forum’s Smart Cities global community, observed
that °...cities are made up of citizens. Government works for them and businesses
need them. There can be no smart city without value generation for the citizen, and
a successful initiative considers citizens as the main input of needs, issues and



18 N. Longworth

problems to be solved. They are the permanent ‘beta testers’, so all services must
have citizen feedback and validation’ (Tavares 2015: 3). Often, red tape prevents
such citizen involvement.

Helsinki’s exercise in public participation is noteworthy for its innovative
approach. ‘People are often hard to reach to begin any kind of conversation about
development’ it begins, “...but the good news is that there’s hope”. Our experi-
ences from Helsinki show that people’s interest in their surroundings has not gone
anywhere. Capturing residents’ excitement just needs new methods’ (Hamalainen
2016: 14). The article goes on to describe how the city has developed a map-based
system for building questionnaires and discussion forums that link citizen feed-
back to specific locations in communities. Using this, they have empowered resi-
dents to map freely directions where the city should grow. The study attracted 4700
respondents to mark around 33,000 experience-based ideas on a map of the city,
including much input from conventionally hard-to-reach demographic groups like
parents and young people.

An entrepreneurial learning city is a whole-city enterprise. It goes beyond
industrial and commercial entrepreneurship to embrace social entrepreneurship. By
sharing their knowledge and abilities among each other, its people acquire a sense
of belonging to a dynamic city that is harnessing the skills of every citizen to ensure
a viable future. Industries in particular can set an example by encouraging their
workforce to contribute to community development whether it be by mentoring
schoolchildren, helping the aged, running courses for the unemployed or the many
other initiatives that go to improving community life in the place where their
premises are situated. Equally, employees of public institutions, including local
government staff, might include an external project within their continuous personal
development programme.

Table 1.2 reminds city leaders of some of the many initiatives that must be taken
to establish a true entrepreneurial learning city/region. They are invited to complete
the 4 last columns where 1 = does this throughout all communities in the
city/region, 2 = in some city/region communities, 3 = does not do this but thinking
about it and 4 = has not got round to doing this.

Communicates the Advantages of the Entrepreneurial
Learning City/Region Internally to Its Citizens

and Organisations and Externally to Its Potential
Customers and Inward Investors

Communication is the lifeblood of the entrepreneurial learning city/region. It can
have the greatest strategy in the world, but if it does not tell any of its citizens and
organisations about it, and how and why they can contribute, it will not be
implemented. Equally, if it does not broadcast loudly and clearly that here is a city
which is open for business to the rest of the world, the strategy is missing its raison
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Table 1.2 Engaging citizens in the entrepreneurial learning city/region
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Consulting local community organisations about entrepreneurial learning city
region policies?

Writing and delivering a booklet about the entrepreneurial learning city region
to every household

Including representatives of community groups on a development committee or
board?

Actively promoting active citizenship to encourage participation in
entrepreneurial learning city region development

Creating new channels of participation at neighbourhood level

Carrying out a region-wide neighbourhood mapping exercise to determine new
neighbourhood participative structures

Carrying out local referendums on entrepreneurial learning city/region policy

Ensuring greater accountability of service providers in the city to the
communities they serve

Developing innovative methods of consultation and participation that ensure the
inclusion of all groups in decision-making processes, especially older people,
people with disabilities and young people

Putting up posters about the entrepreneurial learning city/region and/or the value
of contribution

Establishing a good governance audit and excellence mark

Promoting examples of national and international best practice of good
participation in entrepreneurial matters

Providing an online directory of community and voluntary organisations active
in the city

Developing a volunteer register for the city

Advertising volunteering opportunities

Increasing the number of community bulletin boards

Supporting the development of community TV channels for the region

Facilitating the development of a support secretariat for each neighbourhood

Developing a consultation resource pack to advise statutory service providers,
businesses, community organisations, agencies and individuals on consultation
and channels of participation

Facilitating the availability of a two-way communication channel on
entrepreneurial learning city/region matter to citizens through the use of the
Web

Increasing opportunities for access to the Internet for all citizens

Including local schools in the entrepreneurial learning city/region consultation
process

Linking with other cities/regions in entrepreneurial matters, e.g. twinning

Other initiatives—please indicate in the boxes below
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d’etre. Thus, a strong and well-staffed communications department charged with the
task of marketing the city is the sine qua non for ensuring success.

For internal communication and for encouraging people and organisations to
participate, the city’s consultation procedures will need to be overhauled. No longer
is this a matter of informing or even inviting comment, the exercise should be
aimed at empowering its citizens and its institutions to know how to play their part
in city development. All citizens have talents, skills, experiences, expertise,
knowledge and ideas that they can contribute. The difficulty lies in unlocking them
and coordinating the energy that they are willing to donate.

Figure 1.3 shows one way of describing the consultation levels.

This diagram expresses the progression towards a fully empowered learning
community/city/region. At its very basic level (Step 1), it is a process of informing
people about the fact that the city is an entrepreneurial learning city region and they
remain as passive listeners. On the second step, the process is one of discussion
where peoples’ opinions are sought and (maybe) taken into account. They become
confidants but not actors. The third step expands the process to one of active
engagement with the citizens as co-partners in which their opinions are actively
included in the development of the entrepreneurial city region—they are passive
partners in it. We are now in consultation mode.

On step four, the city is still in consultation mode, but this can be transformed
into action through the negotiation of a double step, in which citizens are motivated
to learn more about the entrepreneurial city process in order to define their role in it.

The Consultation Ladder

Processes Citizens as

MANAGEMENT DECIDERS/MANAGERS
EMPOWERING

PARTICIPATION IMPLEMENTERS

MOTIVATION LEARNERS

LEARNING
ENGAGEMENT PARTNERS
DISCUSSION CONFIDANTS
INFORMING
INFORMATION LISTENERS
PROVISION

Fig. 1.3 The consultation ladder (from Longworth 2006: 152)
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This widening of horizons is a double step since it represents hard to obtain
commitment. On step 5, citizens participate in the project that they themselves have
helped to create under the supervision of the local authority. This constitutes
implementation mode. Step 6 and the transformation is complete. Citizens are fully
empowered and committed to manage their own part in the implementation process
without reference to outside supervision (though occasional input may need to be
made by experts as a coordination exercise).

There are of course many more methods of communication with citizens, among
them posters, mailshots, learning fairs and exhibitions, podcasts, tablets, iPads and
computers, and of course two-way access to the city Website, as is developed by
many cities.

Equally, there are other aspects of the communications strategy which would
benefit the implementation of the entrepreneurial learning city region. Many of
them are shown in Table 1.3.

It is clear that the process of communicating the entrepreneurial city message is
complex and multifaceted, involving a wide variety of stakeholders and stratagems.
It is also a crucial aspect of city development.

Sources of Learning Materials and Other Information

There are a number of sources of learning materials on the Internet.

1. Many of the international city alliance organisations have developed indicators
and materials for use among their members, and these are to be found on their
Internet pages. For example, resilient cities, sustainable cities, cities of oppor-
tunity, UNESCO Global Learning Cities Network and smart cities. These are
usually free to members. While they are not specifically addressed to entre-
preneurial learning cities, many of them would be useful for a greater under-
standing of learning city development.

2. http://eurolocal.info is the major site for all learning city and region materials. It
includes papers, research results, projects, learning audits, learning tools, life-
long learning lesson materials, charters, strategies, books and materials for each
learning city stakeholder. The learning audits, for example, are specifically
designed to show how learning city stakeholders in schools, universities, adult
education, businesses and local authorities can become learning organisations
and how they can develop knowledge of learning cities and their role within it.
The learning needs analyses are aimed at providing local authorities with
knowledge of learning needs among their staff for their role in learning city
development. There is more, much more, within this site.

3. The longlearn materials: written to accompany the book ‘Learning Cities,
Learning Regions, Learning Communities’ by Norman Longworth, these
comprise 200 assignments in 90 lessons of topics within the 9 chapters of the
book. They are interactive in nature and can be used in classroom or
self-learning mode.
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Table 1.3 Some communication strategies for city planners

Yes |No |In Not
plan | relevant

Keeping business up to date with opportunities and
developments

Developing the local authority as an e-region

Providing broadband, high-speed connectivity at a
reasonable cost to all homes and organisations

Online 2-way access for citizens to the city Website

Creating a competitive telecommunications environment

Creating an environment for sustainable business to
business (B2B) Web transactions

Increasing the speed of development of online public
service provision

Providing education and learning for people and
organisations on entrepreneurial learning city/region
concepts

Improving core skills of computing, communication and
the use of digital media by all citizens

Networking schools and homes for better communication
with parents

Skilling the adult population for the information age

Providing public information centres in every community

Setting up community and voluntary fora to harmonise the
community and voluntary effort

Linking community champions and local supporters with
the various education, training, business, local
development, and community and voluntary interests

Encouraging citizens and agencies to participate in
entrepreneurial learning city region debates and activities

Collecting and broadcasting statistical data in
entrepreneurial learning city region progress

Developing, maintaining and making available a
comprehensive database of community and voluntary
activity within the region

Encouraging and enabling people to find voluntary work in
their neighbourhood

Developing a learning marketplace where people can plan
their learning journeys for life

Developing themed ‘marketplaces’ which allow all
stakeholders to shape and share information, agree policy,
participate in decision-making and ‘trade’ in
entrepreneurial learning city region participation exercises

Other innovative uses (please state)
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Chapter 2
Learn, Innovate and Prosper-
A Perspective on Learning Cities

Simon J. Gibson

Abstract This chapter will consider the shifts in the world economy and the
implications for change in Europe. The need to develop a highly skilled knowledge
economy requires the development of entrepreneurial behaviours, attitudes and
skills in the working population. It is recognised that advanced technological
developments are central to regeneration of the economy. The chapter describes the
attributes necessary to climb the global economic hierarchy and suggests inter-
ventions to improve outcomes. The Alacrity Programme is provided as an example
of the kind of support that has been developed and proven to be effective.

A Perspective on Learning Cities

In economic terms, the world is being turned on its head. By 2013, only 32.7% of
the global economic output of G-7 was from the G-7 countries (Federal Statistical
Office of Germany 2015: 8). As developing countries educate, innovate and
mobilise, their economic performance will push European economies out of the G-7
and, although a number of European countries will stay in the G-20 group of
nations, they are left in the dust compared to the new entrants.

Knowledge economies typically develop and manage six strands of economic
development: ideas, skills, access to capital, equitable taxation, infrastructure and
opportunity capture. Development and the commercialisation of ideas come from a
combination of educational establishments, industry and the general population.
Around the world, many universities engage in research activity but struggle to
commercialise ideas due to a system that rewards publication rather than com-
mercialisation and wealth creation. In many economies, there is a challenging
imbalance between funding for research in higher education and commercial
outputs.
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Intellectual property has been a point of contention between academia and
investors. The focus of angst is usually valuation. Interestingly, universities that
take a more liberal view of IP generated within their institution are attracting more
venture capital support and generating greater outputs.

As universities create cross-disciplinary space between academics, industrialists
and graduates, the commercial success rates typically increase. Universities are
increasingly co-locating Business Schools with Science and Engineering Schools,
whilst also encouraging serendipity. A knowledge economy has an insatiable
appetite for skills. The explosive growth of the Internet of Things, cyber security,
social media and mobile applications has created a global deficit of software
engineers with the skills necessary to exploit the opportunities. Nations teaching
software-coding skills throughout the school curriculum are increasingly improving
economic performance.

To create companies with global impact, entrepreneurs need access to capital in
all its guises. To encourage the flow of funds, governments have the capacity to
provide incentives through taxation structures that provide benefits to both investors
and founders/employees. A government providing incentives to knowledge-based
companies can quickly realise a return on their tax concessions. The largest expense
in knowledge businesses is work force, in the form of salaries. These salaries are
subject to payroll taxes and insurance payments from the outset of a company’s
operations. Furthermore, as companies mature and become profitable they also
return revenue to the National Treasury through corporation and sales taxes.
Research and development grants, where available, are popular, as they assist in
innovation whilst having no dilutive effect on shareholder ownership.

According to Atomico (2016), two hundred and thirty six global companies have
reached more than $1 billion in valuation over the last thirteen years. It is note-
worthy that most of them are based on products and services created through
software engineering. These companies have created their value by harnessing the
Internet and its users. Due to the low barriers to entry, knowledge companies can
create wealth rapidly through a combination of human capital, low-cost computing
and network access. In a very short period of time, companies with less than fifty
people have created ‘over-the-top services’ which bypass traditional service pro-
viders and deliver benefits to hundreds of millions of people. Who could have
imagined that the world’s largest hospitality company, Airbnb, would not own a
single property, or likewise, the biggest taxi company, Uber, would not own a
single vehicle? In some instances, their disruptive innovations have transformed
appetites and markets. The opportunities have never been greater nor the barriers
lower, yet, despite this, many economies struggle to create companies with such
valuations. What is consistent about the geographical spread of this success is
empowering infrastructure and access to skilled workers.

In many countries around the world, administrators were lobbied and persuaded
that the future of ICT was centred around the use of a single proprietary business
application. Students would be taught to use a word processor, a spreadsheet, a
simple database and a presentation tool. This was generally done as a substitute for
learning basic software programming skills and the fundamental workings of digital



2 Learn, Innovate and Prosper-A Perspective on Learning Cities 27

platforms. This approach resulted in proficiencies associated with mass digital lit-
eracy being subsequently lost for twenty years. A generation of ‘user students’ were
fashioned who have little concept of how software is created or implemented. Now
there is a burgeoning realisation that this has been a mistake, leaving a gaping hole
in both the workforce and teaching skills, which is proving challenging to
overcome.

The world is generating data at an unprecedented rate, and a name now describes
the phenomenon. ‘Big Data’ is changing the way we look at ourselves and our
world. Ninety per cent of the world’s data have been generated in the last
twenty-four months, and in 2016, digital data will grow to eight Zettabytes (eight
Zettabytes is the equivalent of giving each person on earth 80,000 books, in terms
of capacity). If you consider the world’s five biggest companies, three of them are
computing platform providers whose services did not exist a decade ago.

The Internet of Things means that almost everything organic and inorganic can
be connected to the network. Everything from our bodies to our light bulbs can
generate data in volumes that were unimaginable just a decade ago, but big data
requires a big network bandwidth. Nations that have understood the need for
ubiquitous bandwidth and connectivity are establishing a platform to capitalise on
the opportunities that arise from this new cornucopia of information.

Cloud computing has enabled the hosting of advanced services that previously
were only available to large corporations. Small businesses can benefit from all of
the capabilities of advanced applications and contact centres without purchasing
expensive enterprise equipment or hiring in-house expertise. The services and
computing platforms are hosted in a data centre and accessed from any location or
jurisdiction. To access these new services, citizens, companies, schools and gov-
ernment agencies require symmetrical network access as data are now required to
flow quickly in both directions. This is a departure from the original architecture of
the Internet designed to populate web pages and download media. It is hard to
predict the future in such a fast moving environment, but one thing is certain, the
requirement for connectivity and computing platforms are prerequisites for
exploiting it.

Opportunity capture is realised by utilising all the strands of economic devel-
opment: ideas are developed by skilful people who, in turn, are rewarded for their
efforts, find access to capital and are supported by a connected infrastructure.
Serendipity plays a role in successful innovation. The probability of success is
enlarged by creating meeting places in cities, campuses, clusters or online, where
persons with multidisciplinary roles can exchange ideas and vision. As entrepre-
neurs develop their concepts, they have to balance their desire to supply their
notions with the actual needs of their customers. Ideas can be intoxicating and
entrepreneurs can often find themselves martyrs to their ideas. If the entrepreneur’s
idea was wrong from the outset, then no amount of self-delusion will change that
fact. This dilemma is avoided by constantly communicating with customers. By
simply asking a couple of very simple questions— What do you need?’ and “What
do you want?”’—many mistakes can be avoided. Strangely, start-ups often go into
stealth mode; obsessed with their ideas and divorced from the very people they
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want as customers. It is always better to build something customers want, rather
than building something you want.

The Internet has provided a portal to the world, its people, their devices and
systems. In all the information generated by the Web, mining of Big Data is
creating fertile ground for new ways of delivering services and efficiencies in the
discovery of new science and the management of existing global resources. As
mobile devices have supplanted the desktop computer, the scope of the marketplace
has enlarged and its reach widened. Big Data is as easily accessed and interpreted
by SMEs (small and medium-sized enterprises) as it is by global corporations. In
fact, it is often the SME that has the intuition necessary to innovate and develop
new intelligence and value.

Learning Cities by their very name imply teaching. Yet teaching excellence can
fall victim in a push for research excellence, particularly in universities that con-
stantly contend resources between teaching and research capabilities. In the
knowledge economy, there are huge opportunities to improve teaching methods and
outcomes. In many subjects, the lecture room is seriously threatened by online tools
delivering more engaging content and inviting application of learning concepts
rather than simply generating essays. Pedagogical methods, where a student applies
his or her learning ‘in the moment’, will often drive outcomes that are more effi-
cacious. Such pedagogy is suited to the personalised experience of a well-designed
and well-connected computer-learning environment, as opposed to the diode effect
created within a lecture hall. The better virtual learning environments maintain an
intimate relationship with the student, as a teacher using them can monitor
understanding and competence.

The ability to interconnect teacher to teacher, student to student and student to
teacher, enables a greater level of collaboration, interaction and understanding.
Virtual learning environments are more than simply posting teaching schedules and
course content online. The better examples demonstrate faster routes to mastery and
increased levels of student satisfaction. The advantage of a distributed learning
model is the ability to reach out to other parties in the economy. Industry has huge
potential to increase levels of engagement and mentoring with learning institutions
by being included and connected to the emerging learning environments.

The Alacrity Foundation

An example of joining the strands of economic development together in an attempt
to create a new generation of technology companies is the Alacrity Foundation,
based in Wales. Alacrity is an initiative born out of a partnership between the Welsh
Government, private philanthropists and investors.

As an educational charity, the Alacrity Foundation provides one-year post-
graduate education in commercialisation and entrepreneurship. The Alacrity cur-
riculum is designed to empower young graduates to form and manage successful
high-tech companies. The curriculum process is complemented by volunteer
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professional mentors teaching everything from public speaking to listing a public
company. The mentors also provide coaching for burgeoning businesses. Stephen
Spielberg, the film producer, is famously quoted as saying: ‘The delicate balance of
mentoring someone is not creating them in your own image, but giving them the
opportunity to create themselves’.

Unlike many entrepreneurship incubators, Alacrity does not ask graduates to
come to the programme with an idea. The focus of the methodology is totally
demand driven. The ideas for a business are sourced from large companies that
agree to work with the Foundation as Strategic Partners. The graduate teams are
directed to create solutions to real problems, that once developed can be distributed
through the sales channels of the Strategic Partners.

This method of assisting corporate innovation is timely. Innovation processes are
being pressured by increasing levels of risk management and compliance.
Innovation, by its very nature, involves risk often beyond the appetite of man-
agement and shareholder groups. For Corporate Partners, the liberation of ideas and
opportunities outside the restrictive environment of the corporate structure allows
innovation to move at the pace of a start-up with its free-thinking, energetic and
hard-working attributes. An additional benefit for the Partner is that product and
service development costs are met elsewhere whilst still being able to introduce
innovations to their customer base.

The Alacrity graduate team is free to choose their particular project from a
number of opportunities. They are allowed, in fact encouraged, to pivot to find the
optimum opportunity. The goal of each team of graduates, which is typically four in
number, is to develop a product or service to the stage of a Minimum Viable
Product. In order to graduate successfully from the programme, each team needs
three things to be in place. Firstly, they must have a verified product or service, a
product with clear pent-up demand in the marketplace. Secondly, each team must
have customers in place, and finally, they need to identify a sustainable revenue
stream. These characteristics are important as most start-up failures are defined by
their absence.

It makes little sense to educate and align start-up companies and then leave them
to fund themselves in an environment that is extremely crowded with thousands of
people looking for support. In such conditions, investment terms are typically harsh
and weighted heavily in favour of the investor. To overcome these concerns, at
graduation each team can draw down up to £250,000 of venture capital, if it can
prove it has a viable product/service, customer base and a revenue stream. This
equity funding is made available by a specialist venture Seed Fund formed by a
combination of public and private investors. The Seed Fund is separate from the
Charitable Foundation but formed with the express purpose of supporting Alacrity
conceived companies.

In this scenario, investors enjoy the benefits and characteristics of a later-stage
venture round but with all the value of a seed round. The investors are not simply
funding a concept but developing a business with growing revenue streams. It also
spares the new company from losing momentum by having to spend months trying
to raise financing. Alacrity’s task is to make sure the teams have access to capital,
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access to contracting opportunities, and the help, advice and mentoring that they
need to go out and be successful.

Through the establishment of the Alacrity Foundation and its dialogue with
employers, it became clear there is a need in the marketplace for ‘work-ready
software engineers’, not simply engineers with a theoretical understanding of
software and computing. To address this issue, Wales has created a National
Software Academy with a clear and unambiguous purpose: to produce the best
software-coding graduates for industry and fulfil the increasing software pro-
gramming needs of the National Economy. The Academy offers undergraduate
courses in computer science, always fully aligned with projects and challenges from
industry. The curriculum reflects the real needs of employers and the economy to
provide a high level of applied learning. As subjects are taught, the newly acquired
knowledge is applied immediately. It is a good example of the aforementioned
teaching methods ensuring students apply their learning within 20 min of being
taught. As these methods are perfected, they are fed into the wider educational
landscape to improve the school curriculum and national digital competences across
all subjects taught.

We all want to be in economies that are creative, innovative and wealthy. Where
the focus is on quality of life and where the population is made up of people who
collectively have independence and self-confidence and can make long-term
choices about the kind of future they and their children will experience. This is
where environmental sustainability, intergenerational progress and social respon-
sibility come to the fore.

Prosperity can only be sustained by making fundamental changes to the way we
educate and mobilise ourselves and more particularly our young people. For nations
and regions that simply choose to copy what others have done and do it cheaper, are
operating in ‘Hindsight’ mode, resulting in a competitive advantage built upon cost,
resulting in survival subsistence. Any regional capabilities are constantly threatened
by the next low-cost regions appearing over the horizon. To improve performance,
a region can endeavour to develop production efficiencies based on value, a
combination of quality and cost. This typically is the first sign of sustainability and
wealth.

More highly developed economies succeed in creating value through ‘Insight’.
Looking ‘in the moment’ and creating innovation systems to take advantage of new
trends and opportunities. This paradigm reflects much of the so-called developed
world and results in sustainable economic development. The most successful
knowledge economies and regions differentiate themselves with ‘Foresight’. They
are knowledge-based clusters attracting the brightest and best talent from across the
world, drawn by the prospect of creating the future. They successfully nurture an
innovation culture, develop global leadership positions and enjoy the highest
standards of living and sustainability.

The ability to create economic foresight requires a learning environment that not
only understands the past but can also interpret the present and has the skills and
intuition to predict the future. Such innovation habitats all have the six afore-
mentioned economic strands driving their acceleration, but in every case the
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bedrock of their continuing prosperity is the drive for excellence in education and
research coupled with an insatiable drive towards discovery and innovation, where
innovation is defined as the useful embodiment of ideas in society (Fig. 2.1).

So what are the prerequisites to this innovation habitat? There needs to be a
societal and political imperative to make it happen, which requires a consensus
towards the investment necessary to achieve the desired outcomes. This might seem
obvious, but many regions espouse a rich narrative of economic change, but support
their ambitions with meagre resources and somehow hope that a new world can be
created using old-world methodologies. Whenever educational reform is discussed
an immediate and ubiquitous cry for cash resounds throughout the halls of gov-
ernment and although budget is a key factor in reform, simply throwing cash at a
broken system can never produce an effective improvement in educational and
economic performance. So how can a system do more with less? How can our
Learning Cities be optimised to produce economies that are creative, innovative and
wealthy?

Here are some suggestions:

— Ponder and understand the concept of being ‘work ready’ in the knowledge
economy.

— More people in industry getting more involved in education.

— More people in education getting more involved in industry.

— Stop smothering vocational training with a deep theoretical mist.

— Better understand how to commercialise and liberate ideas more effectively.

— Encourage greater creativity and independent thought in our children.

— Control the forces of governance, compliance and risk management from stifling
early innovation.

— Ensure that the nation’s taxation system incentivises learning, patent protection,
risk, long-term commitment and success.

— Provide our young people with positive role models

— Deliver global connectivity, connecting more excellent teachers with students in
any location.

— Build appealing social-learning networks and blended teaching platforms.
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Chapter 3
University Internationalisation Strategies
and Public Engagement

Rebecca Hughes

Abstract Internationalisation of universities can often be a process with few
obvious connections to the surrounding environment and the people in the city or
region around a university. Few channels exist to link university decisions about
internationalisation to the local stakeholder community. At the same time, uni-
versities are regarded by many as a potential source of transformative change in
their regions, both directly (through net inward income flows) and indirectly
(through long-term good will and sharing of diverse cultural assets). For many
universities in the UK, their international portfolio is crucial to their long-term
success, both financially and in terms of attracting talent. Internationalisation is not
a neutral process that happens in a bubble, this chapter argues. It has an impact at
many levels that bring costs as well as benefits to local communities. Surrounding
communities, for instance, may simply see the impact on their lives of a very large
injection of young people from around the world and not fully understand the
benefits—economic growth, knowledge transfer and innovation and longer-term
cultural ties—that the international activity brings. In the same ways that public
engagement with research has become a topic of interest for the tertiary sector,
public engagement with internationalisation, this chapter argues, is similarly
important. The result of the EU Referendum and the polarised views around who
gains from globalisation have increased the urgency of these debates.

Introduction: What Does Internationalisation Look like?

There are three types of activity that most universities draw on when they set out an
internationalisation strategy:

e Student Mobility: International students coming into the UK to study; UK
students (in much smaller numbers) experiencing study abroad;
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e Partnerships: Formal partnerships with overseas universities in research and/or
teaching recognised in Memoranda of Understanding (MoUs) or Memoranda of
Agreement (MoAs); and

e Teaching and Learning: Educational benefits created through the curriculum
and the student experience, for instance, a focus on cultural awareness or
problem solving in international groups.

Some institutions go well beyond these core types of activity. It is useful to think
of these strategic endeavours as running from deeper and more resource-intensive
activity to more standard and less-demanding work. More intensive forms involve
the high resources and risks of setting up a full bricks and mortar branch campus
overseas. The University of Liverpool and the University of Nottingham were early
examples at this end of the internationalisation spectrum setting up campuses in
China around 2002/03. Others develop a strategic alliance with one or more
international partners for research. Bristol University in the UK and Kyoto
University in Japan are committed to long-term strategic engagement in this way.
Some institutions deepen one international aspect and make it a distinctive strategy
—for instance, making it compulsory for every student to study a second language
in terms of the curriculum design and ‘internationalisation at home’. It is also
becoming more common for universities to position themselves in ways that show
their internationalisation strategy is fundamental to their overall corporate strategy
rather than something added on. The University of Kent, for instance, has promoted
itself the UK’s ‘European University’.

In general, we have seen the blurring of international and ‘home’ activities and
they are in many institutions seen as supporting one another in a more holistic way
than, say, 10-15 years ago when international student recruitment activity tended to
dominate. Students arriving in substantial numbers from overseas are still vital to
universities in the UK, but many institutions have, despite some nervousness, taken
steps along the spectrum of strategic engagement activities mentioned above. Few
take on the risks and responsibilities (and opportunities) of a campus overseas but
many more are nurturing their attractiveness to international talent, seeking fewer
and deeper international research partnerships, and see the need for their students to
be globally employable as essential rather than desirable criteria for their institu-
tion’s success. All these trends are driving internationalisation to be core to the
mission of more universities than ever before. University leaders need to explain
and justify all their strategic priorities to multiple stakeholders, internally and
externally. Internationalisation strategies are becoming more diversified, more
resource intensive and more time consuming—and more complex to explain to
stakeholders than student inflows and related fees. This brings with it a greater need
to account for the impact of internationalisation and the opportunities it can bring to
the university and those around it.

The easiest aspect of internationalisation to quantify is the first dimension of the
three above: student mobility. Internationalisation of higher education can seem an
abstract process but it is happening through this dimension across the UK in every
town or city where there is a successful university. The overall totals for
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international student numbers since 2002 are shown in Fig. 3.1. This shows that for
the whole of the UK the numbers of international students arriving in the country
have been rising rapidly over the last decade to a level of just under 500,000 in
2014/15, although there are some signs that the numbers are plateauing. What this
high level does not show, however, is the impact on individual cities which is the
topic of most interest in this chapter. Analysis at the city level of detail helps to
unpack the relationships between the first pillar of international strategies—student
mobility—and its impact on surrounding communities. In order to look at this in
some detail, the next section takes four representative cities across the UK—
Edinburgh, Liverpool, Birmingham and Cardiff—and offers a preliminary analysis
of international student flows into them through the universities they host.

A Comparison of Four UK Cities

The data are taken from the Higher Education Statistics Agency (HESA) at three
intake points from 2002 to 2014 and include all levels (undergraduate, postgraduate
taught (i.e. masters students), and postgraduate research (i.e. doctoral level stu-
dents)). For the purposes of the analysis, the following four cities and the 17 HE
institutions they are home to were included (Table 3.1).

The aggregated data for the inflows of international students to the groups of
universities by city are shown in Fig. 3.2.

The most noticeable trend is the sharp upwards swing in numbers in the time
since the 2002 starting point: Cardiff showing increases of 169%, Edinburgh 124%,
Liverpool around 68% and Birmingham 66%.

The 2001 and 2011 census data for these cities show overall population growth
of between just 6 and 11%. Liverpool, the city that had the smallest growth in its
permanent population, showed the second lowest increases in students arriving: a
rise from a little over 5000 international students to just over 9000. In contrast,
Cardiff, the smallest city in the sample at 310,000 in 2001 and an overall population
of 346,000 by 2011, absorbed by far the highest jump of international students of
the group from just under 5000 to over 13,000 in the time frame. Also, noteworthy
is the fact that only three receiving institutions in Cardiff are being analysed in these
data as opposed to five that are in the analysis in Birmingham and Edinburgh.
Further samples from other cities to see more detailed trends and qualitative work
with these contrasting cities and their international student numbers would be
interesting to see, for example, whether the general population in ‘little’ Cardiff
with big hitting international recruitment flows perceived the student body any
differently from the less dramatically affected Liverpool and also what reasons lay
behind their different recruitment totals overall.

It should be noted that Fig. 3.2 shows running totals rather than new starters.
This means that for each year shown there may be residual numbers from an earlier
year on longer-degree programmes such as four-year Engineering degree or medical
degree. To gain a more accurate picture of actual individuals coming into these
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Fig. 3.1 Flows of international students since 2002 to the UK (HESA data)

Table 3.1 City institutions included in analysis

2012:’13 2014;’15

Liverpool (4) Cardiff (3) Edinburgh (5) Birmingham (5)
Liverpool Hope Cardiff University Queen Aston University
University Margaret
University
The University of Cardiff Metropolitan Edinburgh The University of
Liverpool University Napier Birmingham
University

Liverpool John

The Royal Welsh College

The University

Birmingham City

Moores of Music and Drama of Edinburgh University
Liverpool Institute Edinburgh University
for Performing Arts College of Art College
Birmingham
Heriot-Watt Newman
University University

cities, it is also possible to analyse the actual head counts of new enrollments.
Table 3.2 gives the total student intakes by city between the years 2002 and 2014.

These figures show that in the 12-year period in question the 17 universities in
the four cities received 330,500 international students. This means that the equiv-
alent of the population of another higher than averaged sized UK city was tem-
porarily added to these cities in the 12 years in question. Given the overall rises in
international numbers seen for the whole of the UK in Fig. 3.1, these uplifts in
population due to international student numbers are something we would be likely
to see replicated if we analysed the data in every town and city where there is active
recruitment of international students by a local university.
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Fig. 3.2 Intakes of international students in four UK cities between 2002 and 2014

Table 3.2 Total numbers of international students by city 2002-2014

Liverpool Cardiff Edinburgh Birmingham Total
53,805 69,775 118,090 88,830 330,500

Taken together, these numbers are strikingly high in terms of their scale and the
rapidity of the rise over the years when compared to the local ethnic minority
populations—for instance, the temporary Chinese student body is, in each city,
between twice and three times the size of the permanent Chinese ethnic populations
of the cities. However, given the permanent ethnic profile has not changed that
dramatically it is clear that the vast majority of these students do not remain in the
cities where they study and, despite the difficulties in assessing this at the time of
writing, the bulk of international students return to their countries of origin rather
than taking up residence in the city where they studied. The question is how well
prepared these cities are to incorporate these temporary citizens and whether cities
are capitalising on the wider benefits that could flow from their presence in the city
after they have returned home.

As well as helping the universities themselves remain resilient in the long-term,
huge and immediate economic benefits flow from the power of a city or region to
attract international students as temporary residents. For the city of Sheffield, for
instance:

[I]n the short-term, international students at Sheffield-based universities are estimated to
directly contribute £120 million to sub-regional GDP and £147.5 million in total (inclusive
of indirect and induced effects). The equivalent figures at the regional level are
£131.5 million and £176.6 million respectively (Oxford Economics 2013: 16).

These students also bring longer-term networks and influence for the cities they
experience. Very often when alumni get together they will speak fondly of par-
ticular areas in a city, dormitories they lived in, streets, restaurants, shops or pubs
where they experienced some of the most life changing years of their lives. As well
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as valuing studying in the UK, there is a hidden and often untapped army of
goodwill towards all parts of the country where international students have lived,
which could be brought to play in relation to career opportunities for current cohorts
of students wanting to be employed globally and for local firms and businesses
wanting to reach new markets. What would these alumni numbers look like broken
down by nationality for the four cities in question?

Figures 3.3, 3.4, 3.5 and 3.6 show the breakdowns for the nationalities that
totalled more than 1000 students studying in the city between 2002 and 2014.
Looking at the nationalities of the students who have experienced these four dif-
ferent cities, there are some intriguing aspects that might point to further work at
city level being of interest in relation to internationalisation of HE and civic
engagement. Most apparent is the dominance of Chinese students as the top-ranked
nationality for all four cities. Birmingham, with a total of 23,000 Chinese students
studying in its universities, outstrips the other cities by far, the other cities showing
totals of between 11,000 and 16,000.

It is difficult in the small sample in question to establish trends between city
demographics and the top-ranked nationalities that are attracted to the cities, but the
immediate point of interest is the clear lack found of a link between totals in the city
of ethnic minority origin populations and similar levels of international students
from these countries. For instance, Birmingham with its extremely high numbers of
Chinese students compared to the other three cities shows the smallest percentage
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Fig. 3.3 Nationalities of students (over 1000) in Cardiff since 2002
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of ethnic Chinese in the permanent population of all the four cities in the 2001 and
again the 2011 census data. Equally, Birmingham’s markedly high permanent
populations giving ‘British Asian—Indian’ and ‘British Asian—Pakistani’ in answer
to the question of ethnicity did not link to comparatively higher numbers of
international students in the city’s universities from these nationalities. Indeed, it is
noticeable that Cardiff far exceeds all the other cities in terms of high numbers of
students from India and Pakistan despite having roughly similar percentages in the
permanent population as Edinburgh and Liverpool. The lack of apparent correlation
between local ethnic groups in a city and the popularity of that city as a destination
for students is worthy of further investigation beyond these snapshot cities. One
interpretation is that it is evidence of the ‘town and gown’ syndrome at an inter-
national level with a circulation in and out of a city of a student population with
common language and culture to citizens surrounding the university but little
connectivity between them. Another conclusion might be that there is an oppor-
tunity for a city and her universities to work with local diaspora to encourage more
systematic links between local ethnic minority groups, universities, and bridge these
apparent gaps and to encourage greater numbers of particular national groups to
study in the cities’ institutions.

In a future analysis, it would be interesting to try to understand what drivers have
led to these patterns if, as seems the case, they do not involve links to diaspora
communities of similar ethnicity, for instance:

e Why 10 times the number of Iranian students have studied in Birmingham in the
last 14 years compared to Cardiff;

e Why, as noted, particularly high numbers of Indians are drawn to Cardiff; and
Swedes to Edinburgh; Malaysians to Liverpool; and

e Why in comparative terms the USA flocks to Edinburgh and eschews the other
three cities.
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This broader analysis may uncover, for instance, practical explanations such as a
particular approach to recruitment that has been taken by the Cardiff universities
that is well received in India and Pakistan, or collaborative work on recruitment in
these countries under the ‘Education is GREAT” or the ‘Study in Wales’ banners, or
simply that perceptions of safety and welcome are higher in the principality than
other parts of the UK.

A further dimension to consider is the range of nationalities in the top groups in
question (defined here as those who rank higher than 1000 in terms of studying in
the city between 2002 and 2014). This can be regarded as a measure of the resi-
lience of the institutions to weather political and other changes worldwide that can
affect student flows. If a city’s universities are dependent on a very small number of
countries for the bulk of their students, the effects on inward mobility of a crisis in
one country or region will be far higher. The severe acute respiratory syndrome
(SARS) crisis opened many universities’ eyes to the impact of a major and sudden
falling off of students arriving from East Asia. My own university at the time saw a
drop in expected fee income of around £2 million in one year. What we did not
consider at that time but would be interesting to have measured was the con-
comitant drop in economic benefits to our city from this reduction in these groups
of students. By this resilience measure Edinburgh and Birmingham may be the most
well-placed cities to weather negative international events as they have historically
shown a greater diversity in the range of national groups than the other two cities in
question. Liverpool, while also showing the smallest overall growth in absolute
terms, also has had the lowest spread of nationalities and may, therefore, be the
most vulnerable city in this respect. Analysis at this level allows us to begin to
compare and contrast the HE ecosystem inside cities and share some of the
dependencies and opportunities that this reveals. The notion of the impact of a
geopolitical change on a UK city via the flows of international students is one that
merits further investigation. It highlights the hidden symbiosis that has for many
years now existed between the international recruitment plans of universities and
the economic and longer-term cultural health of cities.

Seen through the lens of city and region, the impact of both success and failure
in attracting students on a city will be immediate and palpable and will be a
two-way process: an attractive safe city that welcomes diverse student populations,
has a great nightlife, transport and cultural assets (and, ideally, a world class
football team!) will help its universities thrive and vice versa.

At the outset, I suggested three main areas that many universities see as core to
their internationalisation: student mobility, partnerships and teaching/curriculum
development. I have looked in some detail at the first aspect through a quantitative
lens. The second and third areas are harder to analyse than the first, as publicly
available data are thin on the ground. However, an initial snapshot to move the
discussion beyond student flows can be created by looking at the activities that a
city region carries out via its institutions working with and through the British
Council.
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70 Countries / 30 Projects and Programmes

Fig. 3.7 Geographical ‘reach’ of Birmingham and the Midlands through engagement with British
Council (2013/14)

The global map in Fig. 3.7 shows the international reach of education-related
activities in the Birmingham region through the British Council in 2013/14.

These programmes range from the £375 million pound ‘Newton Fund’ research
programme with 15 emerging economies, to bilateral programmes (for instance, the
‘UKIERI’ programme between India and the UK), to outward mobility programmes
for UK students such as the Generation UK programmes in China and India and to
policy dialogues in South Asia and the annual ‘Going Global’ conference for HE
leaders. This activity map includes the student recruitment services run by the
British Council in over 60 countries but does not include ERASMUS programmes
for which British Council is the national agency. In a single year for one city region,
these activities reach around 70 countries. There will be far more activities than
these carried out by the universities in a city. It is not unusual for a single university
to have over 100 Memoranda of Understanding (MoU) on the books. Many uni-
versities are starting to question the value of these agreements unless they can be
linked to the core business of the university and demonstrably add value. A typical
MoU will not be legally binding and will be the initial statement of goodwill and
intent that a Vice-Chancellor makes to the leader of an overseas university often
after an inward or outward visit. The distinction between these and the more for-
mally binding Memoranda of Agreement (MoA) is sometimes hazy, but in an
institution with a mature international strategy these are contractual agreements that
might flow from a longer term and more concrete set of ideas for close collaboration
with an international partner and set out the responsibilities and contractual basis for
some combination of the following:
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Faculty exchange;

Sharing of data or equipment;
Curriculum development;

Joint research;

Summer schools;

Joint/double degrees, 2 + 2 degrees.

The work carried out with British Council would sit outside most of the
institution-led MoU/MoA work and so taken together we might conservatively say
that typically a UK city with three or four higher education institutions would
contain an ecosystem of links reaching well over 100 countries. In terms of public
engagement with internationalisation, as with the discussion of student flows above,
it is a moot point whether these global ‘branches’ of influence and contact should or
could have any connectivity to the civic roots they spring from. An example of
where there could be greater synergies would be linking the learning that students
take from internships spent abroad into some form of sharing with local SME and
other enterprises to help them create new links in markets that they have not yet
entered or where they need cultural insight. The way that internationalisation of
universities is carried out currently does not incentivise or otherwise encourage this
kind of lateral reach across institutions, businesses and other partners to find mutual
benefits for a city/region and for students.

To sum up, the data analysed above show high levels of impact in terms of
student numbers received into the cities in question, a wide global reach for uni-
versity partnerships and many opportunities for city and university to work together
more synergistically. The analysis has shown dramatic flows of student numbers
into a city, the very large numbers of certain nationalities that will carry with them a
memory and generally a fondness for the city they studied in, and the global
‘footprint’ that educational links create between a city region and several tens of
countries around the world in a single year. What we lack in the story so far is a
way of linking up the city and the universities directly in this analysis. The fol-
lowing section looks at some of the ways in which the relationship between uni-
versities and their cities/regions has been characterised in the past and goes on to
show in more depth the effects on one city, Nottingham, of the internationalisation
carried out by one of its universities, the University of Nottingham.

University and City Relations: Anchor, Hub or Bridge?

Universities have often been described as ‘anchor’ institutions in relation to their
impact on their surroundings. The UK Commission on Employment and Skills
summarises the characteristics of anchor institutions as follows:
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e ‘Spatial Immobility: these organisations have strong ties to the geographic area
in which they are based through invested capital, mission and relationship to
customers and employees;

¢ Size: anchor institutions tend to be large employers and have significant pur-
chasing power. Both these factors influence the level of impact these institutions
can have on the local economy; and

e Non-profit: these institutions tend to operate not-for-profit; it is much simpler
for private businesses to move, meaning there is no guarantee they will continue
serving the local community in the long term. However, there are examples of
for-profit organisations playing the role of an anchor’ (UKCES 2015).

The ‘anchor institution’ metaphor emphasises universities’ persistence through
time and implies that they will hold on to knowledge and cultural assets despite the
vagaries of passing time and political change. The university, in this model, is a
benefit to its surroundings as a static monolithic presence, defined by place, and
delivering impact through carrying out ‘business as usual’. By means of capital
investment in its infrastructure, high numbers of local people employed and
engagement with local supply chains for products and services, a successful uni-
versity will, inevitably, create local wealth and opportunities. It will also lend some
cultural credibility to a city and support the existence of other cultural organisations
such as museums, art galleries and concert halls, again simply by carrying out its
core mission of teaching young people and conducting research along with some
greater or lesser attention to a third mission agenda such as student volunteering.

Seen through this lens, the university will share to a large degree the same types
of impact on its surroundings of, say, a large hospital, sports venue, opera house,
airport or military base. All of these will also require capital investment, employ
local staff and interact with local supply chains. The first level of impact, therefore,
that internationalisation has on local surroundings can be described in terms of how
mobility, partnerships and curriculum development expand the core business of the
university and help it to survive and thrive as an employer and an investor in the
local community. There is elegance to this way of thinking about the relationship as
it leaves the question of the public good mission of HE and the academic autonomy
of the university completely on one side. The institution in this way of thinking
need not engage with its surroundings. Indeed, it will have easier conversations
with far distant or international academic peers than with local businesses or
schools. Universities, in this model, vastly increase international students on their
books or throw up new buildings to encourage international research collaboration
as required to keep them resilient in the long term. These may have neutral to
negative impact on a city. Economic and cultural benefits are a happy by-product
for the surrounding city and region. There is no requirement in this view of the
relationship to aim for porosity between the walls of the ivory towers and the needs
of local businesses, or for deep local engagement or two-way learning—the uni-
versity can grow and thrive on its own terms as long as it is conducting its affairs
legally, and the relationships between the student body and the local community are
kept cordial and issues such as noise or housing dealt with professionally and with
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care. International activity in this ‘anchor’ model is primarily undertaken for the
good of the institution and not, beyond economic flows described above, any
emphasis on knowledge sharing, strategy development or policy dialogue with local
stakeholders.

A related concept often associated with discussion of university and city
engagement is that of the institution as a ‘hub’ that attracts resources and shares
knowledge. Around 2006, the Organisation for Economic Co-operation and
Development (OECD) undertook a project on the impact of universities on their
regions and proposed three dimensions that were relevant to examine in this respect.
These were the creation of new knowledge, the dissemination of this knowledge to
the outside world and the support for ‘cultural and community development’:

The engagement of higher education institutions in regional development can have a
number of dimensions, including: (1) knowledge creation through research and its
exploitation via technology transfer; (2) knowledge transfer through human resources
development, education, localising the learning process by work-based learning, graduate
employment in the region, and continuing education and professional development; and
(3) cultural and community development, creating the milieu of social cohesion and sus-
tainable development on which innovation depends (Marmolejo and Puukka 2006).

The idea of the importance of place and of co-location of universities and other
entities has also been discussed in relation to their importance to civic life. As
knowledge ‘hubs’ or places with the capacity to draw in and share knowledge from
many very different sources, universities can actively bring together new ideas and
share these with those closest to them, it is argued.

[T]here is a tendency to think of universities as existing solely within national systems that
dictate, in a functional way, universities’ responses. The national policy arrangements provide
resources and can help to make universities powerful regional actors. A significant part of
HEIs’ regional potential lies in the fact that they are often not purely regional bodies.
However, these relationships are not functional, in that universities integrate and join up
between policy streams to produce real capacities; because knowledge capital has increasing
returns to scale, this can be conceptualised as universities integrating resources and achieving
a “policy windfall”. Bringing more resources together increases the scope of what can be
achieved with each set of resources individually (Arbo and Benneworth 2007: 58).

The motivations to build science parks to bring new businesses closer to uni-
versities and make the dialogue with them easier, to co-locate spin out companies
close to their originating academic departments and the concentration of govern-
ment funding into clusters of activities such as the UK’s Catapult centres resonate
with the university as an institution focused on not only knowledge creation but
also on knowledge sharing. This has been seen as a way to solve the difficulties
faced by local stakeholders of opening up a dialogue with a university, particularly
the SME community:

Small and medium-sized enterprises (SMEs) do not always find it easy to work with large
HEIs or to engage in the wider research issues raised in universities. Creating access points
can help smooth this process (OECD 2007).
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More generally, in debates about learning, co-location and entrepreneurship the
concept of ‘knowledge spillover’ has been explored:

Technological gatekeepers, i.e. those firms with a strong technological capability and
intensive connections with firms outside the cluster tend to drive and dominate localised
knowledge spillover (Giuliani 2011).

Two sets of incentives drive universities to go beyond the ‘anchor’ institution
model or the related ‘hub’ model: governments increasingly see universities as
engines of regional innovation and growth; and universities, or at least an
increasing number, realise that to innovate and grow they need to be more outward
looking and engage with local and worldwide communities of people who will both
depend on them and help them remain in existence.

In terms of the first set of pressures on the university, a tension starts to exist
between a university mission to conduct teaching and research and the demands
increasingly being put on them to support economic development beyond their
business as usual:

The increased diversity of higher education institutions is reflected in the expansion of their
roles and responsibilities. No longer is it merely expected that HEIs provide quality
teaching and conduct sound and relevant research, but more and more they are expected to
play a key role as agents of regional development. This engagement is to take place in an
environment characterised by scarce and limited resources, increased scrutiny, and calls for
transparency and accountability from a number of internal and external stakeholders
(Marmolejo and Puukka 2006).

The ‘civic engagement’ agenda has, therefore, become central for many uni-
versities as they embrace the idea that there are mutual benefits flowing from paying
more than lip service to opening up the doors of the ivory tower to local two-way
traffic. The University of Newcastle expresses it in this way:

As a civic university, we are committed to delivering benefits to individuals, organisations
and to society as a whole. This means putting academic knowledge, creativity and expertise
to work, to develop innovations and solutions that make a difference regionally, nationally
and internationally.

At Newcastle University, engagement is an integral part of our teaching, research and
service endeavours. Engagement is a two way process that allows us to deploy our excellent
research and also inform the questions we seek to answer (Newcastle University 2015).

Civic engagement is a way for a university to square the circle between excel-
lence in teaching and research and the demands of ‘scrutiny... transparency and
accountability’ from multiple stakeholders it needs to satisfy. Universities, in this
way, begin to position themselves as an active agent in the knowledge creation and
sharing process rather than a static anchor or a source of ‘knowledge spillovers’ that
happen by fiat due to being co-located with local entities. As noted above, uni-
versities are uniquely well positioned to link different layers in a network or a
system. They speak to parents through their educational mission, they speak to local
authorities as major employers and owners of significant assets and infrastructure,
they speak to governments as recipients of research funding or as sources of
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significant human capital and economic growth and they develop international
partnerships that link directly to their core business. The difference between the
more traditional ‘anchor’ institution and the civically engaged university is one best
described in terms of different fundamental incentives. So, while the anchor insti-
tution carries out conversations with local stakeholders primarily in a spirit of
enlightened self-interest, the civically engaged university does so more in terms of
enlightened mutual benefit.

Arbo and Benneworth see the university’s capacity to hold conversations and
have influence at multiple levels as an integrative force in which the international
dimension sits easily alongside the local:

Each of these roles performed by universities is important, with universities performing an
integrative function at the regional, national and international level. However, it is some-
what artificial to make this distinction between global projects, national activities and
regional consequences. Just as there are connections between the teaching, research and
community elements of university regional engagement, there are connections between the
global, national and regional flows and integration performed by universities. Teaching
hospitals are a good illustration of this point. Universities receive national funds to train
medical staff for national healthcare systems, but undertake research that may be funded by
foreign companies or even healthcare providers (e.g. the United States National Institutes of
Health) and in both training and research provide high quality medical facilities at a
regional scale, or even to hard to reach communities (Arbo and Benneworth 2007: 58).

Internationalisation, I am arguing in this chapter, is a very special case of civic
engagement that can draw together assets, networks and long-term relationships for
the benefit of local stakeholders and for the university at one and the same time and
across international and cultural boundaries. Assuming that this is true, what does it
look like when a university puts internationalisation right at the core of its mission
and what does civic engagement look like when this happens?

In order to analyse further the two-way impact of internationalisation, the fol-
lowing section uses the University of Nottingham as a case study.

Nottingham (UK) and Ningbo (China)—Two Cities;
One University'

This section uses case studies of the University of Nottingham’s international
activities as one of the most internationally active UK higher education institutions.
Its internationalisation strategy has been most visible in the development of two
international branch campuses in the late twentieth and early years of the
twenty-first century. It remains the only Russell Group® university committed to
two full service ‘bricks and mortar’ international campuses, and as such it can

"My thanks to the University of Nottingham for their support in writing this section and supplying
the additional background and data.

The Russell Group represents 24 leading UK research-intensive universities.
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provide a rich case study of the impact that this has had on the civic relationships
around these developments and on the university itself.

The University of Nottingham set up an overseas teaching centre in Malaysia in
2000 and opened its first full campus there in 2005. In 2004, it opened operations at
a new branch operation—the first university approved to deliver UK degrees
entirely in that country—and its purpose-built campus opened in Ningbo a city of
around five million people to the south of Shanghai in Zhejiang Province in early
2006. These developments mean that Nottingham University is one of the boldest
examples of fully embedded internationalisation strategy, and the cities of
Nottingham and Ningbo in particular have developed strong civic ties as a direct
result of the university’s activities. This gives an opportunity to see what the
blending of civic and international had delivered for both a city and a university.
Nottingham City Council and The University of Nottingham have very explicitly
undertaken a collaboration to build greater links with the Chinese city of Ningbo.
The activities and benefits derived from the presence of Nottingham (university and
city) in China can, from the perspective of this chapter, be thought of in terms of
three different types of outcomes:

e Enhancement of the academic core business;

¢ Enhancement of economic and wider opportunities for the city; and
System level soft power benefits and the wider learning that is potentially
catalysed from the existence long term of a UK university embedded in a fast
moving Asian society.

University core business benefits There are 6500 students on the University of
Nottingham Ningbo China (UNNC) campus, and the university calculates that the
estimated total annual value of its presence in China to the university, including
student fees to the UK and Ningbo, is £80 million. The UNNC campus assists the
wider employability profile of the university as 98% of the China campus students
are employed or go on to further study on graduation.

Nottingham plays a significant role in exposing UK students to Asian culture:
50% of students studying Mandarin Chinese for credit in the UK study at the
university’s Confucius Institute and 40% of all UK students who study in China are
from the University of Nottingham.

There are over 35 teaching collaborations between UNNC and some of the most
reputable universities in China. These include biosciences, aerospace and a unique
five-year traditional Chinese pharmacy and international pharmacy degree
programme.

Over the last two years, the Ningbo City Authorities have funded a £25 million
partnership with the University of Nottingham to develop an International Academy
for the Marine Economy and Technology on its Ningbo campus, as well as a
£6 million ‘New Materials Institute’ that will provide the Research and
Development heart of Ningbo’s New Materials City. The Arts and Humanities
Research Council (AHRC)’s digital copyright centre was opened by the organi-
sation’s Chief Executive, Professor Rick Rylance, on the UNNC campus. Around
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£5.2 million has been secured for the University from Asian businesses by the Asia
Business Centre, with a further £17.5 million currently being negotiated for
2015/16.

In relation to these developments and the enhancement of core business
opportunities the Marine Institute is particularly interesting. Nottingham is the UK
city that is furthest from any of the UK’s coasts. Partnership with a 7 million person
strong port city in China has allowed it to develop a new strand of teaching and
research that it could not have credibly done without the UNNC base.

Civic Benefits

The City of Nottingham twinned with Ningbo in 2005 and in late 2015 the two
cities celebrated the ten years of collaboration by hosting the largest ever
city-to-city China UK delegation across education, business and civil society. For
this anniversary, the External Relations team estimated some of the impact that the
long-term collaborations had had on the region where the university lives. They
demonstrated that over the decade in question, the value of trade between China
and the East Midlands increased from £250 million in 2006 to £1.3 billion in 2013,
and by 2015 over 150 Nottingham businesses were trading with China according to
the city’s Chamber of Commerce. During the return anniversary visit by
Nottingham city stakeholders, a statue of Robin Hood was unveiled in the Ningbo
Cultural Square—the Chinese visitors having presented twin lions to the city of
Nottingham—and an office of a Trade and Investment team was opened on the
UNNC campus offering a launch-pad for businesses and enterprises from the city
and region seeking to explore opportunities in China and attracting inward
investment from China to the UK.

More broadly, the university estimates that £129.7 million in economic impact
was generated in a given year by the off-campus spending of international students
in the Nottingham, East Midlands and UK economies, 2,200 jobs are supported
directly as a result of the presence of the university hosting international students in
the UK for their studies and 16% of all spending by Chinese visitors to the East
Midlands region is attributed to the university.

System to system learning

Beyond the material and immediate benefits outlined above, there are some harder
to calculate broader areas of impact that may, in the long term, form the basis of the
most dramatic and substantial areas of change and innovation across the ‘bridges’
created between Ningbo and Nottingham, and between the UK and China. I should
declare a personal interest in that I was the Director of a Centre for International
Students at Nottingham at this time and helped set up the first degree programmes at
the Nottingham campus in China. I know from personal experience that the teams
developing the curriculum, the Chinese Ministry of Education and the UK’s Quality
Assurance Agency all puzzled over, were mystified by one another, and learned a
great deal from the process of developing and approving degrees that meet the
requirements of both national systems. The UK’s approach to teaching and the
focus on creative problem solving rather than rote learning and the Chinese appetite
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for sheer hard work and huge capacity to memorise factual information mean that
both systems also had something to learn from one another in the inception phase
around student expectations and skills. As the programmes matured employers
started to meet and find interestingly distinctive the students who graduate with
these valuable ‘hybrid’ skill sets (and excellent English). The strides taken in
relation to intellectual property rights in China as part of its opening up to global
trade and the understanding of innovation within resource constraints are areas
where an embedded university community playing out the realities of research and
innovation will have had clear impact. A growing understanding of enterprise and
indeed of volunteering, students unions, social enterprise, international research
benchmarking through shared projects and publications and the value placed on
university autonomy are areas that UNNC will have been a window on for China.
In the other direction, the campus development provided an entry point for the UK
to understand the energy, confidence and hunger of Asian society and find ways to
leverage this for mutual benefit.

Overall, the University of Nottingham has conceived of the civic relations that
can be created around the university’s activities in the two countries as a ‘bridge’
across which ideas and people can flow more easily. It has committed more recently
to helping the city develop its international plan for the next five years in a
demonstration of the bringing together of local and international and the multiple
players and agencies that Arbo and Benneworth (2007) described.

Discussion and Conclusion

So far, this chapter has remained relatively neutral in relation to the development of
international strategies and their impact, or has focused on the positive short-term
and longer-terms benefits to institutions and their institutions’ neighbours. The
benefits and the integration of city and university civic engagement described above
for Nottingham, as noted at the start of the chapter, flow from international activity
that is at the extreme end of a spectrum along which universities position their
strategies and take considerable time, resources and effort. The UNNC campus
appeared to rise dramatically from nothing in a busy 18-month period but it had
been in preparation for at least ten years with the university laying the groundwork
for the conditions to be right for the development. So, it is worth noting for the
record that not everyone begins from the standpoint that internationalisation of
universities is an undiluted good and that difficult and probing questions need to be
asked at times about the overall costs and benefits of international work and to
whom they accrue. There are choices and checks and balances that a university
leadership team needs to deal with in taking forward internationalisation, and the
backdrop of views on the topic (including those of academics, council members and
students) will contain as much scepticism, polarised opinions and dissent as
immediate support and full understanding of the rationale for an initiative. Here is a
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selection of actual examples I have experienced and that are not that uncommon in
debates around internationalisation of universities.

The first area of concern for critical stakeholders relates to the notion that UK
universities should exist for UK students. A question from a lay member of a
university Council at a leadership event I once spoke at captures this: “Why is
internationalisation a good thing? Doesn’t it just mean there are fewer places for
local students?’ The second area often pointed to in relation to internationalisation
is that of the potential risks and high-transaction costs. This was summed up for me
by a question from a Dean at another event: ‘Can someone help me understand the
risks of working with China? I’'m paying huge legal bills before we think of
partnering’. And the third caused me, as a committed internationalist, to stop in my
tracks momentarily as it came from a local Member of Parliament: “Why do you
want to help set up links with Brazil? Won’t that just help the Brazilian economy
and not this city?’

These three questions all relate to a ‘zero-sum game’ view of university
strategies in which a limited amount of resource needs to be garnered carefully so
that the entity in question—the university in the case of the first two comments and
the city in the last—retains competitive advantage and survives. It is a similar point
to one about ‘diffusing ... resources’ made by Arbo and Benneworth (2007):

How should universities respond to offers from others to become involved in projects that
might not solely be oriented to meeting universities’ goals, thereby possibly diffusing the
impacts of scarce university resources? (Arbo and Benneworth 2007: 59)

One response to this issue is to make international activity central to strategic
thinking and make sure that recruitment is carried out in a balanced way that aligns
to a larger mission. Edinburgh University was one of the earliest universities to
create an ‘International Relations’ team with a major focus on strategic alliances
and international strategic links beyond student recruitment, and many other UK
universities are moving in this direction. Internationalisation is, in this way of
thinking, a new way of demonstrating impact and helping the university to survive
in the long term. The notion of a spectrum of internationalisation and civic impact
along which costs and benefits are analysed may lead to some institutions with-
drawing from some activities, as is already happening, as too risky, costly or not
core to what they want to say about their mission. It may encourage others to distil
their efforts into one or two bold and well-aligned flagship activities further along
the spectrum. The changes to the tuition fee structure in England that have nar-
rowed the distinction between home and international fees may encourage a more
holistic approach to recruitment, and a number of universities are now combining
under a single administrative lead the different kinds of student recruitment that
have in the past sat in silos. This, again, is a very positive step.

This chapter has reflected on the relationships between and across city stake-
holders of university institutional strategies and how it may be beneficial to draw on
city assets more overtly in partnership. The lack of links to diaspora communities
apparent in the data for the four cities given above suggests that there is room for
closer work between parts of cities that are culturally and linguistically close to
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students in distant parts of the globe that the universities are trying to attract.
A ‘whole city’ approach to new markets drawing on the experiences and cultural
insights of local diaspora groups (including academics and current students) from
the countries in question would be radically innovative and potentially rewarding
for a city and for its HE institutions but would require much more open channels for
communication between civic administrations and university administrations than
currently exist. Similarly, there would be benefits to a better understanding of
current business and industry relations that a city or region has with other parts of
the globe and how the universities in the region could play a part in supporting
these. The case study of Nottingham suggested that these bridges can be formed by
relatively simple but regular contact between civic and academic individuals who
begin to see ways to work together in the longer term. Birmingham University has
for many years worked in similar ways with the city of Chicago in the field of
Humanities acting as a catalyst for civic cultural partnerships to be forged. The
links are not necessarily based in a full bricks and mortar campus in the other
country.

Overall, I have been arguing that internationalisation of a university can be a
powerful tool to enhance teaching, research and the third mission, but that it is not a
neutral or a cost-free process. At its most basic, changing the balance of students
who use English as a first language can lead to far greater time being spent on
creating preparation courses, offering writing support (including academic time
spent on proofreading and correcting text) and time taken on assessment.> At many
different levels, the flows of students and the impact of international links on the
city or town they join are palpable, new buildings rise to house them, new types of
food are sold in shops and new languages are heard in bars and on buses. This
Chapter had laid out some of the major ways in which university internationali-
sation strategies can affect those around them and given the specific examples from
one university’s deep engagement with another city in a distant part of the world
through a major campus development in China.

Some universities already actively embrace their civic engagement and make it a
defining characteristic. Nottingham University is by no means alone. The
University of Newcastle, for example, through the work of John Goddard, is often
connected in people’s minds with this area; similarly, the University of Sheffield
through its transformative approach to advanced manufacturing and pathways for
young people into education and training; and the University of Swansea and its
commitment to sharing its international opportunities and its campus as an asset for
regional growth and knowledge creation. But not all universities are, or can be, as
civically engaged as these examples. In 2006, Marmelejo and Puukka noted:

3One analysis suggests that the difference between students with more modest language profi-
ciency as represented in the International English Language Test System (IELTS) test by a score of
6.0 compared to the more ‘native speaker like’ errors found at band 7.0 will lead to significantly
increased academic workloads. The study reaches the conclusion that it may be more cost effective
to raise the IELTS scores than put remediation in place (Miiller 2015).
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Although the legal mandate of higher education in many countries may contain a
requirement for regional engagement or so-called third role activities, there are no major
incentives or funding streams to support this requirement and most importantly, no set of
indicators nor active monitoring of the outcomes (Marmolejo and Puukka 2006: 5-6)

The universities that have been most strategic in their thinking have aimed at
embedding both international activity and civic engagement into their core mission
and thus have shaped their own incentives and indicators.

Increasing numbers of universities are moving in these directions, whether to be
more civically engaged or more internationally agile or to create bonds between
these activities that make sense for the institution and for the surrounding societies.
Few can, or would want to, remain monolithically anchored and aloof from the
society that they both serve and help to lead. The Vice-Chancellor of Oxford
University, Professor Louise Richardson, is quoted as saying that ‘A university has
a responsibility to be both a force for good in the world, and a good neighbour
locally’ (University of Oxford 2015). Whereas a number of newer and smaller
institutions outside the Russell Group may have always taken it for granted that
they serve their local populations, the UK’s ‘Ivy League’ is increasingly empha-
sising the impact of their existence for good on both global challenges and local
lives. These are healthy moves and taken forward comprehensively will encourage
a more streamlined flow from the core business of the university to its neighbours
that does not require a separate strand of funding, a group of academic champions
or incentives to bring these benefits. Internationalisation, I have argued in this
chapter, has a high potential to enhance this engagement in a number of ways and
across all aspects of university life.

This chapter has described the symbiosis between universities and cities, par-
ticularly around student flows. There has been considerable concern in recent years
about the drop off in numbers of Indian students coming to the UK (ascribed to the
perceived tightening of visa regulations) and about the over reliance of the UK on
Chinese students. The more granular analysis provided here suggests that some
cities will have been much more affected than others in terms of the reduction in
numbers and the risk of over reliance on a single nationality. The question of the
effects of the flow of students from different counties to a city via a university—and
both coping with massive increases and down turns—leads to the question of how
city and university could realistically support one another more in future. We also
saw in the data for the four cities in this chapter that there is the equivalent of a
small city of people working and living across the globe with strong bonds to their
place of study and networks of influence and cultural understanding for these cities
to tap into, but also that there is little to connect city and alumni.

These analyses for four cities, therefore, hint at some intriguing areas for the
city’s profile, location and overall attractiveness to be researched in more detail in
relation to past and future flows of students. A city regional Mayor or
Vice-Chancellor may, therefore, want to engage a city’s stakeholders with the plans
for internationalisation more proactively, and particularly help those around an
institution understand the impact, immediate economic benefits and long-term
assets that can flow from students coming to their doorstep and begin to explore
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other channels for two-way benefits. Institutional international strategies have in the
past treated their cities somewhat like taxis that serve an airport—there are mutual
benefits, but the relationship is incidental. The taxi drivers benefit from the airport’s
existence, and passenger numbers are reflected in their fares, but they have no
influence or insight over the numbers of passengers coming through the doors.
Moving beyond the anchor model allows the university to potentially catalyse
resources for the region at the same time as strengthening its own profile.

Taking a wider view... makes it clear, for example, that the international dimension is
important to both the national and regional elements of the system. If a university can
attract external investment, then this can rework the way that national governments regard
that place and hence reshape the national investment flows to that place. This additional
national investment may potentially be more regionally significant than the external
investment, but the international investment has unlocked the system and enabled the
overall outcomes to be produced (Arbo and Benneworth 2007: 59).

Overall, I have suggested in this chapter that public engagement with interna-
tionalisation is as important, if not more important, as public engagement with
research. When it comes to public understanding of science, we want our society to
support and understand our universities’ research efforts because these institutions
are the source of powerful and life changing insights and innovations for the rest of
us but they call on resources and demand autonomy that can at times put them at
odds with their governments, immediate local needs and their civic partners’ per-
spectives. In the modern era, pubic understanding of internationalisation is a sim-
ilarly crucial element of university life. The links forged between individuals and
institutions across borders create institutional resilience and help innovation and
entrepreneurship flourish in the society around a university. But the data here
suggest universities are not drawing on their civic assets well enough and civic
partners’ lack of a line of sight on international opportunities they could engage
with. This means there is much valuable work to be done at the civic-international
interface. I have also suggested in this chapter that we may be entering a new era of
internationalisation that will call for a more differentiated set of university strategies
and ones that engage more directly with local lives. Alongside this, a new agenda
on public engagement with internationalisation will, therefore, be an increasingly
important potential enabler.
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Chapter 4
Entrepreneurial Learning for Sustainable
Futures

Alyson Jenkins

Abstract Entrepreneurial Learning and Education for Sustainable Development
(ESD) have similarities and synergies which are explored here through the lens of
shared purpose and pedagogy. The economy, as an integral part of society, cannot
be separated from ecological considerations; we depend on natural resources and a
healthy environment to sustain life. The relevance of Education for Sustainability
(EfS) is clear from the evidence that current economic models are unsustainable
both ecologically and financially and EfS recognises our interdependence and
shared vulnerability on a finite planet. Literature on Entrepreneurial Learning and
EfS highlights pedagogical practices that are plural and critically reflective, and
encourage learners and teachers to question assumptions. Active and participatory
methods such as the use of games, simulations and case studies are advocated as
starting points and stimulus for discussions that promote and develop critical
reflection and thinking skills as well as affective learning. Evidence from the sci-
entific and business communities points to the need to work differently, to invest,
plan and design differently for an ecologically and a financially sustainable future.
Embedding or integrating Education for Sustainability into Entrepreneurial
Learning appears to be a fruitful area for future research and for developing
practice.

Is Learning for Sustainability Important?

The economy, as an integral part of society, cannot be separated from considera-
tions of natural resources and the biosphere, which ultimately support life.
A common understanding is that entrepreneurship is the engine that drives the
economy of most nations and, in order that entrepreneurs and the economy within
which they operate can thrive, advocates of Entrepreneurial Learning are increas-
ingly exploring new ways of thinking and working. This chapter outlines the
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importance and relevance of sustainable development for Entrepreneurial Learning
and through a pedagogical lens looks at ways to integrate Education for Sustainable
Development (ESD) or Education for Sustainability (EfS) into Entrepreneurial
Learning. Similarities and synergies exist, presenting opportunities to consider new
ways of thinking and working as entrepreneurs and to develop pedagogy. Finding
common ground and common purpose in the discourses of ESD and
Entrepreneurial Learning is achieved by focusing on pedagogies that develop the
knowledge, understandings and skills that are of benefit to individuals, organisa-
tions, communities, societies and ultimately the planet.

Sustainable Development and ESD became priorities for the United Nations
following the 1992 Rio summit when the degradation of the environment and
human development issues were highlighted on the global, political stage. More
recently, the 2008 global economic crisis created ripples in all spheres of life,
causing people to question the model of exponential economic growth. The pro-
spect and possibilities of ‘prosperity without growth’ is now being taken seriously.
The ecological limits to economic growth were modelled in the limits to growth—a
report for the Club of Rome’s project on the predicament of mankind (Meadows
et al. 1972). It details the consequences of exponential economic and population
growth on the Earth as a finite system, with finite resources. Updates are printed
every 5 years that continue to model scenarios based on available data and it is clear
that human activity is adversely affecting the global environment—the atmosphere,
water, land including the surface and deeper strata and also the plants and animals
that share the planet with us. Facts about the loss of top soil are alarming; as a result
of erosion over the past 40 years, 30% of the world’s arable land has become
unproductive (Pimentel and Burgess 2013). The oceans are polluted and losing their
biodiversity and 80% of all forest cover has already been lost. Each year a ‘State of
the World’ report is produced and the recent edition (The Worldwatch Institute
2015) offers a systemic analysis that integrates finance, for the first time, into its
snapshot of global ecological and societal trends. Financial instability is one of the
major challenges of the twenty-first century along with resource depletion and
increasing inequalities within and between countries. “These indicate that
‘business-as-usual’ cannot continue. We are passing into a new phase of human
experience and entering a new world that will be qualitatively and quantitatively
different from the one we have known” (Steffen et al. 2011: 756).

Steffen, a leading expert on planetary trends, stresses the urgent need to change,
“we risk driving the Earth System onto a trajectory toward more hostile states from
which we cannot easily return” (Steffen et al. 2011: 739). Since 1950, urban
populations have increased seven-fold; primary energy use has soared by a factor of
five; the amount of fertiliser used is now eight times higher and the amount of
nitrogen entering the oceans has quadrupled. These recent changes are down to
human activity, not natural variability and the Earth is shifting into a ‘new state’
that is becoming less hospitable to human life (Steffen et al. 2011, 2015). The
evidence points to the fact that the global economic system is fundamentally
flawed, as it has for decades ignored critically important life support systems and
we are now facing an uncertain, unstable and unsustainable future.
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Jackson, an economist and author of a report for the UK Government
Sustainable Development Commission entitled Prosperity without Growth?
(Jackson 2009a) asks us to consider the meaning of prosperity and challenges the
assumption of continued economic expansion in rich countries.

Prosperity is about things going well for us—in accordance with (pro- in the
Latin) our hopes and expectations (speres). Wanting things to go well is a common
human concern. It’s understood that this sense of things going well includes some
notion of continuity. We are not inclined to think that life is going well, if we
confidently expect things to fall apart tomorrow. There is a natural tendency to be at
least partly concerned about the future. (Jackson 2009a: 18)

Whilst the global economy has more than doubled during the last quarter of a
century, an estimated 60% of the world’s ecosystems have been degraded; global
carbon emissions have risen by 40% since 1990 and significant scarcity in key
resources, such as oil, may be less than a decade away. Growth has delivered its
benefits unequally, as wealth trickled up to a fortunate few. Given the state of the
world, for things to simply go on as usual is inconceivable and will not be an
option. The banking and financial crisis that shook the world in 2008 is forcing us
to confront our inability to manage the financial sustainability of the global econ-
omy. The growth imperative that has shaped the architecture of the modern global
economy has not recognised the link between financial and ecological sustainability
which is largely responsible for the present instability. The exponential growth
model was always considered unstable ecologically and now it is also known to be
unstable economically (Jackson 2009a, b).

Adequate food and shelter are basic needs and prosperity has an undeniable
material dimension, but prosperity and wellbeing go beyond the material require-
ments of life and include social and psychological dimensions, such as a sense of
belonging, community, trust, respect and meaningful work. “In short, an important
component of prosperity is the ability to participate meaningfully in the life of
society” (Jackson 2009a: 7). A fair and lasting prosperity depends on our capa-
bilities and capacities to live well within natural bounds. If we do not heed the
natural boundaries we condemn future generations to an impoverished planet.
“There is as yet no credible, socially just, ecologically sustainable scenario of
continually growing incomes for a world of nine billion people” (Jackson 2009a: 8)
and education and learning, in its widest sense, both formal and informal, across
organisations and corporations, in schools, colleges and universities can help us
begin thinking and acting differently. There are opportunities to envisage new ways
of living, to create and innovate so that prosperity, measured as more than simply
GDP, can be realised.

Addressing macroeconomics and the nature and structure of market economies is
not the purpose of this chapter, but two key and interrelated features of modern
economic life that together drive the growth dynamic are worth considering for
Entrepreneurial Learning and ESD. First, it is important to understand the ‘complex
logic’ that drives demand (Jackson 2009b: 88) and what goods mean to people.
Material goods play a symbolic role in our lives; they communicate messages about
social status, identity, affiliation, and even about our feelings for each other through
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giving and receiving gifts. Goods represent aspirations and dreams of the good life.
The second issues are the production and consumption of novelty. Businesses have
to adapt and innovate, they have to design, produce and market cheaper, newer and
more exciting products constantly; novelty is vital. These two factors create a
dynamic that works and the system remains economically viable as long as liquidity
is preserved and consumption rises (Jackson 2009a, b) but this fragile system is not
sustainable in the long term.

Investment in resource efficiency, low carbon energy and ecosystem enhance-
ment and renewal, for example, can invigorate the economy, and targeting
investment carefully can create a demand for different goods, create jobs and offer
direct financial returns (Jackson 2009b). Flourishing within limits is possible if we
share a vision of the possibilities, address the social logic of consumerism and look
at human values (Jackson 2009b: 143). Recent studies, for example, Putnam (2001)
in the US and the Sheffield Loneliness Index in the UK (Dorling et al. 2008), have
found that levels of unhappiness are increasing in the wealthier countries. Intrinsic
values such as self-acceptance, affiliations, belonging and community are important
for wellbeing and possessing material goods can sometimes be a cause of anxiety
and certain values are unhealthy (Kasser and Ahuvia 2002; Kasser et al. 2007).
Happiness and ecological wellbeing are complementary and linked (Brown and
Kasser 2005; Dasgupta 2001).

Sustainable Development

Sustainable Development is a contested and complex concept, with both global and
local relevance and applicability. At its simplest, Sustainable Development has been
described as the links between environment, society and economics. One of the
main reasons that it remains problematic is because the notion of ‘development’ has
been synonymous with economic growth. Even though there are multiple and
contradictory interpretations and definitions, the definition in the Brundtland
Report, Our Common Future, (World Commission on Environment and
Development (WCED) 1987) remains the most often-quoted: “Humanity has the
ability to make development sustainable to ensure that it meets the needs of the
present without compromising the ability of future generations to meet their own
needs” (WCED 1987: 45). Learning to live in new ways designed to respect eco-
logical integrity takes place at an individual level, within organisations, commu-
nities, countries and globally.

The concept of global citizenship is intrinsically linked with sustainability
(Huckle 2014) and the four key elements of citizenship-rights;
responsibilities/duties/obligations; participation; identity/the individual (Williams
and Humphrys 2003: 4) are integral to sustainability discourses. In Wales, UK, for
example, Global Citizenship Education is linked explicitly in Education for
Sustainable Development and Global Citizenship (Welsh Government 2008).
Social justice and ethical considerations, our obligations to other human beings and
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to future generations are central in notions of sustainability and there is an emerging
realisation that a sustainable society must also be an equitable society, locally,
nationally and internationally; between generations and species (Agyeman 2007).
Global environmental issues will become increasingly important as we confront the
moral dilemmas of ecological degradation and the inequalities and suffering in its
wake (Singer 2004). It is however recognised that social justice and environmental
sustainability do not always have compatible short-term objectives and there will
always be tensions and contestation (Dobson 2003). All economies will be affected
by global climate change and this realisation is contributing to the acceptance of
global interdependence. Seeing and believing ourselves to be part of a common
humanity, sharing a finite planet and with a common interest in the process of
sustainable development is one of the main discourses of global citizenship. It is
fundamentally concerned with moral requirements in the global frame and justice is
recognised as a global issue (Cabrera 2008). The concept of our connectedness has
recently been stated as our shared vulnerability, as we consider the risks our present
unsustainable models of development are posing (O’Neill 2000).

The UN Sustainable Development Goals

Global Goals for Sustainable Development have been introduced by the United
Nations (UN). They are intended as a seventeen point plan to end poverty, combat
climate change and fight injustice and inequality and, according to the UN, are the
biggest attempt in the history of the human race to make the world a better place.
193 governments have agreed to the plan, which is backed by leading businesses
and organisations.

The three Sustainable Development goals that are directly and immediately
relevant to entrepreneurship are about promoting economic growth, employment
and decent work for all; building resilient infrastructures and fostering innovation;
and ensuring sustainable consumption and production. These are broad and com-
plex goals that are related to the others, which encompass: ending poverty and
hunger; achieving food security and health for all; ensuring education and lifelong
learning opportunities for all; achieving gender equality; water management; access
to energy; reducing inequality within and among countries; making all human
settlements safe, resilient and sustainable; sustainable consumption and production
patterns; action to combat climate change; the protection, restoration and promotion
of the sustainability of oceans and terrestrial ecosystems; and promoting peaceful
and inclusive societies through strong global partnerships (UN 2015).
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Corporate Responsibility and Learning

Evidence is emerging that shows a link between business leadership on climate
change and a company’s profitability. A study by CDP who are a charity working
globally with companies to mitigate risk, capitalize on opportunities and make
investment decisions that drive action towards a more sustainable world (2014)
found that S&P 500 companies that build sustainability into their core strategies are
outperforming those that fail to show leadership. However, according to a report by
Canadian investment advisory firm Corporate Knights Capital, 97% of companies
are failing to provide data on the full set of sustainability indicators: employee
turnover, energy, greenhouse gas emissions (GHGs), injury rate, pay equity, waste
and water. Learning can be seen as the missing link in implementing Corporate
Social Responsibility (CSR) according to Blackman et al. (2012) and they argue that
effective implementation of corporate social responsibility requires organisations to
consider both the role of learning and unlearning (Blackman et al. 2012: 237).
Fenwick (2010) has examined learning and social responsibility in small busi-
ness and her research, which traces the learning processes through which
owner-managers came to understand and practise social responsibility, underlines
the “importance of conceptualizing social responsibility ‘learning’ more in terms of
practices that emerge through challenge and conflict than in acquisition and
application of new knowledge and attitudes” (Fenwick 2010: 149). Siltaoja et al.
(2014) argue that, within larger businesses, it is the individual and a well-being
perspective that need to be understood and CSR should include learning that
promotes an empowerment model and ethics. CSR has been explored within
business studies and managerialism but, according to Garcia-Rosell, “...the socially
mediated and discursive nature of experiential learning approaches to corporate
social responsibility has been either neglected or given only cursory coverage in the
literature” (2012: 537). Opportunities exist in learning for CSR to examine the
dominant discourses within business and CSR can also be seen as a discourse in its
own right, “based upon the premise that social, ethical and environmental concerns
are central to the role of business in society and that multi-stakeholder learning
processes and dialogues are needed to address those concerns” (Garcia-Rosell
2012: 540). The role of individuals, their learning and unlearning regarding CSR,
the motives that inform organisational action, and how this learning determines
behaviour, deserves consideration in future research (Blackman et al. 2012: 249).
Global Corporate Citizenship involves companies seeing themselves as stake-
holders and developing a wider frame of reference that questions and critiques
existing paradigms and ways of thinking. “Since companies depend on global
development, which in turn relies on stability and increased prosperity, it is in their
direct interest to help improve the state of the world” (Schwab 2008: 1), and the
transformation of socially responsible principles and ideas into commercial value
involves developing corporate social entrepreneurship. The ‘common good’, a
global ethic and the goals of sustainability are elements that entrepreneurship
education has to consider in order to respond to needs and remain innovative.
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Entrepreneurial Learning and Learning for Sustainability

Recently scholars are linking entrepreneurship education and sustainable devel-
opment; this includes work by Oziegbe et al. (2015) who writes from a Nigerian
perspective. Nigeria developed the National Economic and Empowerment
Development Strategy as a response to the urgent requirement for value orientation
and the fact that the millennium development targets were not met (Oziegbe et al.
2015: 281-282). Parrish (2010) and Tilley and Parrish (2006) have written about
sustainable or sustainability entrepreneurship from an organisational point of view
and outline the theoretical, conceptual ground for this emerging interdisciplinary
field. Other scholars link individual and corporate values and behaviour to corpo-
rate sustainability within conceptual frameworks (Avota et al. 2015).

The making of Ecopreneurs (Schaper 2010) is not what we are talking about
here. Integrating ESD into entrepreneurship education is concerned with all
entrepreneurs developing an awareness of sustainability principles and, as a result,
working differently. Let us begin by looking at what might inhibit people from
integrating sustainability into entrepreneurship education programmes. According
to Willard, companies are not aware of the business case for sustainability or they
might be aware of it but do not believe it. Another reason for dismissing sustain-
ability is that they are afraid of being accused of ‘green-washing’ and some dismiss
sustainability for being irrelevant (Willard 2005: 5). Entrenched mental models are
at play here. People engaged in education for sustainability likewise have con-
ceptual barriers for distancing themselves from entrepreneurship education. One is
the prevailing business paradigm which sees globalisation in terms of free trade and
a global marketplace with exponential economic growth and the homogenisation of
culture as inevitable corollaries. Engaging with those involved in shaping the
economy is however necessary, and there are similarities to be found in the purpose
and process of learning for entrepreneurship and sustainability. Fayolle and Gailley
(2008) discuss definitions of entrepreneurship which can be seen as the outcome of
superior alertness exhibited by selected individuals in the population and the
entrepreneur is also characterized as someone able to cope with uncertainty.
Entrepreneurs, given these attributes, would be excellent champions for
sustainability.

Sustainability has a stick and a carrot. The stick is the need to minimize the
storm of risks and the carrot is the possibility of maximising business opportunities
through real social and environmental leadership that exceeds society’s expecta-
tions. Benefits of adopting sustainability could include: attracting high calibre talent
and those with values that resonate with the companies’, increased enthusiasm due
to a more ethical stance and therefore increased productivity, reduced expenses
though reducing, re-using and recycling, cutting down on waste and increased
revenue as green consumers are attracted to the company’s products; services are
expanded, and new markets are opened.

Willard (2005, 2012) comprehensively explores these issues and the objections
and counter- argument to sustainability. He concludes that smart business strategies
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include sustainability strategies. A nested or embedded conception of the interre-
lationship between environment, society and economy is proposed by Willard
(2012: 9) and by Marcus et al. (2010) as the representation for sustainability, see
Fig. 5.1.

Kurucz et al. (2013) also use the embedded model, and they put forward ideas
for redirecting the contextual, organisational, curricular, and pedagogical dimen-
sions of management education toward such a vision (2013: 437). Rather than
covering sustainability as a topic they propose it should be embedded in all learning
and their approach rests on the idea that our dominant approaches to wealth creation
degrades the ecological systems and social relationships upon which our survival
depends. This involves critiquing the underlying assumptions of business and
management education and critically evaluating, analysing and questioning the
basic premises underlying contemporary practices (Kurucz et al. 2013: 439;
Garcia-Rosell 2012).

Frameworks for and conceptualisations of entrepreneurial learning are exten-
sively discussed by Cope (2003, 2005), Pittaway and Cope (2007a) and Pittaway
and Thorpe (2012). A dynamic learning process and higher-level learning that
involves critical reflection are emphasised by Cope and the transformational and
transformative aspects of it are key characteristics. Transformational learning is
about entrepreneurs developing a renewed understanding or redefinition of the
organisational processes and strategies that are employed within their organisations
and transformative learning has a distinctly personal dimension that contributes to
an entrepreneur’s self-understanding (Cope 2003: 437). “Entrepreneurial learning is

Fig. 5.1 A nested or
embedded conception of the
interrelationship between
environment, society and
economy (After Marcus et al.
2010: 5; Willard 2012: 9)

Society
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not characterized by the notions of stability, consistency, or predictability” (Cope
2005: 392), it is a dynamic process that is emerging as a field for further research, as
is learning for Sustainability.

Possibilities Through Pedagogy

At the end of the day, perhaps we do not teach entrepreneurship the discipline.

Perhaps we teach a method to navigate the discipline (Neck and Green 2011: 68)

Many of the approaches to entrepreneurship education echo the approaches in ESD
or EfS. All learning needs to consider the context of uncertainty and risk in the
turbulent twenty-first century and the need for creative solutions to the challenges
we face; it needs to be future-facing. Kurucz et al. (2013) advocate transdisciplinary
approaches and the valuing of pluralistic knowledge. This resonates with ideas of
multiple literacies in ESD (Bohla and Gomez 2008; Stibbe 2010) which include:
political literacy, emotional intelligence, cultural literacy, ecological literacy and
basic media and digital literacy. It also means developing an understanding of, and
valuing the different ways that people and cultures know and experience the world.

A review on entrepreneurial learning by Samwel Mwasalwiba (2010) found that
the most commonly used teaching methods are: lectures; case studies; and group
discussions. Other methods used include: computer or game simulations; video and
film; role models or guest speakers; business plan creation; projects; games and
competitions; case studies of small business ventures; workshops; presentations and
study visits (Samwel Mwasalwiba 2010: 31). Similar methods are used effectively
in ESD (Cruickshank and Fenner 2012) and games and simulations are also found
to facilitate good learning outcomes in ESD (Dieleman and Huisingh 2006) and in
enterprise education (Neck and Greene 2011). Discussion, apart from being a
method in itself, plays a part in all these teaching methods.

In order to address the need for multiple literacies, engage with values and
ethical issues and promote a democratic learning environment, changes are needed
in the techniques of teaching and learning in enterprise education (Jones and Iredale
2010: 14). An active-learning pedagogy according to Jones and Iredale (2010)
includes: the knowledge needed to function effectively as a citizen, consumer,
employee or self-employed person in a flexible market economy; the development
of personal skills, behaviours and attributes for use in a variety of contexts;
developing the person as an enterprising individual—in the community, at home, in
the workplace or as an entrepreneur; and the use of enterprising skills, behaviours
and attributes throughout life (Jones and Iredale 2010: 11).

Pedagogy is a means to achieve objectives (Fayolle and Gailly 2008: 579) and
publications on pedagogy in entrepreneurial learning (Cope 2003, 2005; Fayolle
and Gailly 2008; Jones and Iredale 2010; Pittaway and Cope 2007a, b) can inform
discussions on integrating global sustainability and entrepreneurship education
through developing entrepreneurial learning that is dialogic and addresses values.
The focus here is on approaches to teaching and learning that give dialogue and
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discussion central importance and where participation, critical reflection and col-
laborative methods are vital elements. Kurucz et al. (2013) assert that dialogic
approaches can institute a progressive educative practice and be “pedagogical
leverage points” (Kurucz et al. 2013: 452). Posing real-life problems and using case
studies are methods to facilitate co-investigation, with students and teachers
working together and dialogue used as the means for generating new insights that
have the potential for transformation (Merriam et al. 2007). It is acknowledged that
a practice, or work- based element is important, but this chapter is concerned with
classroom-based pedagogy that becomes a basis for, and a place to reflect on,
practice.

Theories that resonate with entrepreneurial learning and ESD are those of
experiential learning (Freire 1970; Kolb 1984; Pittaway and Cope 2007),
self-directed learning (Merriam 2001: 5) and transformational learning (Mezirow
2000). These rely on methods that facilitate critical dialogue and reflection and
students work with, and learn from, each other and the teachers or mentors. They
share ideas, discuss values and the different perspectives of, not only class mem-
bers, but the multiple stakeholders that might be involved in a particular case
whether it is an enterprise, business or project. In a classroom in which sustain-
ability issues are addressed through entrepreneurial learning there is a need to
recognise pluralism, where everybody’s ideas of sustainability are listened to and
individuals are empowered to take ownership and responsibility for their own
learning (Merriam 2001), and through dialogue and discussion co-create and
collaborate.

Dialogue and Discussion

...transformational learning theory has expanded our understanding of adult learning by
explicating the meaning-making process. It is not what we know but how we know that is
important (Baumgartner 2001: 22).

Dialogue and discussion can be employed as a pedagogical approach using a range
of different methods. It requires no added resources and can be structured or fluid.
What it does require however is a skilled and confident facilitator. Asking educators
to consider and integrate sustainability and entrepreneurial learning is asking a great
deal. Focusing therefore on a pedagogy which is not prescriptive and which has a
well-established theory and practice can be a good starting point. Larson (2000)
sees discussion as having two broad purposes: it is a method where content is
learned and understood through interaction and communication and where skills of
reflecting and thinking critically are developed. Discussion also calls for us to
develop communication skills including being able to listen attentively and speak
clearly; we learn how to formulate arguments, participate and express our views
confidently.

How can teachers facilitate structure and support dialogic learning in the context
of entrepreneurial learning for sustainability? This is not quick fix pedagogy and
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there are no quick fix solutions to real world issues. Research in Wales during
2009-2010 (Jenkins, n.d.) found that a lack of immediate solutions or easy
explanations can be a barrier for many tutors; their subject knowledge and expertise
cannot provide answers for climate change or global poverty and many feel
uncomfortable with this. Tutors fear that some learners might become emotional
during discussions about controversial or contentious issues and they worry that
extreme views could be expressed, creating tensions in the classroom. Tensions do
become apparent and conflict can arise during a discussion, but learning often
involves being uncomfortable. It is through addressing complex, uncomfortable
issues, questioning our assumptions and examining emotional responses with the
support of others that we learn and change. Affective learning is as important as the
cognitive in experiential, transformative learning (Dirkx 2006; Merriam et al. 2007:
165).

Much has been written about discussion and how it can facilitate learning
(Brookfield 2006, 2012; Brookfield and Preskill 1999), and dialogue from the times
of Plato has been advocated as a method for presenting our world views and ideas,
listening to others and participating in an exchange that can lead to understandings,
insights and the generation of new knowledge. This is dialogue that involves the
whole person: reason and emotions, rationality and feelings. In dialogue there is a
need to listen with our whole being (Johannesen et al. 2008; Welton 2002) and to
speak honestly and authentically from our experience and our knowing, both
intellectual and tacit. Through this we become critical thinkers, actively engaged in
creating our personal and social worlds (Brookfield 1987). Being able to listen and
understand other people’s points of view and their way of seeing the world is a
cognitive and a relational activity (Wolvin 2010), it is a profound skill that is central
to dialogue. There is certainly a place for technical dialogue but here we are
considering dialogue in its broadest sense, where we engage as fully as possible. It
is vital that the educator creates safe learning environments where dialogue, char-
acterised by respect, curiosity, honesty, openness and good intent can take place.
This sort of dialogue “manifests itself as more of a stance, orientation, or quality in
communication rather than as a specific method, technique or format” (Johannesen
et al. 2008: 54), and it includes critical reflection as we examine and question our
own and other people’s assumptions. As we contemplate and discuss alternatives it
also becomes a creative process.

Brookfield (1987, 2011) stresses the role of discussion in developing critical
thinking. He comprehensively outlines the conditions and principles of the learning
context as well as the use of protocols and guidelines for discussion which are
negotiated by the group. Importantly, he offers educators a range of methods and
techniques that can be used to facilitate discussions (2006). Cruickshank and
Fenner (2012) examined the use a range of activities including role play, games and
multi-criteria decision-making in the Master’s programme in Engineering for
Sustainable Development, at Cambridge University; these are student-centred
activities that introduce a range of themes including dealing with complexity,
uncertainty, the concerns of different disciplines and groups of people, environ-
mental limits and trade-offs. Their research on the use of these methods found that
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using a range of activities challenged students’ assumptions and developed
awareness and competencies.

Case studies can be useful vehicles for understanding complex and often com-
peting issues that need to be considered; traditional case studies present real situ-
ations and provide factual information such as financial reports, statistics, expert
testimonies, press clippings, videos. Presenting a range of facts that highlight
possible scenarios or opposing views and also a range of perspectives from different
stakeholders helps increase knowledge and awareness of the issues and reveal the
rationale behind decision-making which in turn helps to cultivate critical thinking.
Simulations or games can be real-life case studies or simply be based on cases and
include facts; and whilst being realistic and well researched, are composites.
Students can take on the roles of different individuals such as consumers,
employees, owners, other company representatives and institutions (local and
global) in order to express and understand a range of views, interests, perspectives,
values and beliefs. Through taking on roles in a case study or simulation people can
learn actively without creating real consequences.

One can simulate diverse realities, play the games, manipulate reality and experience the
resulting consequences, within the safety of the simulation. At the same time while one is
testing alternative solutions one also learns much about one’s self while creating shared
experiences for all participants (Dieleman and Huisingh 2006: 842).

These methods also contribute to team-building, collaboration and the devel-
opment of communication skills. This form of active learning is enjoyable and it
can be creative, allowing learners to use their imagination for envisioning and
designing. Case studies can provide a ‘safe’ way to facilitate discussions and can be
an effective way to engage with difficult issues. Whether it is a local or global case
study, it is important to include a wide range of perspectives, experiences and
interests in order to provide as ‘full’ a picture as possible, from the point of view of
government, business, community, clients and customers and the environment;
those who will benefit and those who will not. Consequences for people and the
environment, economy, society, culture are considered and new processes products
imagined, discussed and negotiated.

Conclusion

It is now the recommended policy of both the United Nations and the European
Union that countries should revise the way in which they prepare their national
accounts to begin to address the kind of sustainability gap that is currently hidden
within them (Porritt 2003: 9). Putting the principles of sustainable development at
the centre of entrepreneurial learning can benefit companies, their processes, profits
and also the individual entrepreneurial learners.

Methods employed for teaching an integrated model of sustainability learning in
entrepreneurship education can be diverse, but the approach should be underpinned
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by learning theories that promote self-directed, experiential, participatory and
transformative learning. Experiential learning that involves real life situations is not
always possible, but experiences in the classroom, with teachers and peers in a
collective learning enterprise can be valuable, if they are thoughtfully constructed
and facilitated. Dialogue and discussion can facilitate affective learning that
includes developing emotional intelligence alongside cognitive skills. Students
develop skills such as how to listen attentively, how to argue effectively, how to
agree to differ; invaluable for professional, public and personal life. A plural
approach is essential in entrepreneurial and sustainability learning, multiple per-
spectives and values need to be considered in both. Education for sustainability can
be incorporated into frameworks for entrepreneurial education and add a robustness
for considering the interrelation of economic, social and environmental concerns,
not through crude trade-offs, but through the pursuit of mutually reinforcing ben-
efits. It can help learning to promote good governance, healthy living, innovation,
lifelong learning and forms of economic growth which secure the natural capital
upon which we depend. This form of learning seeks to reinforce social harmony and
to secure each individual’s prospects of leading a fulfilling life (Porritt 2003: 13).

Education and learning with a discursive and critical foundation recognises that
there are no simple solutions; there are instead paradoxes, risks and uncertainty.
Reconfiguring pedagogical practices, how we teach and how we conceptualise
learning is necessary in order to support learners to become entrepreneurs who are
critical thinkers, reflective, and reflexive, and who are not afraid to challenge the
boundaries of knowledge and to work for positive change.
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Chapter 5
Lifelong Learning for All: Our City’s
Future

Raiil Valdés-Cotera and Mo Wang

Abstract In this chapter, we will discuss the need to re-examine the traditional
education system, so as to develop inclusive and sustainable education systems.
This reflects the need to develop more complex skills and competences that allow
individuals to participate in the economic, social and cultural environment, allowing
them to remain in their places and play a positive role in their personal and societal
development, as well as the development of their cities. It will conclude with
examining UNESCO’s role in supporting cities through the Key Features of
Learning Cities, in empowering individuals and promoting social cohesion, and in
enhancing economic development and cultural prosperity.

Introduction

Urbanization is increasing rapidly, particularly in developing countries. It is
expected that by 2050, 70% of the world’s population will live in cities (United
Nations 2014, p. 1), and that 94% of people who move to cities in the next decades
will come from developing countries (Schwab 2014). On the one hand, therefore,
cities are sites of enormous potential; as the Director-General of UNESCO, Irina
Bokova, pointed out at the first International Conference on Learning Cities, ‘cities
are our greatest source of growth, innovation and living together’ (UNESCO
Institute for Lifelong Learning 2014: 51). On the other hand, however, urbanization
presents us with an unprecedented set of challenges. Cities are affected by, and in
some instances contribute to, rising inequalities in opportunities, wealth, power,
gender and health. Furthermore, rapid urbanization inevitably increases the gap
between cities and small towns, villages and rural areas. Cities are responsible for
most of the world’s energy consumption and carbon emissions, but they also often
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bear the brunt of global challenges such as population ageing, conflict, violence,
environmental degradation and the devastating effects of climate change.

As cities expand, municipal governments are under increasing pressure to find
solutions to such challenges. The 2030 Agenda for Sustainable Development,
adopted at the 2015 United Nations Sustainable Development Summit as an action
plan for people, the planet and prosperity, emphasizes the critical role that cities will
play in tackling global challenges. Furthermore, the eleventh Sustainable
Development Goal centres on improving urban life, pledging to ‘make cities and
human settlements inclusive, safe, resilient and sustainable’ (United Nations
2015c¢). To meet this goal, it is imperative that cities develop adequate responses to
the learning needs of the world’s fast-growing urban communities. This will entail
implementing policies and plans that enable citizens to acquire the skills and
competences they need to contribute to economic, social, cultural and environ-
mental development.

This chapter examines how cities are drawing on the power of lifelong learning
to build inclusive, sustainable, creative and entrepreneurial societies that promote
the health, well-being, prosperity and full participation of their citizens. The chapter
begins by briefly summarizing the evolution of lifelong learning as a ‘new master
narrative’ in education policy. It then outlines the development of the learning city
concept, highlighting the important role played by the UNESCO Institute for
Lifelong Learning (UIL) in the evolution of learning cities. Among the UIL-led
learning city initiatives discussed here are two major conferences (the first and
second International Conferences on Learning Cities), the establishment of the
UNESCO Global Network of Learning Cities, the launch of the UNESCO Learning
City Award and the publication of key documents such as the Beijing Declaration
on Building Learning Cities, the Key Features of Learning Cities and the guidelines
for Building Learning Cities. In describing these milestones, this chapter provides
some noteworthy examples of cities that are using the learning city approach to
empower citizens, promote social cohesion, enhance economic development and
cultural prosperity and protect the environment.

Promoting Lifelong Learning for All as an Engine
for Sustainable Development

As far back as 1972, UNESCO’s Learning to Be: The World of Education Today
and Tomorrow (Faure 1972)—commonly referred to as the Faure Report—advo-
cated lifelong education as the master concept for educational policies in both
developed and developing countries. In recognizing that education was no longer
the privilege of an elite or one age group only, the Faure Report marked the
beginning of a period of optimism in international education policy. The Faure
Report argues that education should be both universal and lifelong, thereby moving
to a humanistic, rights-based and holistic view of education (Ouane 2011).
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More than 20 years later, in 1996, UNESCO published a report entitled Learning:
The Treasure Within (Delors et al. 1996). This report appeared in the same year as
the Organisation for Economic Co-operation and Development’s Lifelong Learning
for All report (1996). Both documents emphasized the multiple contexts of learning
and firmly linked lifelong learning to the economic, social, cultural and environ-
mental challenges that societies and communities face (Yang and Valdés-Cotera
2011).

For UNESCO, Lifelong Learning is rooted in the integration of learning and
living, covering learning activities for people of all ages (children, young people,
adults and the elderly, girls and boys and women and men) in all life-wide contexts
(family, school, community, workplace and so on) and through a variety of modal-
ities (formal, non-formal and informal) which together meet a wide range of learning
needs and demands. Education systems which promote lifelong learning adopt a
holistic and sector-wide approach involving all sub-sectors and levels to ensure the
provision of learning opportunities for all individuals (UNESCO 2015, p. 7).

Today, the importance of lifelong learning as a holistic and sector-wide approach
to learning is widely recognized. Indeed, some have argued that lifelong learning
has become a ‘new master narrative’ (Ioannidou 2014: 208) in education policy,
promoting a certain understanding of how education systems should be built in
order to meet the challenges of the knowledge society. This recognition is no longer
confined to specific countries or regions; it also informs global education plans. For
example, the important role played by lifelong learning in ensuring sustainable
development is clearly reflected in the fourth Sustainable Development Goal on
‘Quality Education’, which aims to ‘ensure inclusive and equitable quality educa-
tion and promote lifelong learning opportunities for all’ (United Nations 2015a).

Even though lifelong learning has become a global norm, it is still a major
challenge for many countries to coordinate learning activities outside school and the
workplace and integrate them into an education policy, as is ensuring that effective
policies, strategies, systems and mechanisms are in place for a diversity of learning
needs and life situations. There is, therefore, still a discrepancy in many UNESCO
Member States between general advocacy on the one hand and a lack of clarity on
the definition of lifelong learning on the other. This is leading to inefficient
implementation of policies and strategies (UNESCO Institute for Lifelong Learning
2015a).

Promoting lifelong learning entails providing a full range of learning opportu-
nities in order to enable people, in particular disadvantaged and vulnerable people,
to learn anywhere and at any time. Several UNESCO Member States have recog-
nized that one important approach to promoting lifelong learning in people’s daily
lives entails linking the recognition, validation and accreditation of the outcomes of
non-formal and informal learning to various learning systems or national qualifi-
cations frameworks. Given the trend of globalization, urbanization and decentral-
ization, a second approach exemplified in some Member States is the building of
learning societies (villages, communities, cities and regions). With their relatively
compact natures, high population densities and heavy concentration of existing
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learning facilities, cities are uniquely placed to engage citizens from all sectors in
lifelong learning. As the Faure Report pointed out, the city contains ‘immense
educational potential—with its social and administrative structures and its cultural
networks—not only because of the vitality of the exchanges that go on, but also
because it constitutes a school for civic sentiment and fellow-feeling’ (Faure 1972:
162). In recent years, a growing number of cities have been developing innovative
strategies that allow citizens of all ages to learn new skills and competencies,
thereby transforming their cities into learning cities. Before providing concrete
examples of such strategies, the following section will provide a brief overview of
the development of the learning city concept.

The Development of the Learning City Concept

The modern concept of learning cities emerged in the early 1970s from the work of
the Organisation for Economic Co-operation and Development (OECD) on lifelong
learning, which focused mainly on Europe (Yang 2012). The concept was further
developed in 1990 in the First International Congress on Educating Cities, which
was organized by Barcelona City Council and involved representatives of more
than 140 cities worldwide (Messina and Valdés-Cotera 2013). Two years later, the
Second International Congress on Educating Cities, held in Gothenburg, Sweden,
presented a report entitled City Strategies for Lifelong Learning, which was later
published by the OECD (Hirsch 1993). This report states that cities are the most
important geographical entities for organizing lifelong learning. The report also
showcases examples of seven cities that were in the process of becoming learning
cities. Since then, the learning city concept has spread. Illustrative examples of
learning city initiatives can be found in many parts of the world. Learning cities
have experienced particularly dynamic development in East Asian countries
(Kearns 2015).

UIL, which has a wealth of expertise on lifelong learning, has organized a series
of policy dialogues on the conceptual evolution and implementation of lifelong
learning. During Expo 2010 in Shanghai, China—which centred on the theme
‘Better City, Better Life’—UIL, together with the Shanghai Municipal People’s
Government, the Chinese Society of Educational Development Strategy and the
Chinese National Commission for UNESCO, co-organized the Shanghai
International Forum on Lifelong Learning. This forum focused on translating the
discourse of lifelong learning into practical guidelines for building lifelong learning
systems. More than 200 participants and experts from all over the world helped
develop learning concepts and practices within a lifelong learning perspective.
Twenty-four presentations were collected in a volume entitled Conceptual
Evolution and Policy Developments in Lifelong Learning (Yang and Valdés-Cotera
2011), which discussed the evolution of the concept of learning societies and
learning cities, focusing on the development of learning cities in the Republic of
Korea and China.
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UIL continues to maintain dialogue with its extensive networks of policymakers,
researchers, practitioners and civil society. This dialogue led to the organization of
the first International Conference on Learning Cities (ICLC) in 2013.

The First International Conference on Learning Cities

Together with the Ministry of Education of China and Beijing Municipal
Government, UNESCO co-organized the first International Conference on Learning
Cities (ICLC) in Beijing in October 2013. This conference brought together 550
mayors, city education executives and experts from 102 countries, as well as rep-
resentatives of UN agencies, regional organizations, non-governmental organiza-
tions and multinational corporations. The conference adopted two key documents:
the Beijing Declaration on Building Learning Cities and the Key Features of
Learning Cities.

In affirming the vital importance of learning for the future of all human com-
munities, the Beijing Declaration on Building Learning Cities defines a learning
city as:

a city, town, village or community that effectively (1) mobilizes its resources in every sector
to promote inclusive learning from basic to higher education; (2) re-vitalizes learning in
families and communities; (3) facilitates learning for and in the workplace; (4) extends the
use of modern learning technologies, (5) enhances quality and excellence in learning; and
(6) fosters a culture of learning throughout life. In doing so, it will create and reinforce
individual empowerment and social cohesion, economic and cultural prosperity and sus-
tainable development (UNESCO Institute for Lifelong Learning 2014, p. 27).

With twelve areas of focus, forty-two key features and sixty possible measure-
ments, the Key Features of Learning Cities describe the fundamental conditions for
building a learning city. The six major building blocks of a learning city depicted in
Fig. 5.1 reflect the importance of encompassing all modes of learning and levels of
education, of incorporating life-wide contexts and of targeting learners of all ages.
This holistic approach promotes the development of education systems which
respond to a range of learning needs. The Key Features are the result of a long
consultation process which involved input from global experts in several different
fields and drew upon a range of well-established conceptual frameworks and
indicators for measuring social and economic development at regional and inter-
national level. As a robust alternative way of monitoring progress, the Key Features
of Learning Cities form a comprehensive checklist of action points necessary to
help stakeholders build learning cities, transform political and theoretical discourses
into concrete strategies and approaches, measure progress over time and evaluate
the benefits of the strategies that have been put in place.

Since the first ICLC, the practice of building learning cities has further accel-
erated and expanded in communities worldwide. Many cities have started to adopt
the learning city approach to tackle specific challenges and put the outcome doc-
uments of the first conference into action. Moreover, as called for by the
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participants of the first ICLC, UNESCO has established the UNESCO Global
Network of Learning Cities (GNLC) “to support and accelerate the practice of
lifelong learning in the world’s communities” (UNESCO Institute for Lifelong
Learning 2014: 5). The secretariat of this network, which is based in UIL, has been
leading the following actions:

e facilitating and disseminating research on the enrichment of the concept of the
learning city;

developing tools and instruments for building learning cities;

serving as a clearing house for successful practices in establishing learning
cities;

developing and providing capacity-development programmes for members and
partners;

promoting policy dialogue and peer learning among member cities; and
advocating the importance of lifelong learning for all as an organizing principle
for education policy and promoting policy reforms that support the building of
learning cities (UNESCO Institute for Lifelong Learning 2015b: 4).

In addition, the UNESCO GNLC secretariat has published a collection of case
studies of learning cities entitled Unlocking the Potential of Urban Communities:
Case Studies of Twelve Learning Cities (Valdés-Cotera et al. 2015). This volume
showcases successful practices in building learning cities in all five UNESCO
regions. The cities described in the collection are role models, not in the sense that
they have completed their development towards becoming a learning city (there is
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no ‘finishing line’ for learning cities), but because they are the first to share their
experiences. The showcased cities share their motivations for building learning
cities, their vision, their legislative frameworks and their implementation approa-
ches. They provide valuable insights on specific actions and programmes, providing
know-how and inspiration for aspiring learning cities all over the world. They also
reflect on specific challenges tackled in the process of building a learning city.
The case studies reveal that while motivations and approaches to building a
learning city may differ due to cities’ very different contexts, there are some uni-
fying factors. Most cities recognize learning and community as interacting elements
of city growth and emphasize the importance of monitoring progress through the
Key Features of Learning Cities. All cities have strong and visionary aspirations for
both their cities and their citizens, and all cities are creative and pioneering in their
desire to respond to a changing world with new ideas. International experts from all
five UNESCO regions worked with the secretariat of the UNESCO GNLC to devise
a set of guidelines for building learning cities based on insights emerging from the
collection of case studies. These guidelines are described in more detail below.

Guidelines for Building Learning Cities: Cities in Action

UNESCO’s guidelines for Building Learning Cities aim to provide cities with
strategic approaches for building dynamic and sustainable learning cities. The
guidelines consist of a set of actionable recommendations that can be referred to at
every stage of the process of becoming a learning city (UNESCO Institute for
Lifelong Learning 2015b).

The guidelines are divided into the following six key areas of action, which
should be tailored to every city’s unique context: (1) developing a plan for becoming
a learning city; (2) creating a coordinated structure involving all stakeholders;
(3) initiating and maintaining the process with celebratory events; (4) making sure
that learning is accessible to all citizens; (5) establishing a monitoring and evaluation
process; and (6) ensuring sustainable funding (UNESCO Institute for Lifelong
Learning 2015b: 1-4). The following sections will discuss these six areas of action,
drawing on concrete examples from the collection of case studies.

Develop a Plan for Becoming a Learning City

The guidelines for Building Learning Cities emphasize that ‘strong political lead-
ership and steadfast commitment should be reflected in a concrete action plan’
(UNESCO Institute for Lifelong Learning 2015b: 1). By taking stock of what has
already been achieved and by identifying the main challenges that lie ahead, cities
can develop a strategic plan and define their medium- and long-term objectives.
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The Swansea Bay Entrepreneurial Learning City Region Plan is a good example
of such an action plan. This plan involves city leaders and representatives of different
sectors and focuses on the development of entrepreneurial capacity through lifelong
learning. The ultimate aim of the plan is that by 2030, Swansea Bay City Region
‘will be a confident, ambitious and connected European city region, recognized
internationally for [its] emerging knowledge and innovation economy’ (Swansea
Bay City Region 2014). Swansea’s plan outlines the actions that need to be taken to
harness the potential of learning to create a culture of entrepreneurship and develop a
city of innovation. It is envisaged that this in turn will improve the regional economy
and narrow the economic, education and skills gaps between deprived and affluent
areas. Swansea Bay City Region is committed to ensuring that new opportunities are
available to people from disadvantaged communities.

Swansea’s plan is very much in line with Sustainable Development Goal 8§,
which centres on ‘promoting sustained, inclusive and sustainable economic growth,
full and productive employment and decent work for all’ (United Nations 2015b). It
is essential that cities work towards this goal by enabling citizens to develop the
knowledge, skills and attitudes they need for the world of work and indeed for life
in general. Pursuing inclusive and sustainable economic growth will help cities to
tackle issues such as poverty and growing youth unemployment, and to respond
effectively to developments such as mass migration, technological advances and the
constantly shifting demands of the labour market.

Another sound plan for developing a learning city can be found in the city of
Espoo, Finland. The Espoo Local Development Plan for Education 2020 states that
Espoo aims to be a competent municipality known for its fairness, its commitment to
residents and clients and its pioneering yet responsible approach. Espoo’s goal is to
be a good place to live, learn, work and do business in, and to be a place where
residents can have their say. Ensuring the well-being and inclusion of all its citizens
is, therefore, a key objective. Providing every citizen with opportunities for lifelong
learning plays an important role in achieving this objective. When drawing up the
plan, the city authorities organized capacity-building workshops for various sectors
and stakeholders in order to develop an understanding of what building a learning
city involves. Finnish society is becoming more multicultural and diverse, which
tends to be most immediately apparent in metropolitan areas. Espoo’s lifelong
education services will continue to play a special role in helping newcomers settle
into the city while maintaining their own cultural identity (Valdés-Cotera et al.
2015).

Create a Coordinated Structure Involving All Stakeholders

As all organizations and citizens are stakeholders in a learning city, the guidelines
recommend creating ‘a structure that involves all stakeholders in building the
learning city through dialogue and consensus’ (UNESCO Institute for Lifelong
Learning, 2015b: 2). It is essential to create a learning city development committee
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comprising representatives from different sectors, each of whom should have a
concrete role to play. This committee should reach agreement on the principles for
developing, implementing, monitoring and financing the learning city initiative.

For example, the City of Melton in Australia established the Community
Learning Board (CLB) to provide a governance mechanism that gives communities
and organizations a direct influence on designing and overseeing lifelong learning
strategies addressing social and economic issues. Members of the CLB are
appointed for four years or for the duration of a Community Learning Plan. Current
members of the CLB include leaders from a wide range of sectors, including:
business and industry; non-governmental organizations and not-for-profit organi-
zations; employment services; state and independent primary and secondary
schools; universities and vocational education providers; adult education; mature
age learning; early learning; the health sector; disability education providers;
community representatives; and the Victorian Department of Education and Early
Childhood Development. The CLB is chaired by Melton’s mayor.

One challenge that the City of Melton’s CLB sought to address was the mis-
match between the training opportunities offered in the city and the skills that are
actually needed in the industries where jobs are available. The CLB showed
entrepreneurial spirit by actively seeking out innovation, service and continuous
improvement. To this end, it developed a new initiative called Building Melton
Together, which takes a holistic, cross-sectoral approach in brokering relationships
between a large number of stakeholders, including jobseekers, employment service
providers, volume and domestic builders, building sub-contractors, education and
training providers and relevant non-governmental and not-for-profit organizations.
Of course, it will remain crucial for Melton to ensure that all stakeholders continue
to have clearly defined roles and responsibilities in designing and implementing the
learning city plan.

Initiate and Maintain the Process with Celebratory Events

The guidelines point out that ‘the more people and organizations that react posi-
tively to the idea of a learning city and engage with it, the better its chances of
flourishing are’ (UNESCO Institute for Lifelong Learning 2015b: 2). One concrete
way to generate enthusiasm in implementing lifelong learning is by holding events
such as learning festivals, seminars and celebratory events.

A good illustration is provided by Cork City in Ireland, which has been running
the Cork Lifelong Learning Festival since 2004. This festival invites all relevant
organizations to exhibit their courses, products and materials and offer hands-on
activities that encourage citizens to get involved. The festival asks the media to
promote and celebrate learning while twin cities are invited to participate and share
their experience, knowledge, ideas and best practice. The festival involves about
500 different events accompanied by a series of seminars and discussions.
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Cork’s Lifelong Learning Festival has successfully generated enthusiasm and
stimulated broad public engagement in building the learning city.

Another example is the Spring in the Learning City Festival in Ybyculi, a city of
21,000 inhabitants in the North of Paraguay. The festival is part of the ‘Ybycui
Learns and Develops’ strategy, which encourages members of the community to
teach and learn together. The Spring in the Learning City festival includes a parade
with floats visually depicting lifelong learning, promoting the idea that everywhere
can become a learning environment. Thousands of people participate in the festival,
which also promotes recycling and the conservation of the environment. Besides
drawing attention to lifelong learning and the development of the learning city, such
a festival strengthens residents’ pride and sense of community. Both Ybycui’s
Spring in the Learning City Festival and Cork’s constantly growing Lifelong
Learning Festival are successful examples of how a city can showcase its efforts to
create a learning city. Media attention and direct contact to residents offer invalu-
able opportunities for the promotion of the efforts these cities make throughout the
year. Furthermore, such celebratory events renew all stakeholders’ interests in the
learning city agenda. Ultimately, the organizations participating and supporting
these joyful events also benefit as they can exhibit their courses, products and
materials and offer hands-on activities that encourage all citizens to get involved.

Make Sure that Learning Is Accessible to All Citizens

The guidelines explain that ‘learning must be made enjoyable, available and
accessible to all citizens so that they are inspired and empowered to continue
learning throughout life’ (UNESCO Institute for Lifelong Learning 2015b: 3). To
facilitate this, a learning city must establish, promote and maintain community-based
learning spaces and provide resources for learning in families and communities.

The Republic of Korea is one of the few countries in the world to have established
a constitutional obligation to promote lifelong learning to all its citizens (Article 31
[5], Constitution of the Republic of Korea 1987). The national government sees
building a learning city as a means of increasing citizens’ quality of life, social
integration and sense of community (NILE 2012). One example of a highly suc-
cessful learning city initiative in the Republic of Korea is Namyangju’s ‘1-2-3
Lifelong Learning Infrastructure’ project, which is improving access to learning for
citizens of all ages. As part of this project, citizens have turned unused spaces around
the city into community learning spaces known as ‘Learning Lighthouses’. The
government of Namyangju ultimately intends to ensure that no resident is more than
a ten-minute walk away from the nearest Learning Lighthouse. These community
learning spaces not only make learning accessible to virtually all citizens; they also
promote community, cooperation and active citizenship.

Many people in Amman, Jordan, who could not finish basic education, possess
valuable knowledge and skills. However, such knowledge and skills are not always
recognized. To help remedy this situation, Amman provides special support in the
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form of flexible arrangements for marginalized groups. The city is also developing
procedures to identify, validate and accredit the learning outcomes of non-formal
learning. Amman’s ‘Jeera’ project, a collaborative initiative between the Arab
Education Forum and Greater Amman Municipality, aims to combat the
marginalization of informal and non-formal learning and to encourage citizens to
recognize that they all have valuable roles to play both as teachers and learners. The
project focuses on Amman as a ‘Learning and Convivial City’, as the concepts of
neighbourliness, hospitality and conviviality have a rich tradition in Arab culture
and are central to Jeera’s efforts to provide the citizens of Amman with positive
learning experiences beyond the structures of formal education. The ultimate
objectives are not just to promote lifelong learning at a community level throughout
the city, but also to help promote integration and a sense of belonging in this
multicultural city.

Cities such as Namyangju and Amman are making great efforts to make learning
accessible to as many of their citizens as possible. By strengthening connections
between formal education and training and the world of work, by supporting
cross-sector cooperation, by promoting non-formal and informal learning settings
and by fostering entrepreneurial skills, cities can offer all citizens—especially those
from disadvantaged backgrounds—more diverse and flexible development oppor-
tunities in both their private and professional lives.

Establish a Monitoring and Evaluation Process to Ensure
Learning City Progress

The guidelines emphasize the importance of continuously monitoring and evalu-
ating progress made in building a learning city.

In 2001, Beijing began developing a set of evaluation indicators for learning
districts/counties, sub-districts and townships, enterprises and schools to steer
learning society development activities. This led to the publication in 2013 of the
Beijing Evaluation Index, which enables city authorities to monitor the performance
of the learning city. This index, which incorporates elements of the Key Features of
Learning Cities but also draws upon the local context, is based on the ‘Structure—
Process—Product’ model (Wu et al. 2014). This model has three tiers. The first tier
comprises the following four indicators: (1) ‘Guarantee of input and conditions’,
which measures structure and is comparable to the ‘fundamental conditions’ in the
Key Features of Learning Cities; (2) ‘Development of lifelong education and
learning service systems’ and (3) ‘Development of learning communities and
organizations’, both of which measure process and are equivalent to the ‘building
blocks’ in the Key Features; and (4) ‘City development and management innova-
tion’, which measures the benefits of the learning city and is the counterpart of the
‘wider benefits’ in the Key Features. These four tier-one indicators are further
broken down into eighteen tier-two indicators and seventy tier-three indicators
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covering factors such as policy, legislation, media coverage, organization, man-
agement, funding, human resources, research, innovation and implementation
across all levels, from preschool to education for older people, immigrants and
disadvantaged groups. In 2014, the Beijing Evaluation Index was used to conduct a
round of assessments on learning city developments in four districts and counties.
This pilot exercise found that the evaluation index can be very useful for measuring
a district or county’s stage of development as well as its strengths and challenges.
However, the exercise also revealed the necessity of adjusting certain indicators to
local contexts. The results of the exercise were used to refine and improve the
evaluation index for monitoring and evaluating the development of learning cities
in Beijing.

Other cities around the world have not yet defined indicators for monitoring
progress, but they are nonetheless able to report on the outcomes of specific
strategies. For example, the learning city initiative has helped residents of all ages in
Mexico City to become healthier, develop greater civic and environmental
awareness, and be better prepared for natural disasters. Mexico City’s SaludARTE
programme, for instance, aims to improve the health, nutrition, personal hygiene,
well-being and civic awareness of public primary school children in some of the
most disadvantaged areas of Mexico City. SaludARTE has had an impact on
children’s lives, as an evaluation conducted by the National Institute of Public
Health has demonstrated (Valdés-Cotera et al. 2015: 107). This evaluation found
that the programme increased children’s physical activity, as demonstrated by the
fact that the amount of time they spent watching television fell by 7%. There was
also a notable decrease—from 21.3 to 17%—in the levels of obesity among chil-
dren in schools participating in the programme. In addition, children’s dental plaque
decreased by 9%, and almost 15% of the children participating in the programme
acquired the habit of washing their hands before and after eating.

Evaluating the effectiveness of learning cities to solve local problems and
improve social conditions is complex. However, it is the only way to assess the
benefits of the strategies that have been put in place.

Ensure Sustainable Funding

One of the biggest challenges facing urban communities is securing sufficient
financial resources to build and maintain the basic structure of the learning city. The
guidelines state that ‘in order to realize the multiple benefits of becoming and
sustaining a learning city, multiple sources of sustainable funding should be secured
and allocated in a fair way’.

Multistakeholder partnerships can help ensure that a learning city has sustainable
funding. One good example of this approach can be found in the City of Balanga in
the Philippines, where the learning city project centres on becoming a ‘university
town’. By replicating some of the structural features of renowned university towns
around the world, Balanga aims to create an environment that encourages learning
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not just among university students, but also among citizens of all ages. Public—
Private Partnerships (PPPs) have enabled the City Government of Balanga to
implement several projects that are part of the university town master plan. The
redevelopment of the Plaza Mayor to make it a public learning space, for example,
was realized through investments made by the private sector that support the city’s
vision.

The guidelines identify a wide range of potential collaborators for PPPs,
including companies, foundations, philanthropists, international partners, local and
national governments and supranational organizations. Considering such partners as
stakeholders in developing learning cities is crucial for maintaining their support
(see also Section “Create a Coordinated Structure Involving all Stakeholders™),
while celebratory events, as discussed in Section “Initiate and Maintain the Process
with Celebratory Events”, present good opportunities for strengthening partnerships
with stakeholders. Finally, monitoring and evaluation (see Section “Establish a
Monitoring and Evaluation Process to Ensure Learning City Progress”) enable
learning cities to prove that learning resources provided by stakeholders are being
put to effective use.

Looking at the twelve role models discussed in Unlocking the Potential of Urban
Communities: Case Studies of Twelve Learning Cities, it is clear that, when it
comes to ensuring sustainable funding, there is no such thing as a one-size-fits-all
approach. While the guidelines offer some useful suggestions, such as developing
cost-sharing mechanisms through PPPs, every city will find itself in a unique
position.

The Second International Conference on Learning Cities

To celebrate the progress that has been made in promoting lifelong learning in cities
across the world since the first International Conference on Learning Cities (ICLC)
and to discuss strategic directions for sustainable learning cities, more than 650
people—including ministers, vice-ministers, mayors, vice-mayors, education
executives, education experts and representatives of UN agencies, the private sector
and regional, international and civil society organizations—travelled from 95
countries to gather in Mexico City for the second ICLC. The theme of the con-
ference, which took place in September 2015, was ‘Building Sustainable Learning
Cities’. The term ‘sustainable learning cities’ refers to the stability and vitality of
the learning city itself, but also to environmental, economic, social and cultural
sustainability (Juceviciene 2010: 420).

The conference gave participants an opportunity to discuss ideas, share experi-
ences and build synergies. It took place just after world leaders had met in New York
to adopt the Sustainable Development Goals that will define the next fifteen years of
human development. As mentioned above, learning cities have an important role to
play in implementing the global Sustainable Development Agenda.
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Participants shared ideas on developing innovative strategies with a focus on
lifelong learning to empower citizens, improve social cohesion and equality,
increase economic and cultural prosperity and protect the environment. They
identified effective ways of nurturing the kind of multistakeholder partnerships that
are essential for fulfilling the Sustainable Development Agenda. Discussions
focused not only on how learning cities can help citizens to develop the attitudes,
skills, values and knowledge to secure a sustainable future, but also on how the
process of building learning cities can itself be sustained.

The UNESCO Global Network of Learning Cities (GNLC) officially opened to
membership at the conference. The UNESCO GNLC does not ask for a member-
ship fee, and all cities willing to adopt the learning city concept are eligible to join.
Some of the key benefits of becoming a member of the UNESCO GNLC include
the following:

e receiving guidance and support during the process of building a learning city;

e being part of a dynamic network and strengthening the city’s own partnerships
and networks;

e receiving recognition for the efforts and showcasing the actions of the city; and

e being eligible for the UNESCO Learning City Award (UNESCO Institute for
Lifelong Learning 2015a).

One month after the conference took place in Mexico City, the secretariat of the
UNESCO GNLC started receiving the first membership application forms. These
forms provide basic information about the cities’ profiles, motivations for adopting the
learning city concept, plans for implementing lifelong learning, challenges faced and
support requested. This information will enrich the network’s Website, which will
feature case studies illustrating how learning cities all over the world are developing.

The conference also saw the launch of the biennial UNESCO Learning City
Award. The UNESCO Learning City Award is not an award of excellence, nor does
it constitute an official label. Instead, its purpose is to recognize and reward out-
standing efforts devoted to developing learning cities in communities around the
world. It is awarded to cities that, by putting in place the building blocks of a
learning city, have achieved exceptional progress in promoting lifelong learning
(UNESCO Institute for Lifelong Learning 2015¢). The inaugural award was con-
ferred on twelve cities that had made outstanding progress in implementing the Key
Features of Learning Cities since the first conference: Melton (Australia), Sorocaba
(Brazil), Beijing (China), Bahir Dar (Ethiopia), Espoo (Finland), Cork (Ireland),
Amman (Jordan), Mexico City (Mexico), Ybycui (Paraguay), Balanga
(Philippines), Namyangju (Republic of Korea) and Swansea (United Kingdom).

The conference culminated in the adoption of the Mexico City Statement on
Sustainable Learning Cities and the Guidelines for Building Learning Cities. The
Statement identifies strategic directions for building sustainable learning cities and
outlines eight action points to further the development of learning cities and to
ensure lifelong learning as a driver of social, economic and environmental sus-
tainability in cities throughout the world (UNESCO Institute for Lifelong Learning
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2015d). As discussed in more detail in Section “Establish a Monitoring and
Evaluation Process to Ensure Learning City Progress” above, the Guidelines are a
set of actionable recommendations for becoming a learning city.

The conference also led to the development of the 3 x 3 x 3 x 3 Youth
Statement on Learning Cities, which was devised after the conference with the
support of youth delegates. The Youth Statement defines three recognitions, three
calls upon UNESCO, three encouragements for local and national governments and
three commitments from the youth to help build learning cities (UNESCO Institute
for Lifelong Learning 2015¢).

Conclusion

This chapter has shown how cities in different contexts have formed a variety of
strategic approaches to developing into a learning city. These cities’ specific social
and economic realities provide the foundation for their approaches and shape the
main ‘themes’ that are pursued, such as entrepreneurialism, creativity, health and
inclusivity. What the cities have in common is that they all add a well-organized
lifelong learning dimension to sustainability in all its aspects: social, economic,
cultural and environmental.

The learning city approach is a practical, holistic and comprehensive way to
implement lifelong learning in all sectors and at all levels, from families, com-
munities and municipalities to national levels. Learning cities foster inclusive and
sustainable learning systems that provide broad and flexible lifelong learning
opportunities through formal and non-formal pathways. They thereby help create
inclusive, sustainable, creative and entrepreneurial societies that promote the health,
well-being, prosperity and civic engagement of their citizens.

This chapter also described how the rapidly growing UNESCO Global Network
of Learning Cities is supporting the practice of lifelong learning. Given the critical
role that cities will play in tackling global challenges, the network represents a
unique platform for implementing the 2030 Agenda for Sustainable Development at
the local level.

While learning cities are making great progress, much remains to be done.
UNESCO will continue expanding the UNESCO Global Network of Learning
Cities and synchronizing its actions with cities and partners to ensure the devel-
opment of education and lifelong learning.
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Chapter 6

Entrepreneurial Learning: Knowledge,
SKkills, Behaviours and Attitudes-An
Introduction

Gay Haskins

Abstract In this chapter, Gay Haskins introduces the section on Entrepreneurial
Learning: skills, behaviours and attitudes by teasing out new definitions of learning
in general and their relevance to entrepreneurial learning. Gay provides a contextual
framework for the following five papers showing the unique contribution of each to
the overall picture.

Over the last thirty or so years, there has been increasing discussion and emphasis
on the importance of education that is really meaningful and results in real learning.
But what is learning and how do we learn? How do we make learning happen? And
what does entrepreneurial learning involve? What kinds of skills, behaviours and
attitudes is it trying to develop? What are some innovative approaches to the
development of entrepreneurial learning around the world?

From Teaching at, to Learning with

If you put the question “What is learning?” to twenty people in a room, you would
be sure to come up with many different answers. But there would be general
agreement that true learning involves both acquiring knowledge and using
knowledge. It is likely too that there would still be general acceptance of a defi-
nition offered in 1980 by Dale S. Beech in Personnel: The Management of People at
Work (Macmillan 1980) that learning is the process by which skills, knowledge,
habits and values and attitudes are acquired and utilised in such a way that beha-
viour is modified.
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In many parts of the world, conventional teaching is led and dominated by the
teacher as expert, handing down knowledge. Frequently, it is a one-way flow of
information: the teacher gives and the student takes. Thus, in the delivery of
educational programmes, we find that a teaching emphasis differs from a learning
emphasis. A teaching emphasis is led and dominated by the teacher as expert,
handing down knowledge. And it can work. One can be truly inspired by a great
lecture. But it is not the only pre-eminent route to learning.

Indeed, there are many pathways to learning beyond conventional classroom
teaching. Many of these are developed and used with the aim of using knowledge
and experience. Just a few include the following: day-to-day problem-solving;
on-the-job learning (learning by doing); action/reflection learning; learning through
feedback and action plans; observation of peer behaviour and peer group consult-
ing; experimentation and “imagineering”’; brainstorming, conversation, discussion
and debate; distance and online learning; outdoor training, site visits and all kinds
of investigative learning; and learning through the arts (music, painting, poetry, for
instance).

Most of these approaches require courage on the part of the educator. They
cannot rely on imparting knowledge. They must work very closely with those that
they are seeking to educate and really focus upon their learning priorities. They
require a leap from “teaching at” to “learning with”.

Skills, Behaviours and Attributes

The need for “learning with” is particularly important in the delivery of
Entrepreneurial Learning. To be effective, the educator must look carefully not only
at imparting knowledge but also (and particularly) at the skills, attributes and
behaviours that they are aiming to foster. The lists below (adapted from an original
list developed by Allan Gibb) give some examples of entrepreneurial skills,
behaviour and attributes.

e Entrepreneurial Skills: problem-solving; persuading; negotiating; strategic
thinking; creative and innovative thinking; articulating ideas; selling; proposing;
decision-making under uncertainty; holistic task management; social skills; and
social networking;

¢ Entrepreneurial Behaviours: opportunity seeking; creative problem-solving;
grasping/organising opportunities; rapid use of judgement; taking initiatives;
managing interdependence; persistence in seeing things through from beginning
to end; and concern for quality; and

¢ Entrepreneurial Attributes: ambition; self-confidence; strong ego; autonomy;
“natural” leadership; achievement-orientated; “fixer”; determination; hard-
working; commitment; action orientation; gets things done; and perseverance.
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Entrepreneurial Learning Programmes

In this section, we focus on five programmes, each developed in different parts of
the world, in which entrepreneurial learning has happened—but each in very dif-
ferent ways. Excitingly, they involve a wide variety of learning approaches and
seek to develop a number of the skills, behaviours and attributes shown above.

e In their highly stimulating paper, ‘“Developing and Evaluating Enhanced
Innovation Thinking Skills in Learners”, Fiorina Mugione and Andy Penalula
describe an innovative UNCTAD initiative to train over 350,000 entrepreneurs
in 37 developing countries. Called the EMPRETEC programme, it focuses on
the development of ten personal entrepreneurial competencies and its curriculum
includes experiential learning delivered by interactive teaching methods that
incorporate practical experience and encourage learning by doing. Particularly
fascinating is the paper’s reference to the need for the stimulation of “breadth of
thinking” and of new neurological studies that indicate that “unless learners are
provided with opportunity to try and experiment with breadth as opposed to
depth of thinking, and to thus form new neurological structuring that enhances
creative capacity, their ability to act in this way may be limited by the physi-
cality of their brain as it evolves”.

e In the second paper, “Women Entrepreneurs in Sao Paulo, Brazil”, Tales
Andreassi and Maria José Tonelli focus on the significant impact of the 10,000
Women Programme on the city of Sdo Paulo, emphasising the value of pro-
grammes that focus specifically on women entrepreneurs. This programme
incorporates both access to knowledge of business disciplines and to initiatives
available within the city to support entrepreneurship and lengthy debriefing
sessions for experience sharing between participants. The formation of a net-
work to support women entrepreneurs has emerged. This has had a significant
impact beyond the classroom experience.

e The third paper, “Sustaining Entrepreneurship Education in Hong Kong as a
Learning City through Partnership Building” by Christina Wai-Mu Yu and John
Chi-Kin Lee, focuses upon the emergence of Entrepreneurship Education in
Hong Kong, where SME’s provide 47% of the jobs and yet enterprise start-up
rates are rather low. It focuses particularly on an initiative in Schools, the
team-based Teen Entrepreneurs Competition, which ran annually in Hong Kong
between 2003 and 2010. The competition focussed on student-centred learning
through engaging fully and actively in a complete business venture process and
through focusing both on business knowledge and on the practical skills nec-
essary for running a small business. Importantly, the paper concludes that
“Entrepreneurship Education could be flexibly and creatively built into the
existing school education”, a demand that should surely be made in many other
countries of the world.
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The fourth paper takes us to Wales, where increases in productivity are a key
challenge. In “The Role of Entrepreneurial Leadership in City Region
Economies; a Case of Developing Small Firm leaders”, Louisa
Huxtable-Thomas and Paul Hannon describe a highly successful leadership
programme, Leading Growth, specifically developed to stimulate new job
opportunities and to contribute positively to the Welsh economy. They stress the
need for a learning experience that is “highly contextualised and relevant; based
on specific challenges and opportunities; associated with a clear need and a
tangible action; action-oriented and allowing for reflection on prior actions and
decisions; encouraging storytelling; testing out new ways of thinking and acting;
learning from respected and trusted peers; and living with the emotional roller
coaster of successes and failures”. The paper is rich in many respects, for
instance: its description of the design of the programme and the concept of a
“ladder of experiential learning”; the use of learning outcomes linked to emo-
tional intelligence models; and its discussion of the positive impact of learning
and of gender specific learning.

The final paper, “From Student to Enterprising Researcher” provides a
refreshing story of Owen Bidder’s time at Swansea University and his transition
from business-adverse undergraduate zoology student to his time studying for a
master’s degree in environmental biology when, to his surprise, one of the
course modules asked him to write a grant application for a project of his own
invention. All of a sudden, he found that, “I started talking to people about my
projects, trying to explain why they were important, why they should be
interested, I was selling all the time”. This proved to be the start of an exciting
journey—PhD studies in biological sciences which included a residential
summer school designed to develop entrepreneurial skills, exposure to inter-
disciplinary team work (and new ways of looking at problems), the successful
development of a very innovative new product (and the trials and tribulations of
selling it)... and much, much more. He concludes, “I believe my experience
shows why enterprise skills are useful, even to those that do not intend to start
their own businesses, and demonstrates the value of being an enterprising
researcher.”

These five examples show entrepreneurial learning taking place in five very

different contexts. They demonstrate the value of entrepreneurial learning both to
countries, cities and regions and to individual learners. They illustrate the need for

design tools beyond conventional classroom teaching and, in particular, the need to
focus not only on knowledge but, particularly on the competencies, skills, beha-

viours and attitudes.
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Chapter 7
Developing and Evaluating Enhanced
Innovative Thinking Skills in Learners

Fiorina Mugione and Andy Penaluna

Abstract Utilising local thinking for an international audience, the United Nations
Conference on Trade and Development (UNCTAD) is undertaking a supervised
research project at the International Institute for Creative Entrepreneurial
Development (IICED) in the University of Wales Trinity Saint David, Wales, UK.
This develops a new curriculum that aims to enhance innovative capacity within
learners on educational programmes—delivered to thirty-seven Empretec countries.
Policy implications are also drawn for governments to consider, specifically,
enhancing entrepreneurial education and skills development and facilitating tech-
nology exchange and innovation. Findings from empirical data point to the sig-
nificant role of education in developing innovative capacity, but current student
assessment practices may be hindering development. Frameworks have been
developed that assist the evaluation and assessment of student performance beyond
knowledge acquisition. This is important, because in an ever-changing landscape
knowledge is increasingly temporary and the ability to harness meaningfully and
flexibly breadth as well as depth of knowledge, at appropriate points in time,
becomes a new goal.

Introduction

Utilising local thinking for an international audience, the United Nations
Conference on Trade and Development (UNCTAD) is undertaking a supervised
research project at the International Institute for Creative Entrepreneurial
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Development (IICED) in the University of Wales Trinity St David in Swansea. The
research project is being undertaken by UNCTAD’s Chief of Entrepreneurship
(Mugione) and supported by IICED’s Director (Penaluna). It is further informed by
IICED’s international networks and associated events, for example in 2014, [ICED
held an International Summit of Entrepreneurial Educators that attracted speakers
from thirty-two countries (IICED 2014). This chapter is intended to offer insights
into the research project and its associated activities.

Entrepreneurship enhances productivity growth and can help find practical
business solutions to social and environmental challenges. It also has the potential
to contribute to specific sustainable development objectives, such as the employ-
ment of women, young people or disadvantaged groups. In this way,
entrepreneurship contributes to the reduction of economic and social inequality, as
well as to the income gap that persists in many countries.

Moreover, the most effective entrepreneurship development programmes are part
of a holistic and coherent policy framework that takes into account the comple-
mentary roles of the government, private sector and donor community. International
policymakers are looking to adopt a comprehensive policy approach. However,
many developing countries encounter challenges in designing and implementing
entrepreneurship policies in a coherent and coordinated manner. Moreover, finan-
cial support is uncertain in most developing economies; hence, a reliance on
innovative capacity becomes paramount.

As a result of the Multi Year Expert Meetings, UNCTAD has developed an
Entrepreneurship Policy Framework (EPF) and Implementation Guidance that aims
to support developing country policymakers and those from economies in transition
in the design of initiatives, measures and institutions to promote entrepreneurship.

The framework, a direct result of three years of UNCTAD’s research and
engagement with international experts and government representatives, outlines key
policy areas that have a direct impact on entrepreneurial activity. These are:

Formulating a national entrepreneurship policy

Optimising the regulatory environment

Enhancing entrepreneurship education and skills development
Facilitating technology exchange and innovation

Improving access to finance

Promoting awareness and networking (UNCTAD 2012: 2).

Of course, national entrepreneurship strategies need to be tailored to each
country’s specific conditions and the most appropriate policy packages depend on
the existing level of entrepreneurship and the structural characteristics of a country.
Pre-conditions for any programme fostering entrepreneurship are the existence of
sound macroeconomic conditions, enabling business environments and positive
investment climates. Less obvious, however, is the capacity of entrepreneurs to
become flexible adaptable ‘knowledge harvesters’ who are capable of seeking and
finding opportunities, usually through the solving of problems that others may not
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as yet have identified. The specific dilemma of youth education is also cause for
concern (Chigunta 2002: 10).

As one example, based on the EPF, UNCTAD assisted the government of
Ecuador in developing a national strategy to develop an ecosystem for
Entrepreneurship and Education. The challenges facing entrepreneurs is showcased
in learning sessions through the story of a young boy named Pedro. The story of
Pedro is similar to that of many youngsters in any developing country, so it is used
to illustrate the difficulties and the challenges faced by today’s entrepreneurial
youth.

When Pedro was 10 he was selling newspapers to help his family gain income. At 16, he
attended high school thanks to a lot of efforts made by his parents. He was however bored
at school and felt he was not acquiring skills useful for the job market. He managed to
graduate at 21. Without any support and advice readily available, he was lost on how to
start up his own business he always dreamed about. Yet, he managed to overcome all the
administrative difficulties and launched a hot dog food cart. Without access to credit and
unable to grow customers, his business failed a few years later. Scared to fail again, he
returned to selling newspapers in the street. All his life Pedro faced roadblocks that a lot of
young entrepreneurs encounter in the business environment (UNCTAD/Mugione 2014
presentation at the Swansea Learning City Symposium).

This situation can be reversed by building an enabling policy environment. We
know that successful entrepreneurship requires ideas, opportunities and ‘en-
trepreneurial spirits’ and though important, not simply business acumen. In
developing nations, there are often several individuals who embody these charac-
teristics, but lack the knowledge, funds or self-confidence to pursue their business
ideas.

One of the pioneering programmes in the United Nations effort to develop
entrepreneurship that embodies this understanding is Empretec, a programme that
instils behavioural change into a select group of promising entrepreneurs (Empretec
2015: 5). The programme started in 1988 in partnership with the United Nations
Development Programme. Under the leadership of UNCTAD and its public and private
partners and donors, the Empretec programme has engaged more than 600 local cer-
tified trainers to train over 350,000 entrepreneurs in 37 developing countries and
economies in transition. The pipeline to becoming entrepreneurial in these countries is
complex, but research indicates that necessity often overrides intention (Youth
Business International 2012; Youth Business International 2013: 9) and innovative
capacity needs to be encouraged and nurtured in an entrepreneurial context, especially
as education appears to be doing little to support entrepreneurial development.

Empretec provides a one-stop-shop for information and business training. By
stimulating public—private sector partnerships and developing institutions with
forward-looking advisory boards, Empretec plays a major role in connecting
entrepreneurs with institutions. Empretec is based on behavioural approaches and
places significant emphasis on the identification, selection and recruitment of
workshop participants (Empretec 2014). This is done through a combination of
pre-screening tests, a behaviour-focused interview and a business-related interview.
The Empretec Training Workshop currently comprises modules focusing on the ten
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personal entrepreneurial competencies developed by McClelland (1987) and
informed by Amabile’s (1992) discussions on creativity and youth. The curriculum
includes experiential learning delivered by interactive teaching methods that
incorporate practical experience and encourage learning by doing, in contrast to
more traditional forms of didactic/academic learning.

McClelland (1987, 1989) developed the Empretec methodology at Harvard
University, basing it on research findings that indicated that everyone has an inner
motivation to improve. This ‘motive for action’ is divided into three motivational
categories: achievement, affiliation and power. The ten personal entrepreneurial
competencies that form the basis of the Empretec Training Workshop are:

1. Opportunity seeking and initiative

Entrepreneurs seek opportunities and take the initiative to transform them into
business situations.

2. Persistence

When most people tend to abandon an activity, successful entrepreneurs stick with
it.

3. Fulfilling commitments

Entrepreneurs keep their promises no matter how great the personal sacrifice.
4. Quality and efficiency

Entrepreneurs try to do something better, faster or cheaper.

5. Calculated risk taking

Taking calculated risks is one of the primary concepts in entrepreneurship.
6. Goal setting

This is the most important competency because none of the rest will function
without it. Entrepreneurs set goals and objectives that are meaningful and
challenging.

7. Information seeking

Entrepreneurs gather information about their clients, suppliers, technologies and
opportunities.

8. Systematic planning and monitoring

Systematic behaviour means acting in a logical way. Planning is deciding what to
do and monitoring means checking.

9. Persuasion and networking

Entrepreneurs influence other people to follow them or do something for them.
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10. Independence and self-confidence

Entrepreneurs have a quiet self-assurance in their capability or potential to do
something (Empretec 2011: 6).

Empretec teaches thirty behaviours associated to these competencies, and all
studies are undertaken using experiential learning approaches that can be contex-
tualised to the learners’ environment. The programme then builds on this by
adopting an interdisciplinary perspective and taking into account research aimed at
synthesising existing studies on competencies and behaviours of innovators.

Following UNCTAD’s interest in a paper by Penaluna and Penaluna (2006) that
utilised alumni experience to review teaching and learning that had taken place in
Swansea, Penaluna, now Chair of Enterprise Educators UK (EEUK), was invited to
speak at UNCTAD in January 2011. Following his presentation at the international
Multi Year Experts Meeting in Geneva, UNCTAD became aware of gaps in pro-
vision and a lack of understanding related to the development of creative capacity
within learners (UNCTAD/Penaluna 2011).

In the UK, the Quality Assurance Agency for Higher Education (QAA) had
engaged Penaluna to lead and develop a new national guidance framework, the first
of its kind in the UK university sector (QAA 2012). This addressed the views and
concerns of over 250 expert entrepreneurial educators who, in 2010, joined together
to create the International Entrepreneurship Educator’s Concordat (IEEC2010
Concordat 2010). Supported by Welsh Government, and in collaboration with two
expert UK bodies, Enterprise Educators UK (EEUK) and the National Centre for
Entrepreneurship in Education (NCEE), definitions evolved that distinguished
between the development of business skills (QAA ‘entrepreneurship’ definition)
and the broader innovation skills (QAA ‘enterprise’ definition) (For full definitions
see QAA 2012: 8).

These interventions had much in common with the work of Empretec and their
evolving understanding of successful entrepreneurs. Subsequently, Mugione, Chief
of the Entrepreneurship Section at UNCTAD, initiated a sabbatical study year at
University of Wales Trinity Saint David, so that she could undertake additional
research related to the discussions that followed Penaluna’s 2011 presentation at
UNCTAD in Geneva. This Chapter provides insight into this work, which is
ongoing and evolving.

Entrepreneurship and Innovation—Understanding
Creative Thinking

Before we enter into further discussion, essential premises need to be clarified. For
example, when we hear about a new idea or new initiative, it usually comes as
something of a surprise. If the information has been heard before or is easily
predicated, it fails to meet the surprise factor that we expect. However, if explained
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well, we can usually see the mental connections that the innovative person has
made, and sometimes even wonder, ‘Why didn’t I think of that?’

Understanding such thinking after the event is relatively straightforward,
because we are simply analysing the information and tracking the links that have
been made, so we can see the journey of discovery with clarity. This is often the
way that entrepreneurship is taught; it looks to past events in the hope that they will
inform new ideas. However, it also begs an important question, if we seek future
visioning skills development, and the educators cannot therefore predict the out-
come, how can they create a known target to measure performance against (see
also: Christansen 2013; O’Connor 2008), and how can they assess their students’
progress or provide a grade? It leads an educator to ask, what metrics do we need
and what learning needs to take place?

To add emphasis to this point, traditionally, learning outcomes are specified that
clarify what the educator wants a student to learn, and what measurements will be
utilised when grading the work. The results are usually compared to pre-existing
knowledge and thought leaders in the field. However, if we do not know the answer
beforehand because it will be new and original, we have to revisit this approach.
The innovative entrepreneurial mind may well discover a solution that the educator
has not foreseen or may provide new perspectives on a problem that the experts
have not considered in the literature.

Moreover, the generation of alternative ideas and the ability to see multiple
solutions that are different and varied requires the ability to make links and con-
nections from as broad a knowledge base as possible, something that sits against the
traditional silo approaches we find in subject driven education. Often termed ‘di-
vergent thinking’, it places emphasis on drawing into play as many factors as can be
found, and discarding them analytically in following phases of ‘convergent
thinking’—where appropriateness to the goal or problem to be solved utilises more
traditional thought processes. However, in the simplest of terms, the more ideas
generated through diverse mental links the more opportunities there are for new
discoveries. Goal-driven and target-driven assessment of learner performance
focuses on the latter stage and offers little or no evaluation of the breadth of
thinking that preceded the solution gathering process. Moreover, in an era of
unprecedented access to information through the internet, the skills of harvesting
potential knowledge from a broad spectrum of sources in order to provide multiple
solutions to choose from, becomes a key goal of this aspect of the learning process
(Gliddon 2006).

Although beyond the remit of this chapter, we must also take into account recent
advances in cognitive neuroscience, where micromolecular studies into brain
development, including the role of emotion and reward mechanisms, offer signif-
icant new insights that support this argument (European Commission 2014; Newton
2013; Kounios et al. 2006). These neurological studies indicate that unless learners
are provided with opportunity to try and experiment with breadth as opposed to
depth of thinking, and to thus form new neurological structuring that enhances
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creative capacity, their ability to act in this way may be limited by the physicality of
their brain as it evolves. (For a full discussion see Penaluna et al. 2014. Also see
Chap. 15 of this book.)

We now know, for example, that different physical areas of the brain offer
support to problem solving through ‘insight’ as opposed to the more traditionally
evaluated analytical processes (Ollinger and Festler 1997), and that intelligence and
creativity are not necessarily linked. Insight is when diverse connections suddenly
make sense in what, to the learner, appears to be in a sudden moment of inspiration
or ‘eureka moment’. These insights where new solutions pop into your head occur
through what is sometimes described as ‘defocussed thinking’, when the mind is
occupied with routine tasks such as showering or driving. It is only then that new
and tentative neural connections that have been evolving under the radar of con-
sciousness become known. Moreover, they rarely occur in stressful situations, but
rely on a sense of well-being that facilitates the brain’s ability to bring them to the
fore (Newton 2013). An easy way to illustrate this is to recall a stressful moment in
an argument or disagreement when things are said that may not have been as
helpful as they could have been, and on returning home and relaxing, suddenly
discovering an alternative and less confrontational way to have presented your
argument. It suddenly comes to you, ‘Why didn’t I say ... .

In short, this discourse suggests that reward mechanisms such as evaluation of
performance through assessment may have a significant impact on the way learning
takes place, and importantly, the type and nature of activity that the learner
undertakes. If we wish the learner to understand and know ‘about’ being entre-
preneurial, we can test them through essays and examinations. However, if we wish
them to have innovative capacity that brings into play diverse connections that may
be new and offer alternative insights, this type of testing is clearly limited.

Entrepreneurship and Innovation—‘Two I’ Lenses
on Learning and Evaluation of Performance

To assist with practical ‘educator-friendly’ approaches to the problems identified
above, and following additional collaborative work with the European Commission,
the Organisation for Economic Cooperation and Development (OECD) and the
Government of the Republic of Macedonia (FYROM), the concept of the ‘“Two I
Lenses’ has emerged (OECD/Penaluna and Penaluna 2015; Polenalovik et al. 2015) .

We know that to be constructively aligned (Biggs and Tang 2009) any assess-
ment of creative performance needs to reflect the task in its entirety, not merely
asking the learner to write using theory that precedes the experience. The experi-
ence precedes reflection using harvested knowledge. Moreover, if the assessment
asks the learners to follow prior guidance and to ‘implement’ a staged learning
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process, ultimately one that leads them towards achieving the well-known predi-
cated goal, they will undertake their practice using theories or models that have
been pre-determined, and effectively do as they are instructed by expert teachers or
lecturers.

Clearly, this approach does not fit when we want students to discover new things
and to offer different perspectives to potential problems and their plausible solution.
As discussed above, we want our learners to think broadly and widely, to under-
stand their own moments of ‘aha’ and to gather breadth of understanding from
diverse sources, maybe from different disciplines or different cultures. We also wish
them to become flexible and adaptable, as what is correct today may not be correct
tomorrow. We are in a world of fast-paced change.

One way to achieve this is to offer learning environments where multisolution
finding is the goal, and there are no finite and exact outcomes (See: QAA 18).
Termed ‘Curiosity Based Learning’ (OECD/Penaluna and Penaluna 2015), this
approach offers the learner ‘wicked’ problems, where there are no known ‘perfect’
solutions is a useful way to achieve this. For example, listing learners’ skills and
abilities and asking them to invent a new job that makes use of them, opens as
opposed to closes the mind, and offers opportunity for divergence of thought. We
can ensure this by asking for multiple solutions that respond to the identified
requirements; then, through a series of visually evidenced mind maps such as
alternative idea development charts, provide the evidence for each of the proposed
solutions. This in turn, of course, provides opportunity for the development of, and
validation of, essential pitching skills.

In order to ensure relevance and up to the minute thinking, the task could ask
students to watch the news each day and to explain how what they have learned
may have changed their world. Alternatively, teachers may simply appear to change
their mind because of something that makes sense to the learners and ask for
something a little different than first requested in the initial task. This requires the
learning environment to have change as an integral part of the process, as without it
the learners will have no way to demonstrate their evolving abilities (Anderson
et al. 2014).

The ability to change direction is inherently creative and is reliant upon the
ability to have multiple solutions in the mind that are not too ‘precious’, but that can
be evolved, changed and adapted. As learning develops, the more changes, the
more opportunities the learner is offered for more ideas. This may well go against
existing paradigms of formal business education, yet is, for example, common in
creative disciplines such as design education (Weisburg and O’Hara 1989).

Table 7.1 is adapted from IICED’s contribution to the OECD’s recent literature
(OECD/Penaluna and Penaluna 2015), and follows the Macedonian education
model that has evolved within systematic schooling for innovation and
entrepreneurship (Polenalovik et al. 2015). Through an alternative lens approach
teachers and educators have been asked to look at their teaching, learning and
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Table 7.1 Implementation versus innovation assessment issues

Implementation—assessment types

Innovation—assessment types

Can the student write and follow a business
plan as directed by the teacher?

Can the student respond positively to short
term and ever-changing venture
environments/does she/he come up with new
ideas in response?

Can the student come up with a good idea
using the theories she/he has been taught?

Can the student come up with many varied
ideas that respond to changing circumstances?

Does the student’s solution match the
expectation of the test or exam?

Does the student’s solution surprise through
new insights and alternatives?

Does the student respond to the problem
identified by the educator?

Does the student identify new problems and
opportunities for her/himself?

Is the solution correct, finite and complete in
the view of the educator/evaluator?

Is the solution part of an ongoing process of
prototyping that responds to stakeholder
feedback, maybe from outside experts?

Can the solution be easily compared and
contrasted to previous work and
understandings?

Does the solution offer new insights and
potentially challenge accepted
understandings?

Can the student adhere to the use of accepted
theories and practices when undertaking an
assignment?

Can the student experiment and self-define a
range of theories and practices that she/he has
discovered, which may support or argue
against her/his findings?

Does the student follow the rules carefully
when developing a solution?

Does the student compare their solutions to
rules and adapt accordingly? Ideas first, rules
later?

Does the solution require significant
resource? A bank loan for example?

Is the solution based on what the student has to
hand in terms of resources and contacts?

Is the assessment based on past
understandings and texts?

Does the assessment look to support new
understandings—Ilinks and connections that
the student has made for her/himself?

Does the assessment look to past events for
guidance?

Does the assessment consider future and
unknown contexts that are ‘best guesses?

Does the leadership style in the task
(teamwork) require decision-making by the
manager?

Does the leadership style in the task
(teamwork) require the management of an
inclusive decision-making?

Source OECD/Penaluna and Penaluna (2015: 23)

assessment through the ‘Two I lenses’ of Implementation of Innovation, and to
attempt to seek a balance between the two.

¢ Implementation—doing things that are determined by teachers and matching

against their expectations.

e Innovation—producing multiple and varied solutions that respond to change

and often surprise the teacher.
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Defining Innovation Competencies for Youth

The insights provided by this ongoing work were utilised to help to initiate research
by Mugione during her sabbatical at UWTSD Swansea. Her survey on young
entrepreneurs aimed to identify the key challenges that they face and different
resources that may be needed to unleash their potential. Elaborating upon existing
literature and considering it in conjunction with the UNCTAD presentation and
IICED initiatives, her survey design identified the following innovation compe-
tencies and behaviours (Table 7.2).

To validate the identification of innovation behaviours among young entrepre-
neurs, a questionnaire listing thirty-five statements describing the behaviours
associated with innovation competencies, and an interview protocol for case studies
based on the above were developed. In an online survey, respondents were asked to
identify with a checkmark how accurately the statement proposed described his/her
personal situation and identified specific constraints.

The online survey helped Mugione to select ten young entrepreneurs to inter-
view, with a view to identifying their specific drivers and motivation. The case
study as a research method allows the researcher to investigate a contemporary
phenomenon within its real-life context when the boundaries between the phe-
nomenon and context are not clearly evident (Yin 2008: 3). Case studies were
decided upon as a method because they are also capable of handling both quali-
tative and quantitative data and a combination of data collection methods, such as
interviews, questionnaires and observation. These interviews have thrown further
light on the behaviours of young people who had started or were in the process of
starting a business.

The entrepreneurs to be interviewed were selected according to the following
criteria, which also aligns to the needs of the specific Empretec work being
undertaken by UNCTAD:

e Age: youth, according to UN definition, between 18 and 34 at time of start-up
Qualification: university graduates or under-graduates;
Innovation content: the business idea recognised by an award and or a suc-
cessful pitch with stakeholders resulting in seed funding;
They were at early stage of business development;
They had links with hubs, workspace sharing, incubators or other private or
public support structures;

e The business works with hubs, workspace sharing, incubators assessing chal-
lenges of sustainable development in economic, social and environmental
dimension.

Whilst the discussion of the online questionnaire and findings would take this
chapter beyond its scope, to illustrate the survey’s findings, we present a case study
on young entrepreneurs from Wales. It highlights that entrepreneurship education
plays an important role in inspiring youth to start-up their innovative businesses.
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Table 7.2 Competencies and related behaviours identified for innovators based on existing
research and interviews process

Competencies/definition

Behaviours

Existing research and learning
components to stimulate
competency developing

1. Future problem
solving

He/she identifies challenges in the
future scene and able to select an
underlying problem

He/she produces solutions to the
underlying problem

He/she is able to develop an action
plan

Weisburg and O’Hara (1989)

2. Building knowledge

He/she has ability to develop
expertise, sometimes outside of
his/her area of expertise

He/she stimulates own curiosity in
everything including travels and
develops observation skills by
listening, reading and recording
Hef/she is resourceful and has the
help-seeking skills from others

Amabile (1992)

3. Creative thinking

He/she has the ability to generate
ideas that are novel, high quality
and task appropriate

He/she has ability to judge the value
of one’s own idea, to evaluate
strengths and weaknesses and
suggests ways to improve

Ideo (2009)

4. Incubation

He/she develops multiple proposals
based on the initial discovery
He/she is able to combine
knowledge from previously
disparate fields

Hef/she is able to step away from an
effort and return later with a fresh
perspective

O’Connor (2008)

5. Adaptive planning

Action leads to results, he/she
learns from them, and modifies
assumptions and approaches
accordingly;

He/she sees the results whether
good or bad as new insights. They
shape actions that are better
calibrated to the market needs
Modifies his/her approach to
achieve a goal. He/she is open to
change and new information;
rapidly adapts to new information,
changing conditions or unexpected
obstacles

Christensen (2009)

(continued)
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Table 7.2 (continued)

Competencies/definition | Behaviours Existing research and learning
components to stimulate
competency developing

6. Networking Builds trust implicitly, removing McClelland (1987)
fears wherever possible

Respects rights and opinion of
others

Values the intent and context of
collaborative relationships, inside
and outside the company

7. Personal motivation | He/she enjoys the challenge of the | Amabile (1992)
work and will take time to explore
pathways and alternatives, taking
his/her time and enjoying the
process along the way

8. Ethical leadership Understanding our connection to www.ethicalleadership.com
each other and to the earth
Seeking always to see the big
picture, taking the impact of his/her
actions into consideration

Caring about the legacies for future
generations

Source Mugione (2014a, b)

Sample Interview—A Success Story from Wales: XD
STUDIOS—27 January 2014

The company is made up of seven current students from the University of Wales,
Trinity Saint David (Swansea Mount Pleasant campus) all men, aged between
twenty and twenty-six. Five of them met in their first year in the university during a
course on computer games development. They shared a passion for computer
games, and they used to dream about developing their own games, often in relaxed
periods of reflection over a beer. The first interdisciplinary Start-Up Weekend was
held in Swansea in November 2013. This provided an opportunity to engage two
more partners in the team.

At the time of the research interview, they formed a company, XD Studios,
which had been registered as a formal company in Swansea for six months. XD
Studios is a game and tools development studio and also takes on outsource con-
tracts. Despite being a very young start-up, it has been extremely successful with
bringing in big name contracts such as Disney and Jakks Pacific. The company
reported that they were already working on a contract with Vida Systems, a medical
technologies company based in Silicon Valley. Starting small, the main goal of the
studio was to expand and develop. Not only has the team got a passion for out-
sourced projects, they already plan to develop their own games. The team was
clearly very knowledgeable on the technology side, but lacked overtly identifiable
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training on entrepreneurship. Courses on enterprise and entrepreneurship are only
offered at this university in computing courses in the final year of the undergraduate
programme, and all team members, who were still studying at the university, felt
that this was far too late. Having entrepreneurship training during the second year
would be the best fit, according to their experience, and they wished to mirror the
experiences of other disciplines within the Art and Design Faculty at the university
whose introduction to entrepreneurship and entrepreneurial behaviour is initiated at
the beginning of year two of a three year undergraduate degree programme, and
usually with the support of programme alumni.

The Market

The team had conducted a thorough market analysis by researching competitors and
opportunities. As this is an international market this took place primarily via the
internet. It included the preparation of case studies on companies offering similar
games development in order to benchmark what they offered, their organisational
structure and management. Networking and personal contacts through emails
completed the thorough information search, but this is a continuous process because
the game industry is very volatile and changes very rapidly. The current trends
identified as a target were social games and free-to-play games. The behaviour of
youth and entertainment are other complementary research areas that are of interest
for game development. However, the team felt that the technology trends that
evolve very rapidly are those that affect the market the most. As students, the young
team has always kept abreast of these changes. Learning just by through the uni-
versity curriculum is simply not enough to maintain the knowledge up to speed of
technology development, and they are encouraged to research continuously. Only
two members of the team have any experience in entrepreneurship, so they have
sought help to prepare a business plan. This was offered through active support of
the university’s Enterprise Manager, who works within the Research Innovation
Enterprise and Services (RIES) department under the manager for commercialisa-
tion. Marketing is another area that the team would like to strengthen as they are
aware that constant monitoring is required. Eventually they hope to recruit a spe-
cialist or engage another partner.

The Product

The company members pursue a dual approach of delving into outsourcing and
developing their own Intellectual Property (IP). Learning about IP is integral to
their studies and the various opportunities this brings are highlighted. This helps to
stimulate their creativity and keep up with industry developments. An additional
and very innovative component of the company product offering is the ability to
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develop bespoke technical tools on demand. The team also understands the
importance of managing a project well, and the frustration that bad communication
can cause. XD Studios prides itself on providing professional level communication
from the planning stages right through to delivery of the product. The products
offered by the company include:

Game design (Levels, Mechanics, Story, Balancing, etc.)

3D Props, Characters, Weapons, Vehicles, Full Environments

Shader and Script development

Game Programming (Al/mechanics/Graphics/Physics/Scripting/Debugging)
Project Management

Professional Documentation

On demand services.

Insights on Innovation Behaviours

All members of the team are enthusiastic learners; they are curious and resourceful.
Most of all, they have a passion for games and, from an early age, decided that this
is what they wanted to do. Another trait that the team share is determination; they
are willing to persist and are committed to do what it takes to make their company
successful. Everyone has the same vested interest since they committed to invest all
their time and energy for at least a year without any earnings. For example, to
honour a contract all the team have engaged on working very intensively for long
hours for about thirty days. The team discussed it and considered it important that
everybody committed to do that not just some.

Since they are equal partners, the relationships are horizontal but well structured.
M-—said, for example, ‘Since everybody expects the same, we should put in equal
inputs’. All team members have a job description according to their skill set. They
have plans ahead, driven by their passion and motivation. XD has a strong team
spirit, and collaboration is first sought within the team. They are also keen on
networking and having done quite a bit of freelancing individually, they already
have good contacts in the industry. Thanks to these contacts they have been able to
win the trust and work with a prestigious company such as Disney and Jakks
Pacific. The team also values their new collaboration with Vida Systems, which
called on them to develop educational material on medical technology. This is an
opportunity for them to engage in research on health issues and on new tools for
education.

The team also believes in participating in events that would raise their profile
both with government, partners and the public. For example, their participation in
the first ever held in Wales in Swansea Start-Up Weekend brought them instant
recognition, as the team won the third place and gained access to a wide range of
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publicity. They also received good advice and subsequently added two new
members to the team who had interesting and complementary skills for the com-
pany. As the team has a ‘can-do’ attitude they are not afraid to take carefully
evaluated risks. The team values further opportunities for networking and were
keen, for example, to participate in a trade mission to Silicon Valley organised by
the Welsh Government.

The company envisages strong links with the University of Wales, Trinity Saint
David and going forward it plans both to integrate with some of their courses in the
form of offering internships and graduate positions, in addition to undertaking
industry level research in conjunction with them. This UWTSD strategy of
engaging with their alumni is long established in curriculum enhancement and
development, and is known as the ‘Continuous Conceptual Review Model’
(Penaluna and Penaluna 2006: 7; see also Chap. 15 in this book).

Given many of the changes within the university and its near future plans for
expansion, this start-up team believes that, with its support, they are in a strong
position to grow over the next few years becoming an important feature in the
South Wales creative scene. Despite the young age, the company has already
experienced setbacks. They worked very hard to prepare a game for a competition
that was cancelled with no notice at all. Yet, they took it as a learning process and
posted the game on their website to raise interest in it. The biggest hurdle the
company faces is to find affordable office space. Because of confidentiality issues,
the company cannot locate in shared desk space such as the local Tech Hub. Given
the link with the university, the team believed very strongly that it would be a
win-win to locate the company within facilities in a new campus that is being
developed as a ‘business neighbourhood in Swansea’ SA1 district. In the interim,
the University’s Enterprise Manager has negotiated space in their Technium
building in the same district.

Training, Education and Emerging Strategies

Based on the IICED initiatives and Mugione’s survey questionnaire and case
studies, training for trainers’ material has been developed in collaboration with the
United Nations Institute for Training and Research and Youth Business
International, and delivered to selected youth communities in Argentina, Algeria,
Italy, the United Kingdom and Switzerland. Informed by UWTSD’s five years of
experience of delivering an ‘educating the entrepreneurial educators’ module in
formal teacher training studies (UWTSD/Welsh Government 2010. See also
Chap. 15), new training modules for youth have been made available upon request
to the network of Empretec centres, and whilst this is emergent at the time of
writing, the feedback thus far has been extremely positive.
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Developing Youth Entrepreneurship—Policies and Pillars

Although not directly related to the discussion above, another policy spin-off of the
research conducted at UWTSD was the review of UNCTAD’s policy options to
create the conditions that will increase economic opportunities for young people.
A research study on youth entrepreneurship policy has been subsequently further
developed with the Commonwealth. In order to offer the reader some insight into
this extended research and the result of the collaborative work between UNCTAD
and UWTSD’s IICED, we provide an outline here.

Youth entrepreneurship is widely identified as a plausible solution to the
unprecedented global youth unemployment challenge. It has the potential to
stimulate economic growth by fostering innovation and competitiveness.
Supporting youth business not only can create jobs for these self-starters, but also
contribute to the creation of employment for other young people. Beyond its
economic advantages, youth entrepreneurship can also contribute to social devel-
opment by raising the living standards of young people, thereby reducing poverty
and building sustainable livelihoods. By tapping into young people’s ingenuity,
youth entrepreneurship can foster social inclusion by enabling young entrepreneurs
to unleash their potential and enabling them to develop innovative solutions to the
pressing challenges in their communities.

In an effort to help unlock this potential, UNCTAD and the Commonwealth have
developed a Policy Guide on Youth Entrepreneurship (UNCTAD/Commonwealth
2015) that aims to support policy makers in designing national entrepreneurship
policies and programmes that will better serve the needs of young entrepreneurs.
The guide builds on UNCTAD’s EPF of (2012).

The Policy Guide is designed to outline key policy areas that can have an impact on
promoting entrepreneurial activity among young people. It then presents a systematic and
coordinated strategy for the formulation and implementation of a comprehensive strategy,
covering the crucial aspects for enterprise development. These cover setting up a conducive
policy and regulatory environment; education and skills development; access to finance and
technology; as well as networking and awareness-raising. The six key pillars of the Policy
Guide are presented below:

The first pillar is formulating a national youth entrepreneurship strategy.

The policy guide identifies the key elements for a national youth entrepreneurship strategy
and outlines a step-by-step process for its development. Developing an effective national
strategy, coupled with policy measures in key priority areas, can lay the foundation for an
enabling entrepreneurial ecosystem that will help young people unleash their potential. In
order to ensure that youth entrepreneurship makes a meaningful contribution to job creation
and the achievement of the SDGs, governments need to partner with the private sector,
NGOs and international organizations. They should also engage young people as partners
and collaborators in the development and implementation of a comprehensive national
youth entrepreneurship strategy.

The second pillar is Optimising the regulatory environment for enterprises.

While all entrepreneurs face barriers in the business environment, aspiring young entre-
preneurs face unique challenges that often discourage them from pursuing and engaging in
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business activities. Optimising the regulatory environment for youth can go a long way to
encouraging young people to engage in business activities. Recognising this, the Policy
Guide highlights government’s role in addressing barriers in the regulatory environment
that discourage young people from registering their businesses, such as high business
registration costs and cumbersome administrative processes.

The third pillar, and most pertinent to our discussion, is providing appropriate education
and skills development.

Entrepreneurship training can ensure that young people acquire the competencies and skills
they need to pursue entrepreneurship. Strengthening the capacity of vocationally valid
education and training to equip young people with the skills for self-employment or for the
job market is essential. Beyond building the capacity of educational systems to provide
entrepreneurship skills, initiatives that introduce entrepreneurship across countries such as
the International Labour Organisation’s (ILO) Know Your Business (ILO, http://www.ilo.
org/suva/WCMS_213731/lang—en/index.htm and UNCTAD’s Empretec programme
(Empretec 2011) allow young people to acquire much-needed entrepreneurship education.
UNCTAD’s “Business Schools for Impact” initiative (UNCTAD 2014: 4) also offers
inclusive curricula, internships and networking opportunities for youth, notably in the
social entrepreneurship realm.

The fourth pillar is facilitating technology exchange and innovation.

Ensuring access to technology and innovation can lay the foundation for economic
development. Access to affordable technology can enable young people to create new
products and services. Business incubators and accelerators, co-working spaces and ICT for
business will allow young people to take advantages of the economic opportunities that
technology provides.

The fifth pillar is improving young people’s access to finance.

Access to finance is critical for young people to start or grow a business. Eliminating
collateral requirements and reducing banking fees, among other measures, can help young
entrepreneurs gain access to finance to start and grow their businesses. Financial institutions
can tailor-make their services to meet young people’s financing needs. Youth’s access to
financial services and financial literacy are key aspects of social inclusion.

The sixth pillar is promoting awareness and networking.

Persistent negative societal attitudes towards entrepreneurship as a career choice, young
people’s fear of failure, insufficient promotion of entrepreneurship opportunities and lack of
access to markets, all hinder young people from pursuing entrepreneurship and undermine
efforts to create a culture of entrepreneurship. The Policy Guide identifies measures that can
be undertaken to shift mind-sets about entrepreneurship and address underlying biases
about entrepreneurship as a career choice for young people.

Based on the Policy Guide, UNCTAD and the Commonwealth will offer
advisory services and capacity building to countries that wish to develop youth
entrepreneurship. The Guide will help policy makers to build a conducive envi-
ronment for the young generation to have a meaningful and inclusive participation
in the economic development and wealth creation of their countries. It is only by
empowering youth in an inclusive manner that societies can be built that will be
peaceful and prosperous.


http://www.ilo.org/suva/WCMS_213731/lang%e2%80%93en/index.htm
http://www.ilo.org/suva/WCMS_213731/lang%e2%80%93en/index.htm
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Conclusion

The partnership between UNTAD and UWTSD’s IICED has borne much fruit.
From UWTSD’s and EEUK’s initial intervention in Geneva in 2011, through to
Mugione’s sabbatical year and subsequent research, greater international emphasis
is now being placed on understanding innovation as an entrepreneurial competence.
Through a better understanding of the creative mindset, and the preparation of new
curricula that addresses the identified gaps, UNCTAD and its partners have been
able to commence a series of innovation-based and internationally relevant projects
that develop skills ‘for’ entrepreneurship.

Our discourse takes the reader through the research journey, indicates key
strategies such as the “Two I’ lenses on assessment that have evolved and offers
insight into the type and nature of companies that UNCTAD and UWTSD wish to
support. The partnership continues, as research into cognition evolves, and as better
understanding of the need for reward mechanisms that take into account the dia-
logue above, new initiatives for education will undoubtedly evolve. We have also
introduced new policy youth entrepreneurship guidance that was informed by the
research undertaken by Mugione. This considers the entire entrepreneurial
ecosystem and the role that key players can have in delivering success.
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Chapter 8
Women Entrepreneurs in Sao Paulo,
Brazil

Tales Andreassi and Maria José Tonelli

Abstract Until fifteen years ago, the ambition of any business administration
graduate was to work for a big multinational company or an investment bank. Since
2000, more and more students have been considering setting up their own business
as a real career option. FGV-EAESP, one of the main Brazilian Business Schools,
created its Entrepreneurship Centre (GVCENN) in 2004. Its main objective is to
contribute to the entrepreneurial culture not only inside FGV but also outside the
school, specifically in Sao Paulo city. Over the last decade, GVCENN has devel-
oped many programmes, projects, and activities. The objective of this chapter is to
describe some entrepreneurship aspects of Sao Paulo city region, as well as the
contribution of the city policies and the GVCENN activities to boost
entrepreneurship in Sao Paulo city. The chapter focuses on female entrepreneurship
in Brazil.

Introduction

Before the year 2000, the dream of almost every student on a management course in
Brazil was to work for a multinational company or in an investment bank. This was
also the case in other countries. According to Tan and Ng (2006), the conventional
aim of programmes in business schools is to prepare “middle managers” for big
companies, with an emphasis on techniques to be used in the corporate world,
rather than to produce leaders who will take risks. Nevertheless, nowadays,
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increasingly more students are considering opening their own businesses as a career
option.

There are many explanations for this boom in entrepreneurship. With the phe-
nomenon of re-engineering in the 1990s, many jobs ceased to be as attractive as
they had once been. Longer working hours, little investment in training, less
attractive salaries, the end of job stability, and a tireless drive for profit made the
corporate environment more stressful. Concomitantly, the emergence of young
entrepreneurs who struck it rich working out of their own garage with a good
business idea became a source of inspiration for those that had yet to find a niche in
terms of a career in the corporate world.

In this context, business schools began to view entrepreneurship as a way of
attracting and retaining new students and, consequently, developed a series of
activities along those lines. Entrepreneurship is viewed as a solution for creating
opportunities for these students and to jump-start different types of careers at a time
of full employment in the country. Many of these young people, the children and
grandchildren of great entrepreneurs, sought to forge their own careers.

To a certain extent, in the context of inequality in Brazil, entrepreneurship
achieves two goals. For those who are richer, it is a form of differentiation and
expansion of business opportunities. For the less wealthy, it is a survival strategy in
the period of economic development that the country has experienced in the last
twenty years. There have been more opportunities for success, and consequently,
more people have moved into the middle-income bracket.

Therefore, since the beginning of the new millennium, the main business schools
in the country have begun to structure their entrepreneurship centres and offer
disciplines and courses in this field. In a recent study, Hashimoto (2013) identified
33 Brazilian entrepreneurship centres, most of which had been operational for less
than four years. In this context, several spaces have been created for co-working
and there have been initiatives by schools and other social groups. Today,
numerous groups offer support to women entrepreneurs in several Brazilian states.
APEX, the federal government agency that supports exporters, created a specific
programme that provides support to businesses run by women.

In 2004, the Sao Paulo Business Management School run by the Getulio Vargas
Foundation (FGV-EAESP) established its entrepreneurship centre, the GVcenn, one
of the first of its kind in the country. The Sdo Paulo Business Management School
was established in 1954. It was the first business school in the country to play a
differentiated role in the industrial development of Sao Paulo State in the 1950s,
providing training for business leaders and public leaders nationwide. Likewise,
from the outset, the GVcenn has adopted a number of initiatives such as holding
lectures (given by the likes of Mark Zuckerberg and David Neelman, who have
visited the school to address its students) and competitions for business plans, with
the winners earning a place in international competitions organized by the
University of Texas in Austin. There have also been missions to analyse the
entrepreneurial systems of other countries, such as Israel and Peru, focusing on
social entrepreneurship, and other activities. An accelerator has also been created,
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enabling the development of start-ups by students, given that there is growing
interest among graduates and MBA students in opening their own businesses.

In addition to these activities, one that has made a considerable impact among
entrepreneurs in the city of Sao Paulo is the 10,000 Women Programme. This is run
jointly with another EAESP Study Centre, the NEOP (Nucleus for Studies of
Organizations and People), and will be analysed in this chapter. The programme
provides free training in management for women entrepreneurs.

This chapter addresses two issues. The first, which is more in the external
environment, is to show the main characteristics and actions on the part of the city
of Sao Paulo related to entrepreneurship, which have made the city one of the main
hubs of entrepreneurship in Brazil. The second, which is more in the internal
environment, is to describe and analyse the impacts of the activities involved in the
10,000 Women Programme. This programme has had a domino effect and led many
other groups to contribute to the development of entrepreneurship in the city of Sao
Paulo. It is to be hoped that the reports presented here can inspire and encourage the
adoption of policies and training programmes that focus on women entrepreneurs in
other cities in Brazil or even in other countries.

Entrepreneurship in Brazil and in Sao Paulo

Small and microbusinesses play a very important role in the Brazilian economy.
They represent almost all Brazilian companies (98%), and they are responsible for
creating approximately 52% of formal jobs and 40% of wages and salaries in the
country (Sebrae 2013a). These facts highlight the contribution that they make to the
national economy.

In comparison with other countries, the rate of entrepreneurship in Brazil is very
high indeed. The study conducted by the Global Entrepreneurship Monitor (GEM
2014) reports that, of the seventy countries included in the study, Brazil has the
seventh highest rate of entrepreneurs who have had an operational business for
longer than forty-two months. This is equivalent to 17.5% of the Brazilian popu-
lation. If we add this percentage to the 17.2% of entrepreneurs who have a business
that has been operational for under 42 months, we can be led to the conclusion that
37.4% of the population who are aged between 18 and 64, i.e. forty-six million
people, are involved in some form of entrepreneurship. In 2002, this number was
only 20.9%, which shows that the country has seen an entrepreneurial boom in the
last ten years.

However, despite this boom, Brazil is ranked in third place as one of the most
difficult countries for doing business, occupying the 130th place out of the 185
countries that were analysed (World Bank 2013). Data from the Sebrae (2013b)
show that 25% of new businesses closed their doors within two years of their
creation. The main factors that limit entrepreneurship in Brazil include the complex
tax legislation, lack of credits, high interest rates, and low levels of education and
qualification of entrepreneurs and their employees (GEM 2014). Unfortunately, this
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situation is even more difficult when it comes to women entrepreneurs. Although
many such women open new businesses (51%), according to the GEM, they are the
owners of a smaller number of established enterprises. Furthermore, Brazil is in
sixtieth place in the Female Entrepreneurship Index for 2015. In Latin America, the
best country for female entrepreneurship is Chile, which holds the fifteenth place in
this ranking. In Brazil, women are responsible for their homes and families (35% of
families have a woman as the head of the household), and it is a fact that many of
the businesses that they open are created through necessity and to help these women
juggle the responsibility of working and of looking after their families.

Although these limitations apply all over the country, some cities have suc-
ceeded in minimizing their effects. This is the case of the city of S@o Paulo, which is
the largest city in the country and one of the largest in the world. With a population
made up of twelve million residents of seventy nationalities, which also welcomes
approximately fifteen million tourists per year, Sdo Paulo is a global and cos-
mopolitan city with many different cultures (Guia da Cidade 2013). According to
Capazoli (2016), based on the data provided by the Commercial Federation of the
State of Sdo Paulo, of all the cities in the world, Sdo Paulo has the tenth highest
GDP, and 10% of all the businesses in the entire country are concentrated there. The
city also has five million vehicles.

Endeavor Brasil, a non-governmental organization that was created on the model
of the American Endeavor, has published the Index of Entrepreneurial Cities in
Brazil since 2014 (Endeavor 2015). This index is constructed by examining indi-
cators from 32 Brazilian cities and towns. The following indicators are considered
when compiling the index: the regulatory environment (process times, cost of
taxation, and the complexity of the taxation system), infrastructure (transport in and
between cities and towns and urban conditions), the market (economic development
and potential clients and customers), access to capital (capital available through
debt financing and access to risk capital), innovation (inputs and outputs), human
capital (labour and skilled labour), and entrepreneurial culture (potential entrepre-
neurs and the image of entrepreneurs).

In 2015, the city of Sao Paulo was voted the best city in Brazil in terms of
entrepreneurship. Of the thirty-two cities that were subjected to analysis, Sdo Paulo
came in first place in the indicators for infrastructure, market, and access to capital.

Easy access to capital is complicated in other Brazilian cities and towns. Sdo
Paulo borrows over twenty-two times the value of its GDP every year, almost 50%
more than the city that came in second in the ranking. Furthermore, 57% of the
venture capital investments in the country are made in Sdo Paulo (Endeavor 2015).
Sao Paulo also has the best infrastructure, with a logistics system supported by large
international airports, a port and harbour system, and a vast road network. All of
these factors mean that the region is highly interconnected.

Regarding the market indicator, Sao Paulo also came in first place. The GDP of
the city is approximately five hundred billion reals, which is equivalent to over ten
per cent of national production and 126% higher than that of Rio de Janeiro, the city
with the second highest GDP (Endeavor 2015).
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Public policies developed by a society, whether at the municipal, state, or
national levels, can be classified as either regulatory policies or stimulation policies
(Sarfati 2013). The regulatory policies include the rules for the entry and exit of
businesses, labour rules and social rules. There are also rules of ownership, tax rules
and those that apply to intellectual property, bankruptcy and those that affect lig-
uidity and the availability of capital (including interest rates and access to financing
and funding). To a certain extent, most of the time, the regulatory policies are
similar in all Brazilian cities and towns, given that, most of the time, the policies are
the same for the whole country. Such policies include the policies for labour norms
and those concerned with intellectual property. The policies that can vary most from
one city to another are the tax rules, especially taxes and tributes at the municipal
level.

On this specific issue, the city of Sdo Paulo has some points that are not in its
favour, given that some municipal and state taxes have higher rates than those
charged in other cities and states. The study conducted by Endeavor revealed that
the city is in twelfth place in terms of the regulatory environment indicator. The
time required to open a business in Sdo Paulo, for instance, is eighty-eight days,
whereas in Uberlandia, in the State of Minas Gerais, which was ranked in first
place, the time required to open a business is only twenty-four days. Even so,
twenty-four days are still a long time, if we compare Brazil with other countries
such as Chile, where a company can be opened over the Internet in only one day
(Endeavor 2015).

Stimulation policies have to do with actions related to directly promoting
entrepreneurial activity. These activities can be classified as follows: the promotion
of an entrepreneurial culture, the development of the business incubator industry
and venture capital, programmes to promote innovation (research and develop-
ment), and programmes to promote internationalization.

Female Entrepreneurship in Brazil

When attempting to enter the work market, Brazilian women face the same prob-
lems as women in other countries. These include difficulties in reconciling work and
family, gender stereotypes, sexual harassment, and differences in terms of the
opportunities that arise. Furthermore, they also suffer when it comes to climbing the
rungs and moving up to higher levels in the organization, which are generally
occupied by men. More recently, in order to reconcile work and family, many
women have decided not to attempt to improve their professional positions and
remain at the lower levels of the organization (Morgado and Tonelli 2015).

In recent years, there has been a change in the demographic aspects of Brazil,
with a sharp drop in the birth rate. The family in general has become smaller, and
there has been a sharp rise in the number of women who have become the head of
the household. The population in general has aged, with increased life expectancy,
which has risen to 75.8 years for women and 68.1 years for men (Bruschini et al.
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2008; Costa et al. 2008). Moreover, there have been improvements in the levels of
schooling for women to such an extent that women in Brazil, in general terms, have
a higher level of schooling than men do. Women have also been occupying more
places in universities. These new patterns have changed the relationships between
genders and led to changes in traditional cultural standards.

The major obstacle that faces women who wish to have a more productive life
continues to be their obligation to look after their children. The distribution of
domestic tasks between women and men remains very uneven (Venturi and
Racaman 2002; Cyrino 2011). Women with small children have become more
active in recent years, but their responsibilities with the home and the children mean
that women are not able to invest in their careers as much as men do (Bruschini and
Pupin 2004). There is also dissatisfaction on the part of male leaders, who often
ensure that women are not appointed to higher positions in an organization (Moore
and Buttner 1997), a phenomenon known as the “glass ceiling”. Owing to these
factors, entrepreneurship has turned out to be a very attractive option for a woman
who wishes to reconcile work and family life.

According to the data of the GEM study (2014), approximately forty-six million
Brazilians are involved in entrepreneurial activities. Of these, twenty-two million
are women. When it comes to new entrepreneurs, i.e. entrepreneurs who opened
their businesses less than forty-two months ago, the percentage rate of women has
overtaken that of men. Women are now in charge of 51.2% of these businesses,
compared with 48.8% by men. This is a phenomenon that occurs nationwide, as the
percentage of women involved in new entrepreneurial activities is higher than that
of men in all regions with the exception of the north-east of the country. This shows
that women have essentially turned to entrepreneurship as a career option.
However, when it comes to established businesses, i.e. those that have been
operational for more than forty-two months, the hegemony remains masculine, with
54.9% of these businesses being run by men, compared with 45.1% in the hands of
women.

For women, flexible working hours are one of the reasons that lead them to open
their own business (Boden 1999), as this flexibility allows them to fulfil their
responsibilities with their families and run their households while running their
businesses and tending to other cares outside the home (Jonathan 2011). These
other cares include voluntary work or helping in the communities where they live.

Striking a fair balance between work and dedication to the family appears to be a
great source of concern among contemporary women. This double shift that they
face, at work and in the home, leads to conflict, problems, and stress. A feeling of
guilt arises in women who attempt to reconcile work and family, and many of them
are led to believe that handling both tasks is irreconcilable, and women blame
themselves and feel guilty about working and cease to do so in order to take care of
their families (Jonathan 2011). Indeed, a study of American women revealed that
they viewed work as a source of conflict within the family, especially due to the
lack of time that they have to be at home with the family (Posig and Kicku 2004).

Concerning Brazilian women, studies have shown that the fact that they choose
to open their own businesses results in a better balance between their roles in the
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workplace and with the family (Lindo et al. 2007; Quental and Wetzel 2002),
especially because household management, in most cases, appears to be a task that
falls to the woman of the house.

This brief overview of female entrepreneurship in Brazil shows the care that
women in the country have when it comes to balancing their professional and
family life. This issue is one of great importance in a country in which the role of
managing the household and looking after the children is one that in most cases is
the responsibility of women. In this context, entrepreneurship emerges as a pos-
sibility for women to reconcile work and family, given that they can enjoy the
flexibility of having lunch with the family or being present on important occasions
in the lives of their children. Furthermore, in a city like Sdo Paulo, with twelve
million people and serious problems of transport and mobility in general,
entrepreneurship is a way of escaping the drudgery and stress of transport and traffic
by opening a business close to home.

For this reason, initiatives that favour female entrepreneurship are important, as
they are in tune with a very strong trend in Brazil and in Sao Paulo in particular. In
the following section, one of these initiatives in the city of Sdo Paulo will be
addressed, a programme that was developed to train women entrepreneurs.

The 10,000 Women Programme

In 2008, the Getulio Vargas Foundation was invited to participate in the 10,000
Women Programme, a worldwide initiative established by the Goldman Sachs
Foundation (GSF). The aim of this programme was to offer training in management
to 10,000 underserved women entrepreneurs, in 22 countries, to provide them with
knowledge that would help them to overcome the daily problems that they face in
the development of their businesses. Many women who open their own businesses
do so without necessarily being aware of any management tools, as they embark on
their ventures with an entrepreneurial spirit and are motivated by the recognition of
a business opportunity. Being able to access and share knowledge of finance,
marketing, human resources, strategy, and other aspects of entrepreneurial life
allows them to become more professional in their business outlook and broaden
their view of the business world.

The Goldman Sachs Foundation established some parameters to be followed by
the schools that participated in the programme regarding the criteria for the
recruitment and selection of the women entrepreneurs. These included a maximum
income, having no political connections, never having studied outside the country,
and other measures to ensure that the opportunity would be given to those who
would make the most of it and needed it. Nevertheless, the preparation of the
curriculum was delegated in full to the participating schools. Further information on
the worldwide programme (the Brazilian programme can be accessed on the fol-
lowing Websites: 10000women.org and 10000mulheres.com.br). The pro-
gramme was offered twelve times between 2009 and 2013. Three hundred and fifty
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women were given training by the FGV, most of them from the city of Sdo Paulo.
The main aspects of the programme included selecting the participants; the content;
the impact on the businesses; and the impact on the self-esteem of the women
entrepreneurs. How all these things were done is described below. In the following
section, we also discuss the impact that the programme made on the other courses
run by the school.

Selecting the Participants: Focus on Women Entrepreneurs
Who Run Their Own Companies

In the first year of the programme, women entrepreneurs who already had their own
businesses and others who would like to be entrepreneurs in the future were
accepted on the course. This initiative did not work out very well, as few of those
selected for the group of future entrepreneurs actually ended up opening their own
businesses. Furthermore, the learning process is more beneficial and richer when
the participants have a company and can implement or discuss the initiatives and
experiences commented on by their teachers. Consequently, in the ensuing years,
only women entrepreneurs who had already opened a company were accepted on
the programme. Another important aspect was to guarantee that the women
attending the course, even if they shared their business with a partner, would have
some degree of autonomy to implement necessary changes in their businesses.

Designing the Content of the Programme

The initial idea of the programme was to offer concepts on the basic content for
managing a business, such as finance, marketing, and strategy. However, after each
programme, the criticisms and suggestion that were made helped the coordinators to
improve the curriculum for the next course. By the twelfth programme, the cur-
riculum had become quite different from that of the first. For the final programme,
one hundred and fifty hours of classes were offered over a period of three months,
with eight hours on Fridays and eight hours on Saturdays. Two networking
meetings open to all the participants were held that year; twenty-five consultancy
courses with professionals were offered, and a business fair was held.

In general, the courses given by the school are evaluated by the students, who
are given a form to fill in when the course is concluded. In this programme, in
addition to the evaluation, there was also the monitoring of a series of indicators,
the main ones being the evolution of sales and the number of employees. Therefore,
there was no point in having good evaluations of the course if the indicators did not
show a substantial growth of the business. The companies run by the entrepreneurs
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who participated in the programme were monitored twice a year over a period of
three years.

In addition to the content presented in the curriculum, one of the purposes of the
10,000 Women Programme was to inform the participants of many of the initiatives
taken by the city to aid entrepreneurship. Thus, visits were organized to business
incubators, and lectures were held by the banking federation to publicize oppor-
tunities for financing. Lectures were also given by representatives of public insti-
tutions and agencies to publicize technical improvement programmes for small
businesses, to announce competitions and prizes, and to explain any other initiatives
that might be taking place. As S@o Paulo is a very large city, the information ended
up being dispersed and often failed to reach its target audience. Therefore, one of
the concerns of the programme coordinators was always to attempt to publicize
initiatives that could be of benefit to the participants.

During and at the end of the programme, two debriefing sessions were held,
lasting four hours each. The purpose of these sessions was to enable the participants
to share their experiences with one another regarding how they applied the content
of the course and what they learned in the classroom to their companies, the steps
they took to do this, and the results of these initiatives. These sessions proved to be
highly enriching to the participants as they encouraged other students to follow the
examples of those who had applied the knowledge they had gained in the
classroom.

Impact on Business

It did not take long before the results of the programme became evident. On
average, one and a half years after taking part in the programme, the women
entrepreneurs saw their sales rise by 30% and they had hired four new employees.
In addition to the monitoring of the businesses over a period of three years, after the
formal content of the programme had been taught and all the formal procedures had
been concluded, a number of meetings were arranged for the women to exchange
their experiences with one another. There was also monitoring by marketing con-
sultants, finance consultants, and local bank representatives who volunteered a day
of their time to debate the business dealings of the women entrepreneurs. Indeed,
the formation of a network to provide support for the women had an extremely
positive impact, as they were able to exchange information on how their businesses
were progressing and, whenever possible, they were also encouraged to do business
with one another. Nevertheless, the most interesting aspect is that the benefits were
not only related to the business. The major impact was on how they perceived
themselves and their conditions as women entrepreneurs.
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Impact on the Self-Esteem of the Women Entrepreneurs

The women who were selected for this programme were from the lower income
brackets where the lack of suitable economic and social conditions is tied up with
issues of low self-esteem. After the course, many of the participants emphasized
that the programme also affected their personal side, as they now felt they belonged
to a group. This feeling of belonging to such a diverse group of women enabled
them to share the problems they have in common and propose solutions for them.
They can attend entrepreneurship events together, recommend each other’s busi-
nesses to their customers, and improve their self-esteem. In general, they began the
programme at a low ebb, and when it ended, they felt better about themselves. Their
faces clearly showed that they felt empowered that they now had responsibilities
and privileges that could be shared in their communities. Many began to develop
initiatives for the empowerment of other women, bringing in new members to their
ever-growing network.

Impact on the Other Programmes of the FGV-EAESP

For the school itself, the 10,000 Women Programme was a constant source of
learning during the five years that the programme lasted. Some of the main lessons
that were learned are described below:

Focusing on a Niche

When a programme is structured to focus on a niche (women entrepreneurs, ethnic
minorities, etc.), it is easier to attract sponsors and interested parties. After the
10,000 Women Programme, other programmes that focused on specific niches were
offered by the school, such as a discipline in the graduation course to focus
specifically on the issue of gender and a programme for the ongoing education of
women in business.

10,000 Women is not a Course; It is a Programme

The results presented by the women entrepreneurs improved significantly, as we
came to view 10,000 Women as a programme rather than a mere course. Over the
years, activities other than classes were introduced, such as business fairs, con-
sultancy with specialists in the field of small businesses, mentoring in small groups
with professors, and networking events involving all the groups, encouraging
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business among the 560 participants in the programme. There was also a Facebook
page to enable greater interaction between the participants, and a Website was
created where all the participants could register their products and offer them for
sale. A meeting was held with executives from Goldman Sachs in So Paulo, at
which the women entrepreneurs were given guidance and advice to improve their
businesses.

Furthermore, it should be highlighted that the programme enabled productive
interaction with other courses run by the school, such as the graduate course and the
MBA. Disciplines of these courses involved the companies of the women entre-
preneurs on a voluntary basis to allow students to develop applied projects. A point
in question was a discipline of the marketing course, which recruited companies
that wished to have their marketing plans prepared by students from the school free
of charge. Another discipline that was involved in the practices of consultancy
allowed a company that participated in the 10,000 Women Programme to set a
problem to be analysed and tackled by the group of students. In the final class, the
students presented their report to the entrepreneur.

In 2015, a new phase of the programme was initiated. In this phase, the pro-
gramme was to be run in only five countries: Kenya, China, India, Brazil, and
Egypt. Harnessing the experience of the twenty-two schools that participated in the
first phase, Babson College, one of the most renowned schools of entrepreneurship,
was retained to structure a new curriculum common to all the countries in which the
programme will continue to be offered. This new curriculum introduces a number of
innovations, such as the presence of two to three professors simultaneously sharing
the same space in the classroom, so that knowledge is passed on in an integrated
manner. A single case is debated by a professor of finance, marketing, or strategy.
A number of dynamics and games have been developed to facilitate the assimilation
of the programme content.

Cases

To exemplify the impact of the 10,000 Women Programme, we present a summary
of three cases of women entrepreneurs who attended the programme and whose
cases were published in books and journals. The first example is that of manu-
facturing and selling candles. The second is a company that works with free gifts
and promotions, and the third is a cosmetics manufacturer and wholesaler.

Candle Store

As reported by Abreu (2015), Carla Melo worked as an electronics technician in a
telecommunications company. The environment at the company was mostly male
dominated, with few women working there. Due to an injury she suffered as a result
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of repetitive actions, she decided to move on and open a small candle factory in the
backyard of her mother’s house. “I always liked lighting candles and I noticed that
they were not cheap, despite their low production cost”, Carla said. In 2011, after
listening to a radio interview with one of the coordinators, Carla became interested.
She applied and was accepted as a participant in the 10,000 Women Programme.

Through the programme, Carla learned tools that helped her to improve pro-
ductivity and manage the financial side of the business, one of the problems that
face the participants in the 10,000 Women Programme. While drafting her plan for
expansion, which was required of all the participants, she left her mother’s house
and expanded her business by moving to a small factory, currently employing four
workers. Carla sells her products to retailers on Rua 25 de Marco, a traditional sales
point in Sdo Paulo. She also sells her candles to hotels and spas.

When asked about the main contributions of the programme, Carla says that
before she attended the programme she relied mostly on her intuition when it came
to her business, with no professional organization. Consequently, after six years,
she had seen practically no increase in production. After she took part in the
programme, her production increased by thirty per cent. Carla is in charge of the
administration and finance, in addition to the production at the factory. Her husband
is in charge of the commercial side and sales. Such an arrangement is not com-
monplace in family businesses, as the man is usually the one that is placed in charge
of finance and production.

Although satisfied with the advances that the company had made, Carla still feels
that she needs more time to spend with her children and parents, in addition to
having some time for herself. She says that the biggest advantage of being an
entrepreneur is that unlike in her former job as an electronics technician, she now
feels less vulnerable. While she worked at her former company, she was always
afraid of losing her job because she worked in an environment that was very
prejudiced against the presence of women. She now feels that she has much more
financial freedom, and even with her busy routine, her working hours are more
flexible when it comes to working her double shift as an entrepreneur and mother.
She has greater control over her daily life.

FR Free Gifts and Promotions

As reported by Sandim (2015), Railda Santos always wanted to be an entrepreneur,
so much so that in all the jobs she ever had she sought to learn something that she
could use in the future in her own business. In 2011, when the distribution and sale
of plastic bags were banned in supermarkets in the city of Sao Paulo, Railda and her
sister had an idea. They would make bags out of PET bottles. As the bottles were
recyclable, this practice was permitted by the municipal government.

At that time, when she was attending an event on entrepreneurship, she was told
about the programme, applied for it, and was accepted. According to Railda, the
relationships that the women have with each other and interactions empower them
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and are very important because the women gain strength and energy to forge ahead
with their businesses. The network that the women and participants from other
groups formed was not limited to the duration of the programme. The network
continues to help them stay in touch on a permanent basis, exchanging information
and news about events that are of interest to entrepreneurs.

Another fundamental gain was the consultancy that she received after the classes
she attended. Through this consultancy, Railda was able to learn simpler and faster
ways of pricing her products, calculating her profit margins, and planning her
marketing strategies. Furthermore, she was able to respond to her clients’ needs
more readily and has fewer doubts regarding negotiations, budgeting, and calcu-
lating estimates. Therefore, the management of her company has become simpler
and more transparent with the help of the techniques and tools that she discovered
and developed during the programme. All of these factors have had a direct impact
on the feasibility and survival of her company, which she runs from her home in the
neighbourhood of Capao Redondo, in the city of Sao Paulo.

According to Railda, it is of fundamental importance to learn something new
every day, so much so that after attending the 10,000 Women Programme, she has
attended a number of other courses. She is always seeking new forms of innovation
and looking to create strategies that will enable her to expand her business. She has
already finalized her marketing plan for this year. Her main goal is to broaden her
range of customers, seeking to supply her products to other market segments. Even
today, Railda continues to seek advice from the programme consultants whenever
she finds herself in doubt about her business.

Aromatic Spells

As reported by Roma et al. (2015), Raquel da Cruz graduated in languages and was
working as a secretary when she decided to open her own business, as she did not
feel fulfilled in her profession. The time that she spent travelling to and from work,
the limited time that she had to spend with her family, and the desire to try
something new on her own led her to rethink her career. As she had always liked
aromatherapy, in 2002 she made up her mind to leave her job and open her own
business, naming it Feiticos Aromadticos (Aromatic Spells). To understand the
sector better, she enrolled in a technical course on chemistry and did a postgraduate
course in cosmetology.

A few months after opening her business, Raquel began to have problems with
financial management. Her cash flow did not appear to be healthy, and she had to
resort to borrowing money from the bank. It was a great struggle for her to pay her
bills, and the company was constantly in the red.

It was at this point that Raquel decided that she had to look around for training
courses. She consulted the Sebrae, an institute that provides support and advice to
small businesses with help from the Brazilian government. She applied for a place
in the 10,000 Women Programme and from that time on never stopped studying.
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The courses that she attended taught her that her cash flow problem was the result
of unnecessary stock. As the debts grew, she decided to negotiate directly with her
suppliers to gain time and reorganize her finances. It worked.

Realizing how much she had benefitted from the knowledge she had gained on
the courses, she decided that it would also be a good idea for her staff to receive
training. She hired several young people from the region of Itaquera, a deprived
area of the city of Sao Paulo, and provided them with training courses. This was a
highly successful move, so much so that many of these young people began their
careers as interns and are now in important positions in the company. As the
company focused on its own community, it was awarded the Isto E magazine prize
for being the most socially conscious business in the country.

Final Considerations

The environment for entrepreneurs to develop their businesses in the city of Sao
Paulo is a stimulating one, and the adversity facing women entrepreneurs in the
Brazilian context is mitigated in the city. The first reason for this is that women with
businesses in the service sector find that the city is a major hub in this sector, a place
that provides favourable conditions for businesses to develop and flourish. The
second reason is that as the city has a cosmopolitan environment, there are fewer
instances of prejudice, and such issues are minimized. The multicultural environ-
ment is ideal for organizing numerous events that contribute to the effervescence of
creative businesses such as fashion, cinema, and gastronomy. In these segments,
there is a strong female presence. In third place, female entrepreneurship thrives
because the city is the most important financial centre in the country. It lends over
twenty-two times the value of its GDP and is the city with the highest concentration
of risk venture capitalists and angel investors in the country.

Investing in the development of women has good results in the long term,
because when women develop, the resources they receive and the profits they make
are invested in their own communities, in their families, and in their children,
improving the living conditions in their social environment.
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Chapter 9

Sustaining Entrepreneurship Education
in Hong Kong as a Learning City Through
Partnership Building

Christina Wai-Mui Yu and John Chi-Kin Lee

Abstract The UNESCO Institute for Lifelong Learning (Conference report,
international conference on learning cities, October 21-23, Beijing, China, 2014)
has promoted the idea of the learning city which highlights inclusive, lifelong
learning and learning for and in the workplace as well as emphasizing quality and
excellence in learning involving the use of modern technologies and the revital-
ization of learning in families and communities. In this chapter, we focus on the
emergence and evolution of entrepreneurship education (EE) in Hong Kong, seen
as a city region. In particular, we address the importance of partnerships and the
participation of various stakeholders in providing quality learning opportunities.
Very few studies have addressed the needs and approaches required for the con-
tinued delivery of EE programmes and activities in a sustainable way. After
reviewing the literature relevant to EE, we draw on experience in Hong Kong to
discuss how EE can be continued over a sustained period of time so as to create
wider ranging impacts that match higher level objectives other than those at the
individual level.

Introduction

The economic transition after the financial crisis of 1997 led to Hong Kong
becoming a world-class business and service centre with a knowledge-based and
innovation-driven economy. The vast proportion of Hong Kong’s workforce is
employed in the service sector, and more employers require their employees to
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possess the ability or generic competencies to formulate alternative strategies and to
engage in entrepreneurship, communication, interpersonal relationship building,
and teamwork. Hong Kong’s success will depend crucially on the human capital of
its current young generation (Education and Manpower Bureau 2005). Moreover, in
Hong Kong, over 98% (around 320,000) of business establishments are small and
medium-sized enterprises (SMEs), and these SMEs provide 47% (1.3 million) of
the jobs in Hong Kong (Trade and Industry Department 2015). SMEs represent the
backbone of the Hong Kong economy, but according to a Global Entrepreneurship
Monitor report, the enterprise start-up rate in Hong Kong was just 9.4% in 2016
(Global Entrepreneurship Monitor 2017). A number of short-term factors may have
influenced the slow enterprise start-up rate leading to the unsatisfactory financial
situation, but insufficient provision of entrepreneurship education (EE) for young
people could be a significant long-term inhibitory factor.

Internationally, the UNESCO Institute for Lifelong Learning (2014) has pro-
moted the idea of the learning city which highlights inclusive, lifelong learning and
learning for and in the workplace as well as emphasizing quality and excellence in
learning involving the use of modern technologies and the revitalization of learning
in families and communities (p. 27). While the school curriculum in Hong Kong has
advocated the concept of lifelong learning (Curriculum Development Council 2001)
since the start of the new century, more recently, the emphasis has been on the use of
information and communication technology in education (Education Bureau [EDB]
2014), and the promotion of life planning education and career guidance in schools
(Career Guidance Section, School Development Division, Education Bureau 2014)
has been highlighted. However, there is still an urgent need and ample room to
enhance learning for and in the workplace. EE can perform a distinctive role in
enabling young people to be equipped with entrepreneurial competence to cope with
challenging jobs or starting businesses (self-employment) to fulfil their personal,
community, and working lives in Hong Kong. McLarty et al. (2010: 33) defined
enterprise competency in their evaluation report of enterprise education in England:
“enterprise capability [includes] innovation, creativity, risk-management and
risk-taking, a can-do attitude and the drive to make things happen”. This enterprise
concept embraces, and provides clear guidance on, nurturing active citizens to have
the “you can if you want to”” mindset (McLarty et al. 2010). It is not necessary for
everyone to be an entrepreneur, but everyone can be “enterprising” in today’s
competitive society, including Hong Kong. This is especially important considering
the fact that many youths are looking for further education or job training oppor-
tunities in Hong Kong due to the keen competition in the workforce market.

Seikkula-Leino (2011: 71) cited Kyro’s (1997) conceptualization of EE in the
school context that entails the three components of “self-oriented entrepreneurship,
internal entrepreneurship and external entrepreneurship”, which, respectively,
emphasize “motivation, self-awareness, and creativity... and responsibility for
learning in self-oriented entrepreneurship” and the encouragement of innovation
through “co-operation between schools and work life” (Kyro 1997: 72). In a sys-
tematic review of EE, Mwasalwiba (2010) stated that EE enables learners to cul-
tivate positive attitudes towards life and career planning; develop personal skills;
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form new businesses; recognize opportunity; and manage existing business ven-
tures. The long-term impact of EE is useful for enhancing young people’s enterprise
mindset and empowering their entrepreneurial competence, which will in turn help
to lower their psychosocial stress from unemployment and eventually lower the
social stability risks. This impact of EE also reminds Hong Kong, as a learning city,
of the need not only to focus on venture creation but also to seek opportunities and
innovation through EE in order to sustain its further economic development.
The UNESCO Institute for Lifelong Learning (2014: 35) indicated that one of the
strategies to develop learning cities is to provide quality learning opportunities. This
chapter will address the needs and approaches required for the continued delivery of
EE programmes and activities in a sustainable way through a case study of the Teen
Entrepreneurs Competition (TEC).

The TEC was a team-based inter-school entrepreneurship competition that was
held annually in Hong Kong from 2003 to 2010, and one of its ultimate goals was the
promotion of an educational movement to raise awareness of EE amongst stake-
holders at all levels for the benefit of both students and local communities. Hence,
the TEC was more than a concept, a process, a series of strategic actions and a
mindset of learning: it was also an evolving vision and mission for the future in Hong
Kong schools (Yu 2013). Between 2003 and 2010, the TEC attracted an average of
50 teams from over 25 secondary schools every year. Starting with roughly 200
participants from 2003 to 2005, the number of participants increased, being main-
tained at around 450-500 after 2006. The promise of the TEC as an EE programme
was indicated by the doubling of the student participation rate and a dropout rate of
less than 1% (with exceptional reasons) throughout its history. Moreover, the TEC
effectively illustrated the beneficial sustainability of EE by creating an authentic
learning environment and producing a win—win mechanism among participating
schools, entrepreneurs and the Education University of Hong Kong (EdUHK)
(formerly known as The Hong Kong Institute of Education) in the Hong Kong
context. Thus, the TEC will be used as a case study in this chapter to address the
sustainability of EE in Hong Kong as a learning city through partnership building.

Development of Entrepreneurship Education in Hong Kong

According to the definition of entrepreneurship given by the Commission of the
European Community (CEC) (CEC 2006: 4), entrepreneurship no longer refers just
to business-oriented activities but also to an individual’s ability to actualize his/her
own ideas through a combination of creativity, innovation, risk-taking, manage-
ment, opportunity seeking and striving for sustainable development in different
aspects of life. Entrepreneurship is more than just business ventures: it also involves
the entrepreneurial mindsets that are essential to life in general (Gibb 2011). Thus,
EE is multifaceted education that covers the aspects of both entrepreneurship and
enterprise competencies (Seikkula-Leino et al. 2010) to fulfil two significant
functions: first, to develop the entrepreneurial knowledge, skills and attributes of
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young people to enable them to cope with future challenges (Gibb 1993; Hytt and
O’Gorman 2004; Jack and Anderson 1999); and second, to alleviate the burden of
meeting job market and economic development needs in society (McKeown
Millman et al. 2006; Matley 2005; Kirby 2004; McMullan and Long 1987). EE is
one of the possible key drivers in building an enterprising society (Mwasalwiba
2010) to sustain social and economic development (Volkmann et al. 2009).

Currently, EE has become “a mainstream education component” across disci-
plines at university and school level in many countries (Cherwitz and Sullivan
2002; Gibb 2011; McLarty et al. 2010; Volkmann et al. 2009) because it provides a
means for students to gain an understanding of how their interests and talents can be
integrated into further study, employment, community service and educational
opportunities through its interdisciplinary nature (Oklahoma Department of Career
and Technology Education 2000). Among the recipients of EE, a growing area of
interest is young people in the school sector (Gibb 2008; Wilson and Mariotti 2011;
Draycott and Rae 2011): for example, EE became part of compulsory education in
the UK and Ireland in the 1990s (McLarty et al. 2010) and has been part of
cross-curricular themes for basic and upper secondary education in Finland since
1994 and 2003, respectively (Seikkula-Leino et al. 2010). In Europe, a survey
conducted by the Education, Audiovisual and Culture Executive Agency (EACEA)
(2012: 29) found that two-thirds of 31 participating European countries highlighted
entrepreneurship in primary education and almost all of these countries integrated
the component of entrepreneurship into their secondary curricula to some extent. In
the USA, entrepreneurship has been seen as the key driver of economic growth
(Wilson and Mariotti 2011) and 12 “competencies” that every young person should
learn about business and entrepreneurship before leaving secondary education have
been identified. In Asia-Pacific countries, EE is a key consensus area for devel-
opment (United Nations Educational, Science and Cultural Organisation,
Asia-Pacific  Programme of Educational Innovation for Development
[UNESCO-APEID] 2013).

In Hong Kong during the early 2000s, EE was concentrated mainly in
tertiary-level education; the hope was to inspire and encourage individual students
to become entrepreneurs. Over the past decade, EE programmes have also been
increasingly offered in secondary schools by various organizations and universities,
including Junior Achievement Hong Kong, the Young Entrepreneurs Development
Council (YEDC), the Wofoo Foundation, the University of Hong Kong and
EdUHK (Cheung 2008; Yu 2013): for example, the school-company—parent pro-
gramme (formerly known as the school-company partnership) was established by
the YEDC in 2003 and later sponsored by the Hong Kong Jockey Club Charities
Trust (Chiu and Zhang 2013: 58). The common goal of these programmes has been
to develop young people’s “entrepreneurial spirit” and character through real
experience gained in entrepreneurship, and the positive responses given by the
participating schools, teachers and students indicate that this goal has been achieved
to a certain extent (Chan 2005; Cheung 2008; Yu and Man 2009; Chiu and Zhang
2013: 58). However, figures show that in 2011, the unemployment rate of youths
aged 15-24 was 8.3% (Economic Analysis Division 2017), and the percentage of
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youths aged 15-19 taking part-time jobs increased from 7.5% in 1999 to 20.3% in
2009 (The Commission for Hong Kong 2011). In highly uncertain economic and
job market conditions, employers are cautious about hiring new employees, espe-
cially inexperienced youths. In 2011, even employed youths aged 15-24 had more
stable jobs, mainly working as service workers and shop sales workers (35.8%) or
as clerical support workers (20.4%) (The Commission on Youth 2016); around half
of the employed youth worked in junior posts. It seems quite normal for youths to
start in junior posts, but the great challenge is to ensure their lifelong career
development. A number of studies (e.g. Mok and Cheung 2008; Ngai and Chan
2007) have suggested that the provision of quality career-oriented curricula such as
entrepreneurship programmes is urgently needed in the school and non-school
sectors in order to tackle youth unemployment. Cheung (2008) further confirmed
the effectiveness of EE in enabling secondary school students to understand many
aspects of work, but it will be hard to acquire resources support for promoting EE if
the existing EE programmes cannot be further refined to become quality school
curricula. Currently, there are no official curricula and there is no policy commit-
ment to promote EE to young people in Hong Kong. It is questionable whether
Hong Kong is an “enterprising” learning city which is able to constantly meet the
ever-changing needs of the economy.

In fact, EE is believed to have a close connection with the development of an
entrepreneurship culture within a society that places emphasis on the values of
competitiveness, innovation and creativity (Gibb 1993; Jack and Anderson 1999;
Robertson and Collins 2003), and many of the existing EE programmes are actually
based on the belief that they can contribute to both individual and societal
improvements (Erkkila 2000). Some programmes even carry specific objectives
with specific purposes or are targeted at particular groups of participants. For
example, Deuchar (2006) argued that EE can contribute to promoting and
enhancing citizenship education, and Kouriksky and Esfandiari (1997) reported the
positive impacts of an entrepreneurship programme on lower socioeconomic black
youth in the USA. In Europe, given the significant role of EE in supporting the
main goals of the FEurope 2020 strategy, the European Commission
(EC) commissioned an international study on the impact of EE; the study identified
91 studies from 23 countries which found that, in general, students participating in
EE are more likely to start their own companies in a more innovative and successful
way than proprietors without an EE background (European Commission [EC]
2015). Moreover, compared with their peers, EE alumni are at a lower risk of being
unemployed, are more often in steady employment, have better jobs and make more
money (EC 2015). According to the EC’s study (EC 2015), EE has a positive
impact not only on individuals but also on educational institutions, the economy
and society. Hence, it is necessary for EE to be continued over a sustained period of
time so as to produce these wider ranging impacts that match higher, macro- and
micro-level objectives.

In the recent review of the “Learning to Learn” curriculum reform of 2001 in
Hong Kong, entrepreneurial spirit was addressed through promoting STEM
(Science, Technology, Engineering and Mathematics) education to further develop
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students’ creativity, innovation, collaboration and problem-solving skills, which are
essential skills and qualities required in the twenty-first century (Curriculum and
Development Council [CDC] 2015). It is expected that STEM education will also
enhance the international competitiveness of Hong Kong and enable Hong Kong
students to face challenges and contribute to opportunities that arise, such as the
“One Belt One Road” policy in the latest development of Mainland China (CDC
2015). Apart from STEM education, the current business-related curricula in Hong
Kong can instil an entrepreneurial spirit in young people and play a key role in
empowering them to survive better in the future regardless of the career and life
path they take. Cheung and Chan (2010) suggested that EE would have a positive
impact on the strength of secondary school students’ entrepreneurial spirit in terms
of starting-up new businesses in Hong Kong. In Cheung’s (2008) study, in which a
group of 30 business subject panel chairs were asked their views on the possibility
of offering EE through the introduction of a business subject, Business, Accounting
and Financial Studies (BAFS), at senior secondary level, it was found that BAFS
can fulfil the aim of promoting EE in existing secondary schools. The Education
Bureau of Hong Kong should seriously consider the incorporation of EE into
BAFS. In setting their educational aims, countries such as the USA, Australia,
Japan and Taiwan view business-related curricula for secondary schools as culti-
vating entrepreneurial spirit and citizenship.

The TEC began as a response to the lack of a wider spectrum of focus and
development of EE in Hong Kong secondary schools. As such, the aims of the TEC
were: to promote EE in Hong Kong secondary schools through partnership building
among EAUHK, schools and local communities; to enable secondary school stu-
dents to integrate their conceptual learning into real practice in the business field so
as to arouse their interest in active lifelong learning; to provide field experience
learning for student teachers at EQUHK; and to offer an opportunity for business
frontline practitioners to share their real-life experience with school students.

Teen Entrepreneurs Competition

The TEC was initiated as an entrepreneurship programme by the Business Studies
Teaching team at EQUHK in 2003. It was an open inter-school competition, and all
local secondary schools in Hong Kong were invited to participate in the competition
by forming teams of between two and ten participants and running a market stall to
sell Christmas or Chinese New Year items at the EQUHK campus for two to three
days. The competition aimed to provide an opportunity for senior secondary stu-
dents to put business theories into practice and to arouse their interest in opting for
entrepreneurship as a possible career plan by running a small business in the form
of a competition which was judged according to business plans and selling per-
formance. Each school paid a registration fee of around HK$1500 to enrol a
maximum of two teams. The competition teams then brainstormed an innovative
business venture on the theme of Christmas or the Chinese New Year, depending
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on the period when the competition was held; wrote a business proposal; turned
their business proposal into a real business; and competed on the market days.
Different prizes, including best proposal, best product, best stall design and highest
sales return, were awarded by a group of business teachers, school principals and
local entrepreneurs.

Design Rationale

Different EE programmes use a range of methods to achieve various learning
outcomes, which include the ability to identify opportunities (DeTienne and
Chandler 2004) and the acquisition of entrepreneurial skills through experiential
learning and reflective practice (e.g. Pittaway and Cope 2007). Lewis and Massey
(2003) strongly emphasized that student-centred learning should form the basis of
any EE programme, with students acting as agents who are able to learn and apply
their knowledge in other contexts. In addition, EE should be led by “creativity,
informality, curiosity, emotion and its application to personal and real-world
problems and opportunities” (Penaluna and Penaluna 2008) that take place outside
the formal classroom setting. Developing students’ interpersonal skills to maximize
social interaction with different parties is also critical in the EE learning process
(Man and Yu 2007; Yu and Man 2009). Hence, the TEC’s design rationale was to
allow secondary school student participants to engage fully and actively in a
complete business venture process in an authentic context under the supervision and
guidance of their school teachers and instructors (student teachers). The TEC was a
practical activity that stressed the multifaceted nature of business venture devel-
opment by putting theory into practice through learner-oriented and social con-
structivist perspectives.

Organization

The TEC was executed as a team-based inter-school entrepreneurship competition
in the format of a public flea market held at the EQAUHK campus. Each team was
provided with an instructor who guided and supervised the team and individual
participants during the course of the competition to maximize the educational
outcomes. In the hope of achieving a win—win mechanism for students at both
secondary and tertiary level, student teachers studying the Bachelor of Education or
Postgraduate Diploma of Education programmes majoring in Business Studies at
EdUHK took on the role of instructors. The instructors participated in special
training courses and workshops which conveyed entrepreneurship concepts and
theories alongside practical business start-up skills. Equipped with such knowledge,
the instructors collaborated with secondary school business teachers to: provide the
knowledge and skills necessary for the creation of an innovative small business;
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facilitate the writing of a business proposal, including details such as how the team
would raise capital and target customers and issues such as the management of
products, stocking, pricing policies, marketing, budgeting and possible risks;
monitor the process of setting up the actual market stall and selling products; and
conduct reflective learning after the competition. Such organization and design
allowed the TEC to be an action-orientated, experiential and collaborative EE
programme.

Core Activities

The core activities of the TEC can be divided into three main periods: preparation
prior to the start-up of the flea market, actual start-up and post-start-up evaluation.
The preparation period leading to the start-up took three to four months and
involved a series of training sessions (for both instructors and student participants)
and the ultimate output of a drafted and presented business proposal. First, the
student participants needed to generate a creative business idea fitting a preset
theme, such as love and care or environmental protection; to write and present their
business proposals; and to transform the proposals into reality though either
sourcing or producing their business products. In the actual start-up, which was a
three-day period over a weekend, the teams learned to establish and manage their
business in the form of a flea market stall at a weekend public flea market at the
EdUHK campus. The output of this period was the market sales. Finally, after the
flea market, the teams produced an evaluation report including individual and group
reflections to seek indications of enterprise growth. During the competition, a range
of parties, including entrepreneurs, school principals, teachers, students and cus-
tomers, were invited to be judges.

Fruitful Benefits

The running of the TEC had fruitful benefits for the different participating parties,
including the instructors, the school student teams and the customers of the flea
market. The student teachers who acted as instructors were able to learn and
conduct EE through actual practice. Each year, student teachers formed an exec-
utive committee in charge of the organization and promotion of the entire TEC
event. While there was guidance from the EQUHK Business Studies teaching team,
at its core, the TEC was uniquely an EE programme fundamentally owned and
executed by student teachers and secondary school students. With regard to the
school student teams, the TEC allowed the students to gain skills and inspiration in
executing an actual business plan from start to finish. Importantly, they performed
this under the suitable and useful supervision of instructors and school teachers to
develop their enterprise competencies.
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Intended and Unintended Outcomes

Throughout the years, the TEC was able to achieve both intended and unintended
outcomes. One outcome was the positive increase in participation not only from
school students but also from flea market customers and sponsors. When the TEC
began in 2003, a total of 180 students from 14 secondary schools who formed 18
teams took part in the competition. As the event drew positive responses from
schools and local communities, the participation rate steadily improved over the
years. In 2004, a total of 42 teams participated, and by 2006, the number had
increased to 49 teams involving 480 student participants from 29 different sec-
ondary schools. From 2007 onwards, the number of student participants averaged
around 500 from 30 secondary schools, and the number of participating teams
averaged 50.

Furthermore, the number of customers at the weekend flea market sale grew
threefold, from around 1000-3000, between 2003 and 2010. The reason for this
increase was that the flea market gradually became a recognized annual event both
at EQUHK and among the local community through the media and press exposure it
received. The success of the TEC also attracted sponsorship from different com-
panies. Thus, the TEC can be seen as a successful promotion of EE among Hong
Kong secondary schools and the local community.

There were also unintended outcomes, namely strong support from participating
secondary schools and the excellent training opportunity provided for student
teachers in their role as instructors. The student teachers gained more experience at
the academic, operational and professional levels. At the academic level, the student
teachers were able to strengthen their knowledge of EE and what entrepreneurship
symbolized through hands-on practice. At the operational level, the student teachers
took a leadership role as instructors, learning to manage teams, solve problems, take
risks, control finances and communicate effectively. At the professional level, the
student teachers were given an opportunity to act as facilitators, supervisors,
co-workers and team builders through collaborative work with the secondary school
teachers.

Significant Findings on the TEC

Over the lifespan of the TEC, systematic studies were conducted to improve the
competition and its activities. These studies included an investigation of: the
impacts of TEC participation on participants’ perceptions of entrepreneurship and
their level of entrepreneurial competency; the social interactions that impacted
participants’ effective acquisition of entrepreneurial characteristics; and partici-
pants’ intentions towards an entrepreneurial career. Questionnaire surveys in both
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the pre- and post-TEC periods and more than 20 focus group interviews were
conducted over the 4-year period of the study (2003-2006). Both qualitative and
quantitative evidence illustrated by the studies showed that the TEC helped to
develop entrepreneurial characteristics among its secondary school participants
(Man and Yu 2007; Yu and Man 2009). Most of the participants gained both
business knowledge and the practical skills necessary for running a small business
from the TEC. Participants reported positive views on personal growth despite the
fact that some of them may not have had a good experience or made a profit in the
competition. The findings also showed that most participants were strongly aware
of the real difficulties and challenges of running a business. Fortunately, through
social interaction with team members, instructors (student teachers), school teachers
and business stakeholders such as suppliers, most of the participants were able to
develop entrepreneurial skills such as planning, decision-making, marketing and
risk management and to acquire proper attitudes towards entrepreneurship. Some
participants, however, exhibited hesitation and reluctance in their entrepreneurship
(Yu and Man 2009). In fact, the desirability of entrepreneurship lies in an attitudinal
change in terms of entrepreneurial characteristics; therefore, a more in-depth con-
ceptual understanding of entrepreneurship is needed for enabling an attitudinal
change. Moreover, the studies showed that social interactions among the key
stakeholders play an essential role in sustaining EE. The businessmen involved in
the TEC commented that, through social interactions, they could see the partici-
pants’ creative ideas and their adequate understanding and application of
entrepreneurship in the context of an actual selling situation. The school teachers
reported that the TEC had enabled their students to engage in a creative business
venture and develop the necessary entrepreneurial competencies. The instructors
(student teachers) found that the TEC strengthened their skills in facilitating group
activities and that they gained more professional insights through collaborative
work with school teachers.

The participants and other stakeholders generally provided positive feedback on
the TEC. The research findings showed that the TEC had a positive impact on
developing the participants’ entrepreneurial character and was sustainable as an
enterprise education programme in the local community. It was suggested that the
sustainability of the TEC could be attributed to three dimensions: opportunities for
individual comprehensive understanding, context for collaborative learning, and
network for institutional support. Further strengthening of the sustainability of EE
programmes through these three dimensions is necessary: for example, by maxi-
mizing individuals’ practical experience and conceptual learning to make attitudinal
change possible, improving the quality of collaboration by extending the commu-
nity network through partnerships, and developing a closer working relationship
with various stakeholders.
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Sustaining Entrepreneurship Education in Hong Kong
as a Learning City Through Partnership Building

In the Hong Kong context, the idea of establishing Hong Kong as an
“Entrepreneurial Learning City Region” based on the “Learning Cities Networks”
could be considered. This would entail a three-pronged approach: the incorporation
of entrepreneurial skills and attitude development within all formal and non-formal
school curricula, the enhancement of ICT and digital skills and the setting up of
partnerships (Learning Cities Networks 2016). In addition, Mrs. Lai Chan
Chi-kuen, Marion, the Permanent Secretary for Education of Hong Kong’s
Education Bureau remarked (EDB 2015):

In Learning to Learn 2.0, our school curriculum...remains student-centred. It emphasises
whole-person development. It aims to develop students to be self-directed life-long
learners. It is about learning experiences inside and outside the classroom that promote
holistic thinking, with an emphasis on the development of students’ positive values and
attitudes, creativity, critical thinking and problem-solving skills, as well as humanistic
literacy and entrepreneurship.

According to the Entrepreneurial Learning City/Region Worksheet provided by
Longworth (Longworth 2014), other initiatives, such as the YEDC’s School-
Company—Parent programme (YEDC 2016) and the recent advocacy of EE and
career and life planning education (CLPE) by the Education Bureau, provide a
context conducive to strengthening EE in both formal and non-formal school
curricula. Hong Kong could consider linking local universities with overseas
partners and governments to learn from their experiences with a futures orientation.
More could also be learnt from the UNESCO-APEID (2015). Attention could be
given to promoting schools, universities and other related institutions engaged in
EE into learning organizations.

As discussed at the beginning, providing quality learning opportunities through
building partnerships with different stakeholders is one of the possible strategies to
establish Hong Kong as a learning city. From the case of TEC, it is not difficult to
see that the sustainability of EE is not limited to making partnerships within the
school organization possible: it also includes external support such as stakeholders,
community practices and policymaking. From a formal and institutional perspec-
tive, a city-wide collaboration and partnership with larger institutions such as art
galleries, libraries and museums on different areas could be created and could
possibly explore innovative ideas about how these institutions can contribute to
lifelong learning (PASCAL International Exchanges [PIE] 2016). Currently,
schools in Hong Kong are preparing secondary school students for the
school-to-work transition, but their focus is mainly on the dissemination of career
information. EQAUHK is conducting a project, the “School-University-Reaching-
Enterprises (SURE) Partnership”, on promoting CLPE by planning education and
career guidance for schools. This project aims to build a tripartite partnership
among secondary schools, EQUHK and enterprises in Hong Kong which will
perform a distinctive role to enable EQUHK students, enterprise practitioners,
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school students and teachers to gain a better understanding of the values, principles,
practices and resources of CLPE through a diverse range of learning activities. The
major activities will include inviting enterprise practitioners to be career coaches
and to offer seminars and talks to EQUHK and school students, conducting related
research work on the CLPE curriculum framework, providing job engagement
activities for school students, offering professional development programmes on
CLPE to existing school teachers and facilitating EQUHK students to become CLPE
ambassadors and to produce teaching materials in some career-related courses.
There are two important values and principles underpinning this SURE partnership:
first, across boundaries, that is, encouraging partnership and maximizing outputs by
crossing the boundaries of school, university and enterprise; secondly, empower-
ment, that is, engaging all the key parties and training them as trainers to maximize
the possible impacts. It is believed that through such institutional- and
individual-wide partnership building, more creative and innovative ideas on CLPE
can be worked out.

From the school organization perspective, Anfara and Mertens (2012) identified
five key components for developing a new reform agenda in schools: programme
coherence, teacher readiness, professional communities, technical resources and
leadership. Teachers are the crucial agents of change in any school reform agenda
and are the pioneers in learning activities; thus, they must possess the necessary
subject and pedagogical content knowledge, high teaching competencies, and a
positive professional attitude. Also, teachers need to work collaboratively and
actively in building professional learning communities for the benefit of student
learning. At the same time, schools need to ensure that the curriculum and assess-
ment practices are aligned with the implementation agenda and that proper resource
support and time are provided. Of course, the principal’s leadership in setting
directions, handling staffing issues and relocating resources for the reform within the
school organization is essential. These components are interrelated and essential for
solid partnership work throughout the process and within the school organization.

From the individual perspective, an emphasis on opportunity seeking in EE may
possibly lead some to become opportunists without proper concern for others;
therefore, ethical and social competencies and capabilities need to be stressed in EE
(Yu 2014). According to Yu (2014), it is important to lead school students to engage
in a wider learning context of social interactions and to help them to become more
aware of the concerns of others and to better understand the world around them.
Taking social responsibility and running social enterprise in a way that benefits
society is a possible way to address and respond to public concerns and to strike a
balance between individual and societal interests in the provision of EE. Hence, in
Quebec, Canada, the local community needs would be the major concern of the
entrepreneurial activities in school (Pelletier 2007). The key performance indicators
of EE in Scotland are not limited to business or academic success but also include
responding to community issues and the need for justice, truth and honesty (Deuchar
2008). Taking good care of ethical character building and social responsibility is the
genuine meaning of “being entrepreneurial”’. Moreover, Nobel Prize winner
Amartya Sen has reminded us that as cities become increasingly diverse with ever
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increasing job and population mobility in the global economy, cultural issues may
become critically important for future city development (PIE 2016). Facilitating
students to learn about their heritage is also important (PIE 2016).

In a broader educational sense, schools could gain external support and continue
to learn from relevant stakeholders, community practices and policymaking.
Schools could consider: addressing both present and future community needs as
well as the benefits of sustaining educational changes in EE for all stakeholders;
attracting more collaborations and sponsorships from companies that uphold the
spirit of entrepreneurship and concern for youth development in the running of their
businesses in response to community needs; collaborating with social enterprises
and selling their products in schools to raise awareness of social needs and need of
social enterprises; conducting research work on EE with the tertiary education
sector; building a school-to-school learning network; and building systemic change
by aligning different stakeholders and enterprises to mutually support each other.

Developing EE in schools needs to call upon all the capacities built around both
the internal school organization and external support. This could include the fol-
lowing components: students’ learning needs, teachers’ professional development,
principals’ leadership, professional learning communities, programme coherence,
technical resources, school-based development in terms of systematic and cultural
changes, a school-to-school network, educational needs, community practices,
stakeholders’ views, government support and policymaking. More importantly,
creating a strong partnership building mindset for the sake of promoting students’
interest in active learning needs is to be at the heart of sustaining EE in schools in
Hong Kong as a learning city. Nevertheless, to establish Hong Kong as a learning
city, and to take EE as an example, substantial work to gain government and policy
support for reinitiating the TEC and promoting other EE activities in the school
system is urgently needed in the near future.

Yu (2013) suggested that EE learning activities could be flexibly offered as
formal or informal learning activities in different subjects or learning domains in
schools, once the ultimate outcomes of EE can sharpen the enterprise mindset,
enterprising capacity and entrepreneurial competence of students. Given the
innovation-driven and interdisciplinary nature of EE, school principals, teachers,
students and parents should work together to identify the most suitable mode for
offering and arranging EE in schools. In addition to the example of the TEC in
Hong Kong, a qualitative analysis of another business—university—school partner-
ship (project W) using an “adopting-a-school” approach and involving members
from the business units of a company as a funding agency and partner, a team of
school development officers from a university and core group members from par-
ticipating schools revealed that the development of such a partnership relies on clear
roles and responsibilities being agreed upon, assigned and followed closely by
parties as well as regular reporting and continual dialogue between the various
partners so as to close any gaps and manage mutual expectations (Chiu and Zhang
2013: 59 and 68-69).

Recently, the publication of the Guide on Life Planning Education and Career
Guidance for Secondary Schools (Career Guidance Section, School Development
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Division, EDB 2014) highlighted the enhancement of career-related experiences for
senior secondary students in various dimensions, such as “facilitating learning
experiences about work” through the provision of “mentorship programmes” with
non-governmental  organizations (NGOs) and other agencies and
“professional/business partnership programmes” (Career Guidance Section, School
Development Division, EDB 2014: 27). Such emphases on life planning education
and career-related experiences provide good and timely opportunities for schools to
explore, in both formal and informal curricula, building up business—school—uni-
versity partnership endeavours linked to fostering students’ entrepreneurial char-
acter, promoting learning for and in the workplace and revitalizing learning in the
community, especially through the consensual engagement of experts and students
in universities, teacher leaders and parents in schools, and members of business
corporations and NGOs. Such multifaceted partnerships will further advance Hong
Kong as a learning city. In the short term, it is imperative for teacher education
institutions, under the auspices of the government, to enhance their pre-service
teacher education and in-service teacher education curricula in EE under the context
of curriculum reform and life planning education.

Conclusion

Entrepreneurship brings wealth and other intangible benefits to individuals and
society, but its existence depends on the acquisition of enterprise competencies
through quality EE at different levels. EE is well recognized as having a significant
influence on the development of entrepreneurial knowledge, skills and attitudes in
youths, and it appeals to all students no matter what career path they choose. In
order to widen the impacts of EE in society, it is necessary to sustain such EE
programmes over an extended period of time through an extension of partnerships.
The TEC was founded to enhance EE in Hong Kong schools, and it not only
brought forward new teaching methods and assisted teacher training but also
highlighted some possible avenues of academic research. EE could be flexibly and
creatively built into the existing school education through future studies focused on
turning the TEC and other similar EE learning activities into quality school learning
opportunities in order to keep Hong Kong a learning city. It is recommended that a
series of thorough studies be conducted to review the development of EE in Hong
Kong and to suggest strategies for policymaking, curriculum development, resource
implications, teacher education and research work in the Hong Kong context.
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Chapter 10

The Role of Entrepreneurial Leadership
in City Region Economies: A Case

of Developing Small Firm Leaders

Louisa Huxtable-Thomas and Paul Hannon

Abstract Entrepreneurs are key actors in the knowledge economy and are fun-
damental to any entrepreneurial and dynamic ecosystem. They drive change and
innovation through starting new ventures, growing businesses and investing in new
ideas. They spot viable opportunities, they mobilise resources, they take risks and
they are action focussed. The capacity and capability of entrepreneurs to lead and
develop their ventures affect future success and sustainability. How entrepreneurial
actors learn to lead is then central to developing a strong and adaptable ecosystem
able to respond to the challenges presented by unpredictable and complex envi-
ronments. This chapter presents a case study of how a leadership learning pro-
gramme has been used in Wales to improve the learning of leaders of SMEs and
how this has subsequently impacted on the regional economy as a result.

Challenges for a Nation

Since the year 2000, the UK devolved nation of Wales has benefitted from funding
from the European Commission aimed at improving economic productivity in order
to bring it closer in line with the European average. The overall aim of the funding
is to make the funded regions more competitive within Europe and for the European
Union as a whole to be more competitive globally.

During the last two periods of funding, between 2000 and 2013, approximately
£3.5 bn was invested in Wales. Together with match funding from public and
private sources, the funded projects have resulted in additional jobs, more sus-
tainable businesses and increased GDP (Welsh Government 2015). In addition,
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these programmes support innovative practices and infrastructure, addressing
problems of poverty, climate change and equality.

Even with some notable successes, Wales has not been lifted above the
European average GDP. Not only is the UK the second lowest in productivity of the
G7 countries, but Wales has the lowest nominal Gross Value Added (GVA) per
head of the UK regions (ONS 2015). Add to this Wales’ high economic inactivity
rate (StatsWales 2015) and the result is a regional economy failing to keep up with
its global peers.

The complex issues around productivity and global competitiveness have been
dealt with comprehensively by authors over the last two decades (Jorgenson 1992;
Schwab and Xavier 2011; Love and Roper 2015) and will not be addressed further
here, other than to say that this background of productivity in a global context is a
key challenge for regions of Wales, and not least for the city region of Swansea.

It is clear that direct investment in the region’s small firms has been effective,
albeit limited, but it has failed to address the apparent stagnation and slow devel-
opment that prompted the funding programmes in the first place. This has resulted
in a region dominated by small firms without the resilience to keep up with the
fast-moving changes of contemporary global business.

If investment is not the keystone to improved performance, then what is?
Research undertaken by numerous policy bodies suggests the underlying problem
that of entrepreneur ambition and productivity. From a policy perspective, the
Welsh Government have stressed the importance to the future of Wales of devel-
oping leadership skills within a business context: ‘if we fail to improve workforce
leadership and management skills and to apply those skills in the workplace, Welsh
businesses will gradually find it more difficult to compete’ (Welsh Government
2008: 10) and this viewpoint is shared across the UK. A report for the UK
Government claims that both entrepreneurship and leadership skills are associated
with enhanced turnover and productivity and that the development of these skills
leads to behaviours that mediate improvements in firm performance (Hayton 2015).

This chapter will argue that these factors, which have failed to be addressed by
cash interventions in the past, can successfully be improved through personal
leadership development programmes and describes the key factors for such pro-
grammes, ultimately setting out how this type of learning can drive productivity in
the entrepreneurial learning city.

The Role of the Entrepreneurial Leader in the City Region

Entrepreneurs are key actors in the knowledge economy and are fundamental to any
entrepreneurial and dynamic ecosystem. This is because they drive change and
innovation through starting new ventures, growing businesses and investing in new
ideas. They spot viable opportunities, they mobilise resources, they take risks and
they are action focussed. The capacity and capability of entrepreneurs to lead and
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develop their ventures affect future success and sustainability. It has been argued
elsewhere that environments with increasingly higher levels of uncertainty,
unpredictability and complexity demand entrepreneurial responses (Gibb et al.
2012).

It then appears logical that entrepreneurial leaders would be an even greater
asset; retaining the action-oriented, opportunity-exploiting aspects of the entrepre-
neur while setting visions, thinking ambitiously and driving performance. Traits
and tricks of the ‘leaderpreneur’ are starting to be expounded in the popular press;
however, the traits of these all-in-one business actors are of little practical use
without understanding the processes or systems they create and how people can
become entrepreneurial leaders.

The notion of entrepreneurial leadership has been explored from different
approaches, but there remains a lack of consensus towards an overarching defini-
tion. The article by Roomi and Harrison (2011) aimed specifically to ‘offer a
relatively stable definition’. Further, they developed some practical approaches to
how entrepreneurial leadership should be taught through considering how leaders
learn to be entrepreneurial and how entrepreneurs learn to be leaders.

The authors reviewed existing literature to seek common themes: some identify
the common aspects across both constructs; others define the inherent traits and/or
behaviours of entrepreneurial leaders; while others explore the environmental
conditions and stages of firm development affecting the need for entrepreneurial
leadership modes or styles, in particular, transformational leadership. The task of
finding a definition is also covered in the review: Surie and Ashley (2007: 235)
adopt a simple working definition of entrepreneurial leadership: ‘leadership capable
of sustaining innovation and adaptation in high velocity and uncertain environ-
ments’ and the linked view expressed by Vecchio (2003) that entrepreneurship is
simply a type of leadership that occurs in a specific setting. However, Kuratko
(2007) concludes that leadership is a type of entrepreneurship, i.e. that it is
essentially an entrepreneurial activity.

In creating their own definition, Roomi and Harrison (2011: 2) discount the
focus on innovation and the view that entrepreneurial leadership is a component of
either entrepreneurship or leadership and suggest that it is instead the fusion of its
two-component constructs. Their definition of entrepreneurial leadership as ‘having
and communicating the vision to engage teams to identify, develop and take
advantage of opportunity in order to gain competitive advantage’ is perhaps the
most logical. However, none of the definitions to date is supported by empirical
evidence or robust critical analysis.

It is clear from the lack of agreement in the reviews and studies undertaken to
date that two things are happening: First, that researchers have identified a form of
leadership that is more akin to the behaviours and attitudes expressed in entre-
preneurs (or entrepreneurial individuals) and secondly that the study of entrepre-
neurial leadership is still in its infancy. A comprehensive review of leadership
theory and research conducted by Dinh et al. (2014) published in a special issue of
The Leadership Quarterly identified 39 theories ranked by thematic category.
Entrepreneurial leadership as a form of leadership study was ranked 37 out of 39
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with less than 1% of papers published during the 25-year time period reviewed
being on this subject (Dinh et al. 2014).

The key outcome from this brief review is that the study of entrepreneurial
leadership development is lacking the evidence needed to back up the assumptions
made by policy makers about the value of developing the relevant mindsets and
behaviours in entrepreneurs and leaders through well-designed educational learning
programmes.

Furthermore, the research that has been published about how leadership is
developed is largely focussed on the corporate community. Few academically
robust studies have been undertaken into the ways that entrepreneurs learn lead-
ership (Huxtable-Thomas et al., in press); however, a more complete concept of
how entrepreneurs learn or how people learn to be entrepreneurs has been devel-
oped. This is described as ‘entrepreneurial learning’.

Why the Need for an Entrepreneurial Learning Approach?

Entrepreneurial learning is a current and growing area of research. For nearly three
decades, many studies and conceptual ideas have been presented (Pittaway and
Thorpe 2012) and in particular the implications for the design and delivery of
educational programmes to stimulate outcomes of entrepreneurial thinking, mind-
sets, behaviours and skills. There is no need to repeat that work here, other than to
say that it is evident is that the development of leaders within entrepreneurial
contexts needs to reflect the modes of learning as experienced in the entrepreneurial
life-world. This then impacts on the learning needs and outcomes and the under-
pinning design philosophies of any educational programme.

As identified above, there has been considerable research into understanding the
concept, practices and contexts of entrepreneurial learning (see Pittaway et al.,
forthcoming, for a synthesis). The importance of this effort is realised when it
impacts on education practice and processes, especially for entrepreneurs. This has
previously been mapped by Pittaway and Thorpe (2012) and reflects many aspects
that have informed the design and development of entrepreneur learning during the
past three decades from the works of Cope and Watts (2000), Gartner (1988), Gibb
(1987), Kempster (2009) Rae (2013) and many others. In essence, these authors
have highlighted the importance of recognising specific contexts and ways within
which entrepreneurs learn: situated; observational; vicarious; experiential; by doing
and experimenting; from others; and through reflection.

It would make sense, then, that the pedagogic approach required to align with
entrepreneurial contexts needs to be embedded not only within course design but
more fundamentally in the delivery principles, i.e. the learning experience must be
seen as: highly contextualised and relevant; based on specific challenges and
opportunities; be associated with a clear need and a tangible action; action-oriented
and allowing for reflection on prior actions and decisions; encouraging storytelling;
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testing out new ways of thinking and acting; learning from respected and trusted
peers; and living with the emotional roller coaster of success and failure.

The case presented in this chapter is built upon a strong research base and a
learning model that has been tested in a university setting to provide a learning
experience for entrepreneurs that aligns with those delivery principles.

Context for the Case Study

This case study is located in Wales, UK, and it is important to understand the
context in which the leadership learning programme exists. Wales is an economy
more than ever dependent upon the creation and growth of thousands of small and
medium enterprises that add revenues to the economy and provide jobs for the local
population. In summary, there are just over 238,000 private enterprises in Wales of
which 77% provide employment only for the founder but still contribute 18.7% of
total employment in the private sector. Of the remainder of enterprises, 21% have
less than 50 staff with the larger firms comprising only 2% of the remainder. Only
1595 enterprises (0.7%) have 250 or more employees. These large employers
account for around 38% of employment and 63% of turnover in the private sector
which presents a major risk to a resilient economy. This has been illustrated clearly
by recent threats to employment in south Wales represented by one of the largest
private sector employers selling their interests in Wales (Kelsey 2016).

Using only basic descriptive statistics, it can be shown that small firms are
central to the economic and social well-being of Wales. Not all firms are capable of
growing, but Wales is certainly performing worse than other comparable nations.
The recent performance of European Structural Funds in Wales suggests that
investment alone is not enough to stimulate the growth considered to be possible in
Wales. A new approach, as advocated by the UK Government and CBI, suggests
looking at the individuals within the firm, not the products or services they produce.
Using this same logic, effective leadership is considered to be one of the major
factors of success in small- and medium-sized enterprises (SMEs) (Soriano and
Martinez 2007) but more importantly lack of leadership is cited as a cause of failure
in firms and a risk to the national and regional economy. When considered at the
micro-level, small firms’ change and growth are driven by the leader, often the
founder, of the firm. With such a strong influence on the firm, the capacity for
innovation and growth must be directly related to the capacity of this individual to
embrace opportunity, risk and failure (Drucker 1985).

The need for leadership and management skills faces a further barrier because in
practice many people who start up and cultivate SMEs do so without any formal
prior entrepreneurship or business training and even fewer have exposure to formal
leadership training before becoming the leader of their own organisation (Upton
1995). The high potential for background stress and emotional disturbance, isola-
tion or attachment to their role that entrepreneurs experience because of their
responsibilities as leaders in dynamic, agile but often vulnerable organisations
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makes the pursuit of leadership skills more appropriate (Huxtable-Thomas et al. in
press).

There are few peer-reviewed publications that agree on what SMEs should be
taught or developed (Bolden and Terry 2000; Shalley and Gilson 2004; Adair 2009)
and even fewer on how leadership development for the leaders of SMEs should be
guided (Kempster 2009). This has left a space, only recently being filled, to look at
qualitative research into leadership and in particular, entrepreneurial leadership
development.

Since 2004, there has been an increasing move towards integrated,
non-instructional models of leadership learning in the UK informed by the work of
Kempster (2009) and the use of situational and experiential learning theory for
entrepreneurs as advocated by entrepreneurship educators such as Rae (2005) and
Gibb (1987). These types of learning aim to engage the learners in real-world
learning that they can relate to everyday experience.

This chapter introduces observations made during research into the LEAD Wales
and Leading Growth Programmes that back up the calls in the recent literature for
further research in this area. The chapter will continue by providing a case study of
what can be done by a university to stimulate the development of entrepreneurial
leadership across the SME sector in Wales and its impact on economic and social
well-being.

A Short History of the Leading Growth Programme
at Swansea University

LEAD Wales, and subsequently Leading Growth, was created to address the gaps
in knowledge and experience of the people that are taking up the challenge to grow
the Welsh economy: the leaders of the nation’s SMEs.

When LEAD Wales was first commissioned in 2009, it was well known that
leadership development could lead to improvements in the performance of enter-
prises but exactly what caused this to happen had not been identified. Nearly
6 years later, a far better understanding of what really works, both during the
programme and afterwards, has emerged due to the dedicated research that helped
measure and develop both programmes.

At the time of writing (January 2016), 906 LEAD Wales and Leading Growth
delegates have contributed at least 2424 new job opportunities and an additional
£52,433,908 to the Welsh economy. These are only headline numbers based on
impacts achieved during the 10 months that each delegate was enrolled on a pro-
gramme and clearly cannot tell the full story behind the impact on the individuals
and their organisations beyond this experience. Changes that start during these
leadership development programmes continue for years afterwards as witnessed by
follow-up interviews and discussion groups with past participants.
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Where Leading Growth Began

LEAD Wales is a 10-month programme of leadership development, delivered
through a combination of experiential and situated learning. The course was funded
from the European Social Fund administered by the Welsh European Funding
Office and the university partners. During each 10-month course, groups of up to
twenty-eight delegates (all decision makers in SMEs and often owner/managers)
spent up to seventeen days attending a diverse series of sessions which encouraged
them to look at and often challenge their preferred leadership styles, re-evaluate
their perceptions of effective practice in small business leadership and help them
address opportunities specific to their organisations, particularly focussing on their
future aspirations.

This model had originally been designed by academics at Lancaster University
based on work with leaders of small business and ran there successfully as the
LEAD programme. During 2013, it became clear, as a result of the collection and
analysis of data from programmes that the LEAD Wales delegates responded dif-
ferently to those in Lancaster. The response of the Lead Wales lead partner
(Swansea University) was to combine their evolving knowledge of the programme
in practice with published academic research and prior experiences of programme
team leaders to identify not just what worked but also why it worked. Keystone
learning elements, such as coaching training, formal reflective practice, presentation
skills and sector- or gender-based learning groups, were identified for leaders in
Welsh SMEs and, as a result of a funding opportunity through WEFO, the Leading
Growth programme was designed and piloted between spring 2014 and summer
2015. During the 5 years of the combined programmes, 906 individuals from 750
enterprises completed one of the leadership development courses.

The remainder of this chapter relies heavily on the various elements of the
combined leadership development programmes to explain how and where the
influence on leadership development has been experienced (Fig. 10.1).

Design of ‘Leading Growth’

Leading Growth was developed as a structured programme, formally introducing
the practice of reflection and reflective learning, as well as giving the learners the
opportunity to complete a formal assignment in order to achieve a recognised
qualification. This is a key difference—experience gained from LEAD Wales taught
us that there are different levels of ‘experiential’ outcomes that can be thought of as
a ladder of progression (see Fig. 10.2). At the bottom of the ladder is the superficial
experience; it may be fun, it may jolt a few thoughts, but the wider implications of
the learning are often lost. This is often described by those who have participated in
role play, or team building exercises that did not reflect their real lives.
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Pedagogy

Action research
and/or action
learning in the
workplace

Reflection on
practice

Simulations
(electronic or in
practice)

Team games in
contrived situations

Performance
and/or scripted
role playing

Activity

Observation, experimentation and
reflection in real life situations.
Learning translated directly to action

Reflection on existing practice, which
may take place away from the location
of practice. Learning relates to
principles of action

Simulated activity in a virtual or real-
life environment. Learning may relate
to action or practice.

Learning experiences, based on
metaphors, designed to engage
emotions and reflectivity. Doesn’t
translate to action or behavioural
change.

These are engineered experiences that
bear little or no similarity to real life
practice, often in a formal learning
environment. No lasting impact on
action or behavioural change.

L. Huxtable-Thomas and P. Hannon

Emotion and/or consequence level

High emotional engagement with the
task and the outcome. Emotions are
authentic and relate to consequences for
self and/or others.

Some authentic emotion related to
consequences of the activity and desire
for personal improvement of skills or
circumstances

High levels of emotion and engagement
but few consequences.

Some level of emotional engagement as
a result of engagement with the task,
rather than the outcome.

Little or no emotion or perceived
consequences

Fig. 10.1 Ladder of experiential learning (Hannon et al. 2015)
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Fig. 10.2 Percentage responses to statements about influence of programme elements or
individuals for sector-based cohorts



10 The Role of Entrepreneurial Leadership in City Region Economies ... 163

At the top of the ladder are the lived experiences, those that had real credibility
and consequences and as a result are often learnt and remembered outside of or
beyond formal learning environments.

The aim of creating the Leading Growth programme was to push the learners up
the ladder to deeper experiences whose relevance and implications beyond the
formal learning environment were immediately obvious and whose lessons
remained with them. In addition, the Leading Growth programme aimed to create
lifelong learning habits and to encourage the participants to reflect on, learn from,
and continuously develop themselves and their enterprises as a result of encoun-
tering new experiences.

Leading Growth discarded the unstructured and generalised format of LEAD
Wales and recognised the delegates’ needs to assign and apply what they were
learning to key leadership tasks. The structured approach described above was
coupled with a deeper recognition of the value of emotional engagements and the
unique leadership preferences of the delegates, identified through personality pro-
filing and personal reflection. The model adopted in Leading Growth was devel-
oped by the Programme Manager (Gary Walpole), and this explicitly stated the
learning outcomes and linked the learning to emotional intelligence models.

Each session was described as either:

e [Leading self—focussed on self-awareness and self-management

e Leading people—focussed leaders on their awareness and management of others

e Leading the organisation—taught the leader to set visions and instil values and
culture

e Leading growth—introduced new tools and methods for strategic thinking and
growth (Table 10.1).

Personal reflection became the mode of assessment for delegates seeking to
achieve a qualification in leadership and management. While it is true that leaders of
SME:s are not, as a group, oriented towards gaining additional qualifications, the value
of using a formal structure of reflection that is aimed at strengthening the learning was
appreciated by delegates as a good habit that allowed them to ‘slow down and think
about their next steps’. In short, by writing a reflection on a learning experience and
how this could be applied to their firm, delegates felt that they were more likely to
implement change. Delegates became more realistic and specific about what would be
achievable. The results of the study suggest that they experienced a greater sense of
achievement as they were able to measure and celebrate their progress.

Results of Research into LEAD Wales and Leading Growth

The following sections summarise the outcomes from the LEAD Wales and
Leading Growth programmes achieved between 2010 and 2015. The start of the
section identifies which elements of the programme had an impact on leadership
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Table 10.1 Description of the elements of the combined programme

Element Description Purpose (notes)
Induction Introduction to the To start the process of building trust in the
programme group
Experiential Experience-based learning 2-day overnight residential course to
event activities, including games cement the trust in the groups, to introduce
and tasks the delegates to the habits of reflecting
upon their actions
Shadowing Observing another in their To experience alternative perspectives of
workplace and being observed | leadership and enterprise
Masterclasses | Presentations and workshops To provide knowledge and/or information
from credible experts and about alternative leadership tools and
leaders styles
Coaching Personal leadership coaching One to coaching with a professional coach
to help address personal barriers to action
Action Small group sessions of To assist delegates to identify and address
learning delegates using action pathways to effective action

learning principles

Informal peer
interactions

Any informal interactions
amongst delegates, i.e. breaks,
lunchtime

Allows delegates a non-facilitated space to
discuss issues and ask questions of peers

Exchange

Short consultancy-type
activity

One-to-one exchange of skills between
delegates

Online forum

Online platform for
communication

To provide consistent communications to
delegates

Learning and

Days where prior learning is

To allow and promote reflection and to

reflection discussed collate the learning
days
Graduation Final celebration of the To provide a forum for sharing experiences

programme

development from the educational perspective while the remaining identifies the
key learning about how entrepreneurial leaders learn and the outcomes that they can
achieve when they do.

Learning Lessons from Leadership Development

Researchers from the LEAD Wales and Leading Growth programmes collected data
from delegates about their intentions, aspirations and the programme’s development
and impact throughout a 5-year period. During this time, the knowledge and
understanding of leadership development programmes have improved and alter-
ations have been made to the questions asked and delivery styles used.

Data were gathered from delegates at entry to the programme and at graduation
to measure changes in the delegates as a result of participation. This was analysed
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throughout the 5 years by a dedicated team of researchers and lessons passed to the
leadership development team on a regular basis in order to influence delivery and
design of the Leading Growth programme, as well as report against progress of
LEAD Wales.

The remainder of this section of the chapter looks at the results of that analysis
and provides an insight into some of the lessons learned about the impact of the
combined programmes on the individuals, their enterprises and how policy actors
can encourage learning in order to facilitate real change.

Leaders Learn Together, But They Are All Unique

The last 5 years of running the LEAD Wales and Leading Growth programmes
have shown that there is no common characteristic amongst the individuals that
self-select to undertake leadership development programmes. What they do have in
common is that they have experienced challenges within their businesses and
personal lives, motivating them to seek support in their personal development to
allow them and their businesses to move forward.

The LEAD Wales and Leading Growth teams have delivered leadership
development programmes to cohorts of business leaders. Cohorts have typically
been made up of business owners from various business sectors, with varying years
of experience in leading a business, and varying levels of prior education. Cohort
members have consistently been of mixed age and gender throughout. However, in
order to assess if there is more to be gained from single sector or single gender
cohorts, the Leading Growth programme trialled these options.

Following the completion of the LEAD Wales and Leading Growth pro-
grammes, analysis of the influence and outcomes of the programmes on the dele-
gates indicates that the approach taken by the leadership development team is
supportive and influential to all types of learners. While it is evident from the
analysis that different groups, cohorts and delegate types will respond differently, it
is equally evident that the level of flexibility in the programme due to the mix of
delivery and teaching styles offered provides learning opportunities suitable to all
these different types. While sector, experience and position in the business influence
the way the programme impacts on delegates, the design of the programme allows
for delegates to experience teaching methods that suit them personally.

Gender- and sector-based cohorts had excellent outcomes for enterprise growth,
achievement of leadership aims and well-being, despite initial concerns about
competition and the ability to trust their fellow delegates. The programmes’
strength and the benefit for the delegates are in facilitating a trusted and supportive
environment for learning, which can be done in any diverse group of leaders or
potential leaders.

This starts during an initial experiential event which sets out the mode of
learning and interaction for the rest of programme. Introducing shared and personal
reflective learning within a group environment, as well as developing trust through
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encouraging open sharing of leadership experiences, forms the foundation of the
rest of the programme.

The Impact of Sector-Specific Learning

Following the development of the Leading Growth programme, specific business
sector cohorts were trialled for delegates from firms specialising in computer
technologies, life sciences, energy or construction. The aim of the trial was to assess
whether they could benefit the delegates’ learning experience. Initially, there was
trepidation by the delegates’ about the potential for close competition and unwill-
ingness to share experiences within a sector-specific cohort. However, these fears
were unfounded. What was witnessed within these sector-based cohorts was a
closer peer-to-peer experience because of their shared experience and knowledge.
This did, however, create a problem during the action learning sets where the aim
was to help each other by asking open questions to get to the bottom of issues, but
required facilitation to stop delegates providing direct advice.

The results illustrated in Fig. 10.2 show the comparison between the average
reactions of mixed cohorts and sector-specific cohorts to the different people
involved in the learning. The trust and influence developed within the action
learning activity was more influential for the sector-specific cohorts, and they
became more influenced by masterclass speakers, the person who fed back their
individual personality profile (Facet 5) and their coaches.

Based on the delegates’ feedback on their shadowing experience, it became
apparent that a sector approach facilitated trust that enabled them to be honest in
their conversations. The proximity of a sector-based cohort may present challenges
for some potential businesses: perceptions of competition, a lack of respect for the
delegate’s own sector and confidentiality issues could have hindered the building of
relationships. However, once these challenges and potential barriers were over-
come, targeted groups were able to challenge and drive each other forward.

The Impact of Gender-Specific Learning

A women’s cohort was facilitated by the Swansea University team. The demand for
this programme was the highest ever experienced by the team, supported by rec-
ommendations made by a network that the women already trusted, which helped
reduce the concerns, barriers and uncertainty about committing to a new pro-
gramme. Figure 10.3 illustrates the differences between how men and women are
influenced by the various elements of the programme and highlights how men and
women learn in different ways.

The evidence suggests that women-only groups have a stronger preference for
learning from peers and from the cohort leader, who is seen as a facilitator but not
necessarily a role model or expert. This is different from the average feedback
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Fig. 10.3 Percentage response to statements regarding influence of peers and leadership
development team members on delegates according to gender

received from mixed cohorts across the combined programmes who generally state
a preference for one-to-one relationships such as those with the coach or the Facet 5
feedback person and role models such as the masterclass presenters.

Impact on Leaders and Managers

The Lead Wales programme had focussed on training owner-managers in
leadership. However, for the Leading Growth programme, two cohorts were
established to develop potential leaders in management roles. This cohort respon-
ded differently than the average to the training being offered, and as a result dif-
ferent elements of the programme were more influential to them than for the more
typical ‘owner-manager’ learner group. The main difference seen between the
owners and managers are the people they consider to be influential (Fig. 10.4).

On average, leaders are more likely to consider each other to be influential in
their development throughout the programme, possibly because there is an
understanding of how to establish and lead a business. However, the potential
leaders’ (managers) cohort was far more likely to consider the programme leader to
be influential. The differences seen in how this cohort chose to learn and develop
are indicative of their experience of working within the hierarchical establishment
of being an employee, whereas owners are more independent in their approach to
gaining information and making assessments. Although the Facet 5 personality
profiling was considered to be useful by all, potential leaders, in particular, con-
sidered the one-to-one feedback on the personality profile to be influential, whereas
only 3.7% of owners considered this to be influential. This is possibly because
Facet 5 provides the managers with ways of improving their relationship with those
to whom they report, whereas owners do not have the same type of challenge within
their roles. This is an important learning point as to where this type of detailed
profiling is useful.
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Focus on Individual Achievement

Contribution to Individual Achievement

People who join LEAD Wales or Leading Growth are making a decision to join a
programme aimed at supporting owner-managers who want to grow their enter-
prises. By graduation, over 80% of the delegates had fully or partially achieved
their aims, while a further 19% succeeded in achieving aims that they had not
initially highlighted for personal or business growth. The delegates identified their
aims and objectives from the start. These aims were often both in terms of the
business and for their personal work-life balance (Fig. 10.5).

On entering the programme, the delegates had their own expectations about what
would be delivered and achieved via a leadership development programme.
However, 51.7% of LEAD Wales and Leading Growth delegates considered the
programme to have exceeded their expectations. Given the varying levels of edu-
cation, prior experience and training amongst the delegates, it suggests that the
quality of the programmes offered is high and effective for a diverse population.
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On the whole, the programmes being offered by Bangor and Swansea Universities
provided successful and beneficial programmes for businesses (Fig. 10.6).

Enterprises Benefit from Leadership Development

When individuals have joined LEAD Wales or Leading Growth, a period of change
or a major event in the lives of the owner-manager has often taken place in the
12 months prior to joining. These events, such as ill health, divorce, or a loss of a
major contract, or a sense of being out-of-control or overwhelmed by the business,
can lead to the owner-managers seeking support in order to re-establish their
position within their business and driving their next phase of growth.

Delegates were asked to consider what has happened to their enterprises within
the 12 months prior to joining the programme, and again at graduation. The results
indicate that the influence of the programme allows the delegates to effect changes
in their businesses during the 12 months of the programme, enabling them to grow
and develop post-graduation. In Fig. 10.7, it is possible to see how the occurrence
of events impacting the business changes from uncontrolled events, such as loss of
a major contract, to expansion into new markets or premises. By the time delegates
graduate from one of the programmes, they are often employing more staff,
expanding their premises and introducing new products or services. While this
matches with the overall project objective to encourage and support enterprises to
grow, there is also a reduction in the number of companies reporting reduced
turnover and employment. This suggests that the programme has a positive impact
on maintaining enterprise size.

Turnover and Employment Trends

Results from the delegates who completed the programme suggest that the majority
of participants’ enterprises either increased or maintained the level of their turnover.
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Fig. 10.7 Percentage of delegates reporting changes within their enterprises at entry and exit from
the programme

As shown in Fig. 10.8, 53.5% of delegates were able to increase their turnover by
up to or over 20%. Less than 10% of companies experienced a decline in turnover
during the 10 months of the programme.

The same principle holds true for increases in employment, with 50% of par-
ticipants reporting they had increased their employment levels during the period of
the programme as shown in Fig. 10.9.

Impact of the Elements of the Programme

Table 10.2 shows the correlation score (rather than percentage score) between the
participants’ preferred elements of the programme and the positive changes in
employment or turnover. This is used to indicate which parts of the programme had
the most positive reaction and benefits for delegates.
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Table 10.2 Programme
element impact upon firm
growth

Impact upon Impact upon

employment turnover

Negative | Positive | Negative | Positive
Peer-to-peer 0.68 82.65 1.37 81.28
Experiential 1.40 81.82 1.86 83.68
Masterclass 24 79.21 1.64 79.67
Action learning | 2.10 76.46 0.70 76.46
Shadowing 2.28 71.32 2.54 71.83
Coaching 2.39 69.38 1.91 69.86
CMI Website 4.53 57.87 4.80 58.67
Online forum 5.22 44.58 4.02 46.59

The ‘positive’ data represents business owner-managers who reported the pro-
gramme elements as being: ‘a little helpful’, ‘helpful” and ‘very helpful’, and also
turnover and employment remaining the same, or growing by up to, and over 20%.
The ‘negative’ data presents the business owner-managers who reported the pro-
gramme elements as being ‘unhelpful’ or ‘neutral’ and their employment and
turnover reducing by up to and over 20%.
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The findings presented in Table 10.2 indicate that each of the elements of
learning has a positive influence on business development, either in impact on
employment or turnover. While there is a positive trend indicated for each element
of the programme, some elements were more influential than others.

The overnight experiential and the peer-to-peer elements of the course are
described as most helpful, and there is a high correlation between those who report
this together with improvements in both turnover and employment. Over 80% of
the business owner-managers providing data claimed that they found these two
programme elements to be: a little helpful, helpful or very helpful, and that their
turnover and employment benefitted. Interestingly, those programme elements that
were not considered to be as helpful (i.e. negative) had a lower correlation with
negative changes on employment or turnover, showing that if delegates did not
have a preference for a particular learning element, it was unlikely to have a
negative impact on turnover or employment. The data support the design of the
programme as influencing the strong, facilitated relationships garnered as a result
and support the preposition that leaders of small businesses prefer learning in ways
that involve others and have practical elements, and where the learning method is
appropriate and preferred, there is a positive relationship with enterprise growth.

Return on Investment

The programmes have generated a 5.83% return on the original investment of
£9,006,605 from the European Social Fund. In total, the delegates have contributed
to the creation of 2424 new jobs—with the cost of investment per new job cal-
culated at £3715. The creation of these new positions has also contributed a net
increase of £52,433,908 to the Welsh economy, indicating the addition on average
of £21,631 in turnover per new employee. On average each company has generated
an increase of £57,874 in turnover.

The overall impact of the programme has been measured against increases in
company turnover and new employment opportunities. Of the 906 delegates who
graduated from the combined programmes, 725 delegates were on the LEAD Wales
programme, and 181 delegates were on the Leading Growth programme
(Table 10.3).

Since the 2014 annual report, the net increase in turnover in the delegates’
enterprises has increased from £32 million and includes a further 400 new jobs.
This indicates that the programmes have continually supported business growth
despite ongoing economic challenges. LEAD Wales and Leading Growth have both
developed since the original LEAD programme and have adapted to the changing
needs of the businesses in Wales’ convergence region. Even allowing that some of
this growth would have happened without the combined programmes, external
evaluation based on a limited sample has calculated a conservative return on
investment to GDP of £2.5 for every £1 invested.

The return on investment for the LEAD Wales and Leading Growth programmes
goes beyond the impact on the Welsh economy, business growth and jobs created.
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Table 10.3 Summary of the total economic outputs of the LEAD Wales and leading growth
programmes

Net increase in turnover Gross increase in employment

£52,433,908 2424

Return on investment (public sector investment as a Programme cost per new

percentage of total net increase in turnover) employment opportunity

5.83% £3715

Average increase in turnover per delegate Average increase in turnover
generated per new employee

£57.874 £21,631

The value of a leadership development programme to individuals and enterprises
has allowed business owner-managers to increase their confidence and levels of
well-being, in turn improving their work-life balance. Empirical evidence also
indicates that leaders invest more back into their staff as a result of their own
participation, which can also enhance and develop further university—business
relationships.

The Leadership Development Team Must Be Responsive,
Credible and Authentic

As stated previously, LEAD Wales was experiential in nature and encouraged
business owner-managers to review their leadership styles and focus on change to
drive growth. In addition, Leading Growth added a formal element of reflection and
planning to leadership processes. The combined programmes were both designed to
facilitate more effective leadership styles to be adopted and to expose leaders to
peers and role models that who they would not otherwise have met. While the
immediate outputs of this activity have been seen—delegates stating they are more
able to think and act strategically and be more confident in their leadership—some
less obvious learning outcomes have consistently been reported as a result of the
programme, regardless of whether taught or introduced during the various learning
elements.

Practical skills such as time management, delegation, strategic planning, setting
and maintaining consistent policy and communicating vision were not directly
introduced within the programme. However, those are considered to be the agents
for improving business performance as a result of improving leadership, which
delegates attribute to learning during the 10-month programme. This is also evi-
dence that the course does not need to be completed to have an impact. Business
owner-managers are seen to diversify, enter new markets and re-profile business
aims and ambitions prior to course completion, apparently catalysed by the course
rather than waiting for the course to be completed to feel empowered to engage in
change.
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What appears to be happening is that the habits of learning introduced during the
programme, those of learning through observation, from peers, by seeking insights
from credible role models and through structured reflection, motivates or inspires
delegates to seek and/or practise other skills.

Feedback from delegates during the combined programmes has confirmed to us
that the role and status of the people delivering the programme is of prime
importance. Delegates often state that they could trust the facilitators and coaches
because ‘they had been there and done that’ as current or former owners of small
businesses, and further that they (the participants and educators) could relate to each
other, which aided communication and empathy. The credibility of the facilitators,
coaches and speakers appears to be an important element in engaging the partici-
pants in the learning, but more accurately, lack of credibility led to quick disen-
gagement. This had an impact on the peer-to-peer networking, action learning sets
and the reflection supporting each masterclass. It is within these less-structured
learning environments that the knowledge was found to be cemented as a result of
the masterclasses. The learning outcome was not that the participants had absorbed
and could repeat the information presented to them, but rather that they had
absorbed the information and considered how it could be relevant in their personal
circumstances and business context.

Conclusions on the Leadership Development Process

It is clear from the research that the combined programmes had a significant pos-
itive impact on the health and well-being of delegates, ultimately leading to more
sustainable enterprises capable of continued growth. Completing a qualification
allowed learners to structure their thoughts and keep a record of their development,
which in turn has enhanced the capacity for changing beyond what would be
expected in the general population of leaders. The good habits that each leader
(delegate) was encouraged to discover and adopt have been taken back to their
enterprise and shared with the wider business community. There is evidence here to
support the policy supposition that growing an entrepreneurial business starts with
developing the leader.

Recognising the importance of diverse peer learning groups was an integral part
of the programme, providing leaders of SMEs with the group of peers and role
models needed to drive self-improvement, resulting in improvement in their
enterprises. Even a sector-specific group can be diverse, as long as there is a mix of
personal experiences, backgrounds, gender and age as well as product or market
bases of the firms.

Personal and professional challenges motivate leaders to attend programmes.
Focussing and, where possible, tailoring the programme to the needs of individuals
allowed them to build the self-confidence and resilience needed to drive changes in
their enterprises. By moving away from ‘enterprise growth’ and developing a
leadership mindset in the individual, more and greater possibilities are pursued.
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Doing this over an extended period (up to 10 months), and recognising the real-life
implications of change on the individual, by providing a supportive environment,
can also lead to improvements in well-being that are diffused into the workforce.

LEAD Wales and Leading Growth providers share the view that leadership is
not about the day-to-day management of staff, resources or sales. The programmes
do not teach processes of business planning or strategy creation. Instead, they
promote creating and implementing a vision and culture based on clear values that
are reflected by staff at every level. The programmes do this initially by encour-
aging self-awareness, empathy with others and the ability to change. This is what
drives sustained growth outside of and beyond the programme.

Successful leadership development results from creating practical learning
experiences that the leaders of SMEs can individually relate to and encouraging
them to take a more considered approach to implementing this straight away in their
enterprises. Real and practical experiences create deeper emotional involvement,
encourage leaders to reflect on their activities and ultimately create habits that can
turn challenging situations outside of the classroom into positive learning envi-
ronments and even business opportunities. All of this is only possible if the team
responsible for delivering the learning opportunities is credible and authentic.

Conclusion on the Role of Entrepreneurial Leadership
in City Region Economies

This chapter aimed to provide an illustration of the case of a university in Wales
stimulating the development of entrepreneurial leadership capacities in the owners,
directors and managers of SMEs. It is clear that this approach supports the
development of such an ecosystem through wealth creation, job creation, new
innovations, sustainable firm growth and positive links with the university.

This study is an important starting point in the journey towards understanding
the complete role that a university can play within an entrepreneurial ecosystem.
This model has been valued by practitioners for its contribution to Wales, as
evidenced by the receipt of a national recognition award in 2015, but as yet there is
little robust data to compare it to in understanding whether this type of performance
improvement would be the outcome of any educational effort aimed at improving
entrepreneurial leadership.

The findings described here provide only a single view of the way in which
focussing on entrepreneurial learning can drive improvements in performance of
entrepreneurs and, as a result, drive more diverse employment and economic
growth. This case example offers a unique and valuable insight into the activities
that work to improve the leadership development of entrepreneurs, but opens up
more questions about transferability and scalability. Was the success seen in this
programme inevitable due to a local culture of entrepreneurial learning? Or has the
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culture come about as a result of the course? This requires a comparative study with
other programmes which it is hoped this chapter will help to inspire.

Further questions about the transfer of entrepreneur(ial) learning have also been
raised. Figure 10.10 is a logic model created to illustrate the pathway through
which leadership learning can lead to a stronger economy. This pathway suggests
that the first step towards successful economic growth as a result of entrepreneurs
learning comes from passing learning on to others. The research to date on transfer
of learning is limited in the realm of the entrepreneur. The assumption that
improvements in one firm’s performance as a result of learning force change in
competitors has not yet been studied at the regional level, nor has the assumption
that this leads to improvements across the board and, eventually, the adoption of a
culture of learning across an entire region or sector.
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Chapter 11
From Student to Enterprising Researcher

Owen R. Bidder

Abstract In recent years, I have found myself coming into contact more and more
with ‘enterprise education’. This relatively new discipline sets out to give students
and graduates the capacity to generate ideas together with the skills and confidence
to see those ideas through to fruition. After the shift in economic climate post-2008,
many British students found it more difficult to find employment in their chosen
fields and these efforts to develop students’ soft skills, those that perhaps are not
developed directly by academic study alone, became more necessary. British uni-
versities now employ numerous methods and interventions, from business com-
petitions to hosting public lectures from successful business leaders, to try to
develop students’ ‘entrepreneurial spirit’. Pinning down accurately what that ‘en-
trepreneurial spirit’ entails is difficult. Of course, there are certain characteristics
that many entrepreneurs share. They tend to be good problem-solvers, innovative,
they take risks, and they can mobilise people and resources to make things happen.
However, finding the blueprint for making an entrepreneur can be quite difficult. In
addition, many students do not want to become entrepreneurs as they prefer to work
in teams and join existing organisations. Can they be helped by enterprise educa-
tion? People who are innovative within existing organisations can be referred to as
intra-preneurial, and enterprise education aims to help them realise their potential
too. In this case study, I recount my experiences with enterprise education indi-
cating what helped me, explain how I found myself being more entrepreneurial than
I had realised I could be, and how I ended up moving forward as an enterprising
researcher in academia.
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Where It Began: Zoology Student

In 2005, I began studying zoology at Swansea University (then the University of
Wales, Swansea). My method for choosing a university course was a little
unorthodox. I had been reasonably good at biology in school, and so I looked
through the Universities and Colleges Admissions Service in the UK (UCAS)
Website searching for a course that might interest me. Reaching the end without
success, I settled on zoology. Once I knew that the study of animals was a discipline
of its own, the choice seemed quite logical for me, I had grown up on the beautiful
Gower Peninsula in Wales, the UK’s first designated Area of Outstanding Natural
Beauty, so I was always outdoors or in close proximity to nature and had a great
affinity for animals. I had considered other courses; I once took a tour around the
steel works in Port Talbot in South Wales to see what it might be like to be a
chemical engineer but, every time I thought about something else, I eventually
settled back on zoology.

There is an important point to make here about the kind of student I was when I
entered university. I had absolutely no interest in anything to do with finance,
economics, or anything that could be considered relevant to the economy at all.
I was somewhat idealistic and very naive about the benefits of developing any sort
of business acumen. When I started at the university, I was surrounded by others
like me. We were there to protect endangered species from extinction, and we often
took a dim view of businesses’ commercial activities as often they led to envi-
ronmental damage. This view was not uncommon amongst my peer group and
many undergraduate biologists with whom I came into contact thought similarly.
We were being taught about climate change, the loss of endangered species, and
humanity’s impact on the earth. Terms such as ‘commercialisation’, ‘for profit’, and
‘exploitation’ were toxic to us, and I do not think anyone on my course had
ambitions to do anything other than work for an NGO or conduct academic research
in the field. If anyone was to work in industry, they would probably try to become
an ecological consultant and work hard mitigating the impacts of human devel-
opment on vulnerable habitats and animals. As an undergraduate, I was more
concerned with volunteering for litter picks or helping out with field research than I
was with boosting my business acumen or employability skills.

Then, in 2008, there was a very different type of climate change, a change in
economic climate. I graduated with a 2.1 Bachelor’s degree in zoology at perhaps
the worst time for youth employment prospects in decades. I applied to be a ranger
at a local wildlife reserve and did not even get an interview. It turned out that I
lacked any of the experience necessary to work in that environment. How was I to
know that park rangers often sat at desks, met with managers and stakeholders,
networked, or applied for grant funding? Looking back, I was a good student, but I
was not equipped with the experiences necessary to land a job straight out of
university. I was not at all enterprising. I had no tangible experience as evidence for
my soft skills. I had worked in teams of students to prepare group presentations,
which is not the same as contributing to a professional project. I realised that
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employers wanted prerequisite experience, but I could not land a job that would
give me the opportunity to obtain experience! It was a ‘catch 22°, and over the few
months that I was unemployed, living at home back with my mother, I suffered
from low self-esteem and I worried about my future prospects.

I decided to return to the university and study for a Master’s degree in envi-
ronmental biology in the hope that having a postgraduate degree might make me
more competitive in the job market. I remember a turning point for me was a
module in which we were required to write a grant application for a project of our
own invention. It made me realise that everyone in this world needs to be able to
sell things. Selling is an entrepreneurial skill in which you convince other people
about the value of something. The things we sell are diverse: retail products,
services, our skills and experiences on CV’s, or, in this case, ideas for research and
conservation. I started talking to people about my projects, trying to explain why
they were important and why they should be interested, I was selling all the time!
Before, I had usually described my work in terms of why it was important to me,
but whilst writing that grant proposal I realised that it was better to describe it in
terms of why it should be important to others. This is an important distinction, and I
believe this change in attitude was the first step to becoming a more enterprising
individual. I managed to gain top marks in my grant application assignment and
went on to obtain an offer of a funded Ph.D. in biological sciences at the university.

Enterprise Education During the Ph.D. Years

My first experience with enterprise education came during a residential summer
‘grad school’, which was designed to develop entrepreneurial skills in students
studying for a Ph.D. through the European Social Fund’s Knowledge Economy
Skills Scholarship. During the grad school, we were grouped with numerous other
Ph.D. students drawn from universities all around Wales and asked to tackle
business and social challenges. I was working in a team of social scientists, engi-
neers, and sport scientists. Usually during undergraduate work, you are working
only with other biologists, so this was the first time I had worked with students from
other disciplines. I was interested in how we all approached the problem in different
ways, and this made me realise how blinkered I had become in my thinking. The
discussions we had during grad school were enlightening, and I think exposure to
other disciplines was one of the things I had missed out on during my under-
graduate studies. In addition, we were given a lot of information and resources
detailing how universities commercialise research or how we might be able to fund
a social enterprise if there was something we were passionate about and wanted to
address. I remember at the time I was surprised at how useful some of my research
skills might be in careers outside academia. Often, research students can be so
focussed on their research topic that they have difficulty mapping their skills and
experiences to other roles. Many research students go on to work in industry or the
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public sector, so helping them to map their skills and experience to roles outside
academia is important.

In the second year of my Ph.D. studies, Swansea University held a competition
called ‘The £500 Challenge’. Backed by Welsh billionaire Sir Terry Matthews, the
competition aimed to develop students’ entrepreneurial skills by giving them £500
of seed-funding to develop a business idea. I was initially told about the compe-
tition by Dr. Geoff Proffitt of the biosciences department. He gave me much support
in formulating ideas for a business. We brainstormed together, and it was in these
early discussions that we struck upon the idea to make a smartphone app to help the
public identify wildlife. Spending time with Dr. Proffitt at this stage was immensely
helpful as he brought a wealth of experience to bear on the project. Unfortunately, I
had no experience of writing code or actually designing the software, but I had a
friend in the computer science department, Andrew Ryan, who did. After some
frantic emails back and forth, he agreed to be involved and all of a sudden I had a
team. I would write the content for the app, and he would design and program it.
We were required to pitch for the funding to Sir Terry Matthews in front of an
audience. We had to make sure that our product could feasibly be finished in the
six-week time period in which the competition would run.

We decided that we would focus initially on butterfly species, because there are
only fifty-nine native species in the UK. This also gave us a sustainable business
model, as once the butterfly app was finished we could move on to other groups of
animals and continue to grow the business. Our pitch went well, we were awarded
seed-funding, and we set to work on making the app. Development went well, and
luckily, our initial outgoings were rather small as all we needed to do was register
on the online app stores before we could sell our app online. I ended up learning
quite a great deal about programming and even more about butterflies whilst I was
writing up my database for the app, so the whole process actually had additional
skills development benefits that I had not anticipated.

Finishing the app took about three weeks in total, and we set to promoting our
product online in social media. Unfortunately, one of the lessons we learned was
that a lot of ‘likes’ from friends and family do not necessarily translate into sales
and that we would need to pursue other means of advertising the app if we were
going to make any money. During the development of the app, we developed a
citizen science aspect by including a function that enabled users to upload their
sighting data to a central database, thus producing records of species distributions.

This caught the attention of the BBC, who invited us to talk on the radio about
our product. The exposure was immensely helpful and gave us a significant bump
in sales. This in turn shot us up the charts for the app stores we were hosted on,
making our product more visible to users when they were searching the store, which
in turn led to further sales. In all, by the time the competition was finished we had
managed to sell over 600 copies of our app. In order to qualify for an award for
entrepreneurship from the university, I was required to write up a detailed business
plan and Andrew and I presented this to a panel of senior staff at the university to
reflect on our experience. For the first time, we were required to think about
long-term strategies for the business, something I had never had to do during my
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studies in zoology! This was all useful experience, and I learned about the
importance of mapping out a business model in order to sell our app to investors
and make predictions for future sales and growth.

Andrew and I began to enjoy attending business fairs and events representing the
business, and we realised we were quite good at discussing the app with other
business owners. We found that our personal investment in the business led to us
being passionate and excited to share our vision. This passion was communicated
during the ‘Lion’s Lair’, a further intercollegiate competition we decided to enter in
which we pitched the business to a panel of business leaders from South Wales. We
won that competition, but I had no time to stay for the prize presentation as I
travelled immediately after our pitch to London to take part in the ‘Falling Walls
Lab’, presenting my research to an international interdisciplinary audience. As I had
become busier with my app business, I started to transfer that same passion and
drive back into my Ph.D. studies. I realised that I was constantly being offered
opportunities to speak at events or get involved with new projects. I took my
networking experience from the business events I had attended and applied that to
my research efforts, organising a guest seminar at a university in Hanover,
Germany. This is when I felt something spark and I steadily became an enterprising
researcher who was highly productive.

The business went further when we utilised the assistance available at the uni-
versity to register ourselves at Companies House. As a legitimate business, we
discovered that we qualified for additional enterprise assistance from SEACAMS, a
new development to integrate research and business opportunities in the marine
sector in Wales. Working through these steps gave me an insight into how many
grants were available to people wishing to grow their businesses in South Wales.
With SEACAMS, we started development on a new product to help the public
identify fish. We found that this close association between the university and
external enterprise organisations was immensely helpful. This is an ideal incubation
environment for those graduates wishing to develop their own business.

I was also looking at my research through a new lens. I saw that research
projects that addressed the issues facing society were likely to have greater impact
and in turn attracted better funding. I began thinking about ideas for my own
research once I graduated with my Ph.D. and how it might be relevant to others.
Drawing on my experience from the grad school and from my business activities, I
thought about a ‘market’ for my research: whose problem would I aim to fix, how
would I do it in a cost-effective way, and how would I make sure that I disseminated
my results effectively to achieve maximum impact? These were all questions I
formulated as a result of