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Abstract: The United Nations’ Sustainable Development Goals promote entrepreneurial competences
as a means of supporting young people to innovate, start businesses, and create jobs. Furthermore,
the European Union considers entrepreneurial skills to be essential in creating welfare and economic
sustainability. Empowering individuals with entrepreneurship education, an entrepreneurial mindset
and behaviors, are tools to develop human capital. This article explores how European policies
can drive development of entrepreneurial competences by examining the case of the European
Framework for Entrepreneurial Competences (EntreComp) and its integration into education and
training development in different countries. With this research, we contribute education development
from the practical point of view by analyzing how a cross section of actors, using EntreComp as
a European framework for entrepreneurial competences, see that entrepreneurial learning has
been realized and could be further supported in transnational education contexts. We will also
expand the theoretical discussion of entrepreneurship education from the perspective of education
sciences, as we have not previously obtained clarifying results or conclusions on how, for example, the
educational change related to the development of entrepreneurship education should be implemented.
The research data was collected through a case study, for which an online survey including both
quantitative and qualitative approaches was conducted in 2020. Responses from 348 respondents
from 47 countries were analyzed through an extended model for learning originally conceptualized
by Shulman and Shulman (2004). The findings suggest that EntreComp has been widely recognized
as a critical driver of competence in entrepreneurial education. However, a lack of shared vision
and development of practice in the use of EntreComp can hinder the effective implementation of the
framework. Thus, further support and guidance are needed in promoting the learning process of
policymakers, educators, trainers, and other stakeholders, on both micro- and macro-level education
design, to support successful adoption and adaptation of the policy-driven frameworks.

Keywords: entrepreneurship education; entrepreneurial competences; learning community; EntreComp;
EU policy

1. Introduction

Sustainable Development Goals (SDGs), adopted by the United Nations [1] Member
States in 2015, have increasingly focused on entrepreneurial learning interventions to
support ambition in young people to start their own businesses and generate their own
employment opportunities (SDG4.4 and SDG8.3). Furthermore, the European Union (EU)
considers entrepreneurial skills to be an essential factor in creating social and economic
sustainability. Entrepreneurship education (EE) seeks to empower individuals with suf-
ficient formal education and training to support entrepreneurial behavior and thinking.
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According to European policy documents [2], we need skills and competences that support
personal development, social inclusion, active citizenship, and employment. The key
competences believed to enhance human capital, welfare, and competitiveness include
literacy, numeracy, science, and foreign languages as well as transversal skills, e.g., digital
competences, entrepreneurship, critical thinking, and problem solving [3]. Entrepreneur-
ship education can cultivate such competences throughout life in different contexts and
for different purposes, such as using these competences to create entrepreneurial actions
impacting on sustainable development goals (e.g., [1,4], in particular SDG4.7). Further-
more, entrepreneurial culture enables, e.g., SMEs to turn environmental challenges into
opportunities [5].

The European Entrepreneurship Competence Framework (EntreComp) is one of the
EU’s responses to support common understanding and widespread integration of en-
trepreneurship, within and across education systems, promoting entrepreneurial learning
towards social, cultural, or financial value creation. EntreComp is suggested as a tool
for supporting development of the entrepreneurial capacities of European citizens and
organizations by establishing a consistent reference point to support development of shared
concepts of entrepreneurship competences, goal setting, and evaluation. Previous studies
on EntreComp indicate that it is possible to build education programs on EntreComp [6–10]
by using the framework as a basis for curricula development and learning activities. As
Bacigalupo et al. [3] stress, the use of the framework is claimed to foster entrepreneurship
as a transversal and holistic competence, applicable to diverse purposes and contexts. The
framework can also be used to describe and differentiate outcomes and attainment in the
assessment of entrepreneurial competences [3]. For example, in Finland EntreComp has
been adapted into higher education teaching practices with good results. Recent empirical
evidence indicates that the EntreComp competences are attributes of success aligned with
the expectations of the future of working life, and are therefore meaningful for transforming
education [11].

Although entrepreneurship education appears to be gaining ground [12], with
widespread policy recognition of the need for educational reforms, educators and other
education professionals have struggled to identify the content and methods with which to
implement EE. It has also been acknowledged that educators’ learning processes have been
missing from education policy implementation [13]). However, consideration of educators’
reflections and learning processes are a crucial feature of successful educational reforms,
such as the implementation of the EU strategies and frameworks that form a vision for the
future of education. Additionally, motivation for change, sufficient substance knowledge,
and understanding of how to implement these reforms in practice are essential [14,15]. This
is also supported by Kelchtermans’ [16] claim that educators’ sense of identity and their
individual roles are key drivers of active engagement with educational review and renewal
processes. Strengthening this, the Eurydice report [12] states that educators’ attitudes and
behaviors in EE may be even more important than substance knowledge.

Previous studies imply that the successful development of entrepreneurship education
by engaging educators is a complex issue. In response, many scholars have introduced new
approaches to widen the discussion using learning communities [17–21] and extending
resource bases (e.g., society) for EE activities [20,22]. These approaches offer new pos-
sibilities for learners to gain experiences and insight through a participatory approach,
which involves, e.g., policy-makers, representatives from private and public sectors, and
parents [13]. To cultivate a supportive ecosystem for EE, teachers, educators, policy-makers
and communities may need to collaboratively reconsider their values and assumptions
about school and education [23,24]. As Perrotta [25] argues, educational cultures, poli-
cies, rationality, and emotional dimensions have high significance when adopting new
approaches to education. This complexity is also highlighted in curriculum reform re-
search: promoting an enterprising culture through curriculum reform requires meaningful,
well-designed partnerships, securing wide participation of internal and external stakehold-
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ers [26]. Such partnerships need to take into account local curricula, specific characteristics
of different communities, and a focus on practice-oriented reforms [23,26].

However, there can be a significant gap between policy document recommendations
and the design and implementation of entrepreneurship education in practice. In this paper,
we anticipate that the development of entrepreneurial competences, driven by EU policies,
requires the engagement and involvement of the whole learning community, acting as
co-creators in the policy implementation through practice-oriented reforms. This approach
is also highlighted by the chosen case study of the EntreComp framework. Therefore, this
study investigates how the EntreComp framework has been implemented in transnational
education contexts, looking particularly at how EntreComp guides the creation of a future
vision for integrating entrepreneurship education to educational practices. Empirical
data was collected from educators to examine how it is implemented and understood in
practice: how can the framework motivate educational change and reform? By addressing
these issues, we highlight how a policy-driven entrepreneurial competence framework
can provoke, support, and drive educational change in Europe, and describe what kind
of activities might further strengthen entrepreneurial competences and the sustainability
of education in practice. Our case study also opens up opportunities for further research.
For example, Cohen et al. [27] argue the generalizability of such single experiments (e.g.,
case and pilot studies) can be further extended through replication or multiple experiment
strategies, allowing single case studies to contribute to the development of a growing pool
of data. In this context, we may consider case studies methodologically, both quantitative
and qualitative, that we adapt for our purpose in studying the case of EntreComp.

A case study of the EntreComp360 project [28] allowed the gathering of a wide trans-
national data set. The project’s main goal was to develop opportunities to connect the wider
community and provide guidance and resources to support those who are inspired by, or
are already using, EntreComp across lifelong learning. To achieve this, it was essential to
obtain an overview of European entrepreneurship education and how EntreComp is, and
might be, integrated into it. Therefore, the EntreComp online survey was issued in 2020
targeting policymakers, lifelong learning organizations, educators, and other stakeholders.
A comparative approach reveals: what are the learning communities’ key reflections and
learning processes related to development of entrepreneurial competences? What is their
vision for the future implementation of EntreComp? What is their motivation for change?
How do they perceive and utilize EntreComp? Both quantitative and qualitative data were
collected as part of the study. In total, there were 348 respondents from 47 countries. The
country comparison is shown between the U.K., Finland, Spain, Germany, Italy, and Iceland
to identify varying levels of integration of the framework in different national contexts.

The paper is structured as follows: firstly, we highlight the key points of the theoretical
debate around EU policies driving entrepreneurship education and learning communities
to create a framework for analysis by adapting the Shulman and Shulman framework [14].
Secondly, we present the case of EntreComp, methodological choices, and data collection
methods. Thirdly, we summarize the key results from the survey. Fourthly, we summarize
the results gained in terms of what gaps can be identified, and what leverage is needed
to support coherent educational reform to promote entrepreneurial competencies across
Europe. Finally, we conclude that a lack of shared vision, motivation, practices, and
understanding of entrepreneurship education can hinder the effective implementation
of the framework. We propose further research on the integration of individual and
community learning processes into the designing of the policy tools.

2. Literature Review
2.1. European Policies Driving Entrepreneurship Education

Since 2003, there has been a concerted effort by the European Commission to drive
entrepreneurship education forward. The inclusion of entrepreneurship as one of the eight
European Key Competences in 2006 led to the agreement by all EU Member States to
embed these key competences into their education and training systems; however, the 2016
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Eurydice study [12] demonstrated that the approach is fragmented and not mainstreamed
for the entrepreneurship key competence. This visibility has increased since the launch
of the Europe 2020 strategy through education and training focused policy documents
culminating in the 2016 and 2020 Skills Agendas [2]. These reaffirmed the importance of the
entrepreneurship key competence with three key work strands: improving the quality and
relevance of skills formation; making skills and qualifications more visible and comparable;
and advancing skills intelligence, documentation, and informed career choice. The 2020
European Skills Agenda is now setting the framework for policy and reform at EU and
national levels, stressing the importance of developing an entrepreneurial mindset and
giving all learners at least one entrepreneurial hands-on experience during compulsory
education, as well as strengthening VET and STEM education through entrepreneurial
work-based learning. The importance of transversal skills was reaffirmed by the European
Council in the 2018 conclusions and emphasized within the European Pillar of Social
Rights [29].

In constantly developing societies, in which technological solutions innovate at pace,
and social and environmental challenges relentlessly evolve and emerge, versatile and
action-orientated competences are indeed essential for taking part in and contributing to
society. Education is the primary lever to develop human consciousness and mentally
self-conscious individuals to secure long-term sustainability and ensure a sustainable
future [30]. General education is expected to provide a broad and balanced range of
knowledge and skills in modern societies. Creative thinking, social skills, and the capacity
to solve relevant and meaningful problems, are considered to be fundamental competences
in promoting sustainable societies [31]. Entrepreneurial education, also referred to as
entrepreneurship education, offers a way to nurture such competences. Entrepreneurship
education is integrative in nature, with applications across different knowledge areas and
purposes [26,32]. The core pedagogy of entrepreneurship education has been analyzed
as emancipatory pedagogy, aiming to give the student agency and freedom to develop
creative, independent, and action competences [23,32,33].

The purpose of EE is to educate students to take more responsibility for themselves
and their learning; to achieve their goals, to become creative, active and critical citizens;
to discover existing opportunities and create new ones; and to cope and thrive in a com-
plicated society [32,34]. An essential aim is that students take an active role in the labor
market, considering entrepreneurship as a natural career choice [15]. Entrepreneurial
education involves developing behaviors, skills, and attributes, applied both individually
and collectively, to help individuals and organizations of all kinds, to create, cope, enjoy,
change, and innovate (e.g., [20]). It is worth emphasizing that academics have warned that
EE should not be too simplistic or too focused on market or business creation in order to
offer viable solutions to complex social, cultural, and economic issues [35,36].

Since this study explores how European policies can drive development of entrepreneurial
competences by examining the case of the European Framework for Entrepreneurial
Competences (EntreComp) and its integration into education and training development in
different countries, we will next focus on the key elements of the EntreComp framework.

2.2. EntreComp Framework Strengthening Entrepreneurial Competences

The EntreComp framework is comprehensive and detailed, creating a construct of
entrepreneurial competences that can be developed through entrepreneurial education.
Its primary purposes are to create a common understanding of entrepreneurship as a
key competence and to establish a common language for entrepreneurial competences to
bridge education and work [3]. EntreComp identifies fifteen entrepreneurial competences
that can be developed through learning within a progression model that maps across
developing autonomy of use and complexity of application, and emphasizes the broad-
based potential of these competences to create value for others across the social, cultural,
and economic spheres. The framework consists of three interrelated and interconnected
competence areas: ‘Ideas and opportunities’, ‘Resources’, and ‘Into action’. Each of these
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areas comprises five competences, which, together, constitute the building blocks, or
threads, of entrepreneurship as competences. The framework describes development of
the 15 competences along a progression model, expressed in learning outcomes, over eight
levels (see Figure 1.)
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A developing body of studies and research evidences the use of EntreComp across
Europe and globally. Stakeholders have translated the original report and framework into
thirteen languages to date, with partial translations available in a further three languages.
The European Commission has developed a suite of publications driving implementation of
the framework into youth-work, education, employment, and enterprise sectors. The most
policy-relevant is the 2018 Revision of the European Key Competence Framework, where
all European member States agreed to EntreComp as the basis of the entrepreneurship key
competence within education and training systems based on the original report published
in 2016.

A number of EC documents provide guidance and case examples to promote use of
the framework [29,37]. The utilization of the EntreComp framework has been broken down
into five specific goals: mobilize interest and inspire action; create value by adapting the
framework to specific contexts; appraise or assess levels of entrepreneurship competence;
implement entrepreneurial ideas and projects; and recognize entrepreneurship skills [29].
The EU has further directed funding towards raising awareness and implementation
of EntreComp (e.g., targeted calls via COSME and Horizon2020 with a specific focus
on using EntreComp). On a larger scale, the Erasmus+ 2014–2020 program includes
development of key competences as a program priority including entrepreneurship and
107 current Erasmus+ projects explicitly mention EntreComp in their application project
summary. These initiatives encourage the use of EntreComp to underpin projects related
to entrepreneurship key competences. However„ EntreComp as a framework remains
less developed and exploited than other European key competence frameworks, such as
DigComp, where the first framework version was published in 2013 and development has
been supported by well-established European stakeholder networks such as AllDigital.
The EntreComp community platform, initiated by the Erasmus+ funded EntreComp360
partnership, will be launched as a community of practice in 2021 to support those using or
inspired by the EntreComp framework. The implementation of EE is related to the reflection
of both individuals and communities. Next, we will present learning communities in the
context of driving changes in education.
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2.3. Learning Communities of EE Driving Educational Change

Communities of practice, including communities of learning, have been acknowledged
as a powerful method of continuing professional development in education, implementing
changes, and sustaining changes [38,39]. Learning is not seen as something that only takes
place within the individual, but rather, something that happens through participation in
communities of practice [40]. Thus, knowledge is understood as situated in the social
context, and its influenced by what is valued in the community. The development of
knowledge in a community of learning involves participants collaborating to learn from
various resources. [23,39]. We may consider that knowledge management is the process of
creating, sharing, using, and managing the knowledge and other information. Therefore,
it is also about creating such changes in an organization supporting the most effective
knowledge development. [41]. To implement and sustain change, the whole social ecology
involved in the development of EE, e.g., stakeholders and influencers of the community
of the practice, must participate in the landscapes of learning that educators may belong
to [23,39].

Community-based learning refers to a wide variety of instructional methods and pro-
grams that can be used to connect classroom teaching to the surrounding community. It is
also a pedagogical strategy that intentionally integrates services to the community through
classroom learning [42]. The literature describes numerous and diverse benefits of student
engagement with community-based learning across multiple domains, including academic
development, socio-personal development and civic engagement (e.g., [42–47]. It also
supports active citizenship through sustainable development [48], enables and encourages
people to take direct actions to tackle the challenges of a rapidly changing, increasingly
global world by offering knowledge and skills to improve citizens’ lives in sustainable
ways (e.g., eco-friendly farming and addressing social and economic inequalities). Greater
shared ownership empowers people to shape their community’s future and address global
issues. This is also acknowledged in international policies, e.g., the UNESCO Institute for
Lifelong Learning [49] emphasizes the reciprocal relationship between community-based
learning practices and national and local public policies, as both should be guided by a
shared vision.

At the same time as we talk about developing learning communities, our discussion
has expanded to what we understand by ‘real’ learning. The analysis of learning has
shifted towards the processes of individual educators and learners, as a means of creat-
ing an understanding of a learner’s reflection, within the broader context of community,
institution, policy, and profession. This has laid the foundation for more recent discus-
sion on the broader goals of student learning in a variety of settings, including that of
learning professions and communities ([14], see Figure 2.) This learning is most effec-
tive when accompanied by metacognitive awareness and analysis of one’s own learning
processes, supported by membership of a learning community. Indeed, this approach
applies to student learning processes, as well as to the learning processes of educators,
practitioners, parents, policy makers, and stakeholders [14,21]. Despite recent gains in
the profile and reach of entrepreneurship education, the community learning process has
been less represented [21]. Therefore, in this study we focus on how the European Union
framework for entrepreneurial learning drives key competence development in Europe
within learning communities by extending the original framework by Shulman and Shul-
man ([14], see Figure 2) consisting of four core modules —-vision, motivation, practice,
and understanding—with integration of the EntreComp framework’s goals as described in
the following section.
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According to the Shulman and Shulman [14] model, an accomplished teacher or other
educational practitioner, should be a member of a professional community, and be ready,
willing and able to learn from their teaching or other educational experiences. An educa-
tor’s vision generates the readiness and willingness that induces motivation. Educators
should be ready to pursue a vision of a classroom, a school, or other learning unit as a
‘learning community’ in which teachers and other educators deepen their understanding
and are motivated to further develop the forms of pedagogical and organizational practices
needed in transforming their visions, motives, and understandings into a functioning,
pragmatic reality. When they form learning communities, and work as members of them,
the educators are capable of learning from their own and others’ experiences through
active reflection. Shulman and Shulman [14] also suggest that accomplished educators
can smoothly integrate their vision, motivation, understanding, and practice into their
teaching or other educational activities through active reflection, which is key to learning
and development. Furthermore, Shulman and Shulman highlight the concept of the learn-
ing community from a broad perspective, e.g., expanding the learning communities from
the classroom to the level of society. Thus, policy-makers and stakeholders can have an
essential role in advancing the learning processes of themselves and their communities,
expanding the learning communities from micro to macro level in society.

By examining the case of EntreComp employing the Shulman and Shulman [14] ap-
proach, we investigate how the framework has been adapted in different national contexts.
A comparative approach reveals: what are the learning communities’ key reflections and
learning processes? What is their vision for the future by implementing EntreComp? What
is their motivation for change? How do they perceive and utilize EntreComp?

To conclude, despite all possibilities and efforts in developing education and com-
petencies, the state-of-the-art literature on entrepreneurial behavior promoting sustain-
able societies still lacks understanding of how entrepreneurial frameworks and strategies
strengthen the learning process of communities. With our study, we aim to increase
both theoretical and practical understanding of how global strategies, which address
entrepreneurial behavior and sustainability, could be operationalized meaningfully in a
real-life setting. Therefore, this study contributes to the education development from a
practical point of view by investigating how different educational actors, using EntreComp
as a European framework for entrepreneurial competences, perceive entrepreneurial learn-
ing, how it has been strengthened by the policy framework and how it could be further
supported in transnational education contexts. We also expand the theoretical discus-
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sion related to entrepreneurship education from the perspective of education sciences, as
there are no unambiguous results or conclusions from previous studies explaining how
the educational change related to the development of entrepreneurship education can be
efficiently implemented. In this context, we stress the importance of the learning process of
communities involving different educational actors. These starting points naturally form
our research questions and methodology described in the next section.

3. Methodology
3.1. Data Collection

An online survey was created in 2020 for policymakers, educators, and other stake-
holders. Both quantitative and qualitative data were collected from respondents. The
quantitative survey was mainly based on Likert statements in which we used four-point
scales. In some cases, respondents had the opportunity to answer, e.g., yes/no. In addition,
a few statements were rather practice orientated (e.g., “Do you have an existing example
of practice that could be shared with others?”). Often in this respect, the respondents
further supplemented their answer with a descriptive, qualitative response. Applying
purposive sampling [27], the survey was shared across EntreComp360 project’s partner
communication channels, through direct mail to existing databases, social media, and
broad dissemination across online media to engage actors and networks from youth work,
formal education, non-formal education, employment, and enterprise practice and policy
organizations. We chose purposive sampling because we wanted to target our survey
selectively to the kind of respondents we considered having some previous experience,
understanding, or knowledge of entrepreneurship education. Furthermore, we describe
that our methodology is based on a case study approach to examine the practical implica-
tions of the EntreComp framework. A survey was administered to gather data related to
this particular case, being the implementation of the EntreComp, to collect first-hand data
from either a small sample or a larger entire population of individuals to describe different
aspects and characteristics of the respondents related to the phenomenon. Case studies
based on surveys do not involve any experimental manipulation of the conditions, and
thus, there was no activity of this type in our study. ([27].)

There were a total of 348 respondents from 47 countries. Since most of the countries
had only a few (less than 10) respondents, the comparison between different countries
was made using data from only 6 countries (U.K. (n = 52), Finland (n = 37), Spain (n = 36),
Germany (n = 35), Italy (n = 30), and Iceland (n = 27). There were 12 NAs). However, in bar
plots, we mostly used all the answers when no comparison between different countries
was done. The different fields of work the respondents are involved in are described in 4.1.
Background Variables. One respondent may be involved in several fields, that is, in many
questions one respondent may provide several answers to the same question.

3.2. The Assessment Frame and Research Questions

The framework used in this survey, based on the work of Shuman and Shulman [14],
Seikkula-Leino [26], and Seikkula-Leino et al. [21,50,51], has been widely used. It has
proven effective in qualitatively assessing educators’ learning and reflection within ed-
ucation reform. The frame consists of four core modules which are: vision, motivation,
practice, and understanding, as described in the literature review. In our study, ‘vision’
refers to, e.g., these questions: “What kind of outcomes and impact may I proceed with
EntreComp?”. ‘Practice’ refers to questions such as: “How could I implement EntreComp
in education and training?” while ‘motivation’ refers to: “Would you like to integrate
EntreComp into your daily work?”. One example of questions referring to ‘understanding’
is: “Does your work link to some or all of the competences highlighted in EntreComp?”

The survey answers were analyzed by each research question as follows:

1. What is the understanding of EntreComp?
2. What is the motivation for using EntreComp?
3. How is EntreComp implemented in practice?
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4. What is the vision for the future developed by using EntreComp?

Figure 3, derived from previous work by Shuman and Shulman [14] and Seikkula-
Leino [26], and complemented with EntreComp goals, illustrates how individual reflec-
tions within learning communities play a crucial part in educational reform related to
entrepreneurship education.
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To transform EE, the implementation of EntreComp in European policymaking relies
upon the five goals of EntreComp: mobilize, create value, implement, appraise or assess,
and recognize. However, to initiate these goals, individuals and communities also need
motivation, vision, understanding of the need for reform, and how to implement these
goals in practice, which are the starting points for our survey design, implementation, and
data analysis.

3.3. Data Analysis Methods

The quantitative data showing a comparison of countries were analyzed by analysis
of variance (Kruskall–Wallis rank sum test). The qualitative data gathered through open-
ended survey questions were analyzed using content analysis following the logic of the
theoretical propositions guiding the overall design of the survey based on Figure 3, which
also created the basis for organizing the data to draw conclusions [52]. The data were
grouped into parallel types by searching for similarities in the data. It is based on theme
categorization and grouping, and is a valuable method for illustrating research problems
with practical examples (e.g., [27]). By using content analysis, we aimed to find answers
to the set research questions by concentrating on respondents’ views on entrepreneurship
education and the EntreComp framework. The content analysis was realized as follows:

1. The data collected from different countries and with different languages were trans-
lated into English.

2. Then, the survey data were read several times to try to construct an overall pic-
ture of the responses, including the elements of how entrepreneurship education
was described.

3. The data were read more reflectively and analytically, organizing the data through
the questions answered by the respondents.
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4. The answers were mirrored against our literature review and concept definitions,
involving, for example, different aspects of reflection in learning communities (e.g., vi-
sion, motivation, practice, and understanding). Similar types of answers were grouped.

5. The above data analysis was integrated, allowing analysis of the respondents’ reflec-
tions in the context of entrepreneurship education and EntreComp.

4. Results
4.1. Background Variables

A country comparison was realized between the U.K., Finland, Spain, Germany, Italy,
and Iceland. First, we present the respondents’ job descriptions. One respondent may be
involved in several fields, so the comparison of different job fields is not possible.

In Figure 4 it can be seen that the education sector is strongly represented among
the respondents. Many of them (n = 155) work in the field of higher education, adult
education or adult inclusion (n = 114), vocational education and training (n = 112), non-
formal youth education (n = 105), and start-up or business growth support (n =104). Only
15 respondents worked in the field of human resources. There were 35 respondents who
work in unspecified fields. Next, we explain respondents’ understandings of EntreComp
while highlighting country-specific differences—what they know about EntreComp in
general, and how it relates to their work.
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4.2. What Is the Understanding of EntreComp?

Almost half of all the respondents, 49.1 % (n = 171), were familiar with the EntreComp
framework, 21.3% (n = 74) had heard something about it, and 29.3% (n = 102) of the
respondents had not heard about EntreComp at all. One respondent did not answer. In the
comparison of the six countries related to the question, ‘Are you familiar with EntreComp?’,
the differences between countries were statistically significant (p-value = 2.187 × 10−11).
The significance of the comparisons was obtained using the Kruskal–Wallis rank sum
test. Table 1 shows that in the U.K, (67.3%), Spain (63.9%), and Italy (76.7%), most of the
respondents were familiar with EntreComp. On the other hand, in Germany (65.7%) and
Iceland (70.4%), most of the respondents had not heard about EntreComp.
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Table 1. Are you familiar with EntreComp?

Finland Germany Iceland Italy Spain U.K.

Yes 16
(43.2%)

8
(22.9%)

2
(7.4%)

23
(76.7%)

23
(63.9%)

35
(67.3%)

Heard something about it 11
(29.7%)

4
(11.4%)

6
(22.2%)

3
(10.0%)

6
(16.7%)

11
(21.2%)

No 10
(27.0%)

23
(65.7%)

19
(70.4%)

4
(13.3%)

7
(19.4%)

6
(11.5%)

Sig. = 2.187 × 10−11

In the quantitative question ‘EntreComp is about promoting entrepreneurial learning.
How much does the concept of entrepreneurial learning link to your work?’: 12.6% (n = 44)
of all the respondents argued that ‘This is the main theme of my work’; 32.8% (n = 114)
‘Plays a big part in my work’; 35.1% (n = 122) ‘Relevant and included in my work to some
extent’; 12.4% (n = 43) ‘Relevant but not (yet) included in my work’; and 2.3% (n = 8) ‘Not
relevant to my work’. 17 did not answer.

When comparing the six countries, the comparison is statistically significant with
p-value = 4.32 × 10−6 (Table 2). In Finland, Germany, and Spain, most of the respondents
answered that the quantitative question, ‘How much does the concept of entrepreneurial
learning link to your work?’, is relevant and included in their work to some extent. In
the U.K. and Italy most of the respondents answered that it plays a big part in their work.
In Iceland most of the respondents answered that it is relevant and included in their
work to some extent. It can be concluded that entrepreneurial learning does link to many
respondents’ work. In the U.K. almost one third thought that it is the main theme of
their work.

Table 2. How much does the concept of entrepreneurial learning link to your work?

Finland Germany Iceland Italy Spain U.K.

This is the main theme of my work 2
5.7%

1
3.0%

2
7.7%

3
10.0%

6
17.1%

14
29.2%

Plays a big part in my work 6
17.1%

11
33.3%

6
23.1%

14
46.7%

11
31.4%

22
45.8%

Relevant and included in my work to some extent 19
54.3%

13
39.4%

9
34.6%

9
30.0%

13
37.1%

10
20.8%

Relevant but not (yet) included in my work 6
17.1%

6
18.2%

7
26.9%

4
13.3%

5
14.3%

2
4.2%

Not relevant to my work 2
5.7%

2
6.1%

2
7.7%

0
0.0%

0
0.0%

0
0.0%

Sig. = 4.32 × 10−6

A majority of respondents, 61.5% (n = 214), answered ‘Yes’ to the quantitative question
‘Does your work link to some or all of the competences highlighted in EntreComp’, 29.9%
(n = 104); ‘Partially—in some ways’, 2.3% (n = 8); ‘Not yet, but interested’, 0.1% (n = 3); ‘No’
and 5.5% did not answer (n = 19).

The results of the comparison between countries were parallel to the previous ones.
Most of the respondents in Germany and Iceland answered that their work links partially
to some or all of the competences highlighted in EntreComp (Table 3). In Finland, Italy,
Spain, and the U.K. the most common answer was that their work links to some or all of
the competences highlighted in EntreComp. Altogether, it can be seen that almost all of the
respondents’ work links to the competences highlighted in EntreComp in some ways.
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Table 3. Does your work link to some or all of the competences highlighted in EntreComp?

Finland Germany Iceland Italy Spain U.K.

Yes 23
(67.6%)

15
(46.9%)

12
(46.2%)

18
(60.0%)

22
(62.9%)

42
(87.5%)

Partially—in some ways 9
(26.5%)

17
(53.1%)

13
(50.0%)

10
(33.3%)

11
(31.4%)

6
(12.5%)

Not yet, but interested 0
(0.0%)

0
(0.0%)

1
(3.8%)

2
(6.7%)

2
(5.7%)

0
(0.0%)

No 2
(5.9%)

0
(0.0%)

0
(0.0%)

0
(0.0%)

0
(0.0%)

0
(0.0%)

Sig. = 0.002182

In the last question (quantitative), ‘If entrepreneurial learning is not in the focus of
your activities, are there other learning activities related to helping people such as those
which allow young people or adults to transform ideas and opportunities, by mobilizing
resources, into action?’ 48.3% (n = 168) of all the respondents answered ‘Yes’; 26.4% (n = 92)
‘Partially—in some ways’; 8.0% (n = 28) ‘Not yet, but interested’; 5.7% (n = 20) ‘No’; and
11.5% (n = 40) did not answer. The differences in comparison of the six countries was not
statistically significant (p = 0.0842) (Table 4.).

Table 4. If entrepreneurial learning is not in the focus of your activities, are there other learning activities related to helping
people such as those which allow young people or adults to transform ideas and opportunities, by mobilizing resources,
into action?

Finland Germany Iceland Italy Spain U.K.

Yes 23
(67.6%)

18
(58.1%)

9
(39.1%) 16 (59.3%) 11 (35.5%) 23

(54.8%)

Partially—in some ways 9
(26.5%)

10
(32.3%)

11
(47.8%)

9
(33.3%) 13 (41.9%) 11

(26.2%)

Not yet, but interested 1
(2.9%)

1
(3.2%)

3
(13.0%)

1
(3.7%)

4
(12.9%)

4
(9.5%)

No 1
(2.9%)

2
(6.4%)

0
(0.0%)

1
(3.7%)

3
(9.7%)

4
(9.5%)

Sig. = 0.0842

Next, we will present the results of the research based on the theorical frame (vision,
motivation, practice, and understanding).

4.3. What Is the Motivation for Using EntreComp?

In the quantitative question, ‘Do you already use EntreComp as a model or as inspi-
ration for your work on developing entrepreneurial competences?’,’ one could answer
‘Yes’, ‘No, but I would like to include it in my work’, or ‘No’. Some respondents omitted
this question. The frequencies are described as a bar plot in Figure 5. From the figure we
see, for example, that slightly less than half (ca. 42%) of the respondents are developing
entrepreneurial competences by using the EntreComp framework.

The comparison of the six countries shows (Table 5) that most respondents in Iceland
(57.7%) did not use EntreComp as a model/inspiration for their work on developing
entrepreneurial competences, but they would like to. In Finland, Italy, Spain, and the U.K.
the vast majority of respondents already use EntreComp as a model/inspiration for their
work on developing entrepreneurial competences. In Germany, most respondents (42.4%)
answered no. The comparison is statistically significant (p = 2.016 × 10−7).
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Table 5. Do you already use EntreComp as a model or as inspiration for your work on developing entrepreneurial competencies?

Finland Germany Iceland Italy Spain U.K.

Yes 15
(42.9%)

6
(18.2%)

1
(3.8%)

18
(60.0%)

16
(45.7%)

29
(60.4%)

No—but I would like to
include it in my work

12
(34.3%)

13
(39.4%)

15
(57.7%)

11
(36.7%)

13
(37.1%)

14
(29.2%)

No 8
(22.9%)

14
(42.4%)

10
(38.5%)

1
(3.3%)

6
(17.1%)

5
(10.4%)

Sig. = 2.016 × 10−7

In the quantitative question, ‘What would encourage you to become part of our
EntreComp community?’, one respondent may provide several answers. The choices were
‘Sharing case studies or practices linked to my work’ (n = 180); ‘Contribute to research on
ways to develop this work further at national/EU level—inform the next steps development
of EntreComp’ (n = 165); ‘Putting me and/or my organization on the global map of
EntreComp users’ (n = 163); ‘Access to professional development via online training
or MOOCs’ (n = 136); ‘Becoming recognized as an EntreComp ambassador’ (n = 115);
‘Profiling and sharing my work through articles, blog posts or webinars’ (n = 113); and
‘Other (please specify)’ (n = 26). The frequencies of each answer are in parentheses after the
answer alternative.

Answers to the question ‘What are the best ways to connect you to an online Entre-
Comp community?’ are plotted as bars in Figure 6. The question includes quantitative
responses and a qualitative response in the option ‘Other’. Thus, we may conclude that
LinkedIn and Facebook are the best platforms to build online connections with future
community partners.
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4.4. How Is EntreComp Implemented in Practice?

Because our study specifically sought to identify the factors that may make it chal-
lenging to implement EntreComp in order to create, e.g., future practices of EntreComp,
we focused our questions primarily on these challenges rather than opportunities or other
aspects. Therefore, our results are highlighted with an emphasis on the critical entry angle.
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Implementation of the EntreComp framework was reported to include some chal-
lenges. Respondents find it time-consuming, difficult to understand, and the lack of
language selection is problematic. Respondents already using EntreComp use it in all five
areas (to mobilize, to create value, to implement, to assess, and to recognize), but mostly
‘TO MOBILIZE—raise awareness and understanding of these competences’ (n = 63) and ‘TO
MOBILIZE—inspire or engage new people or organizations into entrepreneurial learning’
(n = 60). Again, it was possible to have several answers to the same (quantitative) question.

In an open-ended response question, 40 respondents had found, or were aware of,
barriers that might prevent them or others from using EntreComp. For six respondents,
language hindered use of the EntreComp framework. Two of the six respondents found
the language options too limited, whereas, one respondent thought that the nuances in
meaning of different languages makes translation challenging. Two respondents found
time consumption to be a barrier and two respondents found the framework difficult to un-
derstand. Furthermore, four respondents faced unspecified barriers and three respondents
found the framework to be difficult to use: e.g., one respondent described the appendix
consisting of the list of skills to be difficult to use.

In another open-ended response question, 40 respondents expressed concerns about
using EntreComp, with four respondents finding it too vast, and two respondents finding
that they did not fully understand it. It was suggested to try to simplify it and to have a ‘use
directly tool’, as the framework was seen to be rather theoretical. In addition, measuring
the impact of entrepreneurial learning was considered to be difficult. There were also
concerns about translating the framework into non-Western cultural contexts.

4.5. How the Vision for the Future Is Developed by Using EntreComp?

Of the 70 responses to the open-ended question, ‘What is your vision for using Entre-
Comp?’, 10 respondents reported their visions relating to young people recognizing their
own entrepreneurial skills, with 22 respondents highlighting application of the framework
to different areas of life. Seven respondents’ visions emphasized the possibility of sharing
good practices, consulting, and networking.

In the quantitative question, ‘How can we help you?’, presenting practical examples
of how to support respondents to include EntreComp in their area of work, respondents
may select more than one response. The choices were: ‘Resources that explain the value
of entrepreneurial competences’, (n = 150); ‘Help to mobilize others on the relevance of
EntreComp in my area of work’, (n = 75); ‘Practical examples of how to include EntreComp
in my area of work’, (n = 203); ‘Online training on EntreComp in my area of work’, (n = 141);
‘Demonstrating the value of entrepreneurial learning’, (n = 136); ‘Being part of a community
of people interested in developing and using EntreComp or entrepreneurial competences’,
(n = 169); ‘High profile recognition for using EntreComp at individual or organizational
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level’, (n = 97); ‘Partner searching/matching to develop new tools or projects based on
EntreComp/entrepreneurial competences’, (n = 155); ‘Understanding how to evaluate
learning or working performance related to EntreComp competences’, (n = 152); ‘Having
guidance on how to assess progress in the EntreComp competences’, (n = 142); and ‘Other’,
(n = 20).

There were a total of 112 responses to the open-ended question: ‘This online commu-
nity is about making EntreComp more easy-to-understand and easy to use. Do you have
any suggestions?’. 15 respondents suggested using practical cases and examples to realisti-
cally implement the concept behind the model. Five respondents recommended that the
model should be available in languages other than English, also reflecting non-European
cultures. Four people said that instructional videos would be valuable. Twelve respondents
suggested an online forum or Skype/Teams meetings to promote better understanding and
use of EntreComp. Two respondents suggested face-to-face meetings and two suggested
that the terminology should be tailored to target specific groups.

In an open-ended question concerning good practices, 49 respondents had found or
were aware of successes or good practices that would encourage others to use EntreComp:
15 responded ‘No’; 284 did not respond at all; and 14 respondents answered ‘Yes’ without
giving examples. Nine respondents reported using EntreComp to teach different skills in
different practices. For example, they had had project-based approaches, workshops, and
‘normal’ classes online. The target groups mentioned ranged from young children to young
apprentices, university students, and the elderly.

5. Discussion

The aims of the recent EU policy documents (e.g., [2]) to foster entrepreneurial skills
can be clearly seen within many EU-funded project initiatives, such as the development
of the EntreComp framework. Even though fostering entrepreneurial skills is recognized
to be globally important (e.g., UN SDGs), the effective implementation, and translation
into practice, of the education policy documents remains complex. Therefore, this paper
focused on analyzing how a cross section of actors, using EntreComp as a European
framework for entrepreneurial competences, see that entrepreneurial learning has been
realized and could be further supported in transnational education contexts. The results
from the online survey generated new knowledge on how the EntreComp framework can
guide the collaborative creation of a future vision for education; how well it is recognized,
implemented, and understood in practice; and how it motivates and supports realization
of educational change, which emphasizes the value of entrepreneurial competencies. The
aim was to reveal how EU policies can drive educational change in Europe illustrated by
the case of EntreComp.

Our results reveal that overall awareness and understanding of entrepreneurial ed-
ucation are ‘improving’ compared with earlier works, in which similar kinds of research
settings and data collection were used [15,26,50]. According to those previous studies,
there is a need for the development of all aspects in reflection: vision, motivation, practice,
and understanding. However, these were not the results in our case study. It can be stated
that the EntreComp framework driving entrepreneurial learning is relevant to most of
the respondents’ work. Moreover, the majority of respondents are motivated to integrate
EntreComp in their work. Therefore, we may conclude that EntreComp can work in
practice to strengthen the entrepreneurial capacity of European citizens and organizations
(e.g., [3]). This is also supported by Dinning’s [6] and Gerbutt et al.’s [7]) previous studies
on EntreComp and entrepreneurial competencies. However, there might be some sampling
error, thus raising the concern of bias in the chosen data collection method. As an example,
in some situations, responses came by EntreComp projects. In some cases, answers were
collected randomly from the education sector, without any connection to EntreComp. Fur-
thermore, the number of responses is still low to conclude, e.g., the European situation of
implementing EntreComp in practice.
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However, our study also stressed that the implementation of entrepreneurial education
initiatives driven by international policy goals is challenging. For example, the respondents
estimated that adapting the EntreComp framework is time-consuming and it is difficult
to understand the framework conceptually. On a more practical level, the lack of widely
available translations of EntreComp is problematic. Furthermore, the need for training
and guidance is highlighted to promote effective implementation. The respondents that
already use EntreComp in their work, use it in all five areas (to mobilize, to create value, to
implement, to assess, and to recognize) but mostly ‘TO MOBILIZE—raise awareness and
understanding of these competences’, and ‘TO MOBILIZE—inspire or engage new people
or organizations into entrepreneurial learning’. These results imply that currently the
implementation of EntreComp is mostly related to awareness-raising on entrepreneurial
education and inspiring students, curricula developers and educators, and may indicate
that EntreComp is at an early stage in the implementation journey.

These same aspects were highlighted in the answers in which respondents explain
their future visions related to using the EntreComp framework. However, the descriptions
of the respondents’ visions are relatively modest, e.g., none of them described any future
changes (societal, economic, or environmental) that they would like to see resulting from
entrepreneurial education. This challenge related to the lack of understanding of EE in
general and is also recognized in many previous studies (e.g., [15,26]). This finding is
supported by the results of the survey, which indicate that almost one third of the respon-
dents would require more support to be able to better demonstrate the value added by
EE. Therefore, the potential impact and benefits of entrepreneurship education still require
more explicit articulation and promotion [21,26,50,51], as well as more solid theoretical
underpinning [13]. This need was also reflected by respondents who highlighted the
importance of evaluating the outcomes and impacts of entrepreneurship education.

According to the results, they key factors motivating respondents to use the Entre-
Comp framework include the following: being psychologically and socially part of the
EntreComp learning community in which recognition and support of individual and com-
munity entrepreneurial initiatives and activities are highlighted as valuable to promotion
of EntreComp. It is thus important to note that the learning processes of the developers
of entrepreneurship education play an important role in making progress in educational
reforms in practice (e.g., [12,16]). This downplays the role and effectiveness of the tradi-
tional education policymakers, such as the state, as primary drivers of educational progress
(e.g., [31]). Indeed, effective learning requires participation, e.g., feedback and encourage-
ment (e.g., [53]), which is also relevant for the future development of such competence
frameworks. Thus, further studies are still needed on how both individual and commu-
nity learning processes can be integrated into the designing of policy tools, e.g., frames
and roadmaps, to support a more effective implementation of the EE-related reforms.
However, we may say that our study contributes the theoretical discussion in the field of
entrepreneurship education by integrating ‘the reflection process of learners’, borrowing
mainly the significant outcomes and frameworks from curriculum and curriculum reform
studies (e.g., [14,15,26]) to widen and deepen the understanding of factors influencing on
the successful education change.

The respondents also suggested that ideas and best practices, related to implementa-
tion of the EntreComp framework, should be shared with other developers, e.g., through
case study presentations. This draws attention to effective communication mechanisms
within and between different learning communities. As an example, by highlighting
individual success stories, significant psychological support and encouragement can be
provided, which, according to the survey results, is one of the key areas for future de-
velopment of the EntreComp framework. This learning proceeds most effectively if it is
accompanied by metacognitive awareness and analysis of one’s learning processes and is
supported by membership in a learning community (e.g., [17–20,54]).

Adapting the community learning approach might be beneficial for further enhancing
students’ learning processes as well as to the learning processes of, e.g., educators, other
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practitioners, parents, policymakers, and stakeholders [14,23]. Respondents highlight the
importance of ‘belonging and recognition’ throughout the survey. This implies that a
reciprocal relationship between community-based learning practices and national and
local public policies is needed for seamless enforcement of educational aims [49]. From
this perspective, the development of the learning communities in a transnational context
should also be given more attention. The learning community can often only be perceived
too narrowly, only relating to the physically close, e.g., regional, community. However,
the learning communities have become global and they are not solely tied to certain
locations and can be digital, particularly in the COVID era when interaction is increasingly
online. As a result, these learning communities can be global in reach and involve actors
working at all levels, e.g., educators, stakeholders, policymakers, students, and private
sector partners. Therefore, further studies are needed on how to promote the psychosocial
learning processes of international communities, e.g., through adapting new technologies?

This becomes apparent, especially when looking at country differences as revealed by
the results. This raises questions of whether global entrepreneurial learning communities
could be developed more effectively, despite the country divergence, across lifelong learn-
ing policy and practice? Based on the survey results, we were able to identify three progress
scenarios related to the implementation of the EntreComp framework: (a) in the U.K. and
Italy, most of the respondents answered that EntreComp already plays a big part in their
work; (b) in Finland, Germany, and Spain, most of the respondents feel that EntreComp is
relevant and included in their work to some extent; and (c) in Iceland the respondents think
their work links partially to some or all of the competences highlighted in EntreComp.
However, EntreComp is not greatly utilized in their practical work. Thinking about these
three scenarios, it would be valuable to examine how different cultural paths and educa-
tional policy factors guide the implementation of similar frameworks on a national level.
In this study, we were able to indicate country-specific differences, but not the reasons
behind them. Indeed, studying educational reform is not a straightforward process: it in-
volves developing understanding of different cultures, policies, rationality, and emotional
dimensions, which play a high role when adopting new approaches to education (e.g., [25]).
Our findings might provide a new starting point for further investigation of future design
and implementation of education policies; as a next step, we propose collecting a broader
data set from a more comprehensive, global sample of respondents, which would further
develop the understanding of how entrepreneurial education initiatives can be efficiently
and effectively implemented in different regions, countries, and cultures.

Since, e.g., The United Nations’ Sustainable Development Goals and The European
Union promote entrepreneurial competencies as a means of supporting young people to
innovate, start businesses and create jobs, and creating welfare and economic sustainability,
we focused our study on this area. Therefore, we conclude that our findings support
that our educational initiatives are on ‘the right track’. However, more research and
practical implications are needed to promote a ‘real’ change in education. In this context,
we highlight, e.g., communities’ reflection and learning processes, thus supporting the
development of a concrete vision for a ‘better sustainable world’ and pedagogical and
practical ideas to take into use.

6. Conclusions

This paper extensively focused on the development of entrepreneurship education
at the European level by examining how the EntreComp framework can act as an engine
for transnational policy implementation driving entrepreneurial competences. This is the
first time an entrepreneurship education study has respondents from so many different
countries (46). Such major international studies have previously been, e.g., global reviews
of studies conducted on entrepreneurship education in teacher education (e.g., [55]). Fur-
thermore, previous country comparisons were limited to fewer countries (e.g., [15]). In that
regard, our findings provide new insights into the overall progress of entrepreneurship
education in the European context. However, its key contribution is linked to previ-
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ous entrepreneurship education research by integrating the Shulman and Shulman [14],
Seikkula-Leino [26], and Seikkula-Leino et al. [21,50,51], theoretical framework to other
relevant studies [26] and the conceptual EntreComp framework’s goals: mobilize, create
value, implement, appraise or assess, and recognize [3] as summarized in Figure 7.
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The results highlight that the European competence framework EntreComp can in-
crease motivation and understanding of entrepreneurship education in different trans-
national contexts. Moreover, implementation has used all five goals. However, recognition
of and support for learners’ (e.g., educators, other practitioners, policymakers, and stake-
holders) roles within various learning communities, require further study. Educational
practices (e.g., training, tools, and concepts) need to be developed to support the reflection
and learning of learners to empower development of their vision and practices related to
entrepreneurship education. Some practical examples to promote these are presented in
Figure 7 (e.g., case studies, other explicit models, country-specific examples, vision devel-
opment through questions, and emphasis on learning communities). Further studies are
still needed to identify the gaps in terms of required leverage towards coherent education
change that promote entrepreneurial competences and the overall understanding of the
EE within Europe. This would also provide new avenues to investigate how sustainable
development could be promoted at the global, country, and local levels of education. This
would also generate new knowledge on how to promote sustainable development within
the private sector, for example in staff training.

Our case study has also broadened the general understanding of the way in which
European strategies are guiding the development of entrepreneurial education. Overall,
this kind of case study provides a suitable platform for investigating how these global
goals can be detected in individual members’ attitudes and beliefs in different country
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contexts. As Cohen et al. [27] argues, the generalizability of such single experiments (e.g.,
case and pilot studies) can be further extended through replication or multiple experiment
strategies, which allows single case studies to contribute to the development of a growing
pool of data for eventually achieving a wider generalizability of the key findings. Therefore,
we suggest similar types of studies to be conducted to identify how policy goals can be
successfully translated into frameworks, and what are the best practices for their successful
implementation. Furthermore, a series of large-scale international studies could be useful
in detecting how entrepreneurial education can be driven through policy framework, but
also in demonstrating the added value of entrepreneurship education, as an example, by
evaluation and case studies that would emphasize the learning and reflection processes
within and across learning communities. This would also enable the design of more
practical concepts and tools to support community learning processes to further strengthen
entrepreneurial competences.

However, our research has certain limitations that need to be considered. For example,
the number of respondents differed to some extent in different countries. Although the
measure utilized previous bases, it could be further developed and validated based on
the theoretical basis of Shulman and Shulman [14], and Seikkula-Leino [26], and Seikkula-
Leino et al. [21,50,51]. In addition, we could further develop the metrics to guide the target
group to respond more precisely to issues related to sustainable development.

Undoubtedly, our research has significant value in finding out how, in practice, the
European framework promotes practical change in teaching and learning. We highlight
concrete proposals that could be considered in the future. In addition, we have opened
up the theoretical discussion of entrepreneurship education in the direction of education
science by utilizing the results obtained in this field and theoretical entry angles by stress-
ing learning communities and their reflection. With this research, we contribute to the
development of entrepreneurship education in many ways, both in theory and in practice,
and globally, thus providing a sustainable ground for developing entrepreneurial society
by education.
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