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Abstract 

The aim of this thesis is to describe and understand the introduction of entrepreneurship and enterprise 
projects in primary and secondary schools in the North of Sweden and to identify and analyse the driving 
forces and actors behind this process. In particular the influence and significance of education policy at 
supranational, national and subnational level for the introduction of entrepreneurship and enterprise in edu-
cation are analysed. The main questions of the study have been: 

• How and why have entrepreneurship and enterprise education come to the schools in the 
northern region of Sweden, in particular within the framework of the PRIO1 project? 

• How were important stakeholders involved at the subnational level and how did they reason and 
act in relation to the introduction of entrepreneurship and enterprise in the schools? 

• How are the concepts of entrepreneurship and enterprise education presented in policy 
documents at different policy levels? 

The study wants to report on changes in education policy during recent years. Especially the emergence of 
international policy convergence and new forms of governance are among the factors that are considered. 
Drawing on a conceptual framework of structure and agency, the analyses in the empirical studies are 
informed by a combination of theoretical fields. Important contributions are rendered from the education 
policy literature. The first method consists of a policy study of documents produced by organisations at 
different levels (supranational, national and subnational). The purpose of this analysis is to capture the ideas 
and arguments that have been used but also to understand the context and driving forces for the introduction 
of entrepreneurship and enterprise in education. Starting from the supranational level, the analysis focuses 
mainly on two organisations, OECD and EU. These organisations were chosen because they are widely 
regarded as leading organisations in setting the supranational policy agenda for education. The document 
study consists of a selection of OECD documents that have been released during the period 1970 - 2006, as well 
as a selection of EU documents. The EU documents cover the last 15 years. Attention is paid to several 
documents at the national and subnational level as well. The second method is an interview study. The 
interview study aims to focus on some of the key stakeholders (agents/actors) that have been participating in 
the formation (initiation, financing and realisation) of a county wide project “PRIO1”, Priority Enterprise in 
Västerbotten, in the North of Sweden. In order to understand why and how these actors at the subnational 
level have become involved in the process, there exists a need to hear their arguments. The document study 
shows that there is interplay between the different levels, but intertextual aspects have also become visible. The 
policy drive and policy scope show the concatenation but also the complexity of the policy development. 
Education is increasingly related to economic policies, in particular through labour market policies. Although 
the concepts of Entrepreneurship and Enterprise have developed within the economic sector, they are 
penetrating the education and training systems of many countries. From the results presented in this study, it 
seems that lifelong learning has become the guiding principle for the amalgamation of education and the 
world of work, while learning is no longer equated with just schooling. The opening of the school towards the 
surrounding world is a characteristic development in all this, but it is also a process that certainly is stipulated 
by agencies and actors at different levels, as is shown in this study. The interviews with some stakeholders at 
the subnational level show that the promotion of entrepreneurship and enterprise in education is related to 
arguments for economic and societal development. The interviews also reveal some of the “bottom-up” 
aspects of the policy process. One of the important results of this study is that the education policy studies have 
to include the level beyond the national borders. The interplay between the different policy-levels 
(supranational, national and subnational) needs more attention in order to understand the transformation of 
the education system.  

Keywords: Entrepreneurship, enterprise, education policy, multi-level governance, OECD, EU, Sweden. 
Global-local nexus, structure/agency, policy dissemination, policy network, policy scope, policy drive. 
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Sammanfattning på svenska 

Målet med denna avhandling är att beskriva och förstå introducerandet av projekt i entreprenörskap och 
företagsamhet i de tidigare och senare skolåren i Västerbotten samt att identifiera och analysera drivkrafterna 
och aktörerna som legat bakom denna process. Utbildningspolitikens inverkan och signifikans för 
introducerandet av entreprenörskap och företagsamhet i undervisningen har analyserats på tre olika nivåer; 
supranationell (överstatlig), nationell och subnationell (regional) nivå. 

Studiens huvudfrågor har varit: 

• Hur och varför har undervisning i entreprenörskap och företagsamhet introducerats i skolor i 
norra Sverige, i synnerhet inom ramen för projektet PRIO1? 

• På vilket sätt var de viktigaste intressenterna på den regionala nivån involverade och hur 
resonnerade och agerade de i förhållande till införandet av entreprenörskap och företagsamhet i 
skolan? 

• Hur presenteras koncepterna för utbildning inom entreprenörskap och företagsamhet i 
policydokument på olika nivåer? 

Studien har haft som mål att belysa förändringar i undervisningspolicyn under de senaste åren. Bland de fakto-
rer som framför allt beaktats i studien är framväxten av internationell konvergens och nya former av styrande. 
Med syftet att skapa en begreppsram av rådande strukturer och verkande krafter har analysen av de empiriska 
studierna gjorts genom en kombination av olika teoretiska fält. Viktiga bidrag har hämtats från aktuell forsk-
ning i utbildningspolicy. 

Den första delstudien består av analys av dokument, producerade av organisationer på skilda nivåer (supra-
nationell, nationell och subnationell). Metoden har använts både för att fånga de idéer och argument som har 
använts och för att förstå kontexten och de drivande krafterna bakom introducerandet av entreprenörskap och 
företagsamhet i undervisningen. För den supranationella nivån har analysen huvudsakligen fokuserats mot två 
organisationer OECD och EU. Dessa organisationer valdes eftersom de allmänt uppfattas som riktgivande för 
den supernationella utbildningsagendan. Dokumentstudien grundar sig dels på ett urval av OECD-dokument 
som publicerats under perioden 1970-2006 dels på ett urval av EU-dokument från de sista 15 åren. Även 
dokument på nationell och subnationell nivå har granskats. Studien visar att det råder ett samspel mellan de 
olika nivåerna, men även intertextuella nivåer har blivit synliggjorda. 

Den politiska satsningen och det politiska spelrummet visar sammanlänkningen men också komplexiteten i 
policyutvecklingen. Utbildning är i ökande grad relaterad till den ekonomiska politiken och då i synnerhet till 
behoven på den rådande arbetsmarknaden. Även om konceptet för entreprenörskap och företagsamhet i 
undervisningen utvecklats inom den ekonomiska sektorn tränger detta igenom i många länders utbildnings-
system. 

Den andra delstudien utgörs av intervjuer med några av de intressenter (agenter/aktörer) som varit involve-
rade i utformandet (införande, finansierande och realiserande) av ett regionalt projekt, ”PRIO1” i Väster-
botten. För att förstå varför och hur dessa aktörer på subnationell nivå blev involverade i denna process behövs 
kunskap om deras argument och ställningstaganden.  

Resultaten visar att livslångt lärande varit vägledande för sammanlänkningen av utbildning och arbetsliv samt 
att lärande inte längre ses som enbart kopplat till skolundervisning. Skolans närmande mot det omgivande 
samhället är en karaktäristisk utveckling av denna princip. Samtidigt är det också en process som med säkerhet 
styrs av verkande krafter och aktörer på olika nivåer, samtidigt som främjandet av entreprenörskap och före-
tagsamhet i undervisningen är förknippat med argument för ekonomisk och samhällelig utveckling. Intervju-
erna visar också några av de ”underifrånaspekter”, som förekommit i den politiska processen. Ett av de viktig-
aste resultaten i denna studie är att undervisningspolitiska studier måste inkludera nivån över och under de 
nationella gränserna. För att kunna förstå omvandlingen av utbildningssystemet behöver mer uppmärksamhet 
riktas mot växelverkan mellan olika policynivåer (supranationella, nationella och subnationella). Denna växel-
verkan måste ges uppmärksamhet för att vi skall kunna förstå de omdaningar utbildningssystemet genomgår. 
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Voor Ingrid, Elsa, Helén en Karin; en 
aan Joop en Adri, per definitie, 

en zeker in alle opzichten, 
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The Village Schoolmaster 

Beside yon straggling fence that skirts the way,  
With blossom'd furze unprofitably gay,  
There, in his noisy mansion, skill'd to rule,  
The village master taught his little school.  
A man severe he was, and stern to view;  
I knew him well, and every truant knew:  
Well had the boding tremblers learn'd to trace  
The day's disasters in his morning face;  
Full well they laugh'd with counterfeited glee  
At all his jokes, for many a joke had he;  
Full well the busy whisper, circling round,  
Convey'd the dismal tidings when he frown'd.  
Yet he was kind, or if severe in aught, 

The love he bore to learning was in fault.  
The village all declared how much he knew;  
 'Twas certain he could write, and cipher too;  
Lands he could measure, terms and tides presage,  
And even the story ran that he could gauge.  
In arguing, too, the parson own'd his skill,  
For even though vanquish'd, he could argue still;  
While words of learned length and thundering sound  
Amazed the gazing rustics ranged around;  
And still they gazed, and still the wonder grew,  
That one small head could carry all he knew.  
But past is all his fame;-the very spot  
Where many a time he triumph'd, is forgot.  
 

Excerpt from: The Deserted Village  
(Oliver Goldsmith, 1770) 
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Prologue: To the Village in the Middle of 
the School... 

 

Here I sit, facing a computer screen in my office at the University, starting to 
write on my thesis in the field of Educational Work. My room, the shelves half 
filled with books, roughly measures 2.4 x 4.2 meters and when I look through 
my window I can see the square formed garden which is surrounded by 4 mas-
sive walls. Up to the second floor level the walls are formed of yellow bricks 
with rows of windows. Behind several of these rows I can see people from other 
departments carry out their daily tasks. And so am I, hoping that my work in 
some time will result in a research product. It is however not the product in 
itself, it is the process that will lead me to my destination. It is the process from 
which I hope to learn.  

I was born in Amsterdam-West in the mid 1960s. The area in which we lived 
was a working class, lower-middle class neighbourhood, with dwellings that lay 
crammed into large housing blocks with here and there small shops at the 
ground level. This typical building style resulted from the fast urbanisation 
phase during the 19th century which can be seen in many cities. When I was 
young I hardly reflected over the housing conditions, things were often just the 
way they were. I remember however, hearing from my grandfather (on dad’s 
side) that he was born 1906 in the city centre of Amsterdam where the situation 
during his youth had been worse. When he reached the age of 6 he was sent to a 
catholic orphanage in a rural area. There he received education and he learned 
the basics for his apprenticeship which he later completed in the southern parts 
of the country. He started to work at a blacksmith’s workshop but after some 
years the way of making a living as blacksmith had become antiquated and al-
most at an end. Due to automation and restructuring of the agricultural sector 
blacksmiths who could shoe horses were no longer needed. Bad economic times 
by the end of the 1920s made it all worse and my grandfather had to change 
profession. These things put him off in new ways of thinking so my grandpar-
ents decided to move back to Amsterdam were they started a small business; a 
bicycle store and -repair shop. There my grandfather could use the experiences 
and skills that he had gained during his apprentice years as a blacksmith. As a 
result of the continuing recession during the inter-war period they were forced 
to widen their services. Parallel with their bicycle repair shop they started to sell 
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coal. This coal business showed to have more possibilities and later they entirely 
concentrated on this branch. Without my own memory of my grandfather’s 
story I suppose that would have been a piece of history lost forever, but it ex-
plains why my father and his brother grew up as coal-merchants in their par-
ents’ store.  
 

Picture of a coal store in Amsterdam’s city-centre, taken just after WW II. Source: 
Amsterdam municipal archives. 

It also explains some parts of my life. I grew up and at the age of four I started 
at a pre-school in the neighbourhood. The mental pictures of these days are 
misty, although I can picture the different play-stations in the classroom and 
remember the excitement during the breaks when we went outside to play in 
the fenced playground. In the autumn of 1971 I went to primary school. I still 
remember the teachers and I can recall some names of classmates. I also re-
member the time at primary school as rather unproblematic. In fact I have 
quite happy memories of those days. Learning seemed to some extent easy as 
anything. Later on, after finishing my secondary education, I decided to start at 
teacher training education. Why did I start my studies in teacher education? 
After all, my parents were not teachers and almost every one of my relatives had 
their occupation in trade or business. I guess the teaching profession has always 
fascinated me, and I am still glad that I made that decision. After I had finished 
my teacher education and got my degree I moved to Sweden in 1989.  

During the 1990s I have been occupied with education in various ways. Be-
tween 1990 and 1994 I worked as a teacher at the Geography Department, 
Umeå University and, interested as I was in teaching, I came into contact with 

– x – 



 

the Department of Teacher Education in Swedish and Social Sciences. In 1995 I 
started at this department and worked there for a couple of years as a teacher 
trainer. In 1998 I decided to move back to Holland with my family. During a 
year I worked as a teacher at a combined upper secondary school and polytech-
nic. By the end of that year the school was bought by a large company. Market 
forces and privatisation turned the school into a profit-driven institute. Re-
cently, however, I heard that it had gone bankrupt.  In the autumn of 1999 we 
moved back to Sweden and I worked as an upper secondary school teacher, but 
also as a project leader involved in several school projects. In 2000 I worked 
some time at the Västerbotten County Administrative Board and was occupied 
with educational questions. Finally, in 2001 I commenced my doctoral studies 
at the department of Teacher Education in relation to the start-up of a research 
centre for enterprise learning. This centre is one of three projects that together 
form the PRIO1 project (Priority Enterprise in Västerbotten). The organisation 
for the research centre is connected to the Faculty of Teacher Education and the 
project is partly supported by the European Structural Funds. Three post 
graduated students do research in the field of enterprise learning. Another as-
signment is the evaluation of the school projects within PRIO1. All municipali-
ties in the county participate with different school projects that relate to entre-
preneurship or enterprise education.  The projects run from 2000 to 2006. 

I am one of these three doctoral students in Educational Work. We have 
different research questions and our research will cover different parts of the 
education system. Partly as a result of my teaching background described 
above, I have started to wonder why entrepreneurship and enterprise receive so 
much attention.  

Well, let’s get down to business... 
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1. Introduction of Entrepreneurship and 
Enterprise in Education 

During recent years projects aimed at the introduction of entrepreneurship and 
enterprise education have increasingly been found in Swedish schools and the 
cooperation between schools and businesses have developed continuously. 
Several organisations are introducing their educational concepts in the school 
system.1 This development is certainly also the case for many schools in the 
county of Västerbotten in the North of Sweden where now all municipalities 
are participating in an overall county project, PRIO1, which is partly supported 
by the County Administration Board and funds from the European Union. The 
European Union declared its ambition to become the most competitive and 
dynamic knowledge-based economy in the world within a decade,2 and early 
2003, the Commission published the Green Paper 'Entrepreneurship in Europe' 
on this subject. The concepts of entrepreneurship and enterprise are increas-
ingly debated in the daily press. During the summer of 2004, for example, the 
national newspaper “Dagens Nyheter” started an article series in which these 
concepts were presented. In one of which they stated that during the first half of 
the 20th century it was very usual to earn one’s living by being self-employed, 
while today there is a continuous demand for new entrepreneurs.3 More recent-
ly, articles in the regional press and specialist journals reflect a similar develop-
ment, stressing the importance of self-employment and the need to introduce 
enterprise and entrepreneurship also in an educational context.4

The point of departure for this study is the questions that arise over which the 
driving forces behind this development are, especially since the concepts of 
entrepreneurship and enterprise education are not really mentioned in the 
Swedish National School Curriculum. This study explores the multifaceted as-

                                                      
1 The organisation “Ung företagsamhet” (Young enterprise), for example, has been engaged in 
Sweden with these activities since 1980.  Since the introduction more than 120.000 young people 
have been participating (see: http://www.ungforetagsamhet.se).  
2 During the Lisbon 2000 European Summit. 
3  http://www.dn.se/DNet/jsp/polopoly.jsp?d=1297&a=293519&previousRenderType=6 . 
4 See articles in Västerbotten Kuriren: ”Utbilda entreprenörer i skolan” (October 13, 2005) and 
”Förlegad utbildningsnorm” (October 14, 2005). See also article in the specialist journal by the 
Swedish Teachers´ Union about the link between upper secondary school programmes to 
working life: ”Gymnasiet ska kopplas hårdare till arbetslivet” (Lärarnas tidning nr 17, 14-27 
October 2005).   
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pects of entrepreneurship and enterprise in general and, more specifically, in 
relation to education, particularly the primary and secondary school level. It 
focuses on policy issues. In order to understand why and how entrepreneurship 
and enterprise education have come to the schools it is first of all necessary to 
get insight into these concepts more generally. Therefore I initially want to set 
out distinctions between the concepts and thereby also improve the level of 
understanding of the issues in an educational context. In the first part of this 
chapter I will review some of the literature on the concepts of entrepreneurship 
and enterprise in order to get an overview of the field and to provide some 
understanding of what these concepts mean and how they are defined and used. 
This includes the appearance of these concepts in a more educational context. 
In the second part I will formulate the further purpose of the overall study and 
elaborate on the statement of the problem and the study’s overall research 
questions. I will then present some considerations around structure and agency, 
two important concepts for this study and, finally, the research agenda for this 
thesis will be presented. 

1.1 A growing interest for entrepreneurship and enterprise 
Much has been written about the concepts of entrepreneurship and enterprise, 
and as a field of research it is very wide in its terms of reference. It includes 
fields as diverse as economics, psychology, geography, sociology, and economic 
history (see discussions in Danell, 2000; Landström, 2000). Entrepreneurship 
and enterprise have spawned a vast literature on these and related issues. 
Numerous academic journals are even specialised on the field.5 Many of these 
journals have overlapping though sometimes rather different research areas. 
However, it becomes clear that they to a large extend often relate to business, 
management, the world of commerce. When education is concerned, the focus 
is much on the developments at the university level as several authors have no-
ticed (Jack and Anderson, 1999; Johannisson, Landström & Rosenberg, 1997; 
Klofsten, 2000; Salomon, Duffy and Tarabishy, 2002). This also goes for the 
shelf meters of books written on related issues. In their review of the American 
entrepreneurship literature Salomon, Duffy & Tarabishy, (2002) state that en-
trepreneurial education has increased and a stream of research has developed 
since the 1970s. Throughout their review it becomes clear that university edu-
cation has been in focus and, in their opinion, other foreign universities are 
likely to take after: 

                                                      
5 Some examples are: Entrepreneurship Theory & Practice; Journal of Developmental 
Entrepreneurship; Entrepreneurship, Innovation, and Change; Entrepreneurship and Regional 
Development; Journal of Enterprising Culture; Journal of International Entrepreneurship; 
International Journal of Entrepreneurship; Journal of Small Business and Enterprise 
Development. The concepts of both Entrepreneurship and Enterprise are also treated as part of 
the general management field of which some journals are: Enterprise and Innovation 
Management Studies; Research Policy, R&D Management; Journal of Product Innovation 
Management; The Academy of Management Journal; Strategic Management Journal; British 
Journal of Management; Journal of Management; Journal of Management Studies; Academy of 
Management Review; Management Science, etcetera. 
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“…the American dream is to start your own business, not work for someone else. 
American colleges and universities as well as their international counterparts are 
responding to this growing interest and realizing what major public policy makers 
now believe: That small and medium enterprises will continue to be the economic 
generators capable of propelling their economies into the next millennium.” (p. 20.) 

Is the “American dream” spreading throughout the world? Whether that may 
be the case or not, Farrell (2001) welcomes his readers to the “Entrepreneurial 
Age”, though he argues that: “…entrepreneurial basics probably haven’t changed 
for the past thousand years.” (p. xviii). It all seems a matter of awakening the 
spirit of enterprise in people, companies and countries. The application of this 
spirit of enterprise should take place in order to develop the individual, the or-
ganization and the national economy (ibid). In the literature the “spirit of enter-
prise”, the “spirit of entrepreneurship” and “the entrepreneurial spirit” are recur-
rent themes (Danell, 2000; Farrell, 2001; Haugh and Pardy, 1999). It is true; the 
concepts are not new. While earlier research on entrepreneurship and enter-
prise has been linked mainly to (national) economics, with names as Richard 
Cantillon in the 18th century, Jean Baptiste Say in the 19th century and Joseph 
Schumpeter in the first half of the 20th century (see Johannisson, Landström 
and Rosenberg, 1997; Landström, 2000), the relation between entrepreneurship 
and the general economic system was in focus. However, the last decades have 
become great days for the entrepreneur again, for entrepreneurship and its roll 
in relation to the firm, the economy, and society in general has become more of 
interest. 

It may be wondered why increasingly much is written about small firms as there 
seems to be an upsurge in both popular as well as academic interests for the 
concepts of small businesses, entrepreneurship and enterprise. The words of 
Peter Drucker are in a way characteristic: “…Bigger is better turned out to be an-
other twentieth century myth”, and show that bigger seemed not always to be 
better when it comes to size, mass and economies of scale (Drucker cited in 
Farrell, 2001, p xix). The “turn to smaller” is also shown in Schumacher’s book 
“Small is Beautiful” (1973) when he advocates small-scale sufficiency. These de-
velopments, Farell (2001) argues, coincided with the international oil crises in 
the beginning of the 1970s in combination with the loss in confidence in large-
scale industry and business. The downward spiral of industrial employment, 
together with the increase of information and service based industries, created a 
growing interest for small firms (Farrell, 2001). This development generated 
academic research in the area. Initially behavioural studies in the 1960s and 
1970s took an interest in the personal characteristics of the entrepreneur, but 
this interest increased and widened steadily in the middle of the 1970s. Man-
agement studies became interested in the entrepreneur during the 1970s and 
1980s and organizational matters were in focus. Small firms have since that 
period been investigated from a range of different academic disciplines and 
perspectives and the field has finally become multidisciplinary (Landström, 
2000). 
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Firstly, researchers were interested in the person behind the firm, not just the 
firm per se. Later, the person or “entrepreneur” and his6 activities: “entrepre-
neurship” was put in a larger perspective. Consequently, much effort has gone 
into understanding the entrepreneurial individual and determining what moti-
vates entrepreneurs to start-up firms. Thus, while the growth in the interest for 
small firms started in the 1970s, the real upswing on research focussing on the 
entrepreneur and entrepreneurship in relation to just small firms dates from 
the middle of the1980s. Several authors have described the changed patterns of 
job creation and the shift from manufacturing to service employment (Hall, 
1987) and the role of new and small firms for job creation (Birch, 1987).7 Dur-
ing the following period it is increasingly believed that economic growth will be 
provided by small and medium sized enterprises, SMEs8 (Danson, 1996). This 
belief seems to have driven the interest for enterprise, entrepreneurship and 
small firms further into the 1990s with an increasing stress on internationalisa-
tion, regionalisation and economic growth. More recently, research on entre-
preneurship and enterprise has been connected to many other and varying is-
sues: Network formation, social entrepreneurship, local- and regional develop-
ment and culture (see further Davidsson, 1996; Johannisson, 1992; Johannisson 
and Lindmark, 1996; Danell, 2000; Landström, 2000). Studies have also con-
centrated on the entrepreneurial activities or perceptions of certain groups in 
society, such as immigrants and different cultural groups (Rath and Klooster-
man, 2000),9 young people (Henderson & Robertson, 1999; Klosterberg and 
Andersson, 2003; Lewis & Massey, 2003) and women (Ahl, 2002; Hurley, 1999; 
Orhan and Scott, 2001; Sundin, 1994; Sundin and Holqvist, 1991). Entrepre-
neurship is now linked to the public sector and non-profit organisations as well, 
although research exploring the role of entrepreneurship in the public sector is 
still in its infancy. The concept of ‘public entrepreneurship’ has only recently 
appeared in the mainstream entrepreneurship literature, defined as:  “the proc-
ess of creating value for citizens by bringing together unique combinations of public 
and/or private resources to exploit social opportunities.” (Morris and Jones, 1999.) 
In these contexts entrepreneurship is related not only to any particular individ-
ual but rather to processes that possess a collective form (Mühlenbock, 2004). 
Research on intrapreneurship shows how private sector corporations try to in-
corporate entrepreneurs into their organisations and this development is now 
also becoming visible in public organisations (Johannisson & Lindmark, 1996). 
                                                      
6 I provocatively wrote his, for entrepreneurship is many times assumed to be a male activity. Ahl 
(2002) writes in her thesis that conceptions of entrepreneurship are constructed as seen from a 
male norm, yet there is a growing interest in just female entrepreneurship. 
7 Earlier, in 1979, Birch report ” The job generation process”  showed that small firms rather than 
large businesses generated most of the net new jobs in the USA. His 1987 publication provided 
impetus for entrepreneurship as the engine of economic growth and is mentioned in numerous 
publications. 
8 SME, Small and Medium sized Enterprises are generally defined according to the number of 
occupied persons. Small enterprises between 10 and 49 persons, medium enterprises between 50 
and 249 persons (see for example EU definition:  
http://europa.eu.int/scadplus/leg/en/lvb/n26026.htm).    
9 The journal Entrepreneurship and Regional Development, for example, aimed a special issue on 
ethnic minority entrepreneurship (Vol. 15 issue 2. Apr-Jun 2003). 
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1.2 Entrepreneurial or enterprising? 
As could be seen so far, the concepts of entrepreneurship and enterprise are not 
new phenomena. Extensive research in several disciplines has taken place, 
which has aimed to define the concepts of entrepreneurship and enterprise, to 
find out what types of people become entrepreneurs, and to examine the per-
sonality and backgrounds of entrepreneurs in the quest for common character-
istics and traits. Also the dynamics of entrepreneurship in relation to regional 
development and the importance of a “spirit of enterprise” for economic 
growth and sustainable development have received attention. Nevertheless, it 
becomes obvious that the concepts of “entrepreneur” or “entrepreneurship” are 
difficult to grasp. This can be exemplified by Forslund (2002) who in his doc-
toral thesis showed that the management of a company tried to stimulate en-
trepreneurship in the production, but failed because there were different per-
ceptions about what creative and innovative activities are. There is indeed no 
consensus about a common definition of the entrepreneur or entrepreneurship, 
although many definitions relate to Schumpeter (1934) who described entre-
preneurship as an activity which is conductive to break habitual routines in or-
der to create new ones. Consequently, entrepreneurship is a cross-border activ-
ity (Hjorth and Johannisson, 1997). The difficulties in finding a consensus 
depend mainly on the complexity of the research field and the plurality of an-
gles of approach (Danell, 2000). 

The developments in the field show that current definitions not just only focus 
on the economic aspects of the concept. In her writings, Caird (1990) refers to 
Binks and Coin (1983) who describe the entrepreneur as “an elusive human fig-
ure who creates problems for neoclassical deterministic models by resisting stan-
dardization and mathematical analysis” (Caird 1990, p 138). In a similar way 
Jack and Anderson (1999) argue that the process of entrepreneurship involves 
both Art and Science; i.e., graduating enterprise students need to be innovative 
and creative to satisfy the need for entrepreneurial novelty (the art) but they 
also need to be competent and multifunctional managers (the science). Their 
formulations round the process of entrepreneurship, partly derived from sev-
eral other authors, can be described as: “anti-positivistic”, “inductive”, “holis-
tic” and “integrative”. It is the ability to see things in a different way and 
“…becoming, not the stasis of being” (p. 113). What then does it mean to be en-
trepreneurial or enterprising and is there any difference between these con-
cepts? Many of the definitions provided in the literature are frequently inter-
changeably used. When looking at the following definition, given by Keogh & 
Polonsky (1998), it becomes clear that many elements in the definition could be 
used for both concepts: 

“Entrepreneurial individuals who can feel empowered by the opportunities they see 
(as opposed to those who feel constrained by the restrictions they see) can be potent 
change agents. This is because, by the very nature of entrepreneurship, stepping into 
risky business environments with imperfect knowledge drives the need to seek and gain 
information quickly. This process of data gleaning is almost a survival technique and 
simultaneously becomes one of the key mechanisms through which they discover 
opportunities that others have missed.” (Keogh and Polonsky, 1998, p. 39.) 
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Especially the “risky business environment” in the above excerpt shows the 
“entrepreneurial characteristic” of the entrepreneurial person. Mostly, entre-
preneurship is linked to small business start-ups, while enterprising persons do 
not have to be entrepreneurs. Instead, an enterprising person may be someone 
who starts and runs projects. Caird (1990) argues that entrepreneurs and enter-
prising persons may possess the same identical psychological characteristics; the 
only difference is that the entrepreneur’s specific association is with a business 
enterprise. Both concepts include a series of personal skills but, as she refers to 
Gibb: “…entrepreneurs represent a sample of a wider category of enterprising 
people...” (Caird, 1990, p.138.) Gibb suggests that an entrepreneur is someone 
who demonstrates marked use of enterprising attributes, while enterprise is 
more broadly based than entrepreneurship (Gibb, 1987). Lewis and Massey 
describe enterprise education as a set of skills and attitudes that allow individu-
als to be both job creators and job seekers. In the knowledge economy people 
(employees as well as employers) should be “enterprising”, which means that 
they have the ability to take action and use creative and innovative approaches 
(Lewis and Massey, 2003, p.197). Entrepreneurs are often described as being 
proactive and they have the ability to take action (cf. discussion in Mühlenbock, 
2004) and in that way action and (pro)activity are two recurrent descriptions 
that fit enterprising as well as entrepreneurial characteristics, though the latter 
more focuses on business activities or economic gains more general. 

1.3 Regional development and exchange of experiences 
Several studies underline the importance of entrepreneurship in relation to em-
ployment and economic growth, as the new economy is characterised by an 
“entrepreneurial society” (see discussions in Farrell, 2001; Fölster, 2000). In this 
literature concepts as human capital and organization theory frequently occur 
and the organization’s possibility to adapt to changes in the surrounding world 
are seen as important (Molander, 1996). Entrepreneurship and the start-up of 
businesses are seemingly widely considered to be important, especially for local 
and regional development. In this context the development of society and social 
progress also receives attention in relation to both human- and social capital, 
linking entrepreneurship to social aspects of the economy (Nordin, 1996). The 
interest for new starting firms has strongly increased since the beginning of the 
1990s and there existed a need for new knowledge about the driving forces 
behind new start-ups in relation to regional variation (Davidsson, Lindmark 
and Olofsson, 1994; Danson, 1996). While SMEs are considered to be 
important for local and regional development and economic growth, the 
concepts of entrepreneurship and enterprise also become increasingly 
interwoven with education, first at the tertiary level, later successively at 
primary and secondary school levels. It is argued that education is linked to 
economic growth as well as local and regional development, and this process 
becomes increasingly compared in an international perspective (Edgren & 
Nygren, 1999). Joint activities between local and regional authorities often take 
place in order to regenerate economically fragile communities, especially in 
rural economies. Haugh & Pardy (1999), for example argue that: …”community 
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entrepreneurship attempts to use the process of entrepreneurship as a force for 
economic development by exploiting the resources and assets of the community.” 
(p. 165.) In their study Brulin and Nilsson illuminate entrepreneurship and its 
relation to a strong regional identity and culture. They consider regional 
identity to be a force for entrepreneurship and they call the phenomenon 
“identipreneurship” (identiprenörskap).10 They further argue that developments 
in the firm should take place through the exchange of experiences between 
firms (Brulin och Nilson, 1997). This exchange of experiences should however 
not be limited to cooperation between just firms but also contain contacts with 
other actors in society, for example the university and trade and Industry 
(Henrekson & Rosenberg, 2000). Bottom up local development and 
community-based action have gained momentum. Local strategies for de-
velopment include so-called “bottom-up” perspectives and the focus on local 
economic development has increased. Local initiative and the practice of entre-
preneurship is encouraged (Åhlander, 2003). Entrepreneurship and enterprise 
are thus situated in sub-national contexts and the relationship between entre-
preneurship and the general (national) economic system, as described earlier, 
has become more specifically focussed on regional and local development, indi-
cating a shift from the national to the local. 

1.4 Entrepreneurship and enterprise in an educational 
context 

It is fair to say that an overall agreed conceptual definition on entrepreneurship 
and enterprise has yet to emerge, also in the educational literature. But the fo-
cus on the definitions, especially in the literature on higher education, tends to 
overlook the issues of entrepreneurship and enterprise education at the lower 
school levels, and the fact that many schools at primary and secondary level 
now are involved in these projects. In their thorough review of entrepreneur-
ship education, Brockhaus, Hills, Klandt and Welsch (2001), for example, dis-
cuss the definition problem and their view is mainly on entrepreneurship in 
higher education. Definitions are diverse, vague, and their exist inconsistencies 
which characterises the never-ending debate over the definition of an entrepre-
neur (pp. 34-36). 

In a national and international context many projects have often been intro-
duced at university and upper secondary schools levels only, but increasingly 
enterprise learning is spreading throughout the education system and can be 
found in primary- and secondary education as well. Sweden is not unusual in 
this respect; similar developments can be seen in other countries as well (e.g., 
Conijn, Schuurmans and Middelhoek, 2006; Hale, 1998; Kuip, 1998; Lewis & 
Massey, 2003). In all Nordic countries entrepreneurship and enterprise educa-
tion have been introduced and penetrated the education system at various levels 

                                                      
10 Thus, while Haugh and Pardy (1999) consider entrepreneurship as a force to regenerate 
communities, Brulin & Nilson (1997) see strong local identities as a force the generate 
entrepreneurship.  
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(e.g., Backström, 1999; Holmgren, 2005; Ísaksdóttir, 2000; Johannisson, 
Madsén, & Wallentin, 2000; Lämsä, 1999; Mühlenbock, 2004; Solstad, 2000; 
Roe Odegård, 2000). General ideas, such as, risk-taking, creativity, innovation, 
initiative, opportunity seeking, goal setting, self-confidence, persistence, need 
for achievement, responsibility etc. are recurring characteristics in many of 
these writings. As Ibrahim and Soufani (2002) put it: 

“The school and education system play a pivotal role in predicting and developing 
entrepreneurial traits. Schools´ curricula should focus on encouraging autonomy 
and independence, innovation and creativity as well as risk-taking. The pedagogical 
approach should encourage children to make decisions and to accept mistakes as 
part of the learning process.” (p. 427.) 

The role of the school for the development of entrepreneurship and enterprise 
in society is here clearly put into the foreground. Even the fostering of certain 
entrepreneurial characteristics is linked to learning processes. Obviously there 
must be assumptions that entrepreneurship knowledge and skills can be 
learned, also judging from the rapid growth in small business management 
courses and entrepreneurship courses at university level, as well as the intro-
duction of these concepts at the primary and secondary school levels. The 
question whether entrepreneurship can be taught, or at least be stimulated by 
entrepreneurship education is often answered positively (Landström, 2000). 
Many see it as possible. But if it can be taught and learnt, what then should be 
taught and learnt and how should it be taught and learnt, as well as, why should 
it be taught and learnt? The rationality of entrepreneurship seems to be action 
and, although theory is seen as important, many studies stress the need for 
practice and the training of skills. Johannisson et. al. (1997), for example, refer 
to the rationality of action and stresses the learning context as well as learning 
through the so-called action-oriented learning model. The action aspect is fur-
ther also linked to Dewey’s “learning by doing” and Schön´s “reflective practitio-
ner”. For Johannisson entrepreneurship is “action learning” (ibid). 

Learning processes are related to learning in different contexts and presuppose 
activity and active learners. However, the concepts of entrepreneurship and 
enterprise are not only limited to the teaching and learning processes inside the 
school. Learning processes are placed in a wider context, exceeding the walls of 
the school building, and placed in other situations. The ideas of an exchange of 
experiences between firms and other actors in society, described earlier, are also 
applied in an educational context when Johannisson, Madsén and Wallentin 
(2000) stress the local society as the natural arena for an enterprising school. 
Moreover, as they argue, the school must create contacts beyond the corners of 
the school building. They consider the opening of the school towards society 
and the interaction with its surrounding community a necessity for the school 
to develop. On the other hand, the pupils can also make many positive contri-
butions to the development of the local community (Johannisson, Madsén & 
Wallentin, 2000). It is in this context that local entrepreneurship in relation to 
education has received more attention recently, and enterprise in schools is 
thereby described as a process that changes in accordance with the changes in 
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society. So, also here, the possibility to adapt to the changes in the surrounding 
world is in focus. Johannisson and Madsén talk about “the open school” and 
the possibility for the surrounding community to become involved in school 
development, just as well as the school can contribute to the surrounding 
community (p. 108). This is a sort of bi-directional or duplex-development 
work, in which school development goes hand in hand with local and regional 
development. The school is no longer seen as a reflection of society, a passive 
outsider, but rather as an active participant in society. 

1.5 Entrepreneurship and enterprise in educational policies 
Many of the enterprise/entrepreneurial discussions in the education literature 
concentrate on the personal characteristics, attitudes and motivations of the in-
dividual students or pupils in education. A better understanding of these issues 
in primary and secondary education is necessary, though. Besides, concepts are 
often used interchangeably which adds to the confusion about what they stand 
for, especially in educational policy formation or the development of school 
curricula. The meaning of the concepts is blurred. Also between different 
countries there exist differences and particular preferences of using these con-
cepts (Stevenson & Lundström, 2001). The use of enterprise as a concept seems, 
for example, more usual in Australian and UK writings (e.g., Davies et al 2001; 
Shacklock, Hattam & Smyth: 2002) while the use of entrepreneurship seems 
more common in Canada and the United States. In the area of education it 
seems preferable to use the concept of enterprise education as it is broader and 
not just focuses on business start-ups. However, in his thorough literature re-
view, Breen (2004) discusses the different definitions that exist for the concepts 
of entrepreneurship, enterprise and small businesses, even in an educational 
context, and argues that it is preferable to use the term entrepreneurship [also 
in Australia], as it is more common in the USA and Canada. The terms are of-
ten used interchangeably; mainly due to the different expectations among the 
various stakeholders and in accordance with their different views of the mean-
ings of these terms. 

Other studies also discuss the different expectations of the stakeholders who 
promote entrepreneurship education. Stakeholders, or actors, can be govern-
ment, business, the schools but also the students themselves (see, for example, 
Jack and Anderson, 1999). Their expectations can vary from job creation, new 
industry formation, innovation or motivations for self-employment (ibid). A 
diversity of aims implies that entrepreneurship and enterprise are perceived 
differently also by those working in education (Caird, 1990). This can to some 
extend be a result of the use of language, which reflects cultural attitudes to-
wards entrepreneurship, especially in education. These attitudes and expecta-
tions can be either positive or negative. Perspectives on the use of these terms, 
and discussions whether it is entrepreneurship- or enterprise education may 
affect educators and policymakers. This in turn also affects policy targets set up 
by different agencies or stakeholders (Stevenson & Lundström, 2002). Here in-
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teresting questions arise concerning the influence policymakers have on other 
policymakers and educators, and vice versa, at different policy levels. 

As the above discussion shows it is of interest to know more about the different 
views of the stakeholders who have been involved in the introduction of entre-
preneurship and enterprise in the school. Stakeholders can be described as indi-
vidual actors but also as (representatives for) organizations that act as policy 
makers and which might have influenced the introduction of the project or the 
policy formed. How the concepts of entrepreneurship and enterprise are viewed 
and perceived have implications for how policy is developed, what concepts are 
introduced and how teachers are trained (ibid).  The last aspect is of interest for 
us who work as teacher trainers and are involved in this kind of courses. Even 
though entrepreneurship and enterprise in education, especially at primary and 
secondary level, seem to be a relatively minor constituent of the academic lit-
erature, there is a considerable growth in the more popular literature, mainly 
after the introduction of these issues in the school. However, there is a shortage 
of academic research in the area, partly in relation to an adequate conceptuali-
sation and definitions of entrepreneurship and enterprise in education and 
their meaning for teaching and learning, partly in relation to the developments 
in education policy. Despite the large interest for research on education policy 
the area of education policy related to the introduction of entrepreneurship and 
enterprise education remains under-researched, not to say under-developed. 
Lundström and Stevenson (2002), for example have defined entrepreneurship 
policy mainly as policy measures taken to stimulate entrepreneurship with the 
primary objective of encouraging more people to start their own businesses. 
They argue that policies for the development of SMEs start to incorporate poli-
cies for entrepreneurship (ibid). 

Although entrepreneurship and enterprise in some shape or form have existed 
since many centuries (Danell, 2000; Landström, 2000; Hunt & Murray, 2001), 
the small business sector has received growing attention over the last decades. 
The concepts of entrepreneurship and enterprise are also in the advance in re-
lation to other areas in society, not at least education. This review has identified 
that the focus has been much on education and training in general, while the 
literature seems to be biased towards university studies in particular. Most of 
what has been written is on tertiary education (i.e., education at post secondary 
school- or university level). The primary and secondary school levels have not 
received that much attention though entrepreneurship and enterprise educa-
tion obviously have entered even these stages. It was necessary to look into the 
literature on entrepreneurship and enterprise in a wider, multidisciplinary 
sense, even though many of the books and journals do not have educational 
questions in their direct focus. It was necessary to do so in order to get an idea 
about the research questions and research purposes in these fields, also because 
I want to understand what is possibly mentioned about the driving forces be-
hind this increasing interest for entrepreneurship and enterprise, not at least 
how these concepts are defined. The discussions on the stakeholders´ perspec-
tives created food for thought and it is necessary to look more into the policy 
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formation of these issues. The same goes for the stakeholders (both agents and 
agencies) in this policy drive, in particular since the Swedish national curricu-
lum for both compulsory (Lpo 94) and non-compulsory (Lpf 94) education not 
clearly state that the schools should work with this kind of projects. The point 
of departure for this study is the questions that arise over which the driving 
forces behind this development are. 

1.6 The purpose of the study and research questions 
The overall purpose of my study is to describe, analyse and understand the in-
troduction of entrepreneurship and enterprise in primary and secondary 
schools in the North of Sweden and to identify and analyse the driving forces 
and actors behind this process. In particular the influence and significance of 
education policy at supranational, national and subnational for the introduc-
tion of entrepreneurship and enterprise in education will be analysed. There-
fore a large part of my study is focused on education policy and against this 
background central research questions are: 

• How and why have entrepreneurship and enterprise education come to the schools 
in the northern region of Sweden, in particular within the framework of the PRIO1 
project? 

• How were important stakeholders involved at the subnational level and how did 
they reason and act in relation to the introduction of entrepreneurship and 
enterprise in the schools? 

• How are the concepts of entrepreneurship and enterprise education presented in 
policy documents at different policy levels? 

This means identifying actors and agencies that have had (and possibly still 
have) influence on education at different policy levels (local, regional, national 
and international).11 Part of my study therefore is concerned with the policies 
that have been articulated in the educational agendas of several actors/agencies 
at different levels and how they relate to the occurrence of entrepreneurship 
and enterprise activities in educational work at a local level. To pay attention to 
these agendas seems necessary in order to get more insight into the why and 
how of the introduction of entrepreneurship and enterprise education. It is also 
necessary to relate this development to the stakeholders who have introduced 
the Prio1 project in the county of Västerbotten. The stakeholders’ intentions, 
reasons and expectations will be of interest. My reasoning above thus suggest 
that in order to get insight in the introduction process of entrepreneurship and 
enterprise education in the region of North Sweden it will be necessary to 
understand what driving forces and which actors and agencies have influenced 
this introduction in the schools. Finally it will be necessary to look further into 
the education literature and analyse how changes in education are described 

                                                      
11 Throughout the review of the literature on entrepreneurship and enterprise it became obvious 
that there exist several policy levels on which policies are articulated. Several authors refer to large 
international organisations, such as the European Union and the OECD. I will return to these 
aspects of policy formation in chapter 2.  
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and discussed, but also how entrepreneurship and enterprise are related to 
teaching and learning. 

1.7 Structure and agency 
This thesis is generally concerned with the issues of entrepreneurship and en-
terprise in education in relation to education policy questions and, more spe-
cifically, in the introduction of these concepts in the education system of 
Västerbotten County in the northern part of Sweden. With my research ques-
tions in mind the next questions logically will be how to approach the problem 
theoretically and methodologically. The research questions why and how entre-
preneurship and enterprise have been introduced in education is related to 
fundamental questions about developments and changes in society but also to 
the action of agents, either as individuals or in collective forms i.e., groups, in 
society. It is the consideration of this dialectic that forms the basis for the short 
but necessary reflection on the methodological positions that can serve as a 
point of departure for this study. The urgently demanded change to an “enter-
prising society” or the need for individuals to become more enterprising or en-
trepreneurial has been uttered in the popular press as well as the literature, as 
could be seen above. The issues of entrepreneurship and enterprise and the re-
search problem presented can be studied from many different angles and per-
spectives, but it seems a necessity to include several aspects from both the so-
cietal as well as individual level. What then is society? To picture society as just 
an aggregate of individuals per se is not eligible for, as an aggregate, the consti-
tutive elements are unrelated and unchanged in relation to each other. Besides, 
society is not a material object that has some kind of physical existence. Society 
as such is not observable (Outhwaite, 1998).12 It is as Archer (1995) argues: 

“society is inseparable from its human components because the very existence of so-
ciety depends in some way on our activities. Society is transformable but what it is 
at any time depends upon human doings and their consequences. What we are as 
human beings is also affected by the society in which we live and by our very efforts 
to transform it. It is because of the linkage between structure and agency that the 
relation between individual and society has always been a central issue in under-
standing what society is”.13 (Archer 1995, p.  6.) 

The structures in society are often central issues of concern. To understand so-
ciety and different forms of personal organisation and how individuals live in 
society and relate to one another have been in focus. Traditionally, there has 
been a controversial question within social sciences about how we can under-
stand the phenomena that are being studied in relation to, on the one hand, the 
preconditions in society, on the other, the actions of individuals. Structural ap-
proaches which emphasise the way that the structure of society directs human 

                                                      
12 Which means that society itself cannot be seen, smelled, touched, heart or tasted, it is only 
possible to study its effects. By so doing it is possible to show that society has some form of 
existence (see also Bhaskar, 1998). 
13 Archer argues that the ”individual versus society” debate is increasingly expressed in terms of 
”structure and agency” (Archer 1995, p. 6). 
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behaviour (e.g., Durkheim) have been criticised because it focuses on 
contextual prerequisites and does not incorporate human actions. On the other 
hand, the action or interpretive approaches argue that humans create society 
through their own actions (e.g., Weber). Weber’s model is criticised because it 
stresses the actions of individuals while it neglects contextual preconditions 
(Nilsson, 2005). This distinction is not always clear cut. Most perspectives show 
some concern with both structure and agency although one perspective is 
emphasised at the expense of another. 

Many social theories are bending under the field of tension between the collec-
tivist (society) and the individual, between structure and agency, or between 
system and life world. Generally, scholars choose a position in the continuum 
between these extremes of structure and the individual, in which sometimes the 
deterministic, sometimes the voluntarist aspects dominate. Those who advocate 
social structure are often engaged in the workings of institutions and social 
economic systems, without knowing anything that is going on at the level of the 
individual, while supporters of the interpretative school of thought concentrate 
their attention on the actions of the individual, often disregarding socio-eco-
nomic mechanisms beyond the individual that generate and reproduce social 
relationships. This duality has been central issues in the research of several 
scholars. Some theorists who have been thinking in these directions are 
Giddens, Bhaskar, Archer, Habermas and Bourdieu. Of course there exist dif-
ferent opinions between them, but all do consider that neither the structural-
determinist, nor the voluntarist approach is problem solving or satisfying. They 
argue that both approaches, as it ware, are involved dialectically with one an-
other. Action and structure do precondition each other. In the process of so-
cialization individuals lean on the present social structure. To put it differently, 
the societal structure is both the medium for as well as the result of human ac-
tion. 

Thus, societal structures do not only constrain action but they also enable the 
possibilities for action. So it is not only about the restrictions or constrains that 
individuals experience during their actions in space and time, but through their 
actions people also contribute to the reproduction or transformation of a cer-
tain time-space structure with new conditions. Nevertheless, it is obvious that 
several studies are trying to come to terms with classic dichotomies, the ten-
sions and contradictions between action and praxis, agency and structure, sub-
ject and object, macro and micro approaches as well as the basic dichotomy 
between individual and society (see discussions in Archer, 1998; Guneriussen, 
1996; Turner, 1996; Tucker, 1998). This calls for a more plural dimensional 
approach which takes into consideration causal processes and systems, while at 
the same time leaving space for a dimension of meaning and hermeneutic ideas. 
Habermas, Giddens and Bordieu are examples of authors who have a more 
synthetic perspective on the duplex relationship between structure and actor, 
both in the light of individual intensions as well as institutional rules and codes 
(Guneriussen, 1996 pp. 222, 327). Bhaskar (1986, 1998) and Archer (1998) 
provide similar frameworks of social theory. 
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Like Giddens, Bourdieu challenges the opposition of structure and individual 
action for the one cannot be understood without the other. Bourdieu calls this 
the relation between objective structures, the structures of the social field, and the 
embodying structures of the agent, the structure of habitus (Bourdieu, 1999). 
Giddens´ ideas on structuration are in many respects similar to Bourdieu´s 
considerations as he states that social practices are central to the ongoing re-
production of societies.14 However, Giddens approach emphasises more than 
Bourdieu´s the “knowledgeability” of people in the context of a modern reflex-
ive world. Individuals, according to Giddens, are very knowledgeable about the 
conditions influencing them. In that sense, he draws further than Bourdieu on 
the notion of people as knowledgeable, reflexive agents (see Tucker, 1998). 
Giddens argues that: “self-identity is not a distinctive trait possessed by the indi-
vidual. It is the self as reflexively understood by the person in terms of her or his 
biography.” (Giddens 1991, p. 53.) Similar thoughts are presented by Bhaskar 
who in his transformational model of social activity (TMSA) discusses that 
skills, competences and habits are acquired and maintained as necessary pre-
conditions for reproducing and transforming society. This is the process of 
socialization. In Bhaskar’s words, socialization is: 

“…the vital connector between the human being and the agency which reproduces 
or transforms the social structure, is of course itself a social process in which indi-
viduals acquire, mature (grow), develop and mobilise the skills (competences) 
which they utilise or exercise in their everyday productions (performances)”. 

But the ongoing human praxis and the agent both depend on: 

“the interaction of individual life-paths and institutional projects, the junction of 
individual biographies  and social histories - intersections and junctions which are 
the very conditions of the being of the terms they intersect and conjoin” (Bhaskar, 
1986 p 129). 

In other words, individual biographies are linked together with the more col-
lective social histories, but in order to accomplish this, interaction is needed 
and this interaction can be performed in institutional projects. Though, society 
is not the creation of unconditional human agency, neither does it exist inde-
pendently of it; and individual agents neither completely determine, nor are 
completely determined by, social forms” (ibid p.125). This is a so-called exis-
tential interdependence of society and individuals, the duality of structure and 
praxis: “…society is at once the ever-present condition and the continually repro-
duced outcome of human agency: This is the duality of structure” (Bhaskar, 1986, 
p.123). Bhaskar draws here on Giddens who also talks of the duality of struc-
ture. Giddens argues that social structure must not be regarded as a force which 
dominates, and acts over and above, any individual influences or actions. It is 
the individual who through her/his influences or actions and interactions with 

                                                      
14 Giddens´s developed structuration theory with which he places “social practices, practical 
consciousness, and the reflexive individual at the forefront of theoretical concern” (Tucker, 1998 
p.89). His theory of structuration seeks to combine the advantage of two nearly mutually 
exclusive orientations: hermeneutical interpretation and structuralist analysis (see further 
Giddens, 1979 & Giddens 1984).  
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other individuals changes the structure. Agency in it self is structuring and that 
is what Giddens wants to stress. 

Although agreeing on many points, Bhaskar criticises Giddens´ concept of 
structuration because it does not pay much attention to the history of struc-
tures. He argues that social structure is always a given, from the perspective of 
intentional human agency. He therefore rather talks of “restructuration” than of 
“structuration” (Archer, 1998: p361). Also Archer (1998) criticises Giddens on 
the same grounds when she relates her morphogenetic approach to structura-
tion theory and TMSA. (p.358 ff). On the other hand, Giddens (1984) draws on 
Bhaskar when he argues that:  “it is not the case that actors create social systems: 
They reproduce or transform them, remaking what is already made in the continu-
ity of praxis” (p 171). However, the concepts and the principles are closely re-
lated.15 Even though the discussion somewhat resembles a “chicken or egg” is-
sue, for the purpose of my research Giddens´ structuration theory, in 
combination with elements from Bhaskar´s transformational model of social 
activity and Archer’s morphogenetic approach provide a valuable meta-theo-
retical framework for the agency/structure problem also present in my study. 
Especially because the mutual influences between structures and the actions 
that actors or agencies perform on or within those structures. Structures are 
both the medium as well as the outcome of the actions of actors. Societal 
structures, and that is what Giddens and Bhaskar certainly agree about, can 
only be changed by human agency. 

However, one fundamental assumption of Giddens´ theory of structuration is 
the individual’s capacity for reflexivity which permeates the construction of 
social life. This, regardless if the study of object are individual actors, or more 
general, historical changes in society. “...the awareness of social rules, expressed 
first and foremost in practical consciousness, is the very core of that “knowledge-
ability” which specifically characterizes human agents” (Giddens, 1984, pp. 21-
22). Where Bhaskar is more leaning to the deterministic features of structures, 
Giddens and, to a lesser extend, Archer have a more voluntarist approach. The 
theory of structuration must not be regarded as a general theory of society but 
rather as a methodological orientation and I use the ideas of Giddens´ structu-
ration theory, as a guide in my integrative effort to the structure and agency 
concept. I am interested in the activities of agents in combination with the un-
derstanding of general processes. Giddens does not dig himself down in long 
discussions of ontological or epistemological character. He describes an 
ontology of praxis and sees his structuration theory as an approach to social 
science dealing with issues as “the nature of human action and the acting self; 
with how interaction should be conceptualised and its relation to institutions; and 
with grasping the practical connotations of social analysis” (Giddens, 1984: xvii). 
Giddens sees an ontology of time-space as constitutive of social practices is ba-

                                                      
15 Stone (2001) argues that the divide between Structuration theory and the Morphogenetic 
approach, which is based on realist social theory, can be questioned. He rejects Archer’s critique 
on structuration theory while he at the same time finds valuable insights in Archer’s realist social 
theory that could be useful for structuration theory.    
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sic to the conception of structuration (p. 3) Explanation is contextual; it is 
about the clearing up of queries. The points of connection of structuration the-
ory with empirical research are to do with the studying of a “subject matter” of 
which the researcher is already a part. I will return to this but also more general 
ideas of structuration theory later in this thesis. 

1.8 Research agenda (The organisation of the study) 
To address the research questions related to the study of entrepreneurship and 
enterprise in education, this thesis has been divided in 6 chapters and a pro-
logue. In the prologue I provided a short background of the study in relation to 
the project PRIO1 which has been launched in the northern region of Sweden. I 
further discussed my personal background in the settings of educational work. 
It thus has a reflexive character. Chapter 1 delivered a literature review on the 
concepts of entrepreneurship and enterprise. This introduction mainly served 
to gain insight in the research field but also to formulate the aim of the study, 
including the research questions. Finally, I presented some considerations 
about structure and agency. These will return in relation to the theoretical dis-
cussion later in the study and to my description of methods which precedes the 
empirical chapters. In Chapter 2 efforts will be made to present the various 
concepts of educational policy changes, primarily based on recent research 
about changes in education and policy. As globalisation is discussed, focus will 
be more on international changes in education, especially in the context of 
changes in the governance of education and convergence of policies. In the lat-
ter half of Chapter 2 I will more specifically discuss several theories concerned 
with the policy process. Issues such as policy streams and agenda setting, to-
gether with policy networks and the diffusion of policy, will be included. These 
theories form a theoretical framework within which the empirical data can be 
highlighted. Chapter 3 contains the description of data material and sources. 
Although the description of the data and methods were wrapped up in one 
part, the chapter discusses and reflects on the methodological procedures of 
data collection for both Chapters 4 and 5. The empirical part of this study con-
sists of a policy document study, the result of which will be shown in Chapter 4, 
and an interview study which focuses on some subnational actors that were im-
portant in the process of introducing entrepreneurship. This will form the 
contents of Chapter 5. The policy document study focuses to a larger extent on 
the documents produced by agencies at the supranational level, i.e., OECD and 
EU. Attention will be paid to national and subnational documents as well. The 
results of this study will also inform the interview study in the following Chap-
ter 5. That chapter presents the data of the interview study with a number of 
stakeholders, mainly from the subnational perspective. While much of the de-
tails will focus on events as they are occurring in a regional setting in North 
Sweden, the suggestion is that many of the general trends have a wider applica-
bility and resonate with much that is going on in other regions in the world. 
Further, both empirical chapters are informed by the literature review of 
Chapter 1, as well as the theoretical explorations of Chapter 2. Chapter 6 will 
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mainly be concerned with creating a concluding synthesis of the theoretical re-
marks and the empirical outcomes as presented in the previous chapters. 

 

Figure 1. An overview of the chapters. 
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2. Education Policy Processes: 
A Theoretical Exploration 

Besides the introduction of entrepreneurship and enterprise learning on the 
educational scene, several other concepts and ideas have been stressed upon 
during the last 15 years: Interdisciplinary courses, constructivism, authentic 
learning, problem based learning, meta-cognition and the process of learning to 
learn, learning by doing, project work, lifelong learning and mentorship, to 
mention a few examples.16 It can be questioned how and why these ideas have 
entered the school, but also what actually decides what is being taught and 
learned in school. This question contains several elements: Developments out-
side the school, so-called exogenous factors, influence educational work just as 
well as endogenous factors inside the school do. The exogenous factors, in-
cluding demands, interests and values of society may work as “push” factors, 
while the endogenous developments are formed by the needs and values of the 
school, in which the school leader’s and teacher’s points of view can be seen as 
one of the “pull” factors, implementing some of the exogenous ideas. The 
school reforms that have been taking place in Sweden during the last decades, 
including processes of decentralisation, deregulation and privatisation, have 
altered the situation for schools and teachers. For the teachers this implied that 
they have to take more personal responsibility for the educational aims. This 
development has increased research interests for the effects of these processes. 
Which push and pull factors determine what takes place in the classroom, or in 
other words: How do exogenous and endogenous developments influence edu-
cational work? Curriculum theory and frame factor theory17 can be seen as im-
portant in relation to these questions. Lindblad, Linde & Naeslund (1999), for 
example, use the frame factor theory approach and relate it to studies about the 
teacher as actor in the world of school. They formulate the relationship between 
action and the preconditions of action and refer to the words of von Wright 
(1983, p. 52), who stated: “the actions of man are determined by their historical 
situation, but the historical situation is itself the result of action of men”. In his 
theory of action von Wright argues that within social sciences one should work 
with ideas of the social reality which are determined by social rules and institu-
                                                      
16 I have been confronted with these ideas during the last 15 years while working as a teacher and 
teacher educator. I will return to some of these in chapter 6. 
17 Lindblad, Linde & Naeslund, 1999; 2001; Linné, 1999; Nyroos, Rönnberg & Lundahl, 2002. In 
these studies frame factor theory is linked to the teaching activities in the classroom.  

– 19 – 



 

tions created by Man and which in turn are based on human, practical reason.” 
(see Lindblad, Linde & Näslund, 1999, my translation.) It relates to what they 
describe as “…the fundamental problems within humanistic and social science 
research, concerning determinism and relations between micro- and macro levels or 
between actor and structure. Structural conditions influence or are part of the ac-
tors judgements and actions, which in turn contribute to the formation of these 
conditions.” (Lindblad, Linde & Naeslund, 1999, p. 94, my translation). 

The reasoning above shows that Lindblad, Linde & Naeslund (1999) also want 
to overcome the structure/agency divide that has dominated earlier studies, as 
could be seen in chapter 1. In contrast to traditional views of both curriculum 
theory and frame factor theory, in which structure was more emphasized and in 
which teaching activities were contextually limited by factors such as timetable, 
national curriculum or the formation of the class (see Lindblad & Sahlström, 
2001), these more pluralistic frameworks link agency, and therefore, subjectiv-
ity and power, to structures. The research in this study shares indeed several 
aspects with the frame factor theory as it is arguing that the teaching process 
must be seen in its (societal) context.. Further, these frames do not just limit 
what goes on in the classroom; on the contrary they also provide possibilities, 
especially when these frames have changed. A turn from a focus just on struc-
tural constrains to an approach which includes the challenges of agency, be-
cause the context must be seen as part of the dynamic, not just as a background 
through which the teaching process is structured. The context, just like the 
teaching process, is part of a social construct. The teaching process gives 
meaning to the context and vice versa. They are dialectically involved with one 
another, which resembles the ideas of Giddens presented earlier. 

2.1 The global and the local nexus 
In his later work, Giddens focuses more on the interconnections between two 
distinctive features of modernity and how they are transforming modern life; 
self-identity and globalisation which according to him: …“are the two poles of 
the dialectic of the local and the global in conditions of high-modernity”…”for the 
first time in human history `self´ and `society´ are interrelated in a global milieu” 
(Giddens 1991, pp. 22 and 32). In similar words, Castells (1997) argues that 
“our world, and our lives, are being shaped by conflicting trends of globalisation 
and identity.” (p. 1.) He further argues that the developments in information 
technology and the restructuring of capitalism have put forward the network 
society which allows for changes that are leading to a variety of transformations 
such as decentralization and economic globalization. These processes influence 
our identity, because our sources of meaning and experiences are changing. 
Thus, societal functions and processes in the information age are increasingly 
organised around networks which can expand without limits by simply inte-
grating new nodes that share the same means of communication with other 
nodes. Because there is no overarching organizational or institutional shape, 
networks are highly flexible. But, as Castells argues, it characterises by changes 
related to flexibility and instability of work and the individualisation of labour 
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(ibid). It is in this context individualisation has come into focus. Leadbeater 
(1999) sees globalisation as one of the driving forces for individualisation in the 
new economy and he also stresses the importance of networks, but argues that 
networks hold together by relationships and social capital. Networks, as he 
claims, will be important for competitiveness and growth in the modern eco-
nomy (p.126). Research increasingly pays attention to the relationship between 
local and global processes, and how at the local level response is given to glob-
alisation (cf. Persson, Sätre Åhlander & Westlund, 2003).18

Globalization is a confusing and contested term. The confusion partly depends 
on the fact that globalisation refers to different aspects and processes, which can 
be economic, financial, cultural and social. Although they are related, it is not 
always clear how they relate. Some of these aspects go back a long way in his-
tory. The new situation is the combination of these processes and their power-
ful domination over political, economic and social organization. Loughlin 
(2001) argues that the crisis of the Keynesian economic management model in 
the 1970s, the neo-liberal models of free trade, the end of protectionism, and 
the rapid spread of new technologies, communications, and productive systems 
around the world, more or less describe the transformation of capitalism (pp. 
22-23). This development has not only affected national governments but also 
subnational levels of government and administration. Globalization is linked to 
new models of economic development in which the global is linked to the lo-
cal/region, sometimes referred to as “glocalization”, stressing the position of 
regional and the local in relation to the global (ibid). 

Globalisation, as stated by Giddens (1997) therefore is the "intensification of 
world-wide social relations which link distant localities in such a way that local 
happenings are shaped by events occurring many miles away and vice versa." 
(p. 64.) Globalisation, driven by technological developments in the areas of 
(tele)-communication, has made the world a smaller place and relative distance 
has decreased. Although globalisation may simply be seen as an intensification 
of just the links between many localities that have an effect on one another, 
Jönsson, Jerneck & Stenelo (2001) refer to globalisation as a dynamic concept as 
it is an ongoing process rather than a static state which has been reached. 
Globalisation can be understood as a process of change, it is border crossing in 
both physical as well as intellectual meaning and it influences the entire world, 
at various rates. Although it is difficult to point out the exact time when the 
word globalisation entered the political or academic terminology, it hardly oc-
curred before the end of the 1980s (p. 9-12). Of course, even though the con-

                                                      
18 I remember that in the beginning of the 1990s the term “act local - think global” became 
popular and was mentioned in several environmental debates. Later, it was also turned round in 
“act global - think local”. In a way it reflects the ideas of “glocalization” as mentioned by 
Loughlin (2001, p 23). The change of global problems should be done locally. I here think of the 
agenda 21 program, the United Nations 1992 conference in Rio de Janeiro and the Brundtland 
report of 1987 on sustainable development (see discussions in Vilby (1998) and Sandell, Öhman 
and Östman (2003).  

– 21 – 



 

cept did not exist, it does not mean that the processes involved did not exist.19 
However, there exist a relatively large consensus about the prerequisites for 
globalisation, especially technological developments in the area of telecommu-
nications and transport have decreased the “friction of distance”, i. e. relative 
distance has decreased. As a result of this, Castells argues that the new infra-
structure, which is based on information technology, does imply “a qualitative 
social and economic change, by enabling global processes to operate in real 
time.” (Castells, 1997, p. 244.) The formation of networks takes a central place 
in this process and it is in this context that networks influence our societies and 
they change the operations and outcomes in processes of production. Castell 
adds: 

“in the 1990s, nation-states have been transformed from sovereign subjects into 
strategic actors, playing their interests, and the interests they are supposed to repre-
sent, in a global system of interaction, in a condition of systematically shared sover-
eignty. They marshall considerable influence, but they barely hold power by them-
selves, in isolation from supranational macro-forces and subnational micro-
processes.” (Castells, 1997, p 307.) 

Jönsson, Jerneck & Stenelo (2001) question whether this is the outcome of what 
Daniel Bell already described early in the 1970, namely that the state has be-
come too small for the large problems and too large for the small problems 
(p.18).  The state has no longer a monopoly on foreign relations; other actors 
are also entering the scene. These tendencies are especially clear in the Euro-
pean Union. Places, especially large cities, have regained a central roll as a result 
of globalisation. They form nodes in a global urban networks, which leads our 
thoughts in another direction than the dominating perception of the sovereign 
state (ibid, p.18-19). 

2.2 Globalisation and convergence of education policy 
Within these overarching themes of globalisation, networks, economic and so-
cial change, it is worth to question what happens in the field of education and 
education policy. The link between the global and the local is increasingly 
coming to the foreground, also in education literature (Dahlström and 
Mannberg, 2006). I will now focus on the different policy levels generally, and 
the developments in educational policies specifically. Although it is difficult to 
grasp to what extent the nation state is weakened by globalisation, there is no 
doubt that its role must be reconsidered. Stables (2003), expresses this in a 
somewhat venturesome way: “In many respects therefore, the globalisation thesis 
presents us with the challenge of `education after the nation.” (p.5.) However, the 
consequences of both individualisation and globalisation for educational 
thinking have been under theorized (Stables 2003, p. 4-5). In the perspectives of 

                                                      
19 Marginson (1999) describes globalisation as a formation of world systems as distinct from 
internationalisation which presupposes nations as the essential unit. She argues that globalisation 
is more than internationalisation of good and services, money people and ideas (p.19). 
Internationalisation is indeed a process that has been going on for centuries and should not be 
seen as globalisation (c.f. Knox and Agnew, 1998). 
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what is discussed above, it is interesting to look further in the emergence of a 
global-local nexus of education policy. There exist tensions in all varieties of 
policy analysis between the need to attend the local particularities of policy 
making and policy enactment, and the need to be aware of general patterns and 
apparent commonalities or convergence across localities, not only because pol-
icy ideas are received and interpreted differently within different political ar-
chitectures, national infrastructures and national ideologies (Ball, 1998a). 

The making of national policy is largely about adapting extrinsic influences to 
national traditions and contexts (Hokka, 2004). Global forces influence nation-
states and policy frameworks articulated and disseminated by supranational 
organisations increasingly affect national educational policies. The influences of 
these policies are, nevertheless, filtered through the prism of national charac-
teristics, such as economic resources, policy-making processes, and national 
values (Henry, Lingard, Rizvi and Taylor, 2001, referring to Fowler, 1995). 
When considering the relationship between international, national and regional 
education policies it is important, as Ball argues, to be aware of the local inter-
pretations of the generic policies and their re-creation in contexts of practice. 
Within this localism (the local context), a “recontextualisation” of policies takes 
place (Ball, 1998a). Certainly, education is interpretative activity, and from a 
policy perspective to belief that there can be a “best practice” solution for all 
educational institutions is flawed, whether this belief is driven by ideology or by 
empirical evidence (Stables, 2003). Nevertheless, educational policies, especially 
those at the international level, seem to become more important and many 
studies address the emergence of a set of generic education policies that can be 
referred to as the phenomenon of policy convergence in education, or even the 
globalisation of education policy (Lawn and Lingard, 2002). The move toward a 
global market economy, the new internationalism, the internationalisation of 
labour as well as the emergence of a global culture and transnational or supra-
national policy structures are examples of the contextual developments that 
have been referred to (Castells, 1997; Henry, et al., 2001; Ball, 1998; Rinne and 
Kallo, 2003). One of the influences that reinforce the convergence of education 
policy is that international organisations increasingly work together in different 
constellations. In their study on the OECD, globalisation and education policy 
Henry et al (2001) observe that the OECD has been both an actor and it has 
been acted upon (p. 60). This is congruent with Giddens´ ideas on structura-
tion, as described earlier. However, 

“there has been little research on the OECD itself, which is paradoxical given the 
Organisation’s prolific research output…//…For even now, little has been done on 
the effects of globalisation on education policy, and even less on the specific work-
ings of globalisation through international organisations in education.” (Henry et 
al., 2003 p. 3.) 

Little research has been on the OECD itself, neither on the influences of the 
OECD on European education policy practices. However, the OECD must be 
considered an important actor and its role is highly significant in the dynamics 
of European education policies (see also Rinne and Kallo, 2003). Norberg 
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(2001), for example, argues that the conditions for education have changed as a 
result of transnational communication causing a transformation. This trans-
formation has an impact on schooling and: 

“National autonomy is at stake. National governments have ceded sovereignty to 
supra-national organisations such as the EU (European Union), WTO (World 
Trade Organisation), OECD (Organisation for Economic Co-operation and Deve-
lopment), and the World Bank.” (Norberg, 2001.) 

The possible convergence of education policy is not only a result of the cooper-
ating constellations of supranational organisations. Cooperation also takes 
place at subnational levels. Within the European Union, for example, decen-
tralisation of responsibility has taken place to regional and local governments 
while, at the same time, areas of sovereignty have been transferred to the Euro-
pean institutions. The executive bodies at local government level are to a great 
degree affected by decisions reached by European institutions. This has led to a 
situation in which cities and regions across Europe have gathered together in 
institutional networks that bypass national states. This process generated a large 
lobby machine that is acting simultaneously on European institutions as well as 
on national governments (Castells, 1997 p. 272). Swedish subnational organi-
sations have also sought to strengthen their coordination and lobbying activities 
at the European level (Pettersson, 1994 p.54-55). Municipalities and county 
councils cooperate in order to influence EU policy and are now acting side by 
side of the state. Examples of this are the so-called “Brussels offices” that have 
been erected.20 In an international perspective, Swedish municipalities have a 
history of extended independence and they are highly self-governed. Due to this 
tradition of self-government the municipalities have become important politi-
cal actors within the EU, alongside the Swedish state authorities. Regional and 
local actors so bypass the national state level and create direct relations with EU 
institutions through their lobby activities (See Johansson, 1999; Karlsson, 1999; 
Montin, 2002). This implies that the subnational actors are changing their 
strategies, instead of through the state they go beyond the state.21 This in turn 
may also work the other way round.22

2.3 Convergence through multi-level governance in networks 
Globalisation thus has not only implied new conditions and challenges for the 
national government, but also for regional and local actors. Referring to several 

                                                      
20 The organisation “North Sweden” is such a cooperation in which the municipalities, county 
councils and county administrative boards of the counties of Norrbotten and Västerbotten have 
joint their activities (see Johansson, 1999, p. 149; Montin, 2002, p. 58). 
21 Both Johansson (1999) and Karlsson (1999) discuss the different issues of through the state and 
beyond the state in relation to strategies of subnational actors. 
22 The policies of the international level can bypass the national level and influence the 
subnational level directly. See the related discussion on up-stream and down-stream lobbying in 
Johansson (1999) who discusses that there exist up-stream and down-stream lobbying, in which 
the previous concerns the ambition to influence overall institutional structures and policy 
processes, while the latter aims to exploit these structures and rules without wanting to change 
them. 
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documents, Johansson (1999) shows that the consequences of Swedish EU 
membership for the municipalities initially were thought to be little. Coopera-
tion would take place at the national level and not so much at subnational level, 
it was believed. However, Europeanisation of the Swedish political space, natu-
rally, includes not only the central state but also the municipalities and the re-
gions as these also are part of the ongoing process of European integration. It 
created possibilities for local political actors to hold up their ground towards 
the nation state as well as the European institutions (Johansson 1999, p 130-
131). Now municipalities are working together in regional partnerships. This 
regionalisation of the municipalities, once again, puts the relation between state 
and municipality into question, also in the field of education. 

Both Lundahl (2005) and Lawn (2003) discuss the European dimension of edu-
cation policy and also mention the concept of “Europeanisation”, which, ac-
cording to Lundahl, may be understood as both the direct impact of EU policies 
and, in a wider sense, as the impact of European integration on national educa-
tion policies and debate. In her opinion it is much of an open question to what 
extend and how the EU membership has influenced Swedish education politics 
(Lundahl, 2005). In their findings, Rinne and Kallo (2003) show that the influ-
ence of the OECD activities on the EU and European education policy practices 
has been widely disseminated. They describe the OECD as an “éminence grise” 
that “has found a sound political resonance within the highest level of decision-
making circles”. In this perspective they talk about "OECD-isation" in European 
education policies (Rinne and Kallo, 2003).23 Weiner (2002) argues in similar 
lines of thought when she talks of the “[colonisation] by international and su-
pranational bodies as part of globalisation (e.g., OECD, UNESCO, EU).” (p. 276.) 

 Nonetheless, the supranational organisations can influence local agencies just 
as well as local or regional networks of actors can bypass the nation-state and 
work for their interests at the international scene. This new governance encom-
passes a variety of actors and processes, it means that there are not only more 
levels of governance but also the number and diversity of actors involved has 
risen and includes public as well as private actors. Governance has shifted from 
being solely a centre-state concern to a more dynamic process of governance at 
the subnational, national and supranational level, resulting in a change from a 
static “administrative” space towards a dynamic “functional” space. This is 
made clear when: “Educational governance is no longer held to the business of 
state-funded centralised educational bureaucracies alone. Rather it is a partnership 
between a number of stakeholders.” (Henry et al., p. 60.) Thus, the concept of 
governance is becoming more diverse as more decision levels are being in-
volved, therefore the term “multi-level governance” has been used to indicate a 
dynamic multi-level perspective (see also discussion in Johansson, 1999 and 
Montin, 2002). This development is part of the growth of public/private net-

                                                      
23 Jönsson, Jerneck & Stenelo also talk of “OECD-isation” and argue that this term expresses that 
current changes and the process of globalisation concentrate in North America, Europe and East 
Asia (p. 13). 
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works at the different levels which resulted in the change of authority from 
central states up to supranational organisations such as EU and OECD and 
down to the subnational level to a policy matrix of local and regional actors that 
consists of municipalities, regional agencies and a mixture of public-private 
partnerships forming a system of sub-national governance. In a White Paper on 
Governance, the European Commission itself states that it wants to bring the 
European institutions closer to the citizens: 

“Yet the way in which the Union currently works does not allow for adequate inter-
action in a multi-level partnership; a partnership in which national governments 
involve their regions and cities fully in European policy-making. Regions and cities 
often feel that, in spite of their increased responsibility for implementing EU poli-
cies, their role as an elected and representative channel interacting with the public 
on EU policy is not exploited.” (Commission of the European Communities, 
2001, p. 12.) 

A special issue of the Journal of Higher Education (vol. 43, nr. 3) is dedicated to 
globally, nationally and locally patterned changes in higher education in both 
developing as well as developed countries. In one of the articles Marginson and 
Rhoades (2002) elaborate a “glonacal agency heuristic” for stimulating and 
framing future studies in ways to focus on the interactive dimension of global, 
national, and local organizational agencies and human agency, which goes be-
yond the conceptual confines of national states, economies, and systems of 
higher education. They emphasize the simultaneous significance of global, na-
tional, and local dimensions and forces and want to combine structure with 
agency. They speak of agency in two meanings. First, agency can be understood 
as an established organisation that could be found at each level (global, national 
and local),24 but also in its meaning of individual or collective actors who can 
take action (i.e., human agency) also at these three levels. Their idea does not 
present a top down flow from the global to the local level but rather different 
interactions between all levels and agency. They therefore talk of “glonacal 
agency.” (Marginson and Rhoades, 2002.)  Globalisation includes thus both 
top-down and bottom-up processes. Taylor et al. (1997) speak in terms of 
“globalisation from above and below.” (p. 75.) According to Cheng (2003) the 
world is moving quickly towards becoming a global village and there is an 
emerging paradigm shift in education. This shift emphasises the concept of 
“triplization”, which includes the processes of globalisation, localisation and 
individualisation. With this concept of triplization in education there is a clear 
paradigm shift in learning. Students and their learning should be individual-
ised, localised and globalised. Through localisation and globalisation students 
can learn from multiple sources inside and outside their schools. Learning is no 
longer school-bounded and not limited to a small number of teachers in their 

                                                      
24 Although the terms “international, national and local” do occur in the literature, it is very 
common to use “supranational, national and subnational” in the policy research field when 
describing different levels of policy formation. Hereafter I will as much as possible use 
“supranational, national and subnational”, unless authors specifically use the other terms. I 
consider supranational as the level beyond the nation state, while the subnational level includes 
both the local and the regional level. These are domestic levels under the national level.    
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schools, but rather a process of local and global outlooks beyond the schools 
(Cheng, 2003, pp. 208-209). 

2.4 Further theoretical considerations on policy processes 
So far the literature has indicated some of the major changes that are taking 
place, also in the field of education policy. Much of the debate focuses on the 
incorporation of global processes in the world of education. Globalisation, for 
example, also strikes education policy formation. The amount of writings about 
globalisation has become huge and is likely to grow. Europeanisation of the 
policies concerning education is one aspect of the issues (Lundahl, 2005), and it 
is argued that the Europeanisation of education occurs as an element of a wider 
process of globalisation in education (Lawn and Lingard, 2002). The theorisa-
tion of these processes is getting more attention also because these processes do 
require a new consideration on how policies are formed, shaped and directed. 
Dale (1999) attempts to clarify the concept of globalisation and discusses how 
globalisation affects national education systems. He argues that globalisation 
certainly has caused changes in the relation between the national and supra-
national level, though these changes do not necessarily imply greater homoge-
neity25 of policy and practice in education.  One of the reasons is that globalisa-
tion is not a homogenous process, neither are its effects. The effects are 
mediated in several directions and in complex ways (Dale, 1999). What then are 
the implications of all this for education policy making and analysis? For a start, 
it has to be said once again, globalisation is a complex set of processes including 
economic, social, political and cultural aspects which are often either oversim-
plified or totally ignored in policy analysis. However, the ideas as presented by 
Dale (1999) suggest that the several policy levels can be influenced by globalisa-
tion but also the other way around; globalisation is affected by the activities 
conducted at the different levels. Thus, globalisation has created new implica-
tions for the transfer of education policies which differ significantly from more 
traditional ways of transfer. The analysis of education policy should also involve 
attention to these new implications. Especially in order to avoid the “globalisa-
tion explains all” trend, so well described by Angus (2004). 

In the first place, the scope of the mechanisms involved has changed. Policy 
formation takes place in a much larger area. This also implies that the locus of 
viability has changed, due to the power influences of e.g., supranational organi-
sations (this also implies that decision making is sometimes far from the gov-
ernment’s offices at the national level). The initiating sources of policies are 
changing as well, and they are no longer only defined at the national level. 
Overall it could be said that new forms of relations between the different levels 
have been created (see further Dale, 1999). Of importance is not only the rela-
tion between the national and supranational level, but also the relations be-
tween the subnational level and the supra national level, which may have 
                                                      
25 A frequently used term for this homogenisation is convergence. Drezner (2001) describes 
convergence as: ”the tendencies of policies to grow more alike, in the form of increasing 
similarity in structures, processes and performances” (p. 53.)    
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changed. The Europeanisation of municipal policy, for example, has encour-
aged links between cities to appear. Europe appears to be an arena in which the 
cities can work for their own goals rather than being local agents for the imple-
mentation of national government policy; which creates a European policy 
space in educational governance as expressed by Lawn and Lingard (2002). 
What has come to the foreground is that there is a need to understand how 
these new processes of policy formation take place in order to understand their 
effects. But it also relates to basic questions such as: What is policy? How are 
policy ideas disseminating? Which agents are involved? 

The Cambridge Advanced Learners Dictionary describes policy as “a set of ideas 
or a plan of what to do in particular situations that has been agreed officially by 
a group of people, a business organisation, a government or a political party.” 
(CALD, 2003).  However, Taylor et al. (1997), define policy as: 

“an instrument through which change is mapped onto existing policies, programm-
es or organisations, and onto the demands made by particular interest groups. To 
put forward a policy is to acknowledge that a new policy was needed or that the old 
policy needed to be revised in response to the changes occurring in society”. (p. 5.) 

The first definition (CALD, 2003) is just considering policy as a plan to know 
what to do, while the definition by Taylor et al. (1997) implies some kind of 
change, especially in public policy. Policies can thus serve as an initial plan for 
stating how routines should take place but also when changes are required. 
Much of the policy literature however, mentions that there must be a desire for 
change or that a problem has occurred. When there is no problem, practices 
will be run by routine. Rose (1993) characterises this as inertia for change: “if it 
ain’t broke, don’t fix it” (p. 50.) It is when dissatisfaction disrupts routine when 
policymakers are stimulated to search for a solution to the problem. In other 
words policies serve to manner change, but, as Taylor et al.(1997) argues, few, if 
any, policies are entirely new. Most policies are shaped by the characteristics of 
previous policies. This then implies a form of Incrementalism i.e., policy 
changes very gradually with small advances (p. 46). There is sometimes a re-
luctance to take big steps, partly because the outcomes of a policy can not al-
ways be apprehended. Instead of starting an entirely new programme or issue, 
changes are made in already existing programmes or policies (Kingdon, 2003: 
pp. 79 ff). But are changes in education policy then also more incremental than 
radical? In this perspective, it can be questioned how the introduction of entre-
preneurship and enterprise education should be judged, especially since the 
concepts have not been formulated clearly in the national curriculum? In other 
words, what role does policy formation have in the introduction of these con-
cepts in education when there is no clear steering via the national curriculum? 

Dye (1998) has exclaimed that “policy is what Government does”, and that is 
what Taylor et al. (1997) agree with when they define policy analysis as: “the 
study of what governments do, why and with what effects.” (p. 34.) They further 
describe policy not only as a product but also as a process, a process which is 
complex, interactive and multi-layered. They summarise their ideas about pol-
icy under a number of headings: 
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• Policy is more than a text 

• Policy is multi-dimensional 

• Policy is value- laden 

• Policies exist in context 

• Policy making is a state activity 

• Education policies interact with policies in other fields 

• Policy implementation is never straightforward 

• Policies result in unintended as well as intended consequences 
(Taylor et al.1997, pp. 14-17.) 

Policy is more than words in a text; they have a context and are dynamic and 
interactive which give the policy texts meaning and significance. Different pol-
icy players are involved in the process of policy making, which makes policy 
multi-dimensional, and the contribution of these players influences the policy 
outcomes. The policy process is permeated with values and they are integral 
parts of decision making in and around government. It is not possible to un-
derstand policies in isolation; there is always a prior history of significance re-
lated to the political and ideological climate, a social and economic context and, 
of course, individuals. These all influence the shape and timing of policies dur-
ing the development of the policy. Policy making in education must be seen as 
belonging to the realm of public and social policy. However, even though it is a 
state activity and the state’s relationship with the private sector as well as civil 
society is complicated, policies are often shaped by the interactions between the 
state, the economy and civil society. Educational policies are often related to 
other policy fields in a broader policy development, which also creates a con-
fusing policy environment, especially in the implementation of policies. More-
over, because many complex and contextual factors are involved, the conse-
quences of policies are not always clear, policy making is thus a precarious 
business (see further Taylor et al. 1997 pp. 14-17). 

2.5 Agenda setting and policy dissemination 
Lindensjö and Lundgren (2000) link educational reforms to the governance of 
education. They mention arenas for formulation and realisation. More actors 
are now participating on the formulation arena and problems in education are 
utilised for the presentation of political solutions on problems in society. Dif-
ferent actors have come into the position in which they can manoeuvre their 
interests on the agenda. So problems in society are linked to the problems in 
education. They further argue that decentralisation within the education system 
has also led to a series of local formulation arenas. (p 171-178). Lidensjö and 
Lundgren here indicate that the local level, as a result of decentralisation has 
received more possibilities to formulate the agenda. Kingdon (2003) argues that 
it is necessary to take into account the agenda setting process that surrounds 
and determines the policy making process itself. He describes the agenda as “the 
list of subjects or problems to which governmental officials, and people outside of 
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government closely associated with those officials, are paying some serious attention 
at any given time.” (p. 3.) 

According to Kingdon the policy process is made up of various streams; prob-
lems, policies, and politics. The first stream contains of problems. This problem 
stream denotes which issues are recognised as significant problems, in other 
words here the problems come to be defined and recognised as problems. A 
crises or an important event might signal the emergence of such problems. Also 
changes in certain indicators may put attention to the problem. The second 
stream refers to policies or solutions which advice is regarded as “good advice”. 
This stream changes often in relation with the problem stream and with exter-
nal events. The third stream is the political stream. Both, the problem stream 
and the policy stream operate within a political environment characterised by 
elections, changes in government, and changes in the public opinion (Kingdon, 
2003, pp. 16-18). It is when the three streams are joined then issues are rising 
on the agenda for decision. Kingdon calls these moments for “windows”. Policy 
windows provide an opportunity for policy change, but solutions can float 
around without problems, problems don’t have solutions, and the politics of 
the situation may not be favourable. However, when the three streams converge 
there is a chance for policy change. Policy windows occur when there is an 
opening for new views. These moments can be the results of a major event such 
as a crisis, a new international agreement or budget negotiations. An important 
feature of Kingdon´s theory is the coupling of the streams and he argues that 
so-called “policy entrepreneurs” have an important role in this coupling. The 
policy entrepreneurs are seizing opportunities when windows are opened but 
they are also active to couple the streams together, or to push their ideas higher 
on the agenda (ibid pp. 179-181). Studies in research on policy processes have 
increasingly been interested in agents, individuals who change the direction and 
flow of politics. The focus has become more on key-players in the policy 
process (cf. Taylor et al. 1997). 

 

In policy research the distribution of ideas is often seen as an important means 
to develop policies. This spreading of policy ideas occurs through the process of 
policy transfer or policy diffusion (Dolowitz and Marsh, 2000). Policy transfer 
is defined as “a process in which knowledge about policies, administrative ar-
rangements, institutions, etc. in one time and/or place is used in the developments 
of policies, administrative arrangements and institutions in another time and/ or 
place.” (ibid, p. 344.) They mention several sources through which policy 
transfer may be detected. The media, reports, conferences, visits, and govern-
ment statements are some examples. And it is possible to speak of policy learn-
ing possibilities. Terms as “policy oriented learning” (Sabatier and Jenkins-
Smith, 1993) or “lesson-drawing” (Rose, 1993) are related to transference of 
ideas and both concepts are seen as important for policy change. Rose (1993) 
stresses the importance of learning from experience. A common experience of 
problems is the starting point in lesson drawing but also when the 
dissatisfaction is widespread there is a great demand to do something (p. 3). 
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The flow of information has been radically accelerated by modern technologies 
moving people and information from one continent to another. However it is 
not always easy for ideas to be applied cross national boundaries due to 
differences in national resources or political values. Rose describes lesson 
drawing as part of the policy process and a lesson can be defined as “a program 
for action based on a program or programs undertaken in another city, state, or 
nation, or by the same organisation in its own past..” (p. 21.) Rose (1993) 
generally talks of policymakers, the persons who are involved in policy making 
and are action oriented. This can be a heterogeneous collection of officials and 
organisations. He divides policymakers in “elected office holders” and “non-
elected experts”.26 Most high-level civil servants are experts in a substantial field 
of public policy. They have specialist knowledge but they also gain experience 
about the practice and theories for which they are responsible. The spreading of 
ideas is much about the process of diffusion, discussed above, although Rose 
(1993) stresses that diffusion studies have been focussed on process and not so 
much on content. 

In Knoke´s structural analysis of political networks attention is paid to the 
structural aspects of networks which consist of relations among actors and the 
locations of individual actors. These structures, or conditions, have behav-
ioural, perceptual and attitudinal consequences for both the individual and the 
network as a whole. The forms and contents of relations among social positions 
have significant consequences for the formation of political attitudes and be-
haviours (p 9). Evans and Davies examine the process of policy transfer through 
a structure and agency with three dimensions: Global, international and trans-
national and argue that globalisation has increased policy transfer. They argue 
that agents are essential for policy transfer as they see policy transfer as action-
oriented intentional learning (Evans & Davies, 1999). According to Stone 
(2004), the policy transfer literature is about the diffusion, transfer, 
convergence and learning of policy and mentions the importance of transfer 
agents (Stone 2004). 

Network approaches often assume that there exists interdependency between 
the actors. The actors can not achieve their objectives without resources that are 
possessed by other actors (Rhodes, 1999). Interaction patterns between actors 
emerge around policy problems and needed or relevant resources.27 Rules de-
velop which regulate the behaviour of actors and resource distribution in the 
network and this also influences interaction within networks. Resource distri-
bution and rules are gradually shaped in interactions, but they are also solidi-
fied and altered in these interactions (Giddens 1984). Thus, the created policy 
networks form a context within which actors act and their actions is confronted 
by the actions of other actors. So, within networks actors are interacting and 

                                                      
26 Rose (1993) makes a division between elected officeholders (politicians) and non-elected 
experts (civil servants). Others talk of bureaucrats, public administrators, professionals or 
experts, politicians,  etc. (Lidensjö & Lundgren, 2000).  
27 These resources are not only financial resources, but can include administrative, political, 
constitutional and professional resources (Rhodes, 1999) 
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these interactions occur around policy and other issues. Policy processes can 
thus be seen as a collection of interactions between actors. With his structura-
tion theory Giddens tries to link action and structure and describes how these 
are interwoven in daily life. The difference between structure and system are 
obvious to Giddens. Structure relates to rules, constrains and resources, while 
systems relate to the social relations in time and space. This means that net-
works can be characterised as a system which influences and is influenced by 
structures. In network theory “the structure is best viewed as patterned, repeated 
interaction. The structural context of relationships, that is, to whom one is con-
nected via direct or indirect links, determines access to resources.” (Palonen, 2003, 
p. 22.) 

Finishing this chapter here, I will combine elements from the theoretical ideas 
as presented above. In order to understand the changes in education policy 
there are two important processes that need attention. In the first place what 
problems and solutions are defined by the policy, in other words what is on the 
agenda and, secondly, how is policy disseminated and developing. It shows that 
both process and content is important in policy analysis. This leads to the next 
chapter on methods and datamaterial. 
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3. Methods and Material: Policy 
Documents and Interviews 

In this chapter I will present and discuss the methods used in this study. As my 
study involves a policy already in place I have to go back in time in order to un-
derstand why and how entrepreneurship and enterprise education have come 
to the schools. My research wants to report on changes in education policy 
during recent years. Especially the emergence of international policy conver-
gence and new forms of governance is among the factors that need to be con-
sidered. It will be necessary to draw an overview of policy development at dif-
ferent levels. Because my study aims to obtain an understanding of the concepts 
of entrepreneurship and enterprise education and to get insight in the pathways 
of these concepts to the school it is necessary to look into the past. In order to 
study the trends in educational change occurring over time it is valuable to turn 
to what has been written on educational issues and how this can be related to 
the concepts of entrepreneurship and enterprise in the school.28 The first 
method consists of the study of policy documents or documents produced by 
organisations at different levels (supranational, national and subnational). In 
these documents I want to capture the ideas and arguments that have been used 
but also to understand something of the context and driving forces. The analy-
sis of education policy documents is a method that can fulfil part of these aims 
(Ozga, 2000). 

Policy, however, is more than a text. It is a dynamic and interactive process in 
which agents are involved. The other part of the study includes the second 
method used. It aims to focus on some of the stakeholders (agents/actors) that 
have been participating in the formation (initiation, financing and realisation) 
of the project at the local and regional level. In order to understand the argu-
ments for and ideas about entrepreneurship and why these actors have become 
involved in the process, there exists a need to hear their arguments. This insight 
has led to the choice of interviews with these actors. Interviews provide a possi-

                                                      
28 For Andersen and Gamdrup (1994) data collection methods can be divided in three large 
groups: Document studies, direct observations and direct questions (i.e., questionnaires or 
interviews). The possibilities to study the past are often constraint and document studies are the 
only possible way to collect information. This is clearly the case in historical studies. The choice 
of method depends much on the research questions (p 73-74). 
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bility to get insight in the actor’s knowledge; attitudes and opinions (see e.g., 
Jacobsen, 1993; Johnson and Christensen, 2004). 

 

Figure 2. Conceptual model of initiating, financing and realising entrepreneurship and 
enterprise project in the schools (model partly adapted from Lundahl, 2002). 

The combination of the policy document analysis, the interviews, and the link 
to entrepreneurship and enterprise literature, are part of the methodological 
approach to this study but it also reflects the conceptual model presented 
above, in which exogenous actors and agencies are involved in the formation of 
the school projects. First of all the analysis of policy documents provides also a 
background to the development in entrepreneurship and enterprise education 
policy more generally. The different policy documents make it possible to un-
derstand changes in the policy agendas of various actors/agencies over time. 
Then the interview study focuses on the individual stakeholders and finally this 
development will be mirrored in the literature on entrepreneurship and enter-
prise and the changes that are described. As the empirical studies include edu-
cational policy documents at different levels and the interviews are carried out 
with actors at the subnational level, the perspective has aimed to understand 
how different agencies/actors have argued for the entrepreneurship and enter-
prise education. This explains the use of qualitative method and the historical 
character of the study. The approach to this study and the choice of methods in 
this study needs to be seen against the backdrop of the previous discussion on 
structure and agency in chapter 1 as well as to the theoretical foundations in 
chapter 2. 

3.1 Some methodological considerations on structure and 
agency 

In accordance with the discussion in chapter 1 on structure and agency, the aim 
of social sciences is to gain an understanding of society as well as social proc-
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esses. However, understanding these processes also involves what events and 
actions mean to actors. But this is part of the story, not the whole of it. It also 
has to do with causal understanding, as Manicas (1998) argues: “an under-
standing of how it is what happens in society happens” (p. 323). This view of un-
derstanding society involves aspects of hermeneutic social science but it also 
involves understanding of how agency is structured. To know why events hap-
pen includes knowledge about the social mechanisms of existing structures and 
the causally contribution of agency to that particular outcome. To pay attention 
to both agency and structure is thus central in order to gain understanding 
about the transformation of society. The methodological approach of combin-
ing interpretation and empirical-analytical causal analysis, in other words to 
gain insight in both the system29 mechanisms and the life-world is an essential 
characteristic of critical theory (Andersen, 1994: 226). However, because the 
structures in society are historical deposits, and therefore always given, Bhaskar 
(1986) argues that the games of the Lebenswelt (life-world) are always initiated, 
conditioned and closed outside the life-world itself. He therefore considers that 
there are limits in the actors understanding of their social world (Bhaskar, 1986 
p. 127-128; 1998). Bhaskar expresses his scepticism to both positivism and 
hermeneutic approaches although he values the latter because these constitute 
the ultimate explanation: 

“In contradistinction from the hermeneutical point of view, actors´ accounts are 
both corrigible and limited by the existence of unacknowledged conditions, unin-
tended consequences, tacit skills and unconscious motivation; but in opposition to 
the positivist position, these accounts form the logically indispensable starting points 
of social scientific inquiry.” (Bhaskar, 1986, p 135-136). 

Giddens (1984) similarly argues that all social research presumes a hermeneutic 
moment and maintains that structuration theory accepts a hermeneutic staring 
point but there is a need to acknowledge that the descriptions of human activi-
ties must be related to knowledge about the forms of life which these activities 
express (p.3). Research which is focussed on hermeneutic problems is impor-
tant as so far as it aims to enlighten the knowledgeability of the agent in relation 
to the reasons for action. These have to be considered in a wider range of action 

                                                      
29 In Giddens´ structuration theory the term “system” refers to patterns of relations across time-
space. These groupings of relations can be widely variable, from small groups, to social networks, 
or large organisations. These systems are reproduced by reproduced relations in which recurrent 
practices constitute links and nodes (Cohen p. 131-132). Much is related to social interaction and 
integration in networks. Actors may also relate in more indirect ways to others who are separated 
by physical distance and/or intervals of time. Giddens proposes the concept of time-space 
distanciation as a means to analyse variations in relations between actors across time and space 
(Giddens 1984 p. 110 f.f.). The development of ICT has reduced the distant friction and 
permitted systemic relations to extend far beyond local milieus. The local orientation of praxis 
has become “large-scale” or global, while at the same time localities are thoroughly penetrated by 
distanciated influences. In a way, Giddens (1991) exemplifies this characteristically: “A person 
may be more familiar with the debate over global warming than why the tap in the kitchen leaks” (p. 
189.)  
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contexts due to the necessary situated and meaningful character of social inter-
action (p. 328). 

To identify the conditions of particular situations may increase the under-
standing of how it is what happens in society happen. The setting of these par-
ticular situations is what Nilsson (2005) describes as “context” and he therefore 
talks about the interplay between actors and context. How actors are interacting 
with the context and how the actions of the actors should be studied in the 
context where it is situated (p. 45 ff.) This indeed reflects Giddens´ (1984) ideas 
about social interaction as he argues that “all social interaction is situated inter-
action, situated in space and time.” (p. 86.) It may therefore be assumed that the 
formation of education policy, as it also is related to agency, takes place in a 
context configured by both rules and resources.30 Thus, and now I especially 
refer to the subnational level, alertness to the significance of the locale31 settings 
of interaction is important. The formation of educational policies at the subna-
tional level is influenced by the context in which they are created (something 
which indeed could be said of all levels of policy making). A context defined by 
the local and regional preconditions as well as other aspects that can be express-
ed at all levels of policy making. I want to point out that I regard the actors as 
social constituted individuals and not as some kind of abstract agents in form of 
“Homo economicus” or “Economic Man” as is sometimes expressed in forms 
of rational theory or theories developed within certain schools of economics. 
Even though actors may not have complete knowledge of reality, they act in 
relation to their ideas of what reality is. This is related to ontological security 
which, according to Giddens is “confidence or trust that the natural and social 
worlds are as they appear to be, including the basic existential parameters of self 
and social identity” (Giddens, 1984; p 375). 

This indicates that Giddens has rather great trust in the knowledgeability of the 
agent but, even though social structures are concept dependent, it also shows 
that interpretative caution is necessary. Lawson (1998) also talks of the herme-
neutic moment and sees it as fundamental for social sciences because without 
the agents´ own conceptions of what they are doing, social analysis would 
hardly get off the ground. Besides, and that is what is characteristic for the so-
cial sciences, the results of social scientific research have the potentiality to in-
fluence the very objects of such research by being appropriated within social 
life. This point of Lawson captures the same idea with what Giddens calls 
double hermeneutic, which he defines as “the intersection of the meaningful social 

                                                      
30 Giddens (1984) treats structure as referring to both rules and resources.  Rules are related to the 
actor’s knowledge about how to conduct in the course of daily activities, while resources refer to 
transformative capacity. Resources can be allocative (generating command over objects, goods or 
material phenomena) as well as authoritative (generating command over persons or actors).   
31 The locale is defined by Giddens (1984) as a physical region involved as part of the setting of 
interaction. The setting of interaction is essential in specifying the contextuality of this setting (p. 
118 ff.). Locales can vary in scale but for the purpose of my research the county of Västerbotten as 
a territorially demarcated area, in which the PRIO1 projects on entrepreneurship and enterprise 
have been introduced in the education system may be regarded as a locale. Thus, locale must be 
understood as a much wider concept than place.  
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world as constituted by lay actors and the metalanguages invented by the social 
scientist” (p 374). In other words, the social sciences are part of the world they 
try to understand and are so also influenced by that world, while at the same 
time research about the social world influences the social world. It is a dialectic 
relationship between social scientific knowledge and human practices. With 
these integrative methodological ideas in mind I will now turn to the presenta-
tion of the methods. 

3.2 Policy document study 
In the standard methodological literature the discussion of the use of docu-
ments are sparse, the same goes for the education research field (Wellington, 
2003). Neither has there been much of a focus on research methodology for 
policy analysis within the education policy literature. According to Taylor this is 
because the researchers in the field have been occupied with commentary and 
critique rather than empirical research. Besides, the studies have been state-
centric without studying actual operations at local sites (Taylor, 1997). The 
methods of data collection in research are divided; this can be in primary- and 
secondary data (Johnson and Christensen, 2004), or primary and secondary 
resources (Wellington, 2003). Even though there seems to be a difference at 
first sight, the adjective “primary” in both examples stands for a data source 
which is elicited or initiated by the researcher (e.g., interviews, observations, 
questionnaires), while “secondary” refers to existing or already available data 
which are often lumped together under the heading of “documents” and the 
methods described deal more generally with literature reviews or the analysis of 
texts. There are several types of secondary data; some examples are personal 
documents, official documents, archived data or even physical data (Johnson 
and Christensen, 2004). Evjegård (1993) also talks of primary and secondary 
sources but then in relation to the analysis of texts. He means that reference to 
primary sources (from the original author or document) is to prefer to 
secondary sources in which the primary sources are cited, mainly because of 
liability (pp. 59-60). In my document study I therefore cite and analyse primary 
sources as much as possible. These documents are mainly official documents, 
reports or books and are generally accessible, sometimes also at websites. 

3.3 Collection and selection (sampling) of documents 
The empirical data consist of a selection of policy documents that are released 
during the period 1970 - 2006. Starting from the supranational level I focussed 
mainly on two organisations, OECD and EU. I chose these organisations be-
cause they have been widely regarded as leading organisations in setting the su-
pranational policy agenda for education, as could be seen in chapter 2. I also 
noticed that in the literature review on entrepreneurship and enterprise refer-
ence was made to these two organisations. The OECD documents roughly 
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cover the above mentioned time period.32 Even though the history of European 
co-operation dates back to the early 1960s, EU education policy formation did 
not really start until after 1992, when the Maastricht Treaty was created (see 
Lawn and Lingard, 2002). Furthermore, Sweden became EU member state in 
1995. It is therefore I mainly focused on the post-Maastricht period. At the na-
tional level Swedish Government Official Reports (SOU) and other government 
publications have been chosen. At the regional level documents were mainly 
related to the County Board of Administration though attention has been paid 
to some municipal documents as well. 

 

Figure 3.  Sketch, indicating the levels and periods covered by the selected documents. 
Starting with the OECD and then down to the (sub)national level. 

For the national and subnational levels the time period that has been covered is 
restricted and stretches from about 1995 to 2006. This is done for several rea-
sons. In the first place, previous to this period there has not been much evi-
dence of entrepreneurship and enterprise policies aimed at primary and secon-
dary education. Secondly, the national and subnational levels traditionally 
receive much attention, and parts of these have also been covered in other 
studies related to the PRIO1 project (for example Leffler, 2006; Svedberg, forth-
coming). Moreover, in the policy document study I wanted to emphasise the 
supranational level also because the subnational level further receives attention 
in the interview study (chapter 5). The chosen time period covers a period of at 
least 10 years, which is in concordance with Sabatier & Jenkins-Smith (1993) 
who argue that preferably a time period of about 10 years should be covered in 
order to say something about the policy process. 

As could be seen in the ideas of structuration theory, it is important to 
enlighten something of the policy context in order to gain a better understand-
ing of the origins and underlying assumptions of policy statements (cf. Taylor 
et. al. p 44 ff.). This is also one of the reasons why not all the selected 
documents are specifically aimed at entrepreneurship and enterprise education 
but deal with related subjects, such as the relation school and working life or 

                                                      
32 It was in the late 1960s when the OECD erected CERI, a bureau especially engaged in the field 
of education (see more in chapter 4). 
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developments in trade and industry. I considered them relevant to the topic. 
Moreover, in this sense it is also necessary to include what Lindblad and 
Popkewitz (2000) call “outsider texts”. These are policy texts which are in-
fluential for the aims and directions given to school practises, besides the ones 
produced by the formal legal administrative apparatus of government and they 
can be produced at different policy levels, including the local, and by different 
organisations or even individuals. Outsider texts may intersect with formal state 
policy documents and therefore enable an intertextual analysis (p 18). Such 
analysis can illustrate so-called policy overflow (cf. Kingdon, 2003; Taylor et al, 
1997). Outsider texts have certainly been included, mainly from organisations 
that have entrepreneurship and enterprise in education as their main focus. I 
also used brochures, archived material, and some personal documents which 
even could serve as extra material in relation to the interview study as a way to 
triangulate.33 At this stage it could be interesting to question whether the docu-
ments at the supranational level should be considered outsider texts or not. If I 
strictly follow the description given by Lindblad and Popkewitz (2000) then 
they are, because they seemingly are produced outside the administrative appa-
ratus of Government. I will return to this issue later. 

The sampling process is always a matter of choice and compromise i.e., as a re-
searcher I have to make choices about what documents to choose since I can 
not review all that has been written in a particular field or all the documents 
that have been produced by agencies. I do consider that the documents I chose 
will represent something of the whole range of documents that have been pub-
lished. My choice of documents can never be fully exhaustive but the emerging 
ideas and theories presented in previous chapters have helped me in the process 
of data collection. The choice of documents has, to use the words of Wellington 
(2003) been “intentional, systematic and theoretically guided” (p.60). I traced the 
different documents in various ways. Sometimes I followed a reference list in 
which reference was made to a certain document or publication. I also used 
Umeå University’s library catalogue (ALBUM) and the Swedish Union 
catalogue for research libraries (LIBRIS), for example to see which documents 
were available from the OECD and EU. Another method was the use of search 
engines on the web. Several of the larger organisations have search engines 
available to search through their websites for reports and publications. On the 
website of the EU, for example, it is possible to search through and even 
download documents, which at times was more difficult with OECD publica-
tions, especially during the initial phase of this study. I also had to order several 
documents directly from the OECD office in Paris as they were no longer avail-
able in print and not published on the web. On the website of the Swedish gov-
ernment and Parliament it was possible to search for documents and even 
download several of them. Documents from the regional level were mainly 
gained through visits to several organisations and a search in the archives of the 

                                                      
33 Triangulation is a way of cross-checking information and conclusions for the convergence and 
corroboration of results from different sources or studies with different methods studying the 
same phenomenon (Johnson and Christensen, 2004).     
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County Board of Administration. Thus, the Policy analysis in this document 
study consists of a variety of documents including white papers, green papers, 
government reports as well as reports from NGOs and private organisations. 
However, policy texts take many forms and, as Wellington (2003) describes, 
“the word ´document´ would normally be stretched to include a range of media 
and modes of presentation” (p. 110). This is also the case in my study as several 
documents were available as internet publications only, but also because I refer 
to the general policies of certain organisations that were available on their web-
sites. 

3.4 Policy document analysis 
How the development of entrepreneurship and enterprise is expressed in rele-
vant policy documents is here the question. In order to analyse emerging ideas 
and views on entrepreneurship I used a policy content analysis of the texts. This 
means that I looked how the topics were formulated, how the problem was de-
fined and how a possible solution was presented. The ideas of problem and so-
lution are derived from the theoretical discussion on policy processes in the 
previous chapter. I do hold, however, that policy text development is not just a 
rational process of problem definition and finding a solution. It is as Taylor 
et.al. (1997) say: “policy is often as much about problem setting as problem solv-
ing” (p. 40), which means that policies are often presenting both the problem as 
well as the solution, all in one package. Policies can construct the nature of the 
problem they are supposed to address. The particular understanding of a prob-
lem and the related policy solutions is not a simple matter and may depend on 
different views of the agents or agencies involved; they may as such be treated as 
social products. Besides, the meaning of the texts depends on the intentions of 
the author(s) and the theoretical perspectives I have, as a reader. 

Even though ´what´, ´how´ and ´why´ questions are useful as a way to start with 
policy analysis, Taylor et. al. (1997) add the question ´why now?´. It is interest-
ing to know why the particular policies are put on the agenda at a particular 
time. Kingdon (2003) argues in similar lines when he argues that it is less inter-
esting where an idea got started than that it did. He metaphorically adds that it 
therefore is more interesting to understand what made the soil fertile than to 
know where the seeds came from (p. 77). So it is not the production of the pol-
icy text only but also the context of influence which needs attention. Policy 
making is also situated in a context. This context may be defined by social, eco-
nomic and political factors but also by the existence of other agents, e.g., pres-
sure groups. Moreover, policies are also intertextual, which means that they are 
often related to the development of other cognate policies or built on earlier 
developments in policy production. According to Lindblad and Popkewitz 
(2000) policy arguments can differ because the narratives are situated differ-
ently but the texts also generate so called “units of ideas” (p.7). How are ideas, 
i.e., problems and solutions, presented and how do they change over time. It 
will therefore be of interest to address some of the processes of incrementalism 
and policy overflow, as discussed in chapter 2. Policies are generally the result of 
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processes of consultation and contestation, and this inevitably involves com-
promise. Policy documents often hold diverse ideas and implied actions to-
gether in some tension. Stephen Ball (1998a) describes the mixture of politics, 
pragmatics and opportunities when he argues: 

“Policy making is inevitably a process of bricolage: A matter of borrowing and 
copying bits and pieces of ideas from elsewhere, drawing upon and amending locally 
tried and tested approaches, cannibalising theories, research, trends and fashions 
and not infrequently flailing around for anything at all that looks as though it 
might work” (P. 126). 

Although this may be the case, it serves to look somewhat further in these proc-
esses of “bricolage”. The theories of policy processes can be helpful here. While 
the document study will focus on more long-term policy trends and transitions 
in education, the interview-based study is more focussed on present senior 
professionals who have been engaged in the PRIO1 county project. Even 
though both studies consider contemporary educational policy developments, 
they can also be classified as trajectory studies (Taylor, et. al. 1997), as I pay at-
tention to the policy development in the first stages of the agenda. 

3.5 Qualitative interviews 
The aim of qualitative interviews, sometimes also called in-depth interviews, is 
to obtain in-depth information about the interviewee’s perspectives in order to 
get a more complete picture of the topic studied.34 The advantage of a qualita-
tive interview study is that the interview situation resembles a common con-
versation while it at the same time is an interview form in which the interviewer 
diminishes the steering of the discussion, leaving space for the interviewee to 
talk more freely, in order to gain an understanding of the perspectives (Holme 
and Solvang, 1997; Johnson & Christensen, 2004). The knowledge that is gained 
via a qualitative interview is produced in an inter-human interaction during the 
interview situation and it aims to provide descriptions of specific situations and 
actions (Kvale, 1997, p117 ff), which is also the aim of this study. An interview 
can also be seen as both a product and a process. The conversation in the inter-
view is an act which provides information while the transcribed texts become 
the objects of study. However, the interview situation itself can add information 
too, as the interviewee may provide extra material in form of brochures, policy 
documents etc., too. The interviewee can provide information about events or 
mention names of other actors who have been involved in the project. This is 
certainly also the case in this study. During the course of the document study 
(see chapter 4) I collected material from the archives of Västerbotten County 
Administrative Board and I consulted the people working there. In order to 
gain more information but also to get feedback from varying channels, other 
persons and organisations have been contacted as well. These contacts formed a 
foundation for further inquiry and I found it necessary to conduct formal in-

                                                      
34 I would rather use the term “detailed interviews”, because in-depth interviews may relate to a 
recurrent series of interviews with the same person. 
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depth interviews with those actors who have been key figures in the processes of 
initialising, financing or realisation of the entrepreneurship and enterprise 
projects in the schools. The actors represent important regional and local or-
ganisations and some of the respondents have provided protocols, printed ad-
vertisements or other documents that have been published under the auspices 
of the organisations they represent. These complementary sources were useful 
for obvious reasons, considering that the actors were being asked to recollect 
events that took place during a longer time period. 

3.6 Selection (sampling) of interviewees 
The sample of interviewees is of importance for the study. The objectives with 
qualitative studies should be to increase the value of information and create a 
foundation for more complete apprehension and a deeper understanding of the 
process which is being studied (see Holme & Solvang, 1997 p 101). The sample 
of persons to be interviewed is important for several reasons; in the first place 
because these persons should be considered to be a large source of information, 
which makes it necessary to interview respondents who are supposed to have 
much knowledge about the topic which is being studied, i.e., they are “know-
ledgeable actors”. Secondly, in order to increase the value of information it is 
important to interview several persons in different positions. Holme and 
Solvang (1997) here make a distinction between what they call “informer inter-
view” and “respondent interview”. The respondent interview relates to the inter-
viewing of persons who have been participating directly in the process that is 
being studied, while in the informer interview persons are interviewed who 
have not participated in the process directly but have much to say about it (p. 
104). In this interview study my interest focuses on the actors who have been 
participating directly in the Prio1 project and related projects.35 The criteria for 
choosing a group of actors are based on my impression of the importance of 
several local and regional actors36 in the process of introducing entrepreneur-
ship and enterprise education. This is also in line with Kingdon (2003) who 
argues that, for example in case studies, it is possible to pinpoint a few persons 
who were central in moving a subject on the agenda and in positions of enact-
ment. This indicates that the actors may need to cooperate or work together. 
They need each other in order to fulfil their purposes. Thus, several stake-
holders from different positions and organisations were chosen and their posi-
tion covered different agencies in society; most of them are public (higher) offi-
cials from the local and regional level. At this level of policy making, the actors 
had been identified as important for the development of entrepreneurship and 

                                                      
35 One of the interviews can be defined as an informer interview. The interviewee is an actor at the 
national level. Although not directly participating in the Prio 1 project, the actor has participated 
in several conferences also at the regional level. I therefore regard her knowledgeable about the 
topic. Moreover, as one of her main assignments is to cover the developments on 
entrepreneurship and enterprise education more general, I considered the interviewee a valuable 
contribution to my overall understanding of the developments in Sweden, but also in the 
relations between the national and the supranational level as she has to cover these as well.  
36 Hereafter I will use the words actor, stakeholder, respondent or interviewee interchangeably. 
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enterprise education earlier. Some individual respondents were chosen as they 
appeared in the study of policy documents (chapter 4) or they had leading po-
sitions in the initial phase of the county project Prio1 in Västerbotten. Some of 
the names had also been generated during the course of the project as a result of 
the growing contact-network of the researchers at the centre for enterprise 
learning, in which I take part. It is clear that I did not randomly pick any man 
in the street. 

Purposive sampling and snowball sampling 

The way of sampling I used can be described as a form of non-probability sam-
pling. Non-probability sampling seemed more suitable than probability sam-
pling. Probability sampling contains more elements of random sampling and is 
more suited to large volume survey studies. It is therefore more used in quan-
titative research. As my study has a qualitative character and as I want to gain 
insight in the arguments of specific actors, non-probability sampling is more 
feasible and informative in my case. An example of non-probability sampling is 
“purposive sampling” which may be used in situations where personal contacts 
and links may already exist between the interviewer and the interviewee and the 
choice of sample serves the objectives of the study. Purposive sampling, as its 
name implies, involves interviewing contacts with a specific purpose in mind. 
Actors from a specified group are purposively sought out and sampled. Pur-
posive sampling, sometimes also called judgemental sampling, is partly based 
on certain characteristics of the interviewees (see Wellington, 2003 p. 58 ff; 
Johnson & Christensen, 2004 p. 215). The actors participating in the interview 
study are considered to be key actors. Selecting these information rich persons 
for in depth interviews related to the central issues being studied seemed to 
serve the aim of this study. I regarded them to be specifically significant. There 
are several non-probability sampling strategies described in the literature, many 
of which overlap or are almost the same (Wellington, 2003; Johnson & 
Christensen, 2004), but the purposive sampling aspects were clearly the case in 
my choice of the interviewees. The interviewees were identified as having de-
monstrable experience and expertise in the introductory process of entrepre-
neurship and enterprise in the region; they also represented major subnational 
organisations. I had met them during previous situations and I knew from ex-
perience that they are key-actors. However, some of the names were generated 
during the interview process. This additional procedure is by several authors 
described as “snowball searching” (Wellington, 2003, p. 34) or “snowball sam-
pling” (Johnson and Christensen, 2004, p 216; Cohen, Manion & Morrison, 
2000, p. 104). This method was used as a complement that expanded the “pur-
posive” sample in a specific way. 

This provision of names more or less happened during the course of inter-
viewing and was not always planned. An interviewee could, for example, say: 
“You have to talk to “X” about this, she can inform you about the early process in 
that municipality”, or a person’s name could be mentioned during some of the 
initial interviews which made it decisive to interview that particular person. 

– 43 – 



 

This information could be provided during or after the interview situation. In 
snowball sampling, as Cohen, Manion & Morrison (2000, p. 104) say: 

“…researchers identify a small number of individuals who have the characteristics 
in which they are interested. These people are then used as informants…//…The 
task for the researcher is to establish who are the critical- or key informants with 
whom initial contact must be made”. 

Hence, the choice of initial respondents is important and I used purposive 
sampling in the beginning but, and that is the essential point of snowball sam-
pling, during the interview some of the interviewees could identify other im-
portant actors. Some of these other persons have then also been interviewed in 
a face to face situation, participating in the interview study. Some other actors 
have been contacted, mainly to get additional information or just to confirm 
certain parts of information. The response from one interviewee is then cor-
roborated by the response from another person so that certain findings became 
verified and the overall picture clearer.37 With this in mind I had to decide 
which persons should be selected and whose accounts may be more valuable 
than others. I consider the informants in my study as knowledgeable key actors 
as they have intimate and expert understanding as participants in the process 
and as representatives for important organisations, but I also regard them as 
stakeholders as they have an interest in the project and are pushing the deve-
lopment forwards. The so-called “snowballing technique” generated names for 
further interviewing but, which is another aspect of the method that showed to 
be useful later in the analysis phase as well, name dropping during the inter-
views gave some insight in the mutual relationships and the networks of the 
different actors. I will return to this in the part of the analysis and the presenta-
tion of the interview results in chapter 5. 

3.7 The interviews (data collection procedure) 
The interviews for this study were carried out during the spring of 2004. First 
some predefined persons were chosen to take part in the interview study be-
cause it would be the best way to obtain the views of actors who have specific 
expertise on the matter as they have participated in the Prio1 project. Some of 
the actors are working for organisations which I had seen as important: The 
Confederation of Swedish Enterprise; the Regional Association of Local 
Authorities; the County Administrative Board and The University. The poten-
tial respondents were then contacted by telephone and a date for interview had 
been decided. Except for one, all interviews were carried out at the work place 
of the respondents, mostly of practical reasons. It was easier for the respondents 
to create time for the interviews, but also because it reduced costs for them. 
Furthermore, it can be advantageous to interview in a place which makes the 
respondent to feel more “at home” (Jacobsen, 1993; Ozga, 2000). It also gave 
                                                      
37 This information was gained via telephone call or in personal meetings. I did not record these 
on tape but sometimes made notes. Some of these actors had, for example, retired or changed job 
and were no longer involved in the Prio1 project. One of the actors I phoned had moved abroad 
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me the possibility to get some insight in the working context of the interviewees 
which made the interview situational (Johnson and Christensen, 2004); the in-
terviewee could so collect extra information at her/his place of work. One inter-
view was carried out in my office at the university. 

The face-to-face-interview, with semi-structured questions (see list of questions 
in the interview guide enclosed), seemed the best suitable way to uncover the 
respondents´ points of view about the projects. A semi-structured interview is 
based on predefined questions or themes, but there is possibility for additional 
questions or to change the sequence of the questions (Johnson & Christensen, 
2004, p. 183; Kvale, 1997).  A so-called interview guide was used because more 
interviews were carried out with different persons. The interview guide contains 
an overview of themes which are going to be discussed and examples of ques-
tions that can be asked (Kvale, 1997, p 121; Wellington, 2003, p 75-76). Even 
though the interview guide I used for this study may appear to be standardized 
with open ended questions, the questions did not always appear in the same 
order. In that way the interviews remained fairly conversational and had a “nar-
rative” character. Moreover, certain questions were not relevant for all partici-
pants. The questions were conceptualized out of the results of previous chapters 
and partly tailored to some of the actors. As a result of the different positions of 
the respondents some were more specific for them. The interview guide con-
tained the questions to be asked. The open ended character of the questions 
opened for dialogue which makes it possible to obtain more in-depth answers 
about the respondent’s strategies and objectives for entrepreneurship and en-
terprise education. The structure of the questions will be further discussed in 
the part on analysis, below. The interviews were tape-recorded with an ana-
logue technique and generally took about one hour each to complete. 

3.8 The ethics of interviewing 
This study intends to describe and analyse changes in governance of education 
and as the actors´ points of view are in focus, the interview data expresses per-
sonal information and personal thoughts which involved certain ethical aspects 
that need to be considered. These can be problems of confidentiality and ano-
nymity or issues related to the minimization of my influences in the interview 
process (Wallford, 2001, p. 134 ff; Kvale, 1997 p. 104). 

Some reflections on confidentiality and anonymity 

Generally, ethics is the principles and guidelines that help as to uphold the 
things we value (Johnson & Christensen, 2004). More specifically it is about the 
treatment of my interviewees and in relation to this the issue of confidentiality 
and anonymity of the interviewees.38 The interviewees’ interpretations are con-

                                                      
38 Johnson and Christensen (2004) refer to AERA´s ethical guidelines. Confidentiality and 
anonymity are two ways in which the researcher protects participants. Anonymity means that the 
names of the participants are not even known by the researcher (e.g., in survey studies) while 
confidentiality means that the participant’s identity is known by the researcher, but not revealed 
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text dependent which means that they interpret their situation in relation to 
their work but also that they have obligations to their employee or their orga-
nisation. To draw a line between the “private”-person speaking or the “profes-
sional”-person speaking is difficult. Even though they expressed: “in my per-
sonal view”, “as I see it” or “in my opinion”, etc., it can be difficult sometimes to 
judge whether what they said was their personal view or the policy of the or-
ganisation they represent. It was in this perspective I felt that one of the persons 
was doubtful about the name publication. Nevertheless, I got the impression 
that they spoke as knowledgeable actors and that none of them felt constrained 
in any way. After the tape recorder had been switched off at the end of the in-
terview several actors started to talk more freely and “off the record”, which 
sometimes provided interesting information or references to other persons to 
talk to.39 This illuminates the interviewees’ situation and that he/she is well 
aware of the fact that he/she has been interviewed on tape and that this infor-
mation could be published. This puts some perspective on questions about the 
ethical aspects of interviews as research method. At a later stage of the study I 
decided not to publish the names of the interviewees in the text directly but to 
use the description of their positions40 and code the citations. However, due to 
the special positions of the interviewees it is not possible to guarantee complete 
confidentiality because the interviewees can always be traced as they are known 
actors in the field, especially by the insiders. For the case of this research 
though, their position and their context is more interesting than their names. 
Therefore, the exact names of the participants are not disclosed, also as one 
person showed doubts about name publishing and I promised confidentiality. 

My role as researcher and minimizing the researcher effect 

Another decision I had to make was about the degree to which my own views 
should be explained to the interviewees. Most of the interviewees knew me 
from previous meetings or working situations and I have taken part in the in-
troductory phase of Prio1 as a senior administrative officer at the County 
Administrative Board. Moreover, as a teacher I have been involved in several 
courses on entrepreneurship, enterprise and project management at the uni-
versity, during a longer period of time. So what actually can happen is that ideas 
about entrepreneurship and enterprise, which had been formed in earlier dia-
logue or at seminars at the university, have reached the interviewee previous to 
the interview situation. The interviewee has then adopted and maybe trans-

                                                                                                                                 
to anyone other than the researcher (p. 112;  See also discussion in Cohen Marion & Morrisson, 
2000 p. 61-62 ).  
39Here I have to take account of what is to count as data (see discussion in Cohen Marion & 
Morrison, 2000 p. 279). The status of this kind of information is however such that I will use this 
information confidentially and secure that it is not being referred to in presentation of the 
interview data and that it cannot be linked to the actor.   
40 Knoke (1990) describes the objects in social network analysis as nodes, positions or actors. The 
actor’s position can have different functions in one or more networks (Knoke, 1990).  In my case 
the actors have positions which are or have been directly involved to the prio1 project. Although 
the actors´ positions are related to their place of work they can participate in several overlapping 
networks.  
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formed these ideas in intended and unintended ways. Finally these ideas can 
circulate back to me as a researcher during the interview. This relates to the 
double hermeneutic, mentioned by Giddens.41 Nevertheless, I tried to avoid 
leading questions and I tried to keep a neutral position towards the interview-
ees, despite my background. During the interviews it therefore happened that 
an interviewee could reveal certain facts or ideas that I already knew or had 
picked up during previous talks or interviews. In order not to disturb the on-
going discussion I sometimes pretended not to know these facts and let the in-
terviewee talk freely. After all, it was their opinion I was after in the first place. 
Besides, I could use their statements and extra information as an additional 
confirmation which made the picture more complete. The interviewee could 
recall certain events that could be verified with other interviewees. The situation 
in which I had to act as if I were not aware of certain facts or ignorant about the 
occurrence of certain events sometimes made me feel odd, though. These is-
sues, however, serve to illustrate some of the ethical difficulties that I encoun-
tered in using in-depth interviews with actors I had known previously to the 
interview situation. 

3.9 The process of interview analysis 
The analysis of the interviews includes the stakeholders´ individual under-
standings of the introduction of entrepreneurship and enterprise education in 
Västerbotten as well as a construct of their own role in this process. Even 
though the different actors all provided their different subjective narratives it 
has been possible to form an idea of each actor’s roll in the process of intro-
ducing the Prio1 project. The interviews turned out to be roughly 1 hour in 
length resulting in about 10-15 transcribed text pages each. The transcripts were 
made as precisely as possible, reflecting the original interview. Sounds of assent 
as well as all possible small words have sometimes been omitted, even the parts 
were talk-over occurred have been erased because it was very difficult to hear 
what was expressed. During the analysis the contents of the interviews are de-
veloped and transformed to transcripts which provide new perspectives on a 
topic (Kvale, 1997). 

The interviews were transformed to texts which I then read numerous times. 
Reading the texts was a joy compared to listening to the tapes as I thought the 
quality of the recordings left much to be desired. Different sounds in the back-
ground could be disturbing but also the fact that several persons simply not 
always articulated well (me included), spoke rather fast, or in a silent voice. The 
quality of the recording equipment certainly contributed to all this. The 
answers from all interviewees on certain question could be analysed more easily 
in a single document which made comparison between different themes possi-
ble. I therefore also transformed the transcribed text files into PDF format 
which made it possible to search after certain words or recurrent themes in the 
                                                      
41 As an educational researcher I have to interpret and relate to a world that has already been 
interpreted by the actors that I am studying (see further discussion on Giddens in chapter 1 as 
well as in the introduction of this chapter).  
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texts. In the transcribed files I marked text parts that were specifically interest-
ing with different colours, depending on the theme. I recurrently went back-
wards and forwards from the transcriptions to my text, which is part of the re-
search spiral and necessary for my overall interpretation. My perspective is 
based on an interpretive perspective which means that I also want to go beyond 
that what is said directly. What is the content of what is said, also in relation to 
the contexts and structural patterns, which is in congruence with structuration 
analysis and Kingdon´s work on the analysis of agenda setting and policy for-
mation. 

The translation from one language to another, twice 

So I performed the interviews, heard them again on the tapes, wrote the tran-
scriptions, and read these again and again. These are all activities that are in-
cluded in the analysis and form a foundation for my interpretation. Finally the 
citations were translated from Swedish into English. The audio material and the 
written transcriptions were both in Swedish. The final cited text parts shown in 
chapter 5 have been translated from Swedish into English after the phase of 
analysis in order to keep the originality as long as possible. Translation, of 
course, means that I reconstructed and interpreted the interviewees´ narratives. 
In more than one way the transcriptions are a translation from one language to 
another; not only from spoken language to written language (see Kvale 1997, p 
153), but also from Swedish written language to English written language. The 
different activities of listening, writing, reading and translating have so been 
involved and are part of my interpretation of the interviews. Originally, herme-
neutics is the study and the interpretation of texts (see also discussion in chap-
ter 1). Although the purpose of hermeneutical interpretation is to obtain a valid 
and common understanding of the meaning of a text (Kvale, 1996 p 46) there 
has been an extension of the concept of text to include transcribed text. Sure, it 
could be questioned why there was a need to transcribe so punctually, after all, 
if the text would be translated from Swedish into English some of the originality 
would be lost anyhow. There are indeed researchers who question the use of 
transcriptions. 

Wallford (2001), for example, talks of “the fetish of transcription” (p. 92) and 
argues: “…in many cases the need for detailed transcription, or even any tran-
scription at all, is more open to question” (p.93). It is a matter of time and en-
ergy. The time effort is indeed considerable, especially transcribing the inter-
views (cf. Kvale, 1997, p. 99, 155). Nevertheless, for me, transcribing the tape-
recordings made it possible to engage with the data because it turned out first in 
audio form and finally also in text form, which also made translation to English 
easier. Further, the transcripts helped me in the analysis as well as the presenta-
tion of the data, as I could take citations directly from the transcriptions. 

Some reflections about validity and reliability of the interview study 

There exist differences between the texts in the policy documents and the texts 
produced through the interviews. The policy documents are finished texts, ac-
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complished work intended as communication outside the situation in which it 
originated, while the interview texts are tied to a specific interpersonal situa-
tion. Thus, texts in the policy documents, analysed in chapter 4, are pre-given, 
whereas the transcribed interview texts in chapter 5 have developed as a result 
of an interactive interview situation with me and the interviewee. As a result of 
the transcription of the interviews some of the richness of the life situation will 
disappear as the interviewee’s voice and bodily expressions will not come out in 
text. I therefore also transcribed certain parts of the tape-recordings when there 
were significant utterances during the interview, these were mostly laughter. 

During the processes of transcription and translation I often wondered whether 
I accurately reported on the interview. Was what the actors were telling me 
during the interview also represented in the final text? These questions relate to 
the aspects of the validity of my research. Even though there appears to be no 
meaning with validity and reliability at first sight, these two aspects are also im-
portant in qualitative studies. The issues have traditionally been attached to 
quantitative research studies only and were often neglected in qualitative stud-
ies (Johnson & Christensen, 2004; Kvale, 1989). Their relevance for qualitative 
studies has come to the fore. Questions of validity can be discussed on the basis 
of the reliability of the interview material and whether the data illustrates the 
questions and answers as intended. Kvale (1989) states: “Validity refers to 
whether an investigation yields a correct answer, while reliability asks whether re-
peated investigations of the same phenomenon by the same method will yield the 
same answer” (p. 79). As a researcher I interpret the dialogue between myself 
and the interviewee and the information each actor provides. In order to avoid 
misunderstandings during the interviews I therefore sometimes repeated my 
question or I concluded or verified the answers. It also occurred that I verified 
certain facts in an additional search in documents.42

It may be difficult to appraise reliability in qualitative interviews. Are identical 
results achieved or are the same answers obtained from the actors if the inter-
views should be repeated? Because it is hard to re-create the social processes 
involved in the interview situations it is not possible to achieve an exact repeti-
tion of the same interview (cf. Holme & Solvang, 1997). Whatsoever, I consider 
that my interview guide, in which the questions were structured in accordance 
to certain themes beforehand, helped me to increase the reliability. Also the fact 
that I transcribed the interviews myself, and translated the citations from 
Swedish to English after the phase of analysis, increased the validity and 
reliability to a sensible maximum. Finally, describing the methods as well as my 
line of thought adds to the general reliability and also transferability of the 
study, i.e., to apply the results of the study in other situations. All interview ma-
terial has been used in the analysis, but it is clear that not all the information 
can and will be presented here, even though the material would give opportu-
nity for a larger and maybe different account of all the information provided. 

                                                      
42 This crosschecking of information and conclusions can be described as a form of triangulation. 
When the multiple sources are in agreement you have corroboration (see Johnson & Christensen, 
2004, p. 250).  
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The interviews have been analysed in accordance to the questions in the inter-
view guide but the overall research questions of the study have been guiding, 
helping me in my judgement.43

                                                      
43 See Kvale´s discussion on the distinction between research questions and interview questions. 
The abstract research questions are translated into interview questions which make easy 
conversation possible and also provide possibilities to approach a theme from different angles 
(Kvale, 1997, p 122-123).  It also relates to the aspects of what both Bhaskar (1986, 1998) and 
Giddens (1984) call the unacknowledged or corrigible condition of the actor’s knowledge.    
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4. A Multi-level policy Document Study 

The point of departure in this chapter is the identification of the processes or 
tendencies that have occurred or are happening at different levels (internatio-
nal, national, regional or local) as well as the interplay between agents/agencies 
(as earlier discussed in chapter 2 and 3) at different levels in order to under-
stand the driving forces that have contributed to the occurrence of entrepre-
neurship and enterprise in the school today. Important on-going educational 
trends and societal influences on education are important. Is entrepreneurship 
and enterprise in education something “top-down steered” or is it characterised 
as a spontaneous grass roots movement? Has it been pushed or has it been 
pulled into the school? Is entrepreneurship a new way of socialisation? To an-
swer these questions it seems inevitable to turn to official reports and policy 
documents that organisations have written during a period of time in order to 
seize how the notions and arguments have formed the policy, and if they possi-
bly have been contributory, if not even decisive, for the breakthrough of entre-
preneurship and enterprise in education. It is required to go beyond the local 
level where the school projects are being realised. 

4.1 Supranational, national and subnational 
In the case of the overall county project Prio 1, it becomes clear that the project 
has several policy dimensions, but also various actors/agencies that with their 
activities influence the project; these activities can be the initiating, financing or 
realisation of the project. To pay attention to the educational agenda of several 
of these actors/agencies, and possible changes that have been taking place in 
these agendas seems necessary. Not at least in relation to considerations about 
the process of “Europeanisation” in education. (Cf Lundahl, 2002) Initially 
documents and reports from organisations at the supranational level will be 
looked into; this will form the larger part of this chapter. The presentation of 
the reports will mainly follow a chronological order. The OECD receives most 
attention and can be regarded as a sounding board for further analysis of the 
other levels. These developments are related to Swedish documents at the na-
tional and subnational level in the latter part of this chapter. There exist a ten-
sion in all varieties of policy analysis between the need to attend the local par-
ticularities of policy making and policy enactment and the need to be aware of 
general patterns and apparent commonalities or convergence across localities. 
One of the aims of the document study is to find some general patterns in the 
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policy development at a larger scale. As could be seen in the theory develop-
ment of policy processes there seems to be agreement that nation-states are in-
fluenced by global forces. National educational policies are increasingly affected 
by policy frameworks articulated and disseminated by supranational organisa-
tions.  Several authors declared that it is important to considering the relation-
ship between international, national and regional education policies (Taylor 
et.al., 1997; Ball, 1998a). Educational policies, especially those at the supra-
national level, seem to become more important and many studies address the 
emergence of policy convergence in education throughout the globe. It is even 
possible to speak of the globalisation of education policy. The move toward 
transnational or supranational policy structures are examples of the contextual 
developments that have been referred to. One of the influences that reinforce 
the convergence of education policy is that international organisations in-
creasingly work together in different constellations. The organisations OECD, 
EU, UNESCO, IMF, WTO, ILO & World Bank are some large and important 
agencies/actors on the global scene and researchers start to pay more interest to 
their role in the field of education. Several organisations have also started to 
increase their cooperation with each other. The OECD and UNESCO, for ex-
ample, work together in the so-called World Education Indicators (WEI) pro-
gramme in which comprehensive statistic material form the basis for interna-
tional comparison and educational policy choices. The OECD itself, for 
example, also indicates that the Commission of the European Communities 
takes part in their work.44 Even though several authors use different names for 
these organisations (they are sometimes called international organisations, 
global organisations or transnational organisations) I will hereafter use the con-
cept of supranational organisation, as I consider that they act at the level be-
yond the national boundaries. I further also use the division supranational-, 
national- and subnational level when I discuss the policy documents of the dif-
ferent levels, as this terminology is also commonly used in the literature. The 
subnational level here includes the regional and local level. 

4.2 The supranational level: The OECD 
…”breaking down the barriers between the school and the community”, means 
bring the school to the place of work and vice versa.” (OECD, 1975 p.8.) 

This statement can be seen as a frequently recurring theme in OECD45 reports 
on education during the last 30 years. To break down the barriers between the 
school and its surrounding community as well as the opening up of the school 

                                                      
44 See: www.oecd.org. The European Commission is represented in the Council of the OECD, and 
also the Ministers from departments of Foreign Affairs or Finance (C.f. Henry, Lingard, Rizly and 
Taylor 2001, p. 9). 
45 The Organisation for Economic Co-operation and Development, OECD, is an important 
international actor. 20 western industrialised countries established the organisation in 1960 and 
one of its main purposes is to promote policies that achieve sustainable economic growth and 
employment plus a rising standard of living in member countries. Today the organisation 
consists of 30 member states that share a commitment to democratic government and the market 
economy (www.oecd.org). Often more countries participate. 
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to other institutions in society or, as clearly can be seen in recent years, the 
creation of new partnerships between schools and business must be taken into 
consideration when discussing entrepreneurship and enterprise in schools. In 
1968 the council of the OECD created the Centre for Educational Research and 
Innovation (CERI), which has as main purpose to promote and support the 
development of research activities in education as well as to undertake research 
activities. It further wants to promote and support pilot projects for innova-
tions in the educational system.46 In 2002 the OECD also created a new and 
now independent directorate on education, which indicates that education has 
got a higher priority.47  Even though the OECD is not really a supranational 
body as, for example the EU, which has certain rights of decision, the OECD 
functions more as a research- and development organisation at a supranational 
level and its documents provide a foundation for policy decisions at both the 
national level and sub-national level. Therefore it may have substantial influ-
ence on the policy making of many countries, including non member states. 
Within, for example, research reports, official documents, and newspaper arti-
cles the OECD is often referred to, and using OECD statistics strengthens ar-
guments in public debates and research reports. 

Change of curriculum and opening of the schools towards the 
outside world 

In 1972 the OECD published the report “The nature of the curriculum for the 
eighties and onwards” (OECD, 1972b) in which it covers several areas mainly 
dealing with ongoing and expected changes in the curriculum of the next dec-
ade. Pressures from both the outside (societal, economic and social) and the 
inside (the teaching profession, the educational establishment, and the stu-
dents) of the school are discussed. The need for change is stressed upon 
throughout the report. This becomes obvious when the following general cri-
tique is expressed: 

“The organisation and structure of schools vary from country to country, from those 
in highly centralized to those in decentralized systems. But despite manifest differ-
ences the actual practise within the schools is strangely uniform everywhere. Apart 
from a small number of progressive institutions, the general pattern is as follows: 
The school is divided into classes each taken by the same teacher for a particular 
subject: each subject is allocated a precise number of lessons according to a set 
pattern: every class occupies an enclosed “box”: lessons take the form of “teacher 
exposition”, aiming at an end level of attainment measured by some form of 

                                                      
46 See further: www.oecd.org and OECD (2006b). 
47 The OECD Directorate for Education includes four programmes: The Centre for Education 
Research and Innovation (CERI), the Programme on Institutional Management in Higher 
Education (IMHE), the Programme on Educational Building (PEB) and the Programme for 
International Student Assessment (PISA). PISA is maybe best known of these programmes as it is 
frequently mentioned in the public debates on education (see for example Pedagogiska 
Magasinet, 2005, nr 2. Special theme: The measurable school, but also Lärarnas tidning, 2005, 
number 10, in which “the Finish Miracle” is discussed. This as a result of a PISA study were 
Finland was ranked first. It created ground for debate). For a more extensive discussion on the 
Finnish Miracle of PISA, see Simola (2005).  
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examination, generally externally imposed, which stresses the knowledge content of 
separate subjects. Everywhere the school has a fundamentally authoritarian 
structure of management. Invariably, it is an institution enclosed and separated 
from society and from the local community.” (OECD, 1972b, p. 49.) 

The described characteristics are likely to be transformed by the 1980s because 
of political, economic and social pressure, but also because of changes in sub-
ject content and the introduction of new methods and materials. Also new con-
cepts of the management of schools and changes arising from new concepts of 
the relationship between the school and the community are to be expected. It is 
interesting to see that the OECD in the beginning of the 1970s held a rather 
critical view of the education system in its member states and that the new de-
mands on the curriculum developments for the 1980s would “imply far-reach-
ing changes both in the working and social life of the school itself and in its rela-
tionship with the outside world.” (OECD, 1972b, p. 49). It is argued that major 
trends in member countries show that there has been an increased public inter-
est in education but also a need for a more adaptable work force leading to a 
greater emphasis on methods designed to develop positive attitudes to learning 
rather than on the acquisition of knowledge. Even the dissatisfaction of stu-
dents over their exclusion from decision making in the school has influenced 
the debate and will lead to changes. In this perspective the report further points 
out that many educational objectives are achieved through method rather than 
content48 and the principle “to practice what one preaches” becomes clear when 
school management attitudes are related to teaching objectives: 

“…for the objective “the understanding of democratic procedures”, it is necessary to 
show such procedures in practise rather than merely discuss them in theory: The 
management of the school must, therefore, exemplify democratic principles and in-
volve the student in operating them.” (OECD, 1972b, p. 50.) 

As far as the curriculum is concerned, changes were expected to take place in 
various subject areas. An orientation from pure subject knowledge to more ap-
plied subject knowledge, the learning of techniques of field observation in seve-
ral subjects, to learn languages for practical use, or introducing projects and 
problem-centred enquiry are some examples. The wish for more flexible time 
schedules and more work based on independent study or on team projects in-
dicates the relatively greater emphasis on learner-based than on teacher-based 
methods. Formal teaching will become less important than independent learn-
ing. This means that the learner will become more dependent on other re-
sources. Moreover, social co-operation and individual responsibility are con-
sidered important components of the student’s personal and social 
development. In their outlook on the eighties the OECD points on a future de-
velopment in which the school will be regarded more as an “agent of change”49 
                                                      
48 This “learning through” instead of “learning about” approach shows clearly similarities with the 
“learning by doing” thesis of Dewey and is a returning phrase in several studies. 
49 “The agent of change” is a recurrent theme in the literature on entrepreneurship in which 
entrepreneurs are considered to be agents of change. In this report teachers are considered to be 
the potentially greatest factor for innovation, though change has often come from the minority 
group in their ranks (see OECD,1972 p 17). 
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than as a transmitter of traditional culture, which means that its main focus will 
be no longer on the past, and that schools will be more sensitive to changes in 
contemporary society. This includes that the school becomes a centre of com-
munity education, mainly as a result from the increasing concern with lifelong 
education and the realization that the local community in itself is a source of 
material for many kinds of learning by children (OECD, 1972b, p. 52), imply-
ing that classroom space may cease to be the predominant form of provision. 

Two years later, the OECD presents their priority areas in educational policy in 
the report “The educational situation in OECD countries” (OECD, 1974). 50 It 
was prepared as response to a request from the conference of European Minis-
ters of Education but also in relation to an analysis of member countries. Two 
major conclusions are drawn. The first is that education is becoming involved 
in a much wider range of policy objectives than the past, showing educations 
role as a social service, in addition to its traditional role of educating young 
people. Therefore, which is the second conclusion, education should be more 
closely related to policies of other governments. When reading the report it is 
striking to see that many of the issues presented are especially related to the so-
cial aspects of changes in society. Several examples are provided: Childcare, ser-
vice to the family, the changing role of women in society, social equity and the 
redistribution of income, are some. The social aspects are highly prominent in 
this document of 1974, as well as the schools function in relation to desires of 
society i.e., what education can do for the nation. This is well characterised in 
the following text: 

“the concept of education as an investment // needs to be restated in terms of the 
social objectives relevant to the next decade. The notion of education as a social ser-
vice, meeting new needs in society for adults as well as youth, could serve as a focal 
point for a new discussion of the contribution of education to national needs.” 
(OECD, 1974, p. 9.) 

Moreover, education is seen as an investment for society and this concept re-
flects the discussions in the 1960s when the ideas of Human Capital were fur-
ther developed. The adjustment of individuals to new roles in working life, as 
well as flexibility of the labour force is mentioned, again. The report summa-
rises the changes in educational structures and the quality of education and 
argues that these are likely to be the major forces for change in the next two 
decades: 

• “the school is becoming increasingly regarded more as an agent of change, or at least 
a means by which both the individual and society can accommodate change, than 
as a transmitter of culture; 

• stress is being placed on a curriculum relevant to the manifold goals of education 
and extending learning opportunities over a life-time; 

                                                      
50 The document includes a collection of statistics from OECD countries and talks of social 
indicators. From Sweden, for example, Sweden Statistics is used as a source, but there are also 
links to the European Council. It shows the OECD as a collecting numbers and figures agency, 
something which will get more weight through the following decades. C.f. discussion in Walberg 
and Zhang (1998) on the OECD Indicators Model. 
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• thus, the curriculum, particularly at secondary level, is becoming a broad one, 
choices being delayed and options kept open; 

• such basic dimensions of present educational structures as examination practices, 
assessment of progress, time schedules, grouping practices, accommodation are be-
ing radically changed; 

• emphasis is shifting from teaching to learning; from the learning of facts to the 
understanding of principles, from the learning of knowledge to learning how to 
learn, from the acquisition of knowledge to the development of personal and social 
attitudes; all these are reflected in a change towards independent and small-group 
learning; 

• the school, which has long been regarded as a community of its own, a state within 
the state with its own rules, is now being seen as an extension of the community, an 
open system which forms a pat of the whole; in this regard, roles and relationships, 
responsibilities for decision-making, policy determination, and even instruction are 
extended beyond the traditional boundary of the school; 

• a greater understanding has emerged of the increasing power of the informal educa-
tion system, particularly of the mass media; with this comes perhaps a conscious 
attempt to use this informal system as an instrument for - or a supplement to - the 
formal system.” (OECD, 1974, pp 56-57.) 

I present this summery completely as it so well reflects the policy priorities 
mentioned in the beginning of the report. Furthermore, it also reflects many of 
the accounts in contemporary reports of that time. For example the compara-
tive study of educational futures in the United States and in Europe (OECD, 
1972a) and the voluminous CERI report on innovations in education, in which 
the national level (OECD, 1973a), the regional level (OECD 1973b) and the 
school level (OECD, 1973c) of various countries are studied and presented. 
Much focus is on innovation, changes in education and expected future deve-
lopments. The summery above, for example, projects educational changes for 
two decades (i.e., well into the 1990s!). I will not further comment here on each 
of the foreseen changes. Many of these will return in following reports and, 
which is interesting, they are even discussed in current debates on changes in 
education. 

Interaction with the community and relations to places of work 

In many following reports the OECD enhanced the importance of contacts 
between the school and the surrounding society, especially the relationships 
between schools and their local communities is a recurrent issue. In two vol-
umes on “school and community” (OECD, 1975 & 1980) the OECD further em-
phasises school and community interaction. In the first volume five main 
themes of interrelationship between schools and their environment are exam-
ined: School-based community development, the use of community resources 
by the school, “de-institutionalisation” of the school, relations between school 
and the place of work, and the consequences of participation for the pupils 
themselves. The relations between schools and places of work have in the report 
been used as examples of the opening up of the school towards its community. 
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It is argued that schools and industry are both parts of a more complex system 
– society; and as the school has an important role to play it is important to 
bridge the boundary between school and work. The OECD is clearly making 
critical notes of the inner organisation of the school and the relation with the 
working life outside when it is expressed that: 

…”pupils and to some extend the teachers, were dealing with tasks to which they 
could apply little or nothing in the way of imagination, creativity or testing of hy-
potheses. All was provided in the text book, in the teacher’s questions and instruc-
tions, or in self-instructional programmes…The predominance of what could be 
called closed task structures in school very much prevents good relation with work-
ing life outside, and appears contradictory to the emerging process of democratisa-
tion going on there”… (OECD 1975, pp 74-75.) 

and: 

…”for many reasons the working life seems to be a hidden and unknown world for 
the young generation. Centralisation has created long distances between homes and 
work places. The grown-ups are shuttling back and forth – working in some strange 
remote place that might in addition be overwhelming, big, complex and inhospita-
ble with production processes running in closed circuits.” (OECD 1975, pp 74-75.) 

In the second volume (OECD, 1980) the character of school-community rela-
tionships is shown to vary systematically on the basis of the characteristics of 
the school, its community and the nature of the social commitment made by 
the school. Here again one crucial point of disappointment is the school’s rela-
tionship to the surrounding community. Of more general concern is the sepa-
ration of children from the adult world; often the school itself is mentioned as 
one of the reasons for this: 

“There is a recurrent notion and some evidence that the schools are alienated from 
their surrounding communities and own populations. What they offer is seen as 
marginal to the situations of their communities and to the actual experience of the 
children and youth in these communities; and these perceptions often stimulate 
criticism or even hostility at the community level. Furthermore the general alien-
ation of youth from adult society has drawn much attention in recent years. The 
schools appear often not only unequipped to cope with this but, in fact, to be a con-
tributor to it. Communities which become more conscious of their problems may 
insist that schools be more effective in establishing contact between the youth and 
their communities.” (OECD 1980, p 17.) 

Even the role of central governmental policy has become complex in the rela-
tionships between school and community. Besides, the government is not the 
only non-local influence on the schools. In several cases central governmental 
influences may be replaced not only by local influences but also by the values or 
purposes of special interests organised at national or even international levels, 
such as teachers´ or other trade unions, industries, employers´ organisations, 
political parties or religious groups.51

                                                      
51 Here it becomes clear that the decentralisation in the Swedish school system, when 
responsibilities were moved from the central to the local level can be an “answer” to this problem, 
while at the same time it opens up doors for other “interests”. 

– 57 – 



 

The relation between education and work are further discussed in the report 
“Education and Work – The views of the Young” (OECD, 1983). The report is 
based on a study that was part of a larger project in which attention was paid to 
the changing needs of particular groups of people: Young children, the handi-
capped, adults and young people over the years of transition from school to 
work. This report explores the perceptions of the youth. 

“This feeling of powerlessness probably stems also from their perception of the re-
moteness of education from the world of work. They see no connection between 
what they are compelled to learn and the knowledge they feel will be necessary to 
accede to adulthood, and they are frustrated when they see the value of their educa-
tional credentials deflating in the labour market.” (OECD 1983, p  83.) 

Bearing in mind the high rates of unemployment among the young during the 
1970s and beginning of the 1980s it becomes clear that the most specific de-
mand that the young make is that formal learning should be more clearly and 
more efficiently tied to the labour market. When thinking of earlier considera-
tions of the school being alienated from the community in combination with 
the perceived difficulties in the labour market, young people remain in educa-
tion in large numbers and longer than before. They are extending their school 
careers. This is clearly expressed in the report, also that this trend can be seen in 
many countries. According to the OECD, demands on the education system 
have therefore increased and almost every member country has introduced 
more work-oriented curricula. This includes extended vocational education 
programmes, and experimentation with a variety of work-experience activities. 
If the number of available jobs in the labour market is low then it seems more 
suitable to stay at school for a longer period thereby diminishing the risk for 
unemployment while, at the same time, get better qualifications when once 
getting out. It further appears that the young during the 1980s are quite critical 
of the education system; they are frustrated with the way schools actually work. 
The repeated day-to-day exercises are abusive and boring and there is lack of 
connection between what the young do in school and what will be expected of 
them in the outside world. Moreover, despite the willingness of many OECD 
member states to provide equality of educational opportunity there still exist 
social class and gender biases in the school that influence the possibilities for 
young children in the outside world differently. The school in this perspective is 
seen as a conservator of values and beliefs as: 

“A complicated process is at work where the values and behavioural patterns young 
people bring to school are reinforced or, less often, modified there. Many who have 
been taught to be ambitious and entrepreneurial52 find the schools willing to en-
hance those values. Others, with different sets of assumptions and behaviours – 
often associated with a working class milieu and gender – fare considerably less 
wel.l” (OECD 1983, p 59.) 

In this perspective the OECD also forwards some critical questions about the 
demands on the education system and to what extent the education system 
                                                      
52 Here the adjective “entrepreneurial” starts to be used and stands obviously for something 
positive. 
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should attempt to open itself to the world of work and, if it should, how educa-
tion and employment demands could be balanced. The debate about education 
for work during this period has tended to focus exclusively on the ways the 
education system could take on added responsibilities for youth’s place in the 
labour market while the question of whether it should do so tends to be ig-
nored. The large concentration on the demands directed to the issue of em-
ployability may mean that some youth – low school achievers, girls, children of 
lower social economic origin fare less well as education is designed less towards 
more general educational demands. However, as the report points out, several 
indications show that the attempts to resolve the problems of youth together 
with the demands from outside the school have already changed the education 
system. The opening up of schools, especially to places of work, is strongly 
steered by unemployment concerns and these concerns begin to erode the bar-
rier between the school and its surroundings. 

Unemployment and the transition from education to work 

Indeed, youth unemployment is at stake in the middle of the 1980s. The jobs 
that are available are not sufficient and have led to an increase in unemploy-
ment. This youth joblessness problem is partly due to overcrowding in the la-
bour market i.e., too many youth facing too few jobs. According to the report 
“New Policies for the Young” (OECD, 1985) the problem does not only relate to 
poor economic growth but must also be seen as a result of demographic factors; 
high fertility rates during the 1950s and 1960s have led to this situation, a situa-
tion that has been going on since the middle of the 1970s. Again, high risk 
youth and young people on the edge of society are mentioned as groups that 
have extra disadvantages. One of the explanations provided is that these youths 
lack access to informal networks that provide access to jobs. The position of 
girls and young women receives also attention. Their unemployment rates are 
higher than those of males in most countries, even though they have no differ-
ent labour market experience. The disadvantaged status of women is partly a 
result of occupational segregation based on gender. Social norms and the 
steering of women in “traditional female occupations”, together with inequita-
ble treatment for females are some explanations. 

The report further argues that large scale youth unemployment is also part of a 
structural mismatch. Education and training institutions fail to prepare young 
people adequately for life and work in the late 20th century. In other words, that 
what is taught in schools is not in demand in the labour market. This is pre-
sented as a more long-term problem and indicates the concern about a chang-
ing labour market. Related to this, the need for recurrent education is also 
mentioned: “a one-time investment in education and training is becoming as ob-
solete as a lifetime position” (OECD, 1985, p. 51). Structural changes caused by 
technology and displacement of certain industries by foreign trade effects the 
occupational structure of the labour market, as is argued. Thus, the causes of 
structural changes are not only of domestic origin. International trade and 
competition is now clearly mentioned as a cause for labour market changes. 
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Jobs and skill requirements are changing and as a consequence revisions to the 
content of education and training are required (OECD, 1985, pp 10, 113). 
While the first half of the report is aimed at presenting the current problems; 
the other half discusses several policy options that are suitable. One of the pol-
icy measures aims to ease the relative disadvantages of all youth. This is divided 
in three categories: 

• Policies geared to better preparing young people for the general needs of working 
life; 

• Those geared to improving occupation-specific training; 

• Those for increasing the number of jobs available to young people. 
(OECD, 1985, p. 56.) 

The first two categories are focussed on the supply side of the labour market 
i.e., education. Education, it is argued, is about job preparation or the job 
readiness of students. In other words, it focuses on the employability of 
students. The third category on the other hand is focussed on the demand side 
i.e., policies aimed at increasing the number of jobs in the labour market, which 
is the creation of employment. It is interesting to notice that this report divides 
the labour market in an “education side” and an “employment side” and, as 
such, the report can be regarded as some kind of watershed, at least in 
comparison to the other reports in this study so far. Is youth unemployment 
resulting from a lack of right education or a lack of demand for labour? 

In the report it is argued that education and vocational training can be used as 
tools for reducing youth unemployment in two ways: In the long term they can 
improve the qualifications of young people entering the labour market. This 
argument is strictly about the preparation for working life. In the short and 
medium term education and training can serve as alternatives to labour force 
participation and delay the moment at which young people begin to seek work 
actively. The report is rather critical to this last alternative as education and 
training should not serve as “holding tanks” because this may create isolation. 
Schools should be encouraged to provide alternative pedagogical techniques 
needed to retain and educate youths, especially those who fail in traditional in-
structional approaches. Thus, policies that aim to add topics to the traditional 
education curriculum and that provide the young with the information and 
skills they need in order to plan their careers, should be introduced. Also poli-
cies that would put schools in the position of helping place young people in 
jobs should be considered. 

Labour market information and career counselling are mentioned as preventive 
strategies that can help youth in their job search. Though the education system 
is not responsible for job creation, it can qualify young people for jobs (OECD, 
1985, p. 57). The improvement of education specific skill training receives fur-
ther attention. “World-of-work oriented activities”, such as the German “Dual 
system”, based on vocational education and apprenticeship, as well as other 
international examples are mentioned. Training, either enterprise-based or in-
stitution based, should be so-called “generic” skill training rather than highly 
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specialised training. This is considered preferable as broad training provides 
competence for a wider group of occupations. The report mentions “computer-
related operations” as an example of a more general preparation. This argu-
ment must be seen in the high level of changes that are taking place in the la-
bour market, partly due to the introduction of new technologies. ICT techno-
logy enters the scene. Nevertheless, policy options related to job related skill 
training should be more in line with market forces, as is argued in the report 
(OECD, 1985, p 61). Education should thus teach students that what is wanted 
by the market. 

The examples mentioned above were mainly focused on improving labour sup-
ply, i.e., the employability of the students. The report also argues for policies 
that increase the demand for labour i.e., increasing employment. Policies for an 
increase in labour demand are mainly seen as distributive. Reducing labour 
costs, creating jobs with government funds, work sharing, work-trading (early 
retirement in order to make place for young people), and part-time employ-
ment are some of the measures mentioned, though the report is sceptical about 
several of them because the real value of these measures is not clear. To increase 
employment by sharing existing jobs is one way to attack the problems of job-
lessness. Another is to reduce labour costs e.g., through the introduction of sub-
minimum wage for youth or employment subsidies by the state as well as public 
sector job creation. The ideas of labour demand are further discussed in an an-
nex to the report.53 Additional policy measures pay more specifically attention 
to disadvantaged (high-risk) youth, girls and young women, as well as alterna-
tives to unemployment. Part of the answer to the problems with disadvantaged 
youth lies in education but also in the alternatives these young persons have. To 
tackle discrimination and sex-role stereotyping, common schooling of children 
of different socio-economic groups, greater relevance of schooling to the every-
day concerns and life experiences of children from all groups, child centred 
learning, a new content of teacher training, are some of the things that need to 
be done (p. 65 ff). The report further suggests that all young people who are not 
in full-time employment could receive an allowance. This may be a way to en-
courage youth to stay in school or to undertake further training. To “encourage 
self-reliance, initiative and risk-taking” (p. 69), as well as a variety of activities 
“ranging from trying to develop small co-operative businesses to developing per-
sonal artistic or sporting skills” are here mentioned (p.70). Some of these items 
become familiar expressions in the OECD policies during the latter half of 
1980s as individual characteristics become topical. The link to the theoretical 
                                                      
53 Annex by L. C. Hunter, a researcher from the Department of Social and Economic Research, 
Glasgow University. One of the conclusions here is that “there are many areas where our 
understanding of labour demand is still limited and demand-side research is much less developed 
than the supply side.” Much of the policy development has related to the supply side and have 
been short-term solutions “probably with the implicit judgement that the key determinant of a 
recovery in youth employment will be a recovery in general employment.” (OECD, 1985, p. 105). 
Hunter here argues that the problems are rather related to a long-term transformation and 
therefore: “the primary need may be to recognise that fact and to take steps to produce a properly 
articulated relationship between school, post-school education and vocational training, and the 
employment sector” (ibid).    
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ideas of human resource development and human capital can be recognised, 
which also indicates a stronger move to individualisation. 

Thus, with this report the OECD puts focus on problems related to the supply-
demand gap of the labour market, i.e., the mismatches between education and 
the world of work. What is suggested is to concentrate on education and train-
ing and to enable young people to become fully employable. Education should 
qualify students for a job. The larger part of the report is so turned towards the 
supply side; employability of the students. The idea of employment is trans-
ferred to employability and the responsibility for education more or less be-
comes to upgrade the human resources available and prepare the individual to 
find a job. However, it is interesting to notice that the policies in relation to the 
demand side in this report mainly compensate for general economic conditions 
and inadequate demand for labour by employers, especially the private sector. 
Moreover, employment creation should take place through distributive meas-
ures, such as work-sharing, but this does thus not influence the total stock of 
jobs. Those ideas will successively return in following reports. I recognise that 
this becomes a typical pattern; ideas are mentioned in one report but later turn 
out to be a much larger topic. Documents, as it ware, smoothen up for other 
documents to come. This can be interpreted as an example of incrementalism 
in policy production (Taylor et al 1997, p 46). Policies build upon earlier devel-
opments and smaller adjustments in the policies can be used as a strategy to 
manipulate outcomes (cf. Kingdon 2003, pp 79-83). 

Education and the economy more intertwined: Human resource 
development and human capital 

It becomes clear that the OECD during the 1980s has increasingly drawn atten-
tion to the relationship between education and the economy and the impor-
tance of education and training as “human resource development” activities. 
These activities, which OECD education ministers highlighted during earlier 
conferences, are presented as solutions that will contribute to national eco-
nomic performance and social progress. In the report “Education and the Econ-
omy in a Changing Society” (OECD 1989a) education is thought to play a crea-
tive roll in the world of social and economic change. Again, high 
unemployment levels and long-term unemployment together with sluggish 
economic output and low employment growth are seen as important reasons 
for this. As already was shown in earlier reports these problems are particularly 
based on the structural change of the economy, resulting in sharp declines in 
manufacturing employment but expansion in service sector employment which 
causes a change in the occupational composition of employment. The OECD 
suggests that these changes even require new skills and qualifications within 
occupations. Other structural changes that receive attention are the intensified 
international trade competition and technological innovation that permeates 
production and consumption. These are some of the arguments mentioned as 
being the causes and effects that bring about this renewed interest for education 
issues. 
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The international scene comes more to the foreground, and thereby also the 
competition argument. The OECD argues that the strategies for improvement 
of economic performance are influenced by the discussions on the link between 
education and the economy. “The economy” and “education” are both chang-
ing in ways that increase their interdependency. By describing these issues it 
becomes obvious that the OECD clearly wants to make a point of the changes 
in the societies of many countries and that these changes are driving education 
and economy closer together. It seems that the economy is putting demands on 
the education system instead of the other way round. Especially demands on 
personal characteristics and competencies of the individual seem to become 
more in focus during the latter half of the 1980s as: 

“All countries are now very dependent on “human capital” for their development; 
the costs to individuals and economies of low educational achievement and under-
investment in human capital are high and rising. The free-wheeling quantitative 
growth of the 1960s and 1970s is no longer the answer in a world where the key to 
growth is quality of economic performance and competitiveness.54 In a changing 
economic and technological environment, persons need to enter the labour market 
with at least a minimum level of competences: Education and training have to be 
“recurrent” and involve a wide range of institutions and interests in both planning 
and provision.”  (OECD, 1989a, p. 25-26.) 

Also the need for recurrent education becomes more in focus. It shows the im-
portance of lifelong learning for the individual that, some years later, booms 
out during the middle of the 1990s. Learning does not stop after leaving the 
school but continues all through the working life of the individual. This 
“learning beyond schooling” raises also policy questions about the content and 
organisation of the school curriculum. How should the new curriculum be 
taught and what are the most suitable settings for student learning, and also, 
what are the rightful role and place of schools and classrooms, and that of other 
settings? The OECD stresses on the need for a core curriculum that imparts so 
called “basic skills” as one essential requirement and the report echoes the ar-
guments for “generic skills” as could be seen in the 1985 report on policies for 
the young. These measures include the need to explore new methods in order 
to promote the developments of skills and attitudes that equip the workforce to 
adapt to change, but also to influence change. These changes are seen as con-
sistent with broader social trends and requirements. The skills in question in-
clude qualities such as the habit of learning, curiosity, creativity, initiative, 
teamwork and personal responsibility55 (OECD 1989a, p 112).  It is in these for-
mulations that the skills that are described are linked to the external demands 
of society that, according to the report, has become characterised by an “entre-

                                                      
54 “Quality of economic performance” and “competitiveness” is now entering the scene more 
rigidly and these conceptions are strongly linked to “economic growth”.   
55 These skills are similar to those descriptions of “entrepreneurial” or “enterprising” skills 
discussed in other parts of the report (and the literature on entrepreneurship in general). To 
become more entrepreneurial and to be equipped for entrepreneurial activities is a recurrent 
theme.    
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preneurial culture”, and therefore individuals must be better equipped for en-
trepreneurial activities. 

“Existing education and training systems which are more geared to producing “em-
ployees” for large organisations, need to recognise an emerging entrepreneurial 
culture and better equip individuals for entrepreneurial activity.”  (OECD 1989a, 
p. 21.) 

Here it becomes clear that a gradual shift is taking place when large organisa-
tions are mentioned in this context. It indicates the successive changes in focus 
towards Small and Medium- sized Enterprises (SMEs) which also will receive 
more attention in the beginning of the 1990s. Learning becomes more related 
to the specific skills and attitudes of the student. In this perspective the matter 
of quality, as mentioned in the report, stretches beyond the educational content 
and puts weight on the quality of methods and processes of work. These meth-
ods of work are also related to the way in which, for example, higher education 
is supposed to become more entrepreneurial, and by doing so find ways to re-
ceive funding from external sources: “Institutions of higher education must be-
come more entrepreneurial in outlook and increasingly self-sufficient in funding.” 
(OECD, 1989a, p. 113.) 

Main conclusions in the report are that the OECD recognises that education 
serves many important roles in our society of which one is its contribution to 
the performance of the economy and labour market whereby education and 
training institutions have to play a major role in labour force adjustment. This 
in itself is not new, but the report further argues that this contribution will be 
most effective when it is part of an overall strategy of economic, regional and 
enterprise restructuring and modernisation. The arguments used are the rapid 
pace of economic and social change that imposes pressure on all level of na-
tional and community life. These changes create substantial uncertainty, espe-
cially about the precise speed and direction of changes in the future. Therefore 
coordinated strategies within government are needed and especially the inte-
gration and actively involving of other parties which promote flexibility and 
adaptability on the part of enterprises, education systems, labour markets and 
individual workers. In other words different sectors in society should coordi-
nate their strategies in order to be more flexible and adaptable for changes in 
the future. To ensure that the educational system is responsive to the demands 
of economic, technological and structural change, and indeed contributes to the 
process of change, a broad base of transferable skills and broad and general 
education are argued for. A so-called “core curriculum” which transfers these 
basic skills is one essential requirement. These include methods based on inter-
disciplinary ways of working. Work in schools should be made more relevant 
and the development of active exchange between schools and local enterprises 
and employers should be involved in order to create an “active society”.56

                                                      
56 I noticed that the focus on “activity” also can be seen in the editorials of the OECD´s series 
“Employment Outlooks” of 1987 (“Activity for all in tomorrow’s society”) and 1988 (“Steps 
towards an active society”). These contemporary publications focus on the OECD´s employment 
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“Being enterprising” and “enterprise learning” as a challenge for 
change in society and schools 

In 1989 the CERI educational monograph ”Towards an “enterprising” culture a 
challenge for education and training” (OECD, 1989b) strongly forwards the 
matter of enterprise education. This report is later referred to in many other 
studies and as such it can be regarded as some kind of policy landmark within 
the (policy) literature on entrepreneurship and enterprise in education. Just like 
the writings in earlier reports discussed above, it addresses aspects of the inter-
relationship between education and the economy, though now more explicitly 
on the significant role of “being enterprising”. Once again the OECD stresses 
the call for change in educational methods, but adds the need to foster compe-
tence in “being enterprising” and introduces a new form of learning labelled 
“enterprise learning”. In the report reference is made to a speech delivered by a 
high representative of a large multinational corporation on the intergovern-
mental conference “Education and the economy in a changing society”, in 
which he described the need of his and other companies for flexible, adaptable, 
creative and responsible workers: “We must teach ourselves to be agents of 
change. That requires a lot of creativity and courage, for each day is an educational 
experiment and experience.”57 (OECD, 1989b, p. 5.) 

This development shows how demands and influences from trade and industry 
palpably enter the debates on educational matters.58 Moreover, it should be 
seen in the light of the increasing number of studies during the latter half of the 
1980s and the beginning of the 1990s about cooperation and partnerships be-
tween different sectors of society. It includes new relationships between gov-
ernments, national as well as regional, employers, workers, educational institu-
tions, etc. In this report “enterprise” is not only seen as the contributor to but 
also the result of the many major and rapid social and economic changes in all 
modern societies. Not only currently but also in the foreseeable future. It is ar-
gued that it therefore is important to develop so called “enterprise skills” which 
give people capacities in order to cope with these changes that affect every as-
pect of their lives. People should see change as the norm and contribute to this 
change. To self create change is also related to personal development, and en-
terprise skills include: 

“…those individual dispositions, abilities and competences related to creativity, 
initiative, problem-solving, flexibility, adaptability, the taking and discharging of 
responsibility and knowing how to learn and relearn.” (OECD, 1989b, p 10.) 

                                                                                                                                 
policies and can be regarded as an example of policy overflow. Thus the policies concerning 
employment are here clearly intersecting with those of the education sector. 
57 ”Agents of change” is used again together with “creativity” and “courage” (think of PRIO 1 and 
the use of “creativity” and “courage” in the slogans of the project). Interesting point: “teach 
ourselves”.  
58 But it is also condenses and symbolises the increasing colonisation of education policy by 
economic policy imperatives (cf. discussion by Stephen Ball in his paper  “Big Policies/Small 
world: an introduction to international perspectives in education policy. In: Comparative 
Education, Volume 34, no 2, 1998 pp. 119-130).  
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Several rationales behind this need for enterprise skills are provided. These are 
the concern of youth unemployment, again, but also the need for flexibility and 
versatility in the labour market, as jobs are thought to become increasingly 
skill- and knowledge intensive. It further includes general changing demands in 
society on individuals to take greater responsibility, and to show creativity and 
initiative. Even the quality of education and its relation with the economy is 
mentioned. The development of enterprise skills could be attractive for other-
wise reluctant learners and also increase motivation. This concern about 
“change” and “to be prepared for uncertainty” has become more to the fore-
ground in comparison to earlier reports. For example in comparison to the re-
ports of the 1970s and 1980s, when the development and training of skills were 
discussed as a matter of adapting to working life, it now seems that students 
should train skills that are preparing them for uncertainty, also in their future 
working lives. However, in the report enterprise skill initiatives are seen as more 
than just new curriculum packages, they require new methodological processes 
which will move the teacher to new fields, thereby changing his/her role not just 
from instructor to organiser, but to “mentor”, “guide” and “facilitator”. The 
report argues that much of the enterprising skills practice in schools is still ex-
perimental, though a call for greater educational response exists, especially in 
relation to the changes and needs of society. The report further focuses on the 
wider aspects of what it is to “be enterprising” and provides a rather wide defi-
nition, though stresses that there can be many different contexts in which peo-
ple and their organisations can be, or need to be, enterprising: 

“An enterprising individual has a positive, flexible and adaptable disposition to-
wards change, seeing it as normal, and as an opportunity rather than a problem. To 
see change in this way, an enterprising individual has a security borne of self-confi-
dence, and is at ease when dealing with insecurity, risks, difficulty, and the un-
known. An enterprising individual has the capacity to initiate creative ideas, and 
develop them, either individually or in collaboration with others, and see them 
through into action in a determined manner. An enterprising individual is able, 
even anxious, to take responsibility, and is an effective communicator, negotiator, 
influencer, planner and organiser. An enterprising individual is active, confident 
and purposeful, not passive, uncertain and dependent.” (OECD, 1989b, p. 36.) 

These enterprising characteristics can be transferred and applied to a wide 
range of living and working contexts; they can be personal, social and eco-
nomic, it is thought. Therefore it is possible to speak of, for example, an enter-
prising organisation, an enterprising community, and an enterprising society, 
even an enterprising school. It is obvious that enterprise is seen as any form of 
undertaking and that it is not just a synonym for merely commercial or busi-
ness undertakings. It is interesting to notice that the report here makes a clear 
distinction between these different types of undertakings; enterprising and en-
trepreneurialism. Entrepreneurs are involved in business undertakings and they 
are seen as people who create businesses, jobs and wealth.  This entrepreneuri-
alism is beneficial for society but is not in the interest or ability of everyone. In 
many schools entrepreneur-based approaches can be identified as a set of “cur-
riculum packages” or “products”, often related to the theory and practice of 
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business applications. Enterprise should be seen as a broader approach. This is 
were the report sees the difference between entrepreneur-based approaches and 
enterprise-approaches, of which the latter can appear in a wide variety of 
manifestations or methods and is rather seen as a “how” instead of a “what”, 
more an approach to life than a description of a body of knowledge.59 In this 
context it is interesting to see that the ideas uttered in the report from 1972, in 
which it was thought that many educational objectives were to be achieved 
through method rather than content (see OECD, 1972) are repeated. The dif-
ference is that these methods now have become concretised under the name of 
“enterprise learning”.60 The focus on methods rather than content becomes also 
clear in this report: 

“Currently, there is a preoccupation in the debate about the quality of education 
and its relevance to a relationship with the economy with content //…// in chang-
ing societies, “quality” education is not just one which has the right content. If the 
outcome is to be not just skilled and knowledgeable but also enterprising individu-
als, then it must have the right methods.” (OECD, 1989b, p. 48.) 

One of the conclusions in the report is that “enterprise skills” and “enterprise 
learning” are not new educational inventions. They are elements of personal 
development and many teachers, especially at elementary-level schools, have 
been practicing with objectives such as problem solving, stimulating curiosity, 
fostering creativity, developing personal responsibility, etc. for a long time. 
However, when societies are changing as fast as they currently are, enterprise 
learning should take a more prominent part in educational methods, especially 
at secondary and post-compulsory schools, which often mainly have focussed 
on the instructional and experimental ways of learning. Nevertheless, enterprise 
learning should not be seen as a substitute for other educational methods, 
rather as a complement, but as many OECD member states61 are increasing 
their concern with policies aiming to reinforce the enterprising capacities of 
individuals and economies, it might be an indication for a demand for change 
in schools and a further adaptation of education to the economy. Although the 
discussion on enterprise skills still focuses much on personal development and 
the employability of the students, the road is paved for other policies. 

                                                      
59 Policies and programmes to promote entrepreneurialism have become a feature of OECD 
countries, as is pointed out in the report (OECD, 1989b). These programmes are specifically 
targeted on young people and in schools (for example “Young enterprise”, which in Sweden 
started 1980 and has involved many pupils at the secondary schools. In the projects pupils run a 
real or simulated business for a short period). 
60 According to the report, enterprise learning differs from “instructional” (i.e., taught) learning, 
and “experiential” (i.e., learning-by-doing) learning as it is more a project- or task-centred 
process (see OECD, 1989 pp. 39 and 49). 
61 It is interesting to see that the report takes up issues of the “Welfare State” which, it is thought, 
through social and economic change no longer is self-evident as the centralism inherent in it is in 
it self restrictive to progress, both economic or social. The OECD argues that these issues deserve 
attention, especially as they are now at the centre of the Welfare State debates. The challenges, as 
is argued in the report, require a shift of emphasis on the part of the schools that should see the 
personal development of individuals as a primary, general educational purpose. 
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Entrepreneurship, local initiative and partnership 

Indeed, the “enterprise window” opened together with the “entrepreneurship 
window” in the adjacent policy area of employment creation. Employment and 
economic development are in focus according to the OECD and, as pointed out 
in the report “Implementing Change: Entrepreneurship and Local Initiative” 
(OECD, 1990), a critical element of the quality of the labour force is “the hu-
man element, and its capacity to generate new products and services, new produc-
tion and financing methods to start up new ventures and innovate in existing firms 
and organisations - in short, entrepreneurship.” (OECD, 1990, p. 9.) The objec-
tive of job creation has now incorporated self-employment as a solution and 
this is supposed to be realised through development at the local level and 
through local initiative. The OECD argues that a society’s long term economic 
development depends on the talents and capacities of all the people who live 
and work in it. This includes the unemployed, who should be encouraged to 
become self-employed. 

Entrepreneurial activities are seen as generators of employment but at the same 
time they are also a result of particular characteristics of the local environment. 
It is believed that the creation of viable and lasting jobs hinges on the creation 
of new activities and enterprises and on the modernisation and expansion of 
new firms as well as the ability of the local community to innovate and create. 
Thus, jobs are created through entrepreneurship which at the same time de-
pends on local prerequisites. The report draws on studies and research of sev-
eral known scholars in the field of entrepreneurship. The names of, for exam-
ple, Joseph Schumpeter, Frank Knight, David Birch, Peter Drucker, and Robert 
Reich have occurred earlier in the literature review on entrepreneurship in 
chapter one. Much of the analysis in the report is based on the research of 
David Birch who, in the middle of the 1980s, studied job creation and employ-
ment growth in the United States. Birch’s research showed that the rate of 
company formation was important for job creation and it was also an indicator 
of an area’s vitality. 

Together with the contributions of geographers as Keeble and Wever, the issue 
of employment is linked to firm creation and local development. An active en-
trepreneurial and new firm policy is so associated with the creation of new jobs. 
Altered structural changes have direct consequences at the local level and solu-
tions should also be found at the local level, it is believed.62 There exist great 
varieties between different areas which each may have different problems that 
are related to distinctive local features, but they may also depend on develop-
ments elsewhere. Structural economic change and the distribution of economic 
activities, as well as the continuing advances in information and communica-

                                                      
62 During the beginning of the 1990s the interest in research for the local and regional level is 
generally increasing (cf. Lindgren, Mahieu and Stjernström, 1992; Henning and Liljenäs, 1994). A 
growing number of empirical studies suggest that business start-ups are a major source of new 
jobs and successively this also generated the interest for small and medium sized enterprises as 
job creators (see for example Davidsson, Lindmark and Olofsson, 1994). 
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tion technologies are considered to be the driving forces in this development. 
The solution can be found in individual and community development i.e., the 
ability of the local community to innovate and create and to work together on a 
co-operative or partnership basis. New patterns of behaviour are important for 
economic expansion and job creation and include development values such as 
“the ability to cope with shocks, changes and risks; creativity and innovation atti-
tudes; ability to communicate, co-operate, negotiate, participate and commit one-
self.” (OECD, 1990, p. 57.) It all turns to the use of local resources, especially 
people and their initiative. However, the OECD argues the local initiative ap-
proach is not an alternative to macro-economic (national) policies but rather a 
complement. As for measures that support self-employment, policy should seek 
to remove unnecessary barriers and to provide appropriate help to those wish-
ing to set up a business as part of an effort to encourage enterprise in general. 
Several policy solutions are provided; these include, inter alia, a focus on local 
actors and partnerships, decentralisation, the modernisation of industry as well 
as the improvement of the entrepreneurial climate. Local initiative, bottom-up 
solutions and the need for partnership are now in focus. However, also the role 
of education for employment must be seen in a new light, for educational pol-
icy the report suggests: 

“The goal here should be to improve the skills and educational levels of the work-
force, and the ability to cope with change. The critical importance in the long run of 
education to employment growth has often been understated, but recently govern-
ments have been devoting considerable energy to education reform and there is 
greater awareness of the role of local educational establishments in shaping young 
people’s attitudes to employment and enterprise. Those who wish to create a busi-
ness need the skills to run one; the education offerings, in particular the vocational 
programmes in secondary schools and further education, need to make available 
pragmatic training in enterprise skills, including business and financial planning, 
cash-flow management, personal management and employee development.” 
(OECD, 1990, p. 16.) 

Partnership of schools and businesses, the concrete link between 
education and the economy 

The ideas about development of active exchange between schools, local enter-
prises and other organizations are further developed in the report “schools and 
Business: A new partnership” (OECD, 1992).  It shows that partnership, which 
has become a more common phenomenon in society, also enters the field of 
education policy. The report focuses on links between schools and various pub-
lic and private enterprises and it is thought that developments of broader part-
nerships involving education, business and the community are likely to be more 
significant in the 1990s. The term partnership is used as shorthand to describe 
this co-operation between employers, schools and others in society, but it in-
cludes: 

• The development of new learning styles in general education, to make pupils into 
the adaptable and thoughtful workers that employers now need… 
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• Improvements to vocational education, making it more relevant to workplace 
practise, and rethinking the balance between vocational and general studies. 

• The creation of new links between school and work – for example through contacts 
between businesses and schools. 

• The broadening of teacher’s experience of the world outside school. 

• The application of private sector wisdom to school management styles. 

• Changes in business behaviour, notably in recruitment and training. (OECD, 1992, 
p. 7.) 

Judging from these points it is clear that the arguments and ideas from earlier 
reports become more obvious. New learning styles, education relevant to work-
place practise, links between school and workplaces, are all elements from pre-
vious publications. The report gives several motives for partnership, based often 
on criticism. Education is “cocooned” in its own closed world and rarely consid-
ers the relevance of its output to the needs of the workforce, but also the other 
way round, it does not allow in outside influences. One particular motive is the 
“relevance” motive63 which aims at giving learners greater experience of the 
wider world and which is thought to bring knowledge of that world into the 
school. This motive has clearly a didactical focus and also relates to a changed 
view on knowledge. The argument further claims that school programmes, es-
pecially vocational, are out of touch with the skill needs of industry. However, 
the growing role of new learning styles, for example project work and learning 
through application, rather than memorising abstract knowledge, appear to 
correspond with the desires of employers. The motives for employer concern, 
which is based on the changing nature of work and the skills required for it, are 
further related to the growth in the service sector and the technological trans-
formation of manufacturing. These changes, it is argued, have created the need 
for more workers capable of initiative, thought, and group co-operation, and 
not people that just take orders. Obviously these are demands from outside the 
school aiming at changes of the school in order to better fit the needs of work-
ing life. Moreover, the OECD considers that schools even have decreased the 
motivation of young people. The critique on the school system and the need for 
changes are seen as: 

“The greatest challenge that arises from these objectives is to find ways of recasting 
basic schooling, to improve its ability to prepare young minds for a modern work-
force. Secondary schooling in particular does not appear to be producing the well-
motivated and well-rounded young people that employers would like to recruit – on 
the contrary, its effects sometimes seems to be to de-motivate them and narrow their 
perspectives.” (OECD, 1992, p. 25.) 

In order to meet these challenges the report puts forward initiatives to develop 
new learning styles, such as “enterprise learning”. The report refers to the 
monograph “Towards an enterprising culture” (OECD, 1989b), discussed above, 
and confirms that enterprise learning does not just mean learning about enter-
                                                      
63 Other motives are (declining) “standards” and the motive of (outdated and old-fashioned) 
“skills”. 
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prise, but also learning through enterprise, as well as learning to be enterprising 
and states that learning to be enterprising does not have to mean learning to be 
an entrepreneur, in the commercial sense. An enterprise can be any form of 
undertaking or project, not just a business one and in this sense enterprise skills 
are, also in this report, seen as a set of general qualities of competence and 
abilities that need to be incorporated into a general approach of teaching.64 Ac-
cording to the report the projects in several OECD countries have shown that 
pupils, even those not motivated by their regular studies, become more moti-
vated when involved in partnership and enterprise projects. Another important 
advantage is that these new ways of working in the schools overcomes the 
problems of time and subject matter i.e., the division of the school day in small 
snippets and in numerous subjects (see further OECD, 1992 p 28). These as-
pects of partnership projects could, according to the report, well be applied 
more generally in a school curriculum and an additional approach of keeping 
new ideas flowing into education from outside is to broaden the scope of part-
nerships, which means widening the range of organisations and individuals 
who influence and get involved with education: 

“The most common new partners of schools during the 1980s were business. Yet, by 
opening their gates to outsiders, schools have also attracted participation from 
community groups, parents and others who consider themselves “stakeholders” in 
education. That trend can be expected to grow, for two reasons. First because there 
is a legitimate concern that schools should not be educating pupils purely for work, 
which presents but a part of their future lives. Second because many businesses are 
themselves trying to establish closer links with communities, and would like to use 
partnerships with schools as part of this strategy. Now that public education has 
become more than just a state enterprise, an increasing number of individuals and 
organisations will claim a stake in its future. With luck, the result will be a coalition 
of interests working together, not an unruly free-for-all.” (OECD, 1992, p. 51.) 

What can be seen so far is that this report combines the considerations from 
previous reports, for example, the opening of the school towards its communi-
ties, the linking of schools to places of work, and the development of new 
learning styles. In this way it lifts enterprise learning into the partnership dis-
cussions and by doing so it creates a new “policy platform or framework”. In a 
way, to use a metaphor from the theoretical discussion on policy process in 
chapter 2, a new window of opportunity is opened. 

All and everything in the policy framework of Lifelong learning 

In 1996 the OECD published the milestone report “lifelong learning for all” 
(OECD, 1996) in which OECD Education Ministers adopted a programme of 
lifelong learning for all as a strategic framework for guiding education and 
training policy. As such, the concepts of a school as a ”community learning 
centre”, together with the debates about skills and the connectivity of the school 

                                                      
64 The report also refers to another report (1989b) in which several projects specifically were 
designed to nurture entrepreneurs but, as discussed earlier, these kinds of projects and 
applications are often best seen as sub-set of the broader approach of “enterprising”.  
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with the outside world are recurrent issues in this report. The framework of 
lifelong learning emphasises individual capacity and motivation to learn in 
order to strengthen innovative energies. However, in a wider context it also in-
dicates the transition to learning societies and economies, in which life long 
learning will be an important factor in promoting employment, economic de-
velopment, democracy and social cohesion, it is thought. But lifelong learning 
strategies: “invite reflection on how to restructure a curriculum to prepare young 
people for a life with more uncertainties, risk-taking, entrepreneurial opportunities, 
and perhaps periods of unemployment or “significant non-work” (OECD, 1996 p 
100). The large and continuing shift in employment from manufacturing in-
dustry to services, the gathering momentum of globalisation, trade liberalisa-
tion, the wide diffusion of information and communications technologies, and 
the increasing importance of knowledge and skills in production and services 
are changing the skill profiles needed for jobs. The OECD further argues that 
the distribution of employment opportunities is changing; this means that 
many unskilled jobs are disappearing. With the more rapid turnover of prod-
ucts and services, and with many people changing jobs more often than previ-
ously, more frequent renewal of knowledge and skills is needed. These aspects 
are all part of the drive towards the post-industrial information society (OECD 
1996). 

Lifelong learning,65 as is argued in the report, should not be understood to be 
the same as the issue of recurrent education of the 1960s and 70s. Recurrent 
education then emphasised the correspondence between formal education and 
work, and implied some instances of interruption in the lifelong process of 
education. The lifelong learning of today sees differently on the interplay be-
tween the school and its surroundings. The role of non-formal and informal 
learning have become of particular interest. The question “Where does learning 
take place?” receives attention. People learn not only in classrooms, but also 
informally at work, by talking to others, by watching television and playing 
games, and through virtually every other form of human activity. Lifelong 
learning regards learning in a variety of settings, at home, at work and in the 
community. Moreover, the OECD argues that the role of government has 
changed and partnership and shared responsibility have become more com-
mon. Therefore, new strategies to promote learning while working and working 
while learning have to be developed. 

Learning is not associated with formal education and training alone. It is 
therefore the OECD points out that the foundations for lifelong learning must 
be established in primary and secondary education, as lifelong learning is not 
synonymous with adult education. Again, as seen in other documents published 
                                                      
65 “Lifelong learning for all is the guiding framework for OECD's work on learning, both formal 
and informal. Systemic considerations include foundations; outcomes; access and equity; 
resources; pathways; visibility and recognition; and policy co-ordination” (see further 
www.oecd.org). The concept of Lifelong learning had already been discussed in the beginning of 
the 1970s (see for example OECD, 1972a). After this 1996 publication the OECD continues to 
publish numerous reports on lifelong learning. To one of these “Motivating Students for Lifelong 
Learning (OECD, 2000) I will return later. 
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earlier, the report considers the determination of the curriculum contents as a 
major challenge. Also the cross-curriculum skills are seen to hold increasing 
significance. These are further linked to skills such as: Problem solving, critical 
thinking; communication; democratic values; understanding of political proc-
esses; self-perception; and self-confidence. Learning to think and thinking to 
learn are activities that clearly are related to the upswing of research on meta-
cognition during the middle of the 1990s. The OECD further exclaims critique 
to the situation in education and compares compulsory schools with “peda-
gogical factories” in which the students have no or little contact with the world 
of work and adult life outside school. There is hardly any “functional participa-
tion” of students in adult life, neither is their interaction with the community. 
The critique reflects the earlier considerations of the curriculum as discussed in 
other reports: 

“Schools have become standardised…almost industrial- in their approaches to al-
locating all children of a given age to a closed classroom where fixed syllabuses for 
defined grades are taught, most often still in a “frontal” mode….schools have be-
come “information- rich”  but “action-poor.” (OECD, 1996, p. 108-109.) 

The focus is on action. The metaphor of the pedagogical factory is of course 
used as a provocative example and certainly not valid for all schools but it is a 
clear sign that the OECD wants to open up the school to its surrounding society 
and increase the contacts with the world of work, parents, and other actors in 
society. Strategies of life long learning for all implies certainly new roles and 
responsibilities for a wider variety of actors and stakeholders - learners of vari-
ous types, their families, teachers, social partners and governments. Sub-
national levels of government will have a particular role to play in building 
partnerships for common action. This, it is argued, also requires close connec-
tions between different ministries at the national level as lifelong learning in-
volves ministerial portfolios other than education. Thus, lifelong learning is 
about learning and better balancing theoretical knowledge and its practical ap-
plication while it serves several objectives: To foster personal development, to 
strengthen democratic values, to cultivate community life, to maintain social 
cohesion; and to promote innovation, productivity and economic growth. This 
lifelong learning package obviously seems a solution to a variety of problems 
and is considered to provide long-term benefits for the individual, the enter-
prise, the economy and society more generally. 

According to the report this development indicates a shift away from the 
“Taylorist” model of production and organisation, which is taking place in all 
sectors of the economy, also in public administration. New technologies move 
the prominence in work organisation and job content towards qualities like 
teamwork, initiative, creativity, entrepreneurship, problem solving and open-
ness to change, a move towards a substantial upgrading and broadening of skills 
(OECD 1996, p 32). All these changes, it is argued, can have a major impact on 
education, as they are freeing teachers from the constraints of classroom space 
and time, as well as large classes. Although the opening of the schools has been 
on the agenda for a longer time, the writings in some of the recent reports start 
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to put more stress on the input from external stakeholders. In the views of the 
OECD, these stakeholders have a responsibility and are more or less invited to 
be involved in schooling. 

In a following report, “Parents as partners in schooling” (OECD, 1997), the 
OECD indeed widens the discussion on partnership and encourages parental 
involvement in the schools. One of the arguments is the changes in the govern-
ance of schooling. It is argued that many governments decentralise their ad-
ministrations and make schools more accountable at the local level, also to 
those who use them.66 The shift in policy is also a response to research findings 
which suggest that parental involvement may create high achievement in school 
(OECD, 1997, p. 3). Throughout the second part of the report the policies and 
practises of 9 OECD countries are presented. The country presentations have 
the same structure, each presentation follow exactly the same layout and head-
ings. One of these is “The school and the community”. In the presentation of 
Canada it there says: 

“One strategy to raise the level of “social capital” in a community is to strengthen 
social relationships that facilitate action - that is where members of the community 
can do things for one another, creating an atmosphere of trust by building up ex-
pectations and fulfilling obligations. An example of capacity building of the school 
and community can be seen in the ongoing reforms in Halifax, Nova Scotia, where 
parents are being invited to work with schools to plan change // A number of com-
panies in all parts of the country have “co-operative education” links with local 
schools, offering students various forms of work-based experience designed to ease 
their transition into the working world.” (OECD, 1997, p. 72.) 

Although the level of interaction between the schools and the community varies 
in the different countries, most examples show that the schools are increasing 
their relations with their surrounding communities. The Danish example ex-
presses: 

“The aim is to create coherence between generations, and between local activities, 
through which local identity is strengthened and the division which characterises 
society in general is counteracted. The school is intended to become a focal point for 
the local society which in turn could improve students´ learning processes by broad-
ening them.” (OECD, 1997, p. 87-88.)

67

The cooperation between people at the local level as well as the unity of their 
activities stimulates the formation of local identity. This identity aspect, as 
could be seen earlier in the theoretical discussions in chapter 2, has become 
more important in a globalising world. Concepts as “trust” and “capacity 
building” enter the scene as well, indicating a concern for relationships between 
people as well as organisations. In a way it shows a growing interest for the 
creation of collective values through cooperation but it also resembles the de-

                                                      
66 See for example also Montin´s (2002) discussion on the developments in municipalities as a 
result of changes in governance. Montin presents the ”user influence” or ”client” and “consumer 
choice” arguments which relate to ideas of New Public Management.  
67 The OECD here refers to a Danish study by Hogsbro et al (1991). 
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veloping trend towards social capital.68 Another point in the report has clear 
didactical concerns as the school’s relation to the surrounding society is seen to 
be important for the learning processes of students. Overall, the two reports on 
partnership show that the opening of the school to the surrounding community 
is presented as an important solution, though it includes several different as-
pects. The process of decentralisation has led to a situation in which the school 
can open up its doors for other “stakeholders” and, consequently, it marks clear 
changes in the governance of education. The creation of community spirit and 
local networks are significant elements in this development. 

Fostering entrepreneurship for...? 

One year later the OECD publishes the study “Fostering Entrepreneurship” 
(OECD 1998a) within its jobs strategy series which were developed during the 
1990s.69 The report has taken inputs from several OECD directorates and it puts 
the matter of entrepreneurship right to the foreground, also in relation to edu-
cation.70 It analyses the factors that favour entrepreneurship and the obstacles 
that hinder it. Entrepreneurship in relation to human resources, the new social 
economy, and local dimensions of entrepreneurship are some of the themes 
discussed here. It becomes apparent that entrepreneurship is increasingly seen 
as a necessity, central to the functioning of market economies and that it is en-
couraged among the populations of many countries when, in the foreword of 
the publication, the Secretary-General of the OECD states: 

“The days when governments sought to pick winners through direct and indirect 
subsidies are large behind us. Rather policymakers are seeking to leverage the dy-
namic nature of entrepreneurship, to devise programmes that support market 
mechanisms which may not be well adapted to entrepreneurship, e.g., venture 
capital and regulatory burden, and promote entrepreneurship among the popula-
tion at large.” (OECD, 1998a, p. 3.) 

Though entrepreneurship is an elusive concept, in the report it is seen as a key 
to economic development and growth, while it also provides social benefits 
such as the combating of unemployment and poverty. Entrepreneurship is thus 
considered as the solution for two different problems. The knife cuts on two 
sides. On the one hand the use of entrepreneurship as an active approach may 
help address issues of dependency and passivity as well as it helps to create jobs 
in acute social problem situations such as unemployment among minorities 

                                                      
68 In 2000 the OECD publishes a report on human and social capital (OECD, 2001b), which I 
shall discuss further below.  
69 The OECD Jobs Strategy originated in 1994. It shares many similar ideas with the European 
Employment strategy, which was launched in 1997. The strategies of both organisations contain 
recommendations for reforms in order to reduce high unemployment rates. The congruent 
policies are a clear example of inter-agency policy co-operation which may add to policy 
convergence. 
70 The report is published in the OECD-LEED programme. In an information brochure, the 
OECD later says: ”LEED´s work on enterprise creation influenced the OECD Jobs Study’s 
recommendation on stimulating a climate conductive to the creation of new businesses; it also paved 
the way for the flagship publication Fostering Entrepreneurship.” (OECD, 2002).    

– 75 – 



 

and problems in distressed urban areas. On the other hand, it offers solutions 
for those who have become frustrated in the mainstream economy. For exam-
ple, many women become entrepreneurs due to the “glass ceiling” experienced 
while they were employed, working for others. Immigrants who have difficul-
ties to enter the labour market can start their own business too as self-employ-
ment is seen as an alternative to unemployment. Moreover, self-employment, it 
is thought, should provide an incentive to those who want to play a role of 
“problem solver” in the work place rather than being an “executor” of pre-de-
fined tasks. Even though, as is argued in the report, it has long been recognised 
that entrepreneurship plays a central role in economic development and that 
entrepreneurs are essential agents of change71 in a market economy, the growth 
of interest that governments show to promote entrepreneurship is caused by 
several reasons. Combating unemployment and poverty, raising the degree of 
competition, as well as fuelling the drive for new economic opportunities for 
meeting the challenges of rapid changes in the economy, which becomes in-
creasingly influenced by globalisation, are some of the most important. Global 
competition is clearly the matter. 

Throughout the report the job creating argument is frequently brought out. 
Entrepreneurship, it is thought, can be job creating in various ways: In large or 
already existing companies72 but also as a result of new started businesses as 
people become self-employed and “a reliance on private initiative as a source of 
employment creation is considered attractive especially in a context both of re-
stricted public expenditures and a preference among many policymakers for supply-
side solutions to unemployment” (OECD, 1989a, p. 34). To put it differently, 
creating jobs in the public sector is not presented as a preferable solution as 
these kinds of jobs are in conflict with the prevailing ideas of budget limitations. 
The restriction of public expenditure is here mentioned as a cause, which indi-
cates that publicly funded job creation is off the agenda as far as OECD em-
ployment policy is concerned. Another interesting point is that the report talks 
of supply-side solutions. My thoughts go back to the document “Policies for the 
Young” (OECD, 1985) when the matter of supply- and demand side of the la-
bour market was discussed. Supply-side solutions were considered as a way to 
improve the employability of youth, while demand-side solutions were mainly 
about job-sharing. In the late 1990s the emphasis is still on supply-side solu-
tions, i.e., education, but there has been a shift towards education for self-em-
ployability. This means “fostering” entrepreneurial skills in order to create 
more possibilities for self-employment, and thereby increasing the number of 

                                                      
71 In the report, entrepreneurs are defined as: “…agents of change and growth in a market economy 
and they can act to accelerate the generation, dissemination and application of innovative ideas. In 
doing so they not only ensure that efficient use is made of resources, but also expand the boundaries of 
economic activity. Entrepreneurs not only seek out and identify potentially profitable economic 
opportunities but are also willing to take risks to see if their hunches are right.” (OECD, 1998a, p. 11) 
72 For example via so-called “intrapreneurship” (entrepreneurial behaviour within an existing 
company), see further OECD (1998a, p. 35). Even though new small businesses are often 
considered to be enterprising, it is essential to the economy that enterprising behaviour is 
encouraged in larger and longer established businesses as well (OECD, 1998a, p. 41-42). 
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jobs available at the labour marked. Job growth is a clear demand-side solution 
in this perspective. Fostering entrepreneurship can thus be interpreted as a 
combination of a supply- and demand-side solution. Youth become either 
jobseekers who increased there employability, or self-employed and even job 
creators in the long run. In the report promoting entrepreneurship is seen as 
part of a solution that combines economic success with social cohesion73 and 
even sustainable development. This is an interesting point as it can be argued 
what entrepreneurship is, whether it provides only good results for society or 
positive experiences for those who are involved in it. As the report points out, 
the concept of entrepreneurship is full of nuances and it can take many forms, 
not only does it appear in starting firms but also in established enterprises, in 
small as well as large firms, in the formal and informal economy, in legal and 
illegal activities, in innovative and traditional concerns, and in all economic sub 
sectors (OECD, 1998a, p. 35). 

Which factors then generate entrepreneurship? According to the OECD entre-
preneurship is the result of three crucial dimensions that are working together: 
Conductive framework conditions, well designed government programmes and 
supportive cultural attitudes. Especially the cultural attitudes towards entrepre-
neurship seem to be an important factor. High levels of entrepreneurial activity 
are often ascribed to cultural attributes. As stated by the OECD, culture plays a 
critical role in determining the level of entrepreneurship and the organisation 
therefore several times suggests that the role of education in creating positive 
attitudes towards entrepreneurship as well as attitudinal changes deserves fur-
ther policy attention: 

“Possibly the most innovative areas of policy attention relate to an enhancement of 
entrepreneurship issues in education and attempts to create support for entrepre-
neurship among the public.” (OECD, 1998a, p. 36.) 

and: 

“…cultural attitudes towards business are amenable to policy action. Cultural 
change is also likely to be a function of the ways in which a society’s institutions op-
erate. Along with the encouragement of experimentation, entrepreneurial attitudes 
should be instilled through education at a young age. Attitudinal changes may be 

                                                      
73 The report refers to a 1998 council Resolution by the European Commission to draft guidelines 
on entrepreneurship for (EU) member states. Unemployment and cohesion are two important 
fields for policy in the European Union. I noticed that the International Labour Organisation 
(ILO) has similar guidelines in their “Small Enterprise Development” (SEED) programme. On 
their website the ILO states: ”Access to decent work is an antidote to social exclusion right across our 
global economy. SEED seeks to unlock the potential for creating more and better jobs in the small 
enterprise sector. Since this is where most women and men earn their living now - in micro and small 
enterprises , in self-employment, as home workers - this is where policies, regulations, business 
training, market development and organization building can matter most” (www.ilo.org). In 1998 
the ILO, which is  the UN specialized agency for the promotion of social justice and 
internationally recognized human- and labour rights, also adapted new recommendations on 
“Job creation in Small and Medium-sized Enterprises”.  Thus, it becomes clear that in 1998 the 
supranational organisations EU, OECD and ILO put entrepreneurship higher on the 
international policy agenda. 
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difficult to achieve in later years. The celebration of positive role models can also be 
beneficial.” (OECD, 1998a, p. 51.) 

Public awareness of entrepreneurship should be further promoted and entre-
preneurial skills and attitudes should be developed. The target population for 
entrepreneurship programmes should be widened too, i.e., the participation of 
women, the young and minorities.74 Schools are considered to play an impor-
tant role in all this, especially in the changing of attitudes. Despite the impor-
tance of entrepreneurship, the OECD states that some aspects of entrepre-
neurship are under-researched. For example the effects of education on 
entrepreneurship,75 but also the questions whether and how national curricula 
might be modified and what age groups should be targeted, are not fully ex-
amined. Additionally, even the call for systematic evaluation, also of pro-
grammes aiming at business start-ups, exemplifies the desire of the OECD for 
more assessment in these areas. This indicates a move to policy making that is 
increasingly based on facts, numbers and statistics, also in education.76

In the second half of the report the OECD presents an overview of entrepre-
neurship policies undertaken in several countries. This presentation is head-
lined “learning from other countries”, and indicates one of the tactics of policy 
diffusion as discussed in the literature. The OECD chooses a number of coun-
tries that provide different examples. These are so used by way of illustrating 
problems and solutions, which can serve as inputs for agenda setting. Although 
this comparison tactic is not new, as could be seen in previous documents, it 
has become more significant. It can be questioned how the process of country 
selection takes place. What are the reasons for choosing particular countries 
and are these “ideal examples”? Here, Sweden is presented as one of six exam-
ples and the report discusses various aspects of entrepreneurship in the Swedish 
economy, also in relation to the welfare state. The crisis in the Swedish eco-
nomy during the first years of the 1990s, when massive labour shedding in the 
industrial sector took place, is partly ascribed to the domination of large re-
source-based industries in the business sector, even though the report also 
mentions some positive exceptions. Regions that dependent on few dominant 
enterprises are vulnerable, which became clear after the recession. These regions 
are mainly the northern parts of the country and the rural south-east. Tradi-
tionally, Swedish economic policy has worked to consolidate and promote large 
industries and, in the view of the OECD, there has also been a tendency for sec-
ondary and tertiary education to meet the needs of large industries which so 
created a “wage-earner culture” where risk-taking and entrepreneurship were not 

                                                      
74 Parallel with this document the OECD publishes the report ”Women Entrepreneurs in Small 
and Medium Enterprises” (OECD, 1998b), while some years later “Putting the young in 
business” (OECD, 2001) comes in print. I will return to these documents later.  
75 Relevant and interesting to turn the question: What are the effects of entrepreneurship on 
education?  
76 This can be characterised as what could be described as the ”PISA effect”. It was in 1997 the 
OECD launched the Programme for International Students Assessment (PISA) in order to gather 
international comparable data on students´ knowledge. The first PISA study was carried out in 
2000 (see: www.oecd. org and Lärarens tidning 2005, number 10).  
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actively encouraged” (OECD, 1998a, p. 238). Moreover, compared to interna-
tional levels, Sweden has a low share of self-employment in the labour force, as 
the report illustrates. 

Several studies have shown that new enterprises play an important role in net 
job creation and the fastest growing companies are concentrated in the SME 
sector. The report draws here on the conclusions from Swedish studies and re-
fers to several researchers, known in the field of business economy and small 
enterprise research. This exemplifies the importance of research inputs, which 
is a common sight in OECD documents. Policies have indeed a blurred rela-
tionship with research, and many policy texts mobilise research findings (cf. 
Beck, Giddens and Lash, 1994). Additionally, it also shows the growing inter-
connection between SME and entrepreneurship policies, a development also 
shown in the literature (cf. Stevenson and Lundström, 2002). This characterises 
the way in which different research areas are linked together in policy forma-
tion or where different policy areas are linked together and form the new 
agenda. The report further discusses some policy orientations for the Swedish 
economy and refers to the Swedish Government’s programmes for assisting 
new companies and SMEs, as well as the stimulation of growth and employ-
ment. Here the Swedish agencies ALMI and NUTEK are said to play important 
parts. The OECD further argues that local authorities should be more involved 
in nurturing an entrepreneurial climate. To nurture or foster entrepreneurship 
also returns in the next document when it is argued that: 

“Education plays a key role in sustainable economic development. It provides the 
skills, knowledge, and know-how needed to stimulate the innovative potential of 
active, contributing economic agents, and influences the processes of socialisation 
and how people adapt to change. Globalisation emphasises the private sector, entre-
preneurship, trade, the use of technology, and partnership between government and 
business. In today’s rapidly evolving and globalising societies and economies, edu-
cation must foster entrepreneurial cultures and attitudes and provide the necessary 
tools. Formal education - primary, secondary, post-secondary and post-graduate 
studies, adult training and lifelong learning programmes - and more informal 
education/learning systems - including mentoring, practical hands-on learning and 
using the information highway - must incorporate these goals.” (OECD, 1998b, p. 
26.) 

That was indeed a mouthful, but maybe it says it all. It is one of the key issues 
presented in the report “Women Entrepreneurs in Small and Medium Enter-
prises” (OECD, 1998b) that was published parallel with the previous document. 
It presents the highlights of the 1997 conference on the same issues, paying spe-
cial attention to the gender aspects of entrepreneurship. Besides the various 
papers, presented as part of the conference proceedings,77 the document pro-
vides several policy recommendations, also for education (one of six areas of 

                                                      
77 Most of the papers are written by women from different countries and include entrepreneurs, 
researchers, and policy makers, members of governments and NGOs. The cover of this OECD 
report not only shows the OECD logo but also includes the logo of a large Trans National 
Corporation, which has served as a sponsor of the conference.  
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recommendation).78 Skill training, fostering an entrepreneurial spirit, role 
models and mentoring are some of the issues that are part of this fostering of an 
entrepreneurial spirit. Education can create this new culture, as is argued. 
Women entrepreneurship is seen as an important and innovative possibility for 
several reasons: Economic, social and political. Self-employment can serve to 
escape unemployment but it also is a possibility for women to escape the “glass-
ceiling” effect which many women experience in male-dominated companies.79 
Socially, entrepreneurship creates possibilities for women to balance work and 
family responsibilities. Furthermore, to encourage women-owned SMEs will 
help to reduce disparities between women and men more generally, which can 
serve as a political reason (p. 18). 

The arguments from other policy areas are thus put forward as a reason to 
stimulate entrepreneurship and, which maybe is a delicate issue, even political 
reasons. Thus, the OECD here serves arguments that can be used by policy 
makers in order to facilitate policy implementation. Different problem streams 
are linked to the solution stream as the solution “entrepreneurship” covers 
problems of different policy areas. The concluding but extended list of consoli-
dated recommendations covers a range of measures that are aimed to promote 
women entrepreneurship in various ways. For education, again, the education 
system should be encouraged at all levels to: “provide entrepreneurial training 
and general economic literacy to both sexes throughout the educational process, 
including “best practices” and case studies of success.” (OECD, 1998b, p. 51.) The 
training of entrepreneurial skills is in focus and it is interesting to notice the 
comparative elements of “best practise” and “case studies of success” in the above 
example. Comparison is becoming a means to learn from differences, but also 
to pick out the best examples. Clearly, there is a competitive element in this 
reasoning, but also a link to the business sector, where benchmarking has be-
come a way to learn from good examples of competitors. The concept of 
benchmarking is now also widely used in the public sector mainly as a means to 
improve organisations, but also to map outcomes and performances.80

Transition between education and work 

In 1996 the OECD´s Education Committee had launched “The Thematic Re-
view of the Transition from Initial Education to Working Life”, as part of the 
Lifelong Learning framework. The general objectives of the program were to 
compare how the transition of education to work had changed in different 

                                                      
78 In a following report it is again argued that entrepreneurship should be encouraged through the 
education system, but now it adds: ”Teachers should be trained in entrepreneurial skills.” (OECD, 
2001d, p. 59.) The report covers the proceedings of the second OECD conference on women 
entrepreneurs in SMEs, 2000.  Among the 24 conference sponsors are NUTEK (The Swedish 
Board for Industrial and Technical Development) and The Swedish Ministry of Industry, 
Employment and Communications. 
79 This ”glass-ceiling” metaphor is also used in another report (see OECD, 1998a).  
80 Bomberg and Stubb (2002) define benchmarking as ”the use of comparison with other states or 
organisations (on issues such as pension reform or employment practises) with the aim of improving 
one´s own performance by learning from the experiences of others.” (p. 12.) 
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countries during the 1990s, but also to study how well policies and programmes 
functioned in relation to the transition outcomes of the youth. Thirteen coun-
tries had already participated until it was Sweden’s turn in 1998. The country 
report (OECD, 1998) provides a thorough description of Swedish society, the 
labour market and the education system and relates this to the issue of the edu-
cation-work transition.81 Sweden is of interest because it abolished apprentice-
ship in 1970 and there have also been changes in the 1990s.82 Transition is seen 
as a problem and the OECD therefore foresees: 

“Temporary contracts, self employment, outsourcing and project based employment 
are likely to be permanent features of a Swedish economy seeking to be competitive 
in a global economy. Whatever the overall levels of employment, a transition proc-
ess featuring uncertainty will remain a reality for many young Swedes // And so for 
reasons of both supply and demand, it seems sensible for Sweden to plan for a fu-
ture in which youth unemployment levels, particularly for those under the age of 20, 
are unlikely to return to the [low] levels observed in the late 1980s.” (OECD, 1998, 
p 45). 

The above excerpt shows the speculative language that is used and I increasingly 
become aware of this subtle way of presenting policy problems and solutions. 
Even though the OECD more or less describes a condition, there is a difference 
between a condition and a problem. According to Kingdon (2003) conditions 
come to be defined as problems and as such they have a better chance of rising 
on the policy agenda (p. 198). Youth unemployment in the above example is 
seemingly described as a condition, but as such it forms part of the general 
problem of uncertainty for which Sweden has to make future plans in order to 
be prepared. Conditions become also problems by comparison with other 
countries. The experiences of the different countries are summarised in the 
following report “From Initial Education to Working Life” (OECD 2000a) and 
the OECD draws several conclusions on the problem of transition. It also pre-
sents solutions: 

“Workplace experience combined with education can be important for a number of 
reasons. It aids matching between employers and young people; it improves the 
quality of learning by making it more applied and relevant; it develops important 
work-related knowledge and skills; and it can have a positive impact upon the firm 
as a learning organisation. Workplace experience and education can be combined 
in a number of ways. Apprenticeship is the best known of these. Other ways that the 
two can be combined include school-organised workplace experience, of which the 
best known model is co-operative education, but also shorter periods within the 
workplace integrated into school programmes; and students´ part-time and holiday 
jobs.” (OECD, 2000a, p. 17.) 

                                                      
81 Transition from initial education to working life describes the process that takes place during a 
period of time when young people move from being engaged in full-time schooling to full-time 
working.  
82 Practical labour market orientation (Prao) at the compulsory school and workplace-based 
education (APU) for the upper secondary schools, as well as study and career guiding activities 
(Syo) and a pilot experiment with a new modern apprentice education are discussed. It is argued 
that these need more attention. 
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Related to theses “transition to work” issues, as described above, are the issues 
that concern lifelong learning, which remains a key policy issue for the OECD. 
The report argues that lifelong learning has been a “powerful notion in the re-
form of transition policies during the 1990s.” (p21). This reform includes two 
dimensions; on the one hand through structural approaches that concentrate 
upon changing educational institutions, and on the other hand through 
learner-centred approaches that focus on the teaching and learning process. 
Thus, changes at the system level of education, as well as changes in the meth-
ods of teaching and learning, with the individual in focus, are here at stake. As 
suggested in the report, the linkage between education and work can create 
possibilities for contextual and applied learning, which may increase student 
motivation, preventing school drop-out, and making learning more interesting 
and relevant. Moreover, students should be encouraged to take more responsi-
bility for their own learning and also apply their learning in community and 
work-place settings. Learning around problems instead of known solutions, as 
well as the development of skills that can be used in many settings, is thought to 
be advantageous in many ways (OECD 2000a, p22).83

Motivation and lifelong learning are recurrent issues, which mirror the rea-
soning in the report “Motivating Students for Lifelong Learning” (OECD, 
2000b). This report, by CERI, is part of the series “What works in innovation in 
education.” The motivation of at-risk youth and school drop-outs receives extra 
attention. Here again, several countries are chosen. The example from Norway 
shows that the Norwegian school reform of 1994 supported the concept of en-
trepreneurship. It was hoped that by focusing on this issue students will become 
more creative and innovative. It further provides some examples from Nor-
wegian schools where the children have increased confidence and self-reliance 
as they took responsibility for environmental and enterprise links between the 
school and the community (p.164 ff.). Creativity is emphasised and is consid-
ered to be a key competency for lifelong learning. This is described as a major 
challenge for education systems, and: 

“School systems that are at present characterised by detailed and standardised cur-
ricula, classrooms organised by age divisions, fixed and narrow time-tables, au-
thoritarian teaching styles and rote learning seem destined to founder, sooner rather 
than later.” (OECD, 2000b, pp. 22-23.)84

Adapting teaching methods, bridging the division between vocational and gene-
ral education, out-of-school approaches, authentic experiences and linking the 
school with the surrounding community are recurrent issues throughout the 
document. However, the OECD suggests that the role of stakeholders such as 
local and regional education authorities, parents, employers and community 
organisations needs more attention. In general, throughout the report, it is ar-
gued that innovations at the local level need more attention. This indicates that 

                                                      
83 The didactical solutions presented here can easily be recognised as aspects of “situated learning” 
and “problem based learning”.  
84 Some aspects have been dealt with in recent studies in Educational Work: mixed- age classes 
(Vinterek, 2001) and schools without national time-schedules (Nyroos, 2006).  
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the local level, again, has become more into focus but this time when Lifelong 
learning is being discussed. 

Self-employment and focus on the subnational level 

The analysis so far shows that since the mid 1990s entrepreneurship policies 
have been growing substantially in OECD reports, covering different policy ar-
eas and programmes. At first the concept is just mentioned in several reports, 
while later the titles of reports also contain the word entrepreneurship. One of 
the programmes, LEED (Local Economic and Employment Development), tra-
ditionally focused on local economies and communities but the programme has 
recently incorporated entrepreneurship as a priority area.85  In the report “Put-
ting the young in business” (OECD, 2001), it is argued that local economic de-
velopment is recognised to play a key role in employment, even more so be-
cause of “globalisation and “think global, act local” has become one of the truisms 
of the day.” (p, 7.)86 Even though these issues have been on the agenda in the 
early 1990s (see OECD, 1990) entrepreneurship is now also related to the 
school-work transition of youth. The report claims that little attention has been 
paid to the reality that youth’s position in the economy and society has changed 
radically, and that one of the key questions is now “transition to what?” (OECD 
2001a, p. 9). To bridge the school-work gap is difficult when the world of work 
is characterised by “occupational quick-sands and volcanoes”. Because there are 
uncertainties in the world of work, entrepreneurship is seen to become vital 
and, consequently, therefore also education and training for entrepreneurship 
is considered to be a solution to this problem of uncertainty. 

Whether entrepreneurship is vital or not leaves to be discussed, however, it is 
interesting to see that education is presented as an important tool. Moreover, at 
the same time entrepreneurship is considered to be a good solution for youth, 
as it also “creates opportunities for young people who have been the “losers” in the 
post oil-shock decades” (p. 11). The OECD proposes that societies need to use 
the creativity of young people. New economic opportunities are there, but they 
require more risk taking than in the past as we have come to a new turning 
point. There is an urge for changes in policy areas such as education, training, 
manpower and social policies. Since World War II these policies were con-
nected to the ideas of full employment and the welfare state, but this is now all 
changing, it is argued. The reason put forward is that globalisation and tech-
nological development are the driving forces for these changes, and as the pace 
of change accelerates, values that are associated with entrepreneurship, initiative, 
risk-taking and creativity, are becoming more important. These values are 

                                                      
85 Additionally, in 2004 the OECD established the new Centre for Entrepreneurship, SMEs and 
Local Development (CFE). It is expected to raise the profile of OECD work on entrepreneurship. 
(www.oecd.org). It shows that different policy areas are linked together and amalgamate here. 
LEED is incorporated in this new centre. So, the OECD has put priority on both 
entrepreneurship (CFE) and education (EDU) through the start of these two departments in 
2002 and 2004, respectively.  
86 The ideas of local level development in relation to entrepreneurship are further explored in a 
later LEED document (see OECD, 2003). 
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thought to influence all sectors of life, including education. In the report it is 
further argued that OECD countries have not fully made the transition from a 
Keynesian economy, i.e., an economy based on the flexibility of resources, to a 
Schumpeterian one, in which the creativity of human capital is central. This 
change to a Schumpeterian economy is seen as necessary as it is an unavoidable 
challenge to create enterprises in order to create the jobs whose disappearance 
cannot be resisted. The picture being drawn here shows that the OECD assumes 
a loss in jobs because of globalisation and technological change, but also that 
work situations are changing, resulting in: 

• Employment patterns characterised by uncertain combinations of traditional jobs, 
casual and contract work, jobs in the informal economy, retraining stints and peri-
ods of outright unemployment. 

• A tendency toward flat organisational structures that require employees to take 
more responsibility for making decisions, work in teams, deploy multiple skills and 
be both flexible and creative. 

• More opportunities to choose self-employment and increasing use of subcontracting 
arrangements for tasks that firms traditionally performed in-house, with perma-
nent employees. 

• A rising tendency to operate home-based businesses. (OECD, 2001a, p 20).
87

 

Youth have to adapt to these changes and, as is further argued, the encourage-
ment of youth entrepreneurship should have a place in national, regional and 
local labour market and education policies. The core problem presented is still 
unemployed youth and a growing pool of jobless young people, as could be 
seen in the reports published during the 1980s, however, now youth unem-
ployment is considered to be a waste of resources when the young cannot con-
tribute to the economy. A solution that increasingly has come to the fore-
ground in recent documents is the issue of self-employment. While reading the 
text it becomes clear that the title of the report, “Putting the young into busi-
ness”, implies more than just letting the young work in a business. Rather, the 
young are expected to start their own business, and become self-employed. 
Thus, the concept of entrepreneurship is here treated as self-employment, 
which becomes even clearer as: “Broadly speaking, entrepreneurship is used syno-
nymously with self-employment. This defines an entrepreneur as anyone who 
works for himself or herself but not for someone else.” (OECD 2001a, p. 23). This 
includes all kind of different occupations and, later in the report, it is argued 
that when it comes to skills and attitudes there is no difference between be-
coming employed or self-employed. There exists no contradiction between 
these two concepts because the requirements for skills, knowledge, creativity, 
flexibility, adaptability to teamwork, and independence of decision making, are 
in fact necessary for both employed and self-employed people. So, even for a 
wage-employed person it is important to show these characteristics. Further it 

                                                      
87 The OECD here cites Simon White’s paper on “Youth Enterprise Promotion in Australia”, 
presented at the Rome conference for the LEED Programme in 1999.  
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is stressed that it is important to understand the role of self-employment not 
only for the individual but also for the collective work forces. 

The OECD describes different programme approaches to youth entrepreneur-
ship and presents “best practise” examples in various countries.88 In all this, edu-
cation is thought to play a very important role in order to boost the entrepre-
neurial initiatives of the young and: “One becomes an entrepreneur not by birth 
but by experience, so that the young entrepreneur also needs to be tutored by an 
enterprise which possesses that experience” (OECD, 2001a, p. 10). Learning 
through entrepreneurship seems here the solution, but also via the expertise of 
the business sector. This is a subtle indication that education alone can not fulfil 
these requirements and that competence from outsiders is needed. For the 
creation of an entrepreneurial culture it is necessary to develop a “spirit of en-
terprise”. The report here makes a clear division between the concepts of entre-
preneurship and enterprise. A spirit of enterprise benefits everyone and it is not 
just about entrepreneurs in business. Entrepreneurship education should be 
started at an early age, without seeing business formation as a necessary and 
exclusive objective, but: “unless or until all of society shares the entrepreneurial 
spirit, the educational task will not be completed” (OECD, 2001a, p. 82). This is 
rather strong language, and the report requires policy action that clearly pro-
motes self employment as a real career alternative for young people and, by way 
of argument, mentions that several countries have introduced new curricula in 
order to introduce the concept of self-employment. This is in fact a recurrent 
strategy in the documents. The presentation of countries as some kind of good 
examples creates a pressure on other countries to introduce similar policies but 
it also enables the OECD to put the issue on the agenda, to formulate policy 
strategies and to stipulate what should be done. 

The policies often stretch longer than just entrepreneurship, here defined as 
small business ownership, and also include the development of enterprising 
people. The report refers to the often cited 1989 document “Towards an Enter-
prising Culture” (OECD, 1989b, see above) and discusses the different 
definitions provided in that document. The narrow definition is concerned 
with curriculum development in relation to business development and self-
employment (entrepreneurship education), while the broader definition is 
more about personal development, creativity and self reliance (enterprise 
education). Entrepreneurship education is still regarded as a subset of 
enterprise education, just like the arguments in the 1989 document. However, 
according to the OECD, the distinction between the two concepts is useful for 
measuring educational outcomes because many programmes have other goals 
than just business start-ups and also aim for the development of enterprising 

                                                      
88 The report here mentions “Junior Achievement” (JA), a huge organisation that has educated 
young people from elementary school through secondary school about business and economics 
for over 75 years (pp. 64, 83). Originally starting in the USA it has now operations in more than 
100 countries, including Sweden under the name of Ung Företagsamhet Sverige (See also 
www.ja.org). Other organisations are mentioned as well, some examples are “Young Enterprise” 
(JA related), “Young Entrepreneurs”, “Junior Enterprises”, and etcetera.  
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individuals more generally. Enterprise education in the early school years can 
be a stepping stone to the entrepreneur education later on: 

“The key point to make here is that full development of formal education along 
when NyKraft had finished the “enterprise education” lines suggested by the OECD 
(1989), with appropriate “entrepreneurial education” added towards the later years 
of schooling, would greatly reduce the amount of such training that self-employ-
ment assistance programmes, public and private, would have to provide.” (OECD, 
2001a, p. 89.) 

While somewhat later in the report: 

“If dressing it [entrepreneurship] in enterprise clothing helps to sell it and gain po-
litical support, so much the better. It is clear that the entire movement, as it has 
emerged and is described in this book, combines policy responsibilities that cut 
across ministerial lines in all governments. At the very least, those concerned with 
the new, flexible labour market policies and with educational policy will need to 
take it into account and coordinate their approaches.” (ibid p. 94). 

The above texts show that enterprise education is preferred in the lower stages 
of education but, as the OECD here argues, it can also be strategically right to 
use “enterprise” instead of “entrepreneurship” in order to gain support in the 
political stream. It appears that entrepreneurship is more than just a solution to 
youth-unemployment or an employment strategy for young people. It should 
not be seen as a “bitter medicine to cure unemployment” (p. 92), but rather as an 
educational and societal strategy to prepare the future workforce for an uncer-
tain future.89 Judging from the text, entrepreneurship is clearly the name of the 
game. A stronger promotion of youth entrepreneurship i.e., self-employment, is 
presented as a policy solution, partly because it will diminish unemployment 
directly, partly because entrepreneurs themselves may become employers and 
generate jobs. On the face of it, the policy for entrepreneurship thus kills two 
birds with one stone, although there is more in store than just that. Actors at the 
local level have become more important.90 According to the OECD, the empha-

                                                      
89 On the website of the International Labour Organisation (ILO) it says: ”Promoting 
entrepreneurship and enterprise creation is regarded as one way to increase youth employment, 
which will help alleviate the vicious cycle of poverty and social exclusion. The Youth Employment 
Network (YEN), an inter-agency partnership between the UN, the World Bank and the ILO, 
promotes entrepreneurship as one of four global priority policy areas” (www.ilo.org). Similar 
arguments are thus used here, although even poverty and social exclusion are put forward on the 
list of problems that can be solved through entrepreneurship. Another interesting point is the 
existence of inter-agency partnership at the supranational level and that this is also announced by 
the ILO. 
90 The importance of the local level is enhanced in the LEED report: ”Entrepreneurship and Local 
Economic Development” (OECD, 2003a). The OECD here argues that many countries now 
increasingly start entrepreneurship and micro-enterprise support programmes at the local and 
regional level. It also says that the encouragement of entrepreneurship is one of the four pillars of 
the European Union’s Employment Guidelines.  It is believed that the creation of new firms will 
facilitate the achievement of economic and social objectives. The impact of entrepreneurship 
oriented strategies includes, for example, the creation of employment, increased tax revenues, 
improved local provision of services and positive effects on motivation. For all this, the OECD 
claims that it is necessary to create a favourable public perception of entrepreneurship and, where 
local bodies play a role in the design of educational curricula, steps might be taken to ensure that 
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sis on economic development has shifted to a local and regional level, as a result 
of globalisation. Besides, there is no need to “leave everything to the educators, 
the educational professionals” (OECD, 2001a, p. 83) and therefore, it is argued, 
there should be “cooperative efforts” at the local level. These efforts include the 
action of actors such as local authorities, civic organisations, the business com-
munity and the schools. The report thus makes a case for actors from outside 
education, including organisations representing the business community, to 
become more involved in school matters. Yet, the introduction of entrepre-
neurship and enterprise in education will not succeed unless teachers and ad-
ministrators become convinced but, on the other hand, teachers are considered 
to be most resistant to change. 

“Because they view themselves as the bearers and transmitters of society’s traditions 
as well as its knowledge - as indeed they are - educators can be among society’s most 
conservative forces. Nevertheless, the story of entrepreneurial education’s penetra-
tion into the OECD area’s school systems is more notable for its successes than its 
failures.” (OECD, 2001a, p. 86.) 

To teach the teachers is now considered important and more attention should 
therefore also be given to teacher training for the development of “enterprising 
teachers”, in order to create “enterprising graduates”, but because relatively little 
is known about entrepreneurship education in teacher education. It is certainly 
remarkable that the OECD here openly reveals their tactics when they talk of 
“the penetration of entrepreneurial education into the school systems”, but also 
that teachers are considered to be transmitters, as some kind of tools for society. 

Human capital and social capital, towards the involvement of civil 
society 

Gradually the policies for entrepreneurship are getting more focussed on the 
school and even teacher education. The previous reports on entrepreneurship 
show that entrepreneurship policy increasingly influences other policy areas 
but, at the same time, also incorporates issues from other policy areas. While in 
1998 the report “Fostering entrepreneurship” widened the agenda by linking 
economic development to SMEs, parallel to this publication women entrepre-
neurship came into focus, followed by entrepreneurship for the young, some 
years later. In the latter document, the 1998 report on entrepreneurship is 
linked to the 1989 report on enterprise. Self employment has come to the fore-
ground and entrepreneurship is now also linked to the school-work transition 
of youth, and even lifelong learning. The changing nature of work, globalisa-
tion, technological and economic development are mentioned in earlier reports 
though now no longer only related to wage employment but also self-employ-
ment. The focus on employability has changed and also includes, what could be 
described as, “self employability”. Although Lifelong learning has become the 

                                                                                                                                 
all students have access to entrepreneurship courses. Several of these aspects have also been 
presented earlier in relation to local decision-making (OECD, 2001b). That report contains a 
chapter on entrepreneurships policies and refers to other documents (e.g., OECD, 1998; OECD, 
2001a: OECD, 2001b; OECD, 2001c). 
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guiding principle, it occurs to me that the lifelong learning arguments are simi-
lar to those used in the education-work transition discussions. In fact, in both 
fields, education and work are supposed to mingle. The overall and uniting 
concept is learning. 

During the 1990s there has not only been a shift in focus from enterprise to en-
trepreneurship but also a shift from human capital to social capital, of which 
the report “The Well-being of Nations. The role of human and social capital” 
(OECD 2001b),91 is proof. The report is a CERI/OECD publication and partly a 
result of the input from academic experts and official country representatives at 
meetings of OECD committees and boards. The report pays attention to the 
concepts of human and social capital, each separately reviewed in different 
chapters. It is argued that human capital resides in individuals and is defined by 
individually possessed knowledge, skills and attributes, while social capital re-
sides in social relations and is relational rather than being a strictly individual 
possession. It is argued that social capital is partly a private, partly a public good 
since it is shared by a group. Many people are thought to benefit from the con-
tribution of one individual or group to social capital. Collaboration, co-opera-
tion, participation, partnership, trust and networking are here in focus and so-
cial capital is defined as: “networks, together with shared norms, values and 
understandings that facilitate co-operation within or among groups.”(OECD, 
2001b, p. 41.) The OECD argues that human capital is supporting economic 
and social development, but social capital is a necessity as well, because rela-
tionships are important to human achievement. The two concepts play an im-
portant role in economic activity and human well-being and thus in economic 
growth and a sustainable development of society at large. Then again: 

“Social capital is built at the “level” of families, communities, firms, and national 
or subnational administrative units and other institutions. Typically, the idea of 
social capital is associated with relations in civil society.” (ibid, p. 45.)92

The OECD suggests that there is a strong interaction between human and social 
capital and that education, training and learning can play important roles in 

                                                      
91 My thoughts here immediately go to Adam Smith’s work with an almost similar title, ”The 
Wealth of Nations” (1776). To my surprise, Smith is indeed included in the list of references. 
However, throughout the text there is not a word about Smith or his work.  
92 In the following year, 2002, the EU organised the international conference: “Social and Human 
Capital in the Knowledge Society: Policy Implications”. In the conference rational it says: “Human 
capital plays a crucial role in fostering economic growth, as well as innovation and competitiveness in 
the so called ”new economy”. However, the knowledge and skills embedded in human capital are 
acquired in the social process of learning, which takes place in families, schools, workplaces, local 
communities, and civil society networks, all typical expressions of social capital.” One of the three 
plenary sessions is about innovation and entrepreneurship. Clearly, human capital and social 
capital are here linked to entrepreneurship. Speeches are delivered by members from the OECD 
and UNESCO; representatives from different universities, ministries, as well as trade and industry 
(see http://ec.europa.eu/comm/employment_social/knowledge_society/conf_en.htm). This 
exemplifies how certain issues are put on the agenda but also the possibilities these conferences 
provide for policy dissemination via this kind of channels. And of course, there is a stunning 
similarity between the descriptions of social capital provided by EU and OECD, both give 
emphasise to civil society, stressing the non-state aspects of society. 
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providing the basis for economic growth, social cohesion and personal deve-
lopment. At the same time, social capital is thus also used as an argument to 
engage the school in creating contacts with actors in its surrounding society, 
not at least because employers have a demand for workers who are “flexible” 
and “trainable” and there is now more demand for “shared knowledge”, “team 
work” and “individual responsibility”. This indicates a turn to new skills profiles 
and forms of inter-personal co-operation and other learning processes and 
learning environments. These aspects do also return in the final chapter of the 
report when policy concerns and further research needs are presented. In short, 
the report concludes that more research is needed, not only about social capital 
but also how human- and social capital are interacting and function together. 
And, of course, how all this can be measured. Research has to pay more atten-
tion to the social capital of families, schools and firms too, for these have been 
neglected in recent analyses of social capital, according to the OECD. 

Throughout the report the ideas of social capital are associated with relations, 
especially the relations in civil society. Civil society is regarded as a source for 
social capital and it is argued that social capital is important for economic and 
societal development. To shortcut this, civil society is seen as important for 
economic and social development. It does not need much imagination to un-
derstand the interest for social capital. Civil society, especially at the subna-
tional level, is supposed to take more responsibility and solve the collective 
problems of society at large. Local development is considered necessary in order 
to safeguard the interests of society and even guarantee a sustainable develop-
ment. The function of families, schools, firms and local community, becomes 
obviously clear in these arguments. In order to support the arguments for social 
capital, the document draws on the research of many scholars, such as De 
Tocqueville, Durkheim, Weber, Jacobs, Putnam, Rothstein, Coleman, 
Fukuyama and Bourdieu.93 Many of these names are well-known in social re-
search, and even in the field of education and policy research I have seen several 
of these names mentioned. Also some of the concepts are recurring, including 
for example, learning, skills, shared knowledge, and social networks, which now 
have become familiar. Nevertheless, it is interesting to see that the OECD al-
ways adds an economic twist to each and every concept. This maybe not so sur-
prising, considering the name and the aim of the organisation. In spite of the 
fact that this document is a CERI product, relatively little attention is given to 
education or schools. Neither is there any reference to the concepts of entre-
preneurship or enterprise, even though the imaginable link to (social) entre-
preneurship and (social) enterprise is not far away. I will return to this and 
more documents on entrepreneurship later. 

                                                      
93 Social capital, for example, is also associated with Bourdieu´s research and the concepts of social 
and cultural capital. It is argued here that cultural capital is a dimension of social capital as it 
mainly focuses on family relations (see OECD, 2001b, p. 41, 46).  
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Closing the education circle: Why change, and what directions for 
the school? 

Thus far, most of the writings about entrepreneurship during this period have 
originated in the documents produced by other OECD departments or direc-
torates, but the arguments in the previous reports prepare the ground for new 
policy solutions and reforms. Just like the 1972 report “The nature of the cur-
riculum for the eighties and onwards” (OECD, 1972), published more than 30 
years ago, future questions are addressed in the report “What School for the Fu-
ture?” (OECD, 2001c).The study is based on the CERI “Schooling for Tomor-
row” project, which is a direct result, but also further development, of the 
“lifelong learning for all” goals from 1996. The main questions are related to 
trends that are taking place and to what extend these trends are most influential 
in shaping education in the coming years. These trends include general issues 
related to gender, family, the ageing society, lifestyles, geopolitical situation etc, 
but also school development and policy questions are discussed and connected 
to possible pathways for the future. These pathways are presented as 6 different 
scenarios for a coming period of approximately 15 to 20 years. Two of the sce-
narios show a continuation of existing models (“status quo extrapolated”), two 
describe a strengthening of the school (“re-schooling”), while the remaining two 
scenarios show a decline in the position of the schools (“de-schooling”). The 
OECD underlines that there is not one pathway into the future but many, and 
that these pathways should not be expected to emerge in a “pure” form nor 
should they be considered as analytical predictions, rather as tools for reflec-
tion. In a way, the deliverance of several pathways in this report also shows the 
uncertainty of future outcomes. Where is education heading? Without here 
going further into any details of the scenarios it is worthwhile to mention that 
most of the critique that has been reflected in discussions throughout the report 
show that more change is wanted, for example: 

“Despite the many changes that have taken place in schools over recent decades, the 
concern remains that too little has changed about the place called school in its basic, 
structural, organisational and behavioural characteristics. Many of the buildings 
are the same as in the first half of the 20th century or before – welcome continuity in 
some respects but raising the question of how well adapted to the learning needs of 
the 21st century. Some have referred to the factory model of schooling that grew out 
of the industrial societies of the late 19th and early decades of the 20th century. This is 
characterised – perhaps caricatured- as a school mirroring the mass production 
methods of the industrial era that produced it, turning out a future workforce for 
the most part with basic skills and compliant attitudes.” (OECD, 2001c, p. 64.) 

Again the metaphoric use of “school as factory” turns up. Just like it had been 
used in previous reports.94 In this report it is related to the question how far 
schools have become the learning organisations appropriate for the knowledge-
based societies of today and tomorrow. Here implying that it could be ques-
tioned if the school no longer keeps up with ongoing developments in society. 

                                                      
94 See also discussion above on “lifelong learning for all” (OECD, 1996).  
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Are school systems and schools engaged in knowledge creation as well as 
knowledge transmission, willing to break the moulds of traditional classrooms 
and didactics? The picture being painted here shows that society now stands on 
the point of leaving the industrial era, entering something that is described here 
as the post-industrial knowledge era. This transformation from industrial- to 
knowledge based society demands change and, as is argued, schools should re-
vitalise and become dynamic: 

“In sum, schools have been very important and, in many respects, successful insti-
tutions. They were integral to the transformation from agrarian to industrial socie-
ties. They represent a very important investment for our countries in making the 
further transformation from industrial to the knowledge-based societies of today 
and tomorrow, but for this they must be revitalised and dynamic”. (OECD, 2001c, 
p. 65).95

The need for change in schools in order to become learning organisations af-
fects several areas. Teaching, the use of ICT, the role of adults and experts, 
evaluation and assessment, are some examples that are involved in these 
changes, according to the report. Even a more flexible use of facilities and 
buildings and the opening of the schools for new uses are concerned, including 
the creation of alternative forms of schooling beyond conventional locations. 
Consequently the document also mentions the wider environment of school-
ing, closest to the school. Learning at other places than the traditional school 
could be made easier with the help of ICT. It is argued that the knowledge 
economy, globalisation and rapid changes in ICT have had an impact on 
learning but also put learning into a premium position. Thus, learning has be-
come in focus in the knowledge-based lifelong learning society. In this context 
the OECD criticises existing situations in which schooling is too closed and in-
flexible, while it also questions massive school systems. Thereby projecting 
some of the exogenous demands for change inside the school: 

“School systems are enormous enterprises in all countries, employing very large 
numbers, deploying vast sums of money, providing occupation for million of stu-
dents. Despite the wide diversity of cultures and traditions across OECD countries, 
in all has “the place called school” become the dominant model for educating the 
young, even though schools and systems continue to reflect this international diver-
sity. Increasingly, large, relatively bureaucratic systems are being asked to accom-
modate new directions and flexible models. Schools are being exhorted to become 
“learning organisations”. Students are expected to “create” not just “receive” 
knowledge; teachers to abandon old-fashioned didactics and professional isolation. 
ICT alters the boundaries of knowledge and action, while new forms of competence 
recognition and accreditation erode traditional school monopolies over credential-
ing.” (OECD, 2001c, pp. 100-101.) 

Whether change will occur, the OECD argues, remains to be seen but a combi-
nation of various scenarios in different phases of learning might be best when 
                                                      
95 Ylva Johansson, former Swedish Minister of Education, quoted in the report. The excerpt shows 
part of her conclusions drawn at the OECD conference “Schooling for Tomorrow” that took 
place in Rotterdam in November 2000. Johansson chaired the conference. In a later report 
(OECD, 2003b) the OECD will present more conclusions about the conference.  
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realising lifelong learning for all. Though, a move away from the situation in 
the “status quo” scenario, based on a dominant bureaucratic system, seems de-
sirable and likely. This means that in early learning phases stronger focus could 
be on knowledge and social remits, prevailing aspects of the “re-schooling” sce-
nario. In later school years certain characteristics of the “de-schooling” scenario 
could prevail, permitting powerful roles for markets, distance education, com-
munity networks and informal learning, as well as the public authorities. How-
ever, all this shows that the OECD is plying for change, again, and now also in 
the schools. Many of the aspects discussed in earlier OECD reports are here 
presented in different scenarios, including the opening of the school, the rela-
tionship between work and school, partnership, skills and competences, new 
ways of learning, lifelong learning etc. It becomes clear that all the aspects of 
change are combined in a sort of lifelong learning cocktail. The need for change 
(here now even called deregulation) of the curriculum has been in focus in 
many OECD reports and schools have been described as, “pedagogical facto-
ries”, “monasteries” and “sacred places” which need to open themselves to the 
surrounding society: 

“If the school curriculum is to be deregulated, schools will need better and more ex-
tensive relationships with their communities, If students are to spend more time in 
the community, undertaking vocational studies and community projects and ser-
vice, then close links need to be developed between the school and its immediate en-
vironment. Schools cannot continue to be like monasteries – the self-proclaimed 
learning centres of the industrial age. They most welcome community members 
onto their sites and open themselves up to genuine local involvement,” (OECD, 
2001c, pp. 213-214.) 

The OECD clearly plies for the learning society and argues that socialisation will 
remain one of the main goals for compulsory schooling but the content and 
context of socialisation is expecting to change. Children should be equipped for 
the world of the 21st century. Questions of identity become more important and 
the children are expected to make more active choices. “This is radically differ-
ent from the mass era, which put a premium on norms of national allegiance, 
common culture and obedience to hierarchical discipline.” (OECD, 2001c, p. 153). 
The relations between the schools and there surrounding environment are fre-
quently discussed, also when it matters working life and the labour market. The 
schools will need better and more extensive relationships with their communi-
ties. The problems that are provided are two folded. Schools are no longer 
equipped for the society that has already changed but at the same time it is ar-
gued that schools are not equipped for future changes. The solutions that are 
provided are plenty but mainly concentrate round a few recurrent points: Cur-
ricula should change, the school has to open itself, and learning and teaching 
methods have to be altered. Entrepreneurship is now entering the educational 
scene as well: 

“Individuals must be able to participate in the changes in work and businesses and 
to innovate. General education has tended not to connect early enough with 

– 92 – 



 

working life. Nor have entrepreneurship and the development of work-relevant 
competences been accorded sufficient priority.” (OECD, 2001c, p. 164).96

So far, this report is mainly concerned with the “what” and “why” questions of 
school development and changes in schools, and argues that a transformation is 
necessary. The direction of this transformation is not sure but depends on 
trends and the choices made for the future. The scenarios here generated by the 
OECD are supposed to inform the policy making process. In the next “school-
ing for tomorrow” report these scenarios are discussed again. 

How to implement change and who should be addressed? 

The following report, Networks of Innovation. Towards new models for managing 
schools and systems (OECD, 2003b), makes a turn and focuses more on the 
“how” question.97 Networking, partnership, school management and govern-
ance are important issues on the agenda as they are related to the question of 
how to implement change in the schools and the education system. These issues 
are seen as important because the world of schools is influenced by the chang-
ing world that surrounds it. Throughout the report these changes are expressed 
as globalisation, immigration, individualisation, ICT-development, and the in-
fluence of market forces, to mention some. The school system and the schools 
have to change and partnership with the stakeholders in the surrounding world 
is presented as a solution, to get the schools back on track and at pace with the 
development in society. Partnership is here described as “the sharing of know-
ledge and services that either of the partners does not alone possess” (p 12). Possi-
bilities are created through the increased scale and scope of activities. It be-
comes clear that local participation is seen as important and this echoes the 
ideas that could be seen in several of the previous documents. According to the 
report, the shift in focus to the local level is also one of the reasons behind the 
decentralisation processes that are taking place in many countries. This happens 
in all sectors of society, including education. Not only government but a variety 
of stakeholders and processes are now involved. School managers have to deal 
with this complexity. The government at the macro (national) level is supposed 
to support innovations that are generated at the micro level (individual school) 
or the meso level (intermediate/network). The OECD points out that the meso 
level is becoming more important when schools receive more autonomy. 
School-community projects can create networks at this meso level, it is argued. 
Reinventing the meso level by promoting different forms of collaboration, link-
ages, multi-functional partnership, here also named “cross-over structures”, are 
forms of networks that can support innovation. However, networks can be re-
garded as an innovation in its own right. Elsewhere in the report, Ylva 

                                                      
96 The report also refers to the report ”The Creative Society of the 21st Century”, in which 
entrepreneurship is mentioned several times (see OECD, 2000c).  
97 The document is part of CERI´s “Schooling for Tomorrow” series and builds on the 
conclusions of three previously held conferences; two in Lisbon and Rotterdam in 2000, and one 
in Budapest in 2001. According to the report, OECD Ministers of Education had invited the 
OECD during the 1990s in order to assess alternative visions of the school of tomorrow and the 
capacity of educational systems to change (OECD, 2003b).   
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Johansson, former Swedish Minister of Education, expresses this in similar 
ways when she talks about the fostering and dissemination of innovation: 

“School autonomy goes hand-in-hand with being connected to the community, 
other educators, and the broader society. Hence, the role of networks and partner-
ships. Too much educational practice in OECD countries is characterised by isola-
tion: Schools from parents and the community and from each other; teachers and 
learners in isolated classrooms. Partnerships may address skills and employment, 
society and culture, or bring together different parts of the educational world” 
(OECD, 2003b, p.149). 

And: 

“Authorities should set clear and ambitious standards for schooling, but there must 
be adequate space for local initiative in meeting those standards. Schools should 
flourish as autonomous learning organisations and educational innovation should 
be firmly rooted in locally defined needs and problems.” (OECD, 2003b, p. 150). 

These new forms of governance are subscribed to the rapid changes as de-
scribed above. Education should be made central to society and society central 
to education, implying that also schools should become an integral part of the 
communities they serve. Climates of experimentation and innovation, in which 
an attitude of “failure” is allowed, should be created (p14). This attitude of fail-
ure is an issue that could be seen earlier writings on entrepreneurship but it is 
now also used in this CERI report. Another interesting point is individualisa-
tion: 

“Individualisation is also the key to meeting students´ diverse aspirations that go 
beyond their learning in core subjects. Whether it be playing jazz piano, domina-
tion midfield on a soccer pitch or painting a vase of sunflowers, education systems 
need to offer the opportunity for individual students to excel. As well as being valu-
able activities in their own right, through them young people can develop the confi-
dence, self-efficacy and engagement for success across the entire curriculum.” 
(OECD, 2003b, p. 122.) 

The focus is on individual curriculum in order to support the “gifted and tal-
ented”; an indication that the school should stimulate that what the students 
are good at, instead of just concentrating on what they are not good at. Individ-
ual interests and individual experiences are seen as important. This indicates a 
shift of emphasis in the area of didactics and pedagogy, which also implies a 
shift in perspective from teaching methods to learning processes. In this con-
text, it is related to out-of-school learning activities and co-operative learning, 
too. This development mirrors the need for responsiveness to increasing de-
mands both from within the school and from outside the school. The debate on 
changing governance has now also found its way in the field of education, and 
networking is considered to be the new way of governing schools and school 
systems, especially at the subnational level. Generally, stakeholders are put 
more to the foreground as they actually are the actors who are supposed to take 
part in this governance. This includes school leaders, who got the attention in 
this report. 
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Down to education and the schools: Career Guidance 

One year later, in the report ”Career Guidance and Public Policy. Bridging the 
gap” (OECD, 2004a), the OECD turns the spotlight to those who are involved 
in counselling, guidance and career guidance. The OECD considers career 
guidance as a tool to develop the interface between education and the labour 
market and also to improve the school-to-work transition. As such, the em-
ployability of the students is part of labour market policies, as could be seen in 
earlier reports as well. However, career guidance has become a tool to improve 
the match between supply and demand because it also has the capacity to con-
tribute to the development of employability. It is argued that career guidance 
helps to serve public policy goals but it also helps individuals as it is seen as a 
contribution to the development of human resources.98 Just like the previous 
report, this report also mentions the use the talents of individuals, and the fo-
cuses on what the individual is good at. To match labour market and education, 
i.e., a stronger labour market perspective is needed in schools´ career guidance 
programmes. 

“Career education programmes need to be closely and actively linked to the world of 
work and to post-school educational options. In many countries the curriculum in-
cludes work-experience, work shadowing, work visits and work simulations such as 
“mini enterprises.” (OECD, 2004a, p. 46.) 

Alongside teachers, there is a strong case for more active involvement of par-
ents, employers, former students, and the community representatives in school 
career guidance programmes. Employers can be involved through the work ex-
perience and other experience based schemes. The OECD mentions that career 
guidance generally has started during the school leaving period of children, at 
points when educational choices have to be made, often in relation to career 
possibilities. But this is now changing in the context of lifelong learning: 

“The attention is shifting to helping students to develop the skills and competencies 
which will enable them to manage their learning and work throughout life. This is a 
process which can and should start early in primary schools, with, for example, pro-
grammes to help pupils to manage their learning and to explore the world of work.” 
(OECD, 2004a, p. 142.) 

In this context it is also argued that mentoring systems, which match adults 
with young people, is now used in several countries to serve this purpose on a 
long term base. Policies for career guidance are supposed to play an important 
role in the achievement of lifelong learning. Lifelong learning and labour mar-
ket policies go here together.99 To explore the world of work should start when 
the children are young and career guidance is expected to be necessary until 
                                                      
98 Career guidance is here used as on overall term for the range of activities with similar character 
and applied in several countries. These include, for example, ”vocational guidance”, ”vocational 
counselling”, ”career counselling” and ”career development”. The OECD has been closely 
involved with the related parallel initiatives performed by agencies of the European Commission 
and the World Bank.  
99 Although the report is not a combined OECD/CERI report, but part of the OECD´s Education 
and Training policy division, it is linked to the lifelong learning policies.  
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retirement. During the initial school years there should be strong links to the 
labour market, the OECD argues, and responsibility for career guidance should 
preferably be shared between educational institutions and external agencies. 
When responsibility is shared there are good links to the labour market as well 
as the curriculum. Learning is a lifelong process that takes place both inside and 
outside school in, for example, the working place and it last beyond retirement. 
It comes all down to co-operation, though not only at the local level. The 
OECD also argues that there should be better co-operation and co-ordination 
at the national level between different ministries, especially education and la-
bour. There should be better information exchange about labour market supply 
and demand also because evidence and data are important tools for policy-
making (OECD, 2004a, pp. 12, 123 ff.). 

I notice that policies are often expressed as guidelines for implementation but 
they must be regarded as parts of the ideas on capacity building for change.100 
The argument for career guidance is here the implementation of lifelong learn-
ing. Although the underlying problems have already been defined in other re-
ports, it is interesting to see that several policies are interactive and mutually 
reinforcing. Once a policy framework is in place and it begins to gain a critical 
mass, such as the lifelong learning framework, related policies feed on each 
other and become prominent agenda items. Thus, policy reports can be used to 
support the policies earlier defined in other policy reports, but they can also be 
used to pave the road for the introduction of an issue on the agenda or to put 
an issue higher on the agenda. The solution then already exists even before the 
problem clearly has been presented. Policies can so incite change but also justify 
previously introduced policies. Anyhow, policies can support other policies, in 
a way both backwards and forwards. At this stage of the analysis it becomes 
clear that the policy process becomes more some kind of policy drive when dif-
ferent documents are linked to one another in a succession of publications. 

Teachers matter and personal matter 

So far there have been concerns around the change of the curriculum, the im-
provement of education supply, the management of school systems, networks 
and partnerships, career guidance etc. but now it comes down to the backbone 
of the education system: Teachers; that is to say, “effective” teachers. In the re-
port “Teachers matter” (OECD, 2005a) the school is considered to be the key 
agency within the education system for improving student learning, and the 
teacher is considered to be the key actor in this process. While in earlier reports 
the transformation of the school system was on the agenda, now the transfor-
mation of the teaching profession gets attention; a clear move from structure to 

                                                      
100 Capacity building is now frequently used in several reports and it becomes some kind of 
catchphrase. Building capacity and capacity development can be interpreted as a way to enlarge 
governance capacity beyond the realm of government. It is in this context that the interest for 
civil society, earlier discussed in the report on human and social capital (OECD, 2001b), becomes 
clear. It reflects the theoretical discussions on the change from government to governance that 
were discussed in chapter 2. Capacity building is an instrument for this. 
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actor. In this report, the transformation of the schools in fact means the trans-
formation of the teaching profession. Thus, education policy has at this point 
become teacher policy when the role of the teacher in educational change is 
discussed. The OECD argues that without strategic policy action there is a risk 
that the teaching profession and the quality of teaching could go into a long-
term decline. Even though the OECD seems concerned with this threatening 
situation, the general underlying question is how much the teachers can affect 
student learning and school performance.101 In all this: “Policy has a key role to 
play in helping to develop professional learning communities within and beyond 
schools.” (OECD, 2005a, p 15.) 

The report is about teachers and contains texts and statistics about trends and 
developments in the teacher workforce. The upsurge of interest in teaching 
policies is explained by the fact that large numbers of teachers who were re-
cruited during the 1960s and 1970s will soon retire and a large number of new 
teachers will enter the profession in the next 5 to 10 years. It is in this transition 
period teachers become interesting. The report’s specific concern is with poli-
cies that contribute to attracting, developing and retaining effective teachers in 
schools. The report draws on research findings and the results of a major study 
of teacher policy, which was conducted between 2002 and 2004 in collaboration 
with 25 countries.102 The OECD argues here that it wants to “extend and add 
value to the existing body of international work on teachers” (p.224). By way of 
giving weight to their arguments about teacher policy, the OECD marks that 
the development of teacher policy is high on the agendas of other supranational 
organisations: 

“The growing attention to teacher policy is also evident in the work of other inter-
national organisations, including: The Council of Europe; the European Commis-
sion; the European Training Foundation; Eurydice; the International Labour Or-
ganisation (ILO); the United Nations Educational, Scientific and Cultural 
Organization (UNESCO); UNESCO International Institute for Educational Plan-
ning (IIEP); and the World Bank.” (OECD, 2005a, p 224.)103

                                                      
101 The OECD also discusses the implications of research on effective teachers and argues that 
policies should target more on teacher education and professional development. The effectiveness 
of teachers is also in focus when in 2004 AERA discusses ”Value-Added Assessment”. This form 
of assessment is considered to be an advantageous tool for determining whether a school or 
systems is making a difference in student learning, beyond family and community impact. This 
includes means of measuring the effects of teachers and evaluating their performance (AERA, 
2004). In 2005, maybe not so surprising, the Swedish National Agency for Education publishes a 
report “Measuring the relative efficiency of schools” (Skolverket, 2005), in which it aims to 
identify indicators for measuring school effectiveness (Cf. discussion in Dahlström and 
Mannberg, 2006).  
102 It is obvious that the whole apparatus of policy formation is huge and complex. In an appendix 
to the report the OECD presents how the activities for this programme were conducted.  Country 
reports and other documents can be found at the special teacher policy website of the OECD 
(http://www.oecd.org/edu/teacherpolicy) which illustrates the scope of the programme. 
103 An example of co-operation at this level is the OECD and UNESCO publication  ”Teachers for 
Tomorrow’s Schools: Analysis of the World Education Indicators.” (OECD and UNESCO, 2001).   
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The OECD emphasises teacher quality over teacher quantity and argues that the 
quality of teaching is vital for the improvement of student learning. Even 
though some countries experience an oversupply of qualified teachers, the or-
ganisation raises concerns about the quality of teaching and learning when 
there is a shortage of qualified teachers. Their analysis shows, for example, that 
schools respond to the shortage of teachers by some combination of lowering 
qualification requirements and increasing class sizes. There certainly is a link 
between quantitative and qualitative concerns. Moreover, the differences in 
student performance are often greater within schools than between schools, 
which should indicate differences in quality between teachers. However, the 
quality of teaching is not only determined by the quality of the teachers, it is 
argued, but also by the environment in which they work. How then can the 
quality of teachers and their teaching improve? The report highlight different 
aspects of teaching and the teacher profession, but the broad policy concerns 
are: 

• Concerns about the attractiveness of teacher as a career 

• Concerns about developing teachers´ knowledge and skills 

• Concerns about recruiting, selecting and employing teachers 

• Concerns about retaining effective teachers in schools (OECD, 2005a, pp. 8-9.) 

It would go too far here to provide a complete overview of all the detail issues 
that are presented in each of the policy concerns, but to make teaching an at-
tractive career choice and to develop the knowledge and skills of teachers are 
important aims. Students, and therefore also their teachers, should develop 
knowledge and skills that relate to a changing society. 

“Teachers need to be capable of preparing students for a society and an economy in 
which they will be expected to be self-directed learners, able and motivated to keep 
learning over a life time” (OECD, 2005a, pp.7 and 97).”In their preparation, their 
professional development and their working lives, today’s teachers must get a grasp 
of and a grip on the knowledge society in which their pupils live and will work.” 
(OECD, 2005a, p. 97.)

104

To improve student learning teacher quality has to be improved, but teachers 
are now expected to have broader roles and responsibilities at different levels, 
varying from the individual to the community. Teacher responsibility relates to 
individual development of children and young people, the management of 
learning processes in the classroom, the development of the school as a “learn-
ing community” and the creation of connections with parents, the local com-
munity and the wider world. The OECD argues that in many countries teachers 
are expected to build community partnership for learning. Teachers need to 
have the skills to create partnerships with agencies such as libraries, museums, 
and employers and to sustain them over time (pp. 97-99). The OECD provides 

                                                      
104 The second part of this excerpt is cited from David Hargreaves. Hargreaves has made several 
contributions to different OECD studies and reports, especially in relation to the concept of the 
“Knowledge Economy” (see for example OECD, 2004b).    
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some country examples of national projects that, it is claimed, aim to improve 
the image and status of teachers and the public perception of teachers and 
teaching. However, it seems obvious that other and much wider aims, of which 
examples have already been presented in previous reports above, can be identi-
fied as well. The co-operation of different stakeholders and the involvement of 
local level authorities are recurrent themes. In the Swedish example it says: 

“In Sweden the Attraktiv Skola (Attractive Schools) project, a joint venture of edu-
cation authorities, teacher unions and the principles´ professional association, is 
encouraging local authorities to form stronger links between schools, universities 
and the business community. Local authorities apply to join the project whose aims 
include improving community awareness of school programmes, job exchanges be-
tween schools and businesses, developing networking skills among schools and 
teachers, and improving the appeal of schools as places of work.” (OECD, 2005a, p. 
83.)105

The development of teachers´ knowledge and skills has also consequences for 
initial teacher training. There is nothing new in noting this, but the OECD now 
claims that teacher education should be made more flexible and responsive. 
This includes the creation of alternative routes into teacher training. So, there 
should be possibilities for so-called “side entrances” i.e., people who have work 
experience from other professions or who have different academic back-
grounds, should have possibilities to enter the teaching profession. Although, at 
the same time, the OECD argues that there should be a restricted entrance for 
those who come directly from secondary education, through the implementa-
tion of higher entrance criteria. The introduction of teacher certificates and the 
accreditation of teacher education programmes are some issues that are dis-
cussed in relation to those who have finished their education.106 It is argued that 
these measures are expected to raise the quality of teachers. Changes in content 
and emphasis in teacher education are also discussed: 

“Initial teacher education must not only provide sound basic training in subject-
matter knowledge, pedagogy related to subjects, and general pedagogical knowledge; 
it also needs to develop the skills for reflective practise and research on the job. 
Teaching is a complex task, and there is not a single set of teacher attributes and 
behaviours that is universally effective for all types of students and learning envi-
ronments. Effective teachers are people who are competent across a range of do-
mains.” (OECD, 2005a, p. 134.) 

Several countries have introduced the training of research skills in their teacher 
education programmes as teachers are expected to use research to improve their 
professional practice. This may be linked to one of the final conclusions in the 
report when the OECD argues that teachers should become more involved in 

                                                      
105 Although there is no direct reference provided in the text, the information is certainly gained 
from the Swedish background report prepared for the OECD Thematic Review of Attracting, 
Developing and Retaining Effective Teachers (see Regeringskansliet, 2003).  
106 The OECD mentions that the restructuring of teacher education receives much attention in 
European countries, partly as a result of the so called “Bologna Process” which aims to make 
higher education qualifications in European countries more comparable. Teacher education, it is 
thought, will probably introduce a Bachelor’s and Master’s degree structure (p. 105). 
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policy development and implementation. Moreover, more research is needed 
on teachers´ work as still little is know about what makes a good teacher. It 
seems that teacher development has become a means to reform education. 
Teachers are not just implementers of top-down reforms but rather reformers 
themselves. So to innovate and change education, the teacher’s profession 
should be innovated and changed. 

The personalisation of learning, a turn to the self and identity 

In the report, “Personalising Education” OECD (2006c), the main focus is on 
learning, in fact the learner and what it is that makes a good learner. The con-
cept of learning has more or less become the equivalent of education when the 
OECD director of education in the foreword to the report says: 

“The aim of “personalising learning” is of growing prominence in thinking and 
policy discussions on education’s future and so it is a natural component of CERI´s 
“Schooling for Tomorrow” programme. It springs from the awareness that “one-
size-fits-all” approaches to school knowledge and organisation are ill-adapted both 
to individuals´ needs and to the knowledge society at large. The issues go well be-
yond the directions for school reform itself, as the personalisation agenda is also 
about promoting lifelong learning and of reforming public services more broadly. 
The reference to “learning” is important because the agendas reach out well beyond 
the institutional confines of the places called “schools.” (OECD, 2006c, p. 3.) 

The arguments here reflect what has been said in the previous report on teach-
ers, though now they are applied to the learner. When it was argued that 
teachers should match their teaching to the individual learner, this has been 
transformed into the ideas of personalising learning. Learning takes place even 
beyond the schools and learning is not just a school matter, it is argued. The 
document is based on papers by different actors who each made contributions 
to an international seminar in London, 2004.107 The report aims to highlight the 
issue of personalising education and, although it does not present any concrete 
policy framework, there are many utterances about policy changes and policy 
making to promote personalised learning. Several articles recurrently talk of 
“the personalisation agenda”. A number of authors make a point of 
personalisation and argue that it should not be confused with individualisation. 
Sanna Järvelä,108 for example, argues that personalisation is distinguished from 
individualisation but also from social learning. Social processes are involved in 
learning, but in personalised learning the individual’s contribution gets a more 
important role in the group. Every single contribution is important for the 
entire group. 

“It is crucial to recognise that new learning environments in school and the work-
place are often based on collaborative and shared expertise. These environments 
work under the presumption that learners are capable to work as team members 
and share their opinions and ideas.” (OECD, 2006c, p. 35.) 

                                                      
107 Besides OECD/CERI, the UK Department for Education and Skills and the think-tank Demos 
had important roles in this seminar.     
108 Järvelä is professor of Education at the University of Oulu, Finland. 
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Pedagogical models for the support of collaborative learning and collaborative 
knowledge building should be developed, it is argued. Some examples are: Pro-
gressive enquiry, problem-based learning (PBL) and project-based learning. To 
work with authentic projects and problems, also through so-called “public dis-
play”, can motivate the student to become involved. It is important for the stu-
dents to show others what they do or have produced. This is meaningful and 
may motivate learners. According to Järvelä, project-based learning environ-
ments encourage learning by doing (p.38). The issue here is the relation be-
tween the individual and the collective, but more generally also the individual’s 
role in society. Even the search for personal identity in relation to the commu-
nity gets attention. Does the individual serve the interest of the group, or in-
deed even society? As a person, the individual should be more group oriented 
and actively take responsibility for the whole group, or team. In his chapter, 
Charles Leadbeater argues that the individual learner should be seen as a per-
son.109 Personalisation through participation makes the connection between the 
individual and the collective. Personalisation as participation and co-creation of 
value and it is seen as part of the solution to and the state should “allow the 
public good to be created within society rather than relying on the state to deliver 
it” (p. 114). These ideas certainly connect well with the ideas on civil society 
and social capital, as has been expressed in earlier reports. Identity, the self, 
person-embodied knowledge, and the skills and capabilities of people are 
coming to the foreground. Attainment is not enough; engagement, active in-
volvement and responsibility are considered important. It includes learning 
beyond the classrooms, and communities play an important part in all this: 

“Partnership and support beyond the classroom play a crucial role in the current 
vision of personalisation. From extended learning provision to home-school part-
nership, mentoring to work-based learning, a range of community resources act as 
powerful supports for educational attainment. It may also be that learning in au-
thentic and voluntary settings, through relationships which are not formalised in 
the same manner as those of the school, adds force to the motivation and depth of 
the learning experience.” (OECD, 2006c, p. 123.) 

On the whole, it is evident that the issues envisioned so far are clearly oriented 
towards the individual’s role in relation to the group or the collective. The indi-
vidual must be seen as a person who has an identity and personal characteris-
tics. This reasoning links to the ideas of knowledge construction and knowledge 
sharing. Learning becomes a sharing process between persons who can combine 
different learning resources and sources. It involves a pedagogical turn from 
knowledge transmission to knowledge- and experience sharing. Learning is 
both individual and social, but the arguments for “learning beyond the class-
room” and the “role of communities” in all this, also includes the growth of flexi-

                                                      
109 Charles Leadbeater also participates in this report. Leadbeater is advisor on innovation, 
entrepreneurship and the knowledge economy to several organisations. Although he is an 
independent writer, he is Senior Research Associate with Demos. Leadbeater´s name also 
frequently occurs in the entrepreneurship literature; he has written several books and articles on 
entrepreneurship.   
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ble employment and new forms of work-life integration. This report is not so 
much about problem formulation or problem solution, but rather some sort of 
explanatory text about why things are changing. As it is linked to the lifelong 
learning policy framework the problem formulation is here not directly in fo-
cus, rather possible solutions are presented (cf. Kingdon, 2003). It could be said 
that through this kind of reports the seeding ground is further fertilised. 

The discussion on scenarios, as earlier presented above in some other reports 
(OECD, 2001; OECD, 2003), is continued in the report “Think Scenarios, Re-
think Education” OECD (2006d). It is part of the Schooling for Tomorrow se-
ries by CERI.110 The first part of this report contains six chapters in which sce-
nario development is discussed. The contributing authors have different 
backgrounds but it is interesting to notice that well-known actors from the 
business sector (e.g., Jay Ogilvy) and the education sector (e.g., Michael Fullan) 
here present their views on education scenario development and methodology. 
Changes are needed, but: 

“It calls for leadership and local support. We all have a lot to gain - students, teach-
ers, school administrators, parents, and employers - if we can break the deadlock we 
have inherited from our agricultural and industrial models of education and recog-
nise we now live in an information era with a knowledge economy.” (OECD, 
2006d, p. 36.) 

The last excerpt shows the words of Jay Ogilvy who in his chapter compares 
features of education and business and argues that market principles should be 
applied more systematically in schooling. In his opinion, schools have been 
modelled after factories but now we have to update them in accordance to the 
standards of the information age, something that the world of business has 
done already. Ogilvy wonders whether education can be far behind. The second 
part of the document includes examples from different countries about the 
work these undertake with the development of educational scenarios. 
Throughout the entire report concerns about outcomes, standards and ac-
countability are expressed and it is argued that schools should engage in the 
development of scenarios i.e., in their own future development. 

The policy scope and policy drive of education and entrepreneurship 

As the previous report has shown, several ideas are presented about the future. 
However, these presentations about the future can also influence the way policy 
makers start to think about the future and prepare for the years to come. But 
that is, after all, the whole idea behind this. Policy making, it is true, deals with 
future ideas. To use the future in present reports is certainly a returning aspect 
in OECD texts. It becomes more obvious that this report, as well as the above 
reports on changes in education, did not come out of the woods. Throughout 
                                                      
110 The Schooling for Tomorrow series so far contains the following reports: Innovating schools 
(1999); Learning to Bridge the Digital Divide (2000); Learning to Change: ICT in Schools (2001); 
What Schools for the Future? (2001); Networks of Innovation: Towards New Models for Managing 
Schools and Systems (2003): Personalising Education (2006) and Think Scenarios, Rethink 
Education (2006). In this study I included the last four reports. 
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the analysis of the texts it becomes clear that it stands not alone but is part of 
the larger policy drive (see figure 4). 

 

Figure 4.  Some of the selected reports, showing parts of the OECD policy drive and policy 
scope related to education, training and lifelong learning. 

Even though the concepts of entrepreneurship and enterprise are mentioned in 
some of the educational reports, the issues that are considered are within the 
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scope of the general changes that are described in the texts on entrepreneurship 
and self-employment. While self-directed learning has become an essential 
component in the educational reports, self-employment has become the major 
issue in the documents on entrepreneurship. The self has come to the 
foreground (cf. Giddens, 1991). Besides, the policy documents on education 
contain also contributions of actors and agencies that are involved in the field 
of entrepreneurship and enterprise policy and research. 

The OECD drive for educational change goes far beyond simply changing some 
parts of education in order to adapt to the labour market. It is part of the 
changes that are linked to economic restructuring, globalisation, and ideologi-
cal transformation. The policy documents are part of a rather incremental pol-
icy approach, i.e., for the most adjustments are made in relatively small steps 
and they often build on already existing policies. The policy agenda so changes 
gradually. Although I am certainly aware of the fact that the analysed reports 
have different dignity and substance, they are all part of a policy drive. It is the 
scope of the policy documents, i.e., the different character of the reports, which 
gives width and weight to the policy drive. Especially the Lifelong learning poli-
cies have created a stable policy framework when the problems had been de-
fined in the 1996 report, and agreed upon by the OECD Education Committee 
at Ministerial level. There seemed little controversy surrounding it and the so-
lutions and problems of subsequent reports could be hooked up to these ideas. 
The subsequent reports are then all linked to lifelong learning in some way and 
it could be said that it opened a “policy window” (cf Kingdon, 2003). I interpret 
this as some kind of revolutionary incrementalism. At certain points in time 
policy documents create a breakthrough, but they are part of a larger 
evolutionary policy process. Generally, the reports on education reflect the 
reports that concentrate more on issues related to the economy, the labour 
market, local development and entrepreneurship. However, even though they 
are formed in parallel tracks, or streams, they are influencing one another, 
certainly when cross-reference occurs. 

What then does the OECD policy drive for enterprise and entrepreneurship 
show? It is necessary to return to the earlier analysis of the documents on entre-
preneurship and include the report “OECD SME and entrepreneurship Outlook” 
(OECD, 1995). The report describes contemporary trends in the development 
of SMEs and entrepreneurship in OECD economies and non member states. It 
reports on a range of policy initiatives taken to enhance the vitality and com-
petitiveness of the SME sector. It is argued that SMEs account for over 95 per 
cent of all enterprises in OECD countries and that they make up two thirds of 
private sector employment. It is therefore assumed that entrepreneurship and 
the start and growth of innovative SMEs are effective means in job creation, 
increasing productivity and alleviating poverty. Among the themes that are dis-
cussed are: The need to reduce regulatory and administrative burdens affecting 
entrepreneurial activity; the increasing attention given by governments to en-
trepreneurship education and training; the need to ease SME access to financ-
ing, technology, innovation and international markets; the growing importance 
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of women’s entrepreneurship; and further local policy issues. It is obvious; this 
report contains elements from subsequent reports. These reports together are 
part of the OECD policy drive for entrepreneurship (see figure 5). 

 

Figure 5. Some of the selected reports, showing parts of the OECD policy drive and policy 
scope related to SMEs, Entrepreneurship and Enterprise. 
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What is the place of this document in the policy drive? At first sight the OECD 
SME and Entrepreneurship Outlook (OECD, 2005b) may appear to be just one 
in a row of reports. A large part of the report consists of so-called “country 
profiles” in which the policies of 29 countries are presented.111 It also includes a 
presentation of the European Commission’s policies on entrepreneurship, 
which in itself is interesting but symbolic in the trend of interagency networks 
at the supranational level and the formation of a global policy community. The 
European Commission clearly acts here as one policy actor. However, what also 
gives weight to the policy drive is an annex to the report containing the so-
called “Istanbul Ministerial Declaration of 2004 on Fostering the Growth of Inno-
vative and Internationally Competitive SMEs”. Ministers and representatives of 
the 30 OECD countries and over 40 non-member countries participated in the 
2nd OECD Ministerial Conference in Istanbul, 2004.112 The adherents to the 
declaration, listed in the final parts, indeed also include the European Commu-
nity. Furthermore, in the report reference is made to 10 background reports, all 
prepared for the Istanbul Ministerial Conference. Each report elaborates on 
different issues that are related to entrepreneurship. It all gives substance to the 
conference but it also shows the different character of this particular document. 
The policy issues presented in the Istanbul Ministerial Declaration include, in-
ter alia, policies that contribute to mobilising human resources in order to 
promote entrepreneurship. For education, for example, this involves: 

“Developing a culture that encourages entrepreneurship and recognises entrepre-
neurial success. The integration of entrepreneurship at all levels of the formal edu-
cation system can facilitate this. Formal education should be complemented by 
learning-by-doing activities and other practical workshops. This objective requires 
paying particular attention to the teacher training programmes.”  (OECD, 2005b, 
pp. 412-413.) 

The integration of entrepreneurship in formal education is clearly recommend-
ed and, as is argued, this also influences teacher training. As could be seen ear-
lier in the policy drive for education, in 2005 the OECD also published the re-
port “Teachers Matter” (OECD, 2005a). That report paid considerable attention 
to teacher education, which may indicate that the two, seemingly separate pol-
icy drives, have quite much in common. The entrepreneurship framework and 
the Lifelong learning framework are getting closer to one another and the policy 

                                                      
111 In the country profile of Sweden, Swedish policies for SMEs and entrepreneurship are 
presented. It also mentions Sweden’s national strategy “Innovative Sweden - a strategy for growth 
and renewal”, which was launched in June 2004. The Swedish strategy aims to strengthen growth 
in enterprises and in the regions. I will return to this later in this chapter. 
112 In June 2000, the OECD organised the first ministerial level conference on policies to support 
entrepreneurship and the development of small and medium-sized enterprises (SMEs). The 
conference was held in Bologna, Italy, which gave name to the OECD Bologna process. The 
participating ministers and representatives of almost 50 governments adopted a charter 
recommending the implementation of a number of policies to support SMEs (see OECD, 2003a). 
The (OECD) Bologna process could be seen as a policy drive to foster the entrepreneurial agenda 
and SMEs competitiveness at the global level and now, through the Istanbul declaration of 2004, 
the number of countries involved has increased to 72.  
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streams increasingly interweave. In the OECD SME and Entrepreneurship out-
look (OECD, 2005b), for example, it is argued that education and training, in-
cluding lifelong learning are key to increasing entrepreneurship. Whatsoever, it 
is another indication that several policy areas are linked together and that en-
trepreneurship is getting more in focus.113 Recently, in its IMHE series on 
Higher Education Management and Policy, the OECD published a special issue 
on entrepreneurship (OECD, 2006a). The document presents seven articles on 
entrepreneurship in universities, including one by the Finnish education re-
searchers Risto Rinne and Jenni Koivula, showing the controversial colonisa-
tion of entrepreneurship in higher education. 

The OECD, a supranational policy container 

Finishing the OECD part here, it seems that breaking down the barriers be-
tween the school and the community, but also between education, society and 
the economy has been, and still is one of the major forces for changes. The role 
of the OECD in education policy change is worth discussing. The organisation 
has certainly become more influential, not at least considering the number of 
member countries that has increased during the last 40 years, but also in rela-
tion to the growing number of studies and policy recommendations that are 
being produced. I would like to refer to a series of case studies, discussed in a 
report by Per Dalin (OECD, 1973), in which innovations in education are 
studied at three different levels of the educational system: The central level, the 
regional level and the school level. 

“The rational behind the selection of these three levels of educational practice was 
the assumption that the influence of various forces inside and outside the educa-
tional system would operate at one or more of these levels.” (OECD, 1973d, p. 11.) 

Now, more than 30 years later, it would be necessary to add another level: The 
supranational level, in which the role of organisations at the level beyond the 
“central” (national) boundaries would be considered as an important force that 
operates on the previously mentioned levels. However, the then Secretary-
General of the OECD, Donald Johnston, certainly made a remarkable statement 
during his speech at a conference on “Women Entrepreneurship” in 2000 when 
he described the role of the organisation: 

“The OECD is ... a world centre, if not the world centre, for analysis and exchange 
of best practices in all important areas of public policy. In the issue of small and 
medium-sized enterprises and the role of women as entrepreneurs in the sector, we 
have much to learn from each other.... The concrete conclusion of this action-ori-
ented conference will be brought to the attention of decision makers at the highest 
levels.” (OECD, 2001d, p. 13.) 

                                                      
113 This could be exemplified by the fact that the third edition of the OECD SME Outlooks 
(OECD, 2005) included ”Entrepreneurship” in its title, while the previous outlooks (OECD, 2000 
and OECD, 2003) had not. The focus is shifting and SME policies are now including 
entrepreneurship. So, SME policy is becoming entrepreneurship policy (Cf. Stevenson and 
Lundström, 2002).      
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Johnston touches here the essence of the OECD´s influencing role in the proc-
ess of policy dissemination. However, he and the organisation stand not alone; 
experts, researchers, policy makers, representatives from diverse ministries and 
countries are involved in this process when they participated in meetings, con-
ferences, country-review visits and also contributed in the writings of the 
documents. Many of the reports have been influenced by the inputs from re-
searchers in the field of education. Andy Gibb, Andy Hargreaves, David 
Hargreaves, Michael Fullan, Thorsten Husén, Per Dalin, Albert Tuijnman, 
Charles Leadbeater, Risto Rinne, are just some on the (male dominated) list of 
names that crossed my way through the reports. Several of them are known 
names in the field of education. The importance of this consultation input 
should not be underestimated. The same goes for country background reports 
and inputs from national co-ordinators and national advisory committees. 
Throughout the analysis of the reports I observed that the documents often feed 
into one another and reference is made to other agencies at the supranational-, 
national- and subnational levels. Also the inter-agency cooperation at the su-
pranational level became clear to me. So, inputs come in a vertical- and hori-
zontal way. The OECD depends on these inputs in order to produce its huge 
output of policy documents. In this way it is possible to describe the OECD as a 
policy container that functions as a supra national think-tank for agenda setting 
and policy preparation. Taylor et al (1997) argue that the OECD, though it 
formally is an intergovernmental organisation, can be regarded as an independ-
ent policy actor that constructs its own agenda. The OECD research capacity is 
considerable, for the OECD secretariat is linked to a pool of consultants, ex-
perts, and governmental forums, which is an important factor in all this. More-
over, the OECD is part of an influential network of other organisations, such as 
UNESCO, the World Bank, the International Labour Organisation, the Com-
monwealth Secretariat and the European Union (ibid p. 71). These supra-
national organisations all have an interest in education policy. I therefore now 
want to turn to the policies of the European Union, especially to those relating 
to education, entrepreneurship and enterprise. 

4.3 The supranational level: The European Union 
European Community action in the fields of education and training took a real 
start in 1976 when the Council and the Education Ministers of the member 
states decided to start the first programme for cooperation, Eurydice, as a basis 
for better understanding educational policies and structures in the then nine-
nation European Community. The programme was launched in 1980. The ex-
change of information and experiences was seen as important while at the same 
time it reflected the belief that coordinated interaction between the education, 
training and employment systems should be improved. Much of these actions 
were aimed at the integration process of countries in the European Union, 
leading to the formation of the single European market. Even though the EU 
had been engaged in questions of education for a longer period (e.g., the Eras-
mus programme from 1986 that provided possibilities for student exchange) it 
was the 1992 Maastricht Treaty on the European Union that formed a legal 
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basis for these actions. It is then that education became an area of EU responsi-
bility in its own right.114 With the Treaty of Maastricht, the European Council 
officially became the initiator of the EU´s major policies. It is essential here to 
shortly mention something about the organisation of the European Union for a 
better understanding of EU policy. The organisation of the EU is rather com-
plex and consist of a number of institutions.115 I will mainly focus on the Coun-
cil of the European Union and the European Commission, as these institutions 
are considered to be most influential in the official policy making process (even 
though the European Parliament has increased its influences over the last 
years). 

The European Commission is a politically independent institution that upholds 
the collective European interest and it is the only institution that has the right 
to propose new EU legislation. It currently consists of 25 Commissioners who 
each have a different portfolio and a responsibility for the directorates-general 
(DGs). For this study the DG for Education and Culture and the DG for Enter-
prise and Industry are certainly most interesting. So, the commission promotes 
the common interest of the EU and it should act independently of the member 
states, while the Council of the European Union represents the member states. 
The Council of the European Union is made up of different ministers from the 
member states and it meets in nine different configurations, depending on what 
policy area is being discussed (e.g., education, youth and culture, etc.). The 
European council consists of the heads of states or governments of the Euro-
pean Union.116 The European Council has become more influential and stands 
at top of the European Unions decision-making hierarchy. About three to four 
times a year the presidents or prime ministers of the member states meet as “the 
European Council”. These so-called “summit meetings” set overall EU policy 
and review progress, which makes the European Council a major agenda-setter 
and the EU´s main decision making institute (Bomberg and Stubb, 2004; 
http://europa.eu/abc/index_en.htm). 

From combating unemployment to creating employment: 
Education, training & SMEs 

Europe’s relatively high unemployment rates in the beginning of the 1990s in-
creased the interests for the social and economic importance of education and 
training in society. This concern comes to expression in the Copenhagen Euro-

                                                      
114 In 1995 actions were further developed and gathered in the Socrates programme, covering all 
areas of the education system, together with Leonardo da Vinci (vocational training 
programmes) and the Youth Programmes. These programmes have been reinforced for the 
period 2000-2006 and are open for more countries than the present 25 member states (see further 
: http://ec.europa.eu/education/index_en.html). 
115 More information about the organisation of the EU is accessible via the EU portal address: 
http://europa.eu/index_en.htm (see also Bomberg and Stubb, 2004). 
116 The Council of the European Union and the European Council are both EU institutions. These 
should not be confused with the Council of Europe which is not an EU institution but an 
intergovernmental organisation based in Strasbourg (see further http://www.coe.int/).  
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pean Council in 1993.117 In the conclusions of the Copenhagen Presidency is-
sues as growth, competitiveness and unemployment receive considerable atten-
tion and the Council expresses that small and medium sized enterprises are of 
particular importance. In an annex to the conclusions a brief medium term 
European plan for economic revival is presented (“Entering the 21st century ori-
entations for economic renewal in Europe”). One of the eight orientations men-
tions profound changes in the education systems. It is stated that the priorities 
here are: 

• learning how to keep on learning throughout our lives; combining knowledge with 
know-how; 

• developing each individual’s creativity and initiative; 

• establishing the right of each individual to lifelong training (all young people would 
be given vouchers entitling them to initial education and/or training later on). 
(Copenhagen European Council, 1993, p. 26.) 

Even though the priorities for education in the Copenhagen Council are brief, it 
is interesting to notice that the creativity and initiative of individuals are seen as 
important and that lifelong learning comes into focus. The element of individ-
ual vouchers indicates that the ideas of market principles in education start to 
gain ground. On invitation of the Copenhagen Council, the European Com-
mission published the “White Paper on Growth, Competitiveness, and Employ-
ment” (European Commission, 1993).118 The concern of the White Paper be-
comes obvious when, in the first opening pages of the report, the Commission 
states that high levels of unemployment in the European Union is one of the 
major problems of the member states. With this document the EU wants to 
foster debate and assist decision-making – at decentralised, national and Com-
munity level in order: 

“To lay the foundations for sustainable development of the European economies, 
thereby enabling them to withstand international competition while creating the 
millions of jobs that are needed…//… Yes we can create jobs, and we must do so if 
we want to safeguard the future- the future of our children, who must be able to 
find hope and motivation in the prospect of participating in economic and social 
activity and of being involved in the society in which they live, and the future of our 
social protection systems, which are threatened in the short term by inadequate 
growth and in the long term by the deterioration in the ratio of people in jobs to 
those not in employment…// …of finding a new synthesis of the aims pursued by 
society (work as a factor of social integration, equality of opportunity) and the re-
quirements of the economy (competitiveness and job creation)…//…The one and 
only reason is unemployment. We are aware of its scale and of its consequences too. 

                                                      
117 All European Council Presidency Conclusions between 1994 and 2006 are available on the 
following website:  http://europa.eu/european_council/conclusions/index_en.htm  
118 White Papers contain an official set of proposals for Community action in a specific area, for 
example education, and are used as, what the EU describes as “vehicles” for their development 
(http://europa.eu/documents/comm/index_en.htm). Taylor et al (1997) mention that policy 
documents are often produced in two stages: first green papers which are discussion papers and 
then white papers or policy papers.   
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The difficult thing, as experience has taught us, is knowing how to tackle it.”  
(European Commission, 1993, pp. 3-9.) 

The focus on employment in the European Union must be seen in the context 
of the rise in unemployment figures, which, especially in the beginning of the 
1990s, had increased to high levels. Unemployment was characterised by both a 
high rate of long-term unemployment, and by the impact it had on people with 
low skills in particular. Many European countries were going through reces-
sions in the beginning of the 1990s. It is argued that the decline in the rate of 
jobs creation had been going on since the middle of the 1970s, and that this was 
severer in Europe than in Japan and the United States. Besides, European in-
dustry had not only lost market shares to the USA and Japan but had to give 
ground to the newly industrialised countries, too.119

 

Figure 6. Unemployment figures as presented in part C of the White Paper on Growth, 
Competitiveness and Employment (European Commission, 1993, p. 276). 

It is therefore, as is argued in the report, that the EU should overcome the 
handicaps that have contributed to the erosion of its competitiveness within the 
triad (European Community, United States and Japan) in recent years. Judging 
from the problem picture provided in this document it is clear that the argu-
ments for competition play an important role. It is interesting to notice that in 
comparison to the arguments in the OECD documents, the EU is much more 

                                                      
119 Newly Industrialised Countries (NICs) receive much attention during this period. In 1993, for 
example, the World Bank publishes the policy research report ”The East Asian Miracle” which 
pays attention to the connection between rapid economic growth and public policies. It is argued 
that SMEs play an important role, and the heading “Enterprise: Small and Medium-Size Are 
Beautiful” (p. 161) does indeed ring a bell.     
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concerned with competition, especially Europe’s economic position in relation 
to Japan and the USA. However, there is no comparison with countries such as 
China, Russia or East European countries. Not to mention the newly industri-
alising countries (NICs) in South East Asia or Latin America. Clearly, the pres-
entation suggests that Europe’s problems are partly a result of the successes 
elsewhere. So for the level of employment in Europe to improve, firms must 
achieve global competitiveness and therefore firms should think more in com-
petitive rather than comparative advantages. Comparative advantages are re-
lated to traditional factors such as natural resources, while competitive advan-
tages are related to qualitative factors that can be influenced by corporate 
strategies and by public policies. It is within these areas the European Union 
now wants to gain more success: To exploit competitive advantages associated 
with a knowledge-based economy. Thus, as is argued in the report, the “wealth 
of nations” [!] is increasingly based on the creation and exploitation of know-
ledge: 

“An economy based on the creation, dissemination and exploitation of knowledge 
will be one of the dominant features of the 21st century, and against such a back-
ground a number of these competitive factors will play a crucial role in generating a 
recovery in growth and an increase in employment.” (European Commission, 
1993, p. 57.) 

Knowledge-based investment is considered to be the solution to the problem.  
Factors such as training, research, services and the promotion of innovation, 
become the key elements that are thought to bring about durable growth. The 
move towards an information society, and the opportunities which it provides, 
will in the long run be as important as the first industrial revolution, according 
to the EU. The EU argues that education and training, in edition to their fun-
damental task of promoting the development of the individual and the values of 
citizenship, also have a key role to play in stimulating growth and restoring 
competitiveness in the Community: 

“Education and training are expected to solve the problems of competitiveness of 
businesses, the employment crisis and the tragedy of social exclusion and marginal-
ity, in other words they are expected to help society to overcome its present difficul-
ties and to control the profound changes which it is currently under-
going…//…Indeed it is the place of education and training in the fabric of society 
and their links with all economic and social activity which must be re-examined. In 
a society based far more on the production, transfer and sharing of knowledge than 
on trade in goods, access to theoretical and practical knowledge must necessarily 
play a major role.” (European Commission, 1993, p. 117.) 

Clearly, education and training are used as instruments of active labour market 
policy. The EU argues that the labour market becomes more flexible when vo-
cational skills are adapted to market needs. Training systems also play an im-
portant role in combating unemployment as the young will have easier to enter 
the labour market, whereas they promote the re-employment of the long-term 
employed, too. The last argument paves the way for lifelong learning policies 
which indeed will come more into focus some years later. It’s all about the 
adaptability to the labour market and certainly the employability of individuals, 
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but the European Union also sees it necessary to invest in human resources in 
order to increase competitiveness. Knowledge, and in particular the knowledge 
of individuals, has thus become the competitive element in the global economy. 
The integration of education and training systems into other sectors of society, 
including the private sector, seems crucial: 

“The member states agree on the need for greater involvement of the private sector 
to education and/or vocational training systems and in drawing up education and 
training policies in order to take account of market needs and local conditions. This 
could be done, for example, by encouraging businesses to become involved in edu-
cation and training systems and to integrate continuing training into their strategic 
plans.” (European Commission, 1993, p. 118.) 

To accomplish this there is a need to improve coordination of the measures 
implemented by the various authorities and bodies with responsibilities in the 
areas of training and the labour market. The EU wants to promote cooperation 
and (public-private) partnership between different actors (public authorities, 
businesses and the social partners) at the local and regional levels and establish 
an open education area. The development of individuals´ ability to adapt will 
become increasingly important, both for businesses and individuals, it is ar-
gued. The problems with suitability of skills and an increased disaffection with 
vocational education are some of the reasons for what is called “the failure of 
education” and “educational under-achievement” (ibid, p. 118 ff). In relation to 
these issues the report further discusses the need for reform, based on the con-
cept of developing, generalizing and systematising lifelong learning and con-
tinuing training.120 To develop human resources throughout peoples working 
lives, starting with basic education and working through initial training to con-
tinuing training, is important according to the EU. To establish a link between 
school education and working life is a major objective. Basic skills and “to learn 
how to learn” are essential in order to raise the “stock of human capital”. Even 
though many of the measures mentioned are focused on vocational education 
and training, the development of entrepreneurial skills121 and the cooperation 
between work and training seem important also at university level. Examples of 
this are measures to: 

“Raise the status of initial vocational education and training, and encourage the 
development of the entrepreneurial skills of young people and their capacity to ex-

                                                      
120 In addition, the EU clearly states that it wants to further develop the European dimension of 
education, to improve the quality of training and to foster innovation in education by increasing 
exchanges of experiences and information on good practices and developing joint projects. 
“Bottom-up” initiatives need to be encouraged as much as possible. Partnership and local 
initiative come to the foreground, which reflects the writings in OECD documents (OECD, 1990; 
OECD 1992). 
121 In the report the EU invites member states to cooperate in a youth guarantee scheme 
(YOUTHSTART) in order to “encourage young people to develop their vocational, personal, 
entrepreneurial and linguistic skills” (European Commission, 1993, chapter 8, p. 14). One of the 
YOUTHSTART measures is job creation which includes the promotion of self-employment and 
entrepreneurship. The European Structural Funds have played a substantial role in the financing 
of local and regional projects in this programme. See more about YOUTHSTART at: 
http://ec.europa.eu/employment_social/esf/en/public/sr_youth/sr_hor.htm  

– 113 – 



 

ploit the new technologies throughout appropriate work experiences…//…extend 
the scope and range of existing apprenticeship schemes, and/or other forms of linked 
work and training, in active cooperation with the social partners…//…encourage 
universities and other higher education institutions to collaborate more intensively 
with industry and commerce.” (European Commission, 1993, p.133.) 

The European Commission’s White Paper on Growth, Competitiveness and 
Employment stresses that the development of education and training is one of 
the prerequisites for the creation of jobs. Throughout the report the EU also 
underlines the important contribution of small and medium sized enterprises 
(SMEs) to the recovery of the European economy. SMEs, it is argued, play a 
crucial role in the link between growth and employment and they are consid-
ered to be the greatest potential job creators. Finally, reducing unemployment 
requires more pro-active labour market policies. This indicates that the EU 
wants member states to shift the focus; from combating unemployment to em-
ployment creation. It is now that education, training and SMEs, in combina-
tion, are increasingly becoming important ingredients in EU policies for em-
ployment. To underline this importance, the European Commission even 
states:  “One way of sending an important signal and creating added awareness in 
this area would be to announce and organise a `European Year of Education´ 
(perhaps in 1995)” (European Commission, 1993, p 122). Successively the 
European Commission and European Councils refer to this White Paper while 
progressively refining their policies. In 1994, the Essen European Council em-
phasises the need to improve the employment situation in the EU and stresses 
that vocational training should be promoted, especially for the young. Life-long 
learning is considered an essential element. Job creation initiatives and an active 
labour market policy have to be stimulated, especially at the local and regional 
level, while extra attention should be paid to the young, unemployed women 
and older employees. Further, the Council also announces that Austria, Finland 
and Sweden will accede to the European Union on 1st January 1995. 

Information society becomes learning society 

The European Commission increasingly refers to the importance of education 
and training, which in the end of 1995 comes to expression in the White Paper 
on Education and training “Teaching and Learning. Towards the Learning Soci-
ety” (European Commission, 1995a). In the report unemployment and social 
exclusion, particularly among young people, are seen as major problems in so-
ciety. Education and training are considered the right means to tackle these 
problems. The development of education and training is one of the conditions 
for the development of a new model for more employment-intensive growth. 
Although these ideas had already been announced earlier in the White Paper 
“Growth, Competitiveness and Employment” of 1993, the report on education 
puts forward guidelines for action in order to take account of market needs and 
local conditions. It particularly wants to encourage enterprises to become in-
volved in education and training systems but also to let them integrate training 
into their plans. The European Commission stresses that the policy responsi-
bilities rest first and foremost with national, regional and local authorities. The 
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White Paper describes the action to be taken in the member states. The main 
measures include objectives to: 

• encourage the acquisition of knowledge; 

• bring school and the business sector closer together; 

• combat exclusion; 

• develop proficiency in three European languages; 

• treat capital investment and investment in training on an equal basis. 
(European Commission, 1995a, p. 32-33.) 

These actions must be taken, partly as a result of the economic recession in the 
beginning of the 1990s but also as a result of the problems of the competitive-
ness of industries and services. The internationalisation of trade, the global 
context of technology and the arrival of the information society have created 
possibilities to easily access information and knowledge. For people this implies 
that work organisation is changing and new skills must be learned. Therefore, 
as argued by the Commission, teachers and those involved in training have a 
major role to play in the creation of the society of the future, which will be a 
learning society. The objective to bring the school and the business sector closer 
together is linked to the cooperation argument. Regional and local cooperation 
is important to enhance employability and help marginalized groups to inte-
grate. Although large part of the objectives focuses on vocational training and 
apprenticeship/trainee schemes some general points are drawn up as: 

 “Building or reinforcing bridges between schools and businesses can do nothing but 
good, for both sides, and help underpin equal employment opportunities. With re-
spect to the world of learning in the widest sense, stretching from primary to higher 
education, training courses must be better matched to employment opportunities 
//…// therefore, bringing schools and the business sector closer together is a priority 
in which the social partners must play their role //…// an understanding of the 
world of work, a knowledge of enterprises and an insight into the changes which 
mark production processes are some of the basics which schooling must take into 
account.” (European Commission, 1995a, p. 38.) 

The Paper’s main conclusions for education and training are that Europe has a 
historical opportunity now that the world is going through a period of transi-
tion; building up the learning society of Europe in this age of change also entails 
radical change. As: 

“All too often education and training systems map out career paths on a once-and-
for-all basis. There is too much inflexibility, too much compartmentalisation of 
education and training systems and not enough bridges, or enough possibilities to 
let in new patterns of lifelong learning”. (European Commission, 1995a, p. 54.) 

The White Paper on Education and Training marks an important stage in the 
development towards more profound EU policy planning in the field of educa-
tion. Besides, through this document the boundaries between education policy 
and economic policy start to blur. School and business are supposed to come 
closer and concepts as “lifelong learning” and “learning society” start to become 
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common use in the policy documents. The Council and the European Parlia-
ment indeed propose that 1996 will be the European year, not of education, as 
was earlier suggested in 1993, but of Lifelong Learning. 

SMEs and the creation of an entrepreneurial culture 

In the report “Small and Medium-Sized Enterprises A Dynamic Source of Em-
ployment, Growth and Competitiveness in the European Union” (European 
Commission, 1995c), presented for the Madrid European Council, it is argued 
that SMEs have compensated for the job losses in large enterprises during the 
period 1988 to 1995. This certainly enhances the belief that SMEs are potential 
job creators. However, according to the European Commission, SMEs have a 
larger potential to create more jobs but administrative and fiscal burdens pre-
vent companies to do so. 

“But there is perhaps a bigger challenge: To make the life of the European entrepre-
neur simpler in every respect, less burdened with costly, unnecessary bureaucracy, so 
as to really encourage entrepreneurship, creativity and innovation throughout the 
Union.” (European Commission, 1995c, p. 1.) 

To simplify legislation is one aspect that helps to encourage entrepreneurship, 
creativity and innovation.122 Another focuses on the development of human 
resources. Here the European Commission argues: 

“In the medium and long term education and training should aim to encourage an 
entrepreneurial culture which will lead to business start-ups and job creation as en-
visaged in the White Paper on Education and Training.” (European Commission 
1995c, p. 11.) 

The document clearly builds on previous reports but the formation of an “en-
trepreneurial culture” comes to the foreground. The encouragement of entre-
preneurship should take place at all policy levels and policy makers must now 
give full recognition to recreate and stimulate a truly entrepreneurial culture, it 
is argued. Self-reliance, risk taking and a sense of personal commitment are all 
parts of this. Member states should, inter alia, encourage apprenticeships which 
combine school and college-based training with work experience as well as im-
prove access to training for women. In the last part of the report the commis-
sion provides examples of measures already taken in several European countries 
and mentions, for example, the Swedish agencies ALMI and the National Board 

                                                      
122 Following this report, the Commission publishes the Green Paper on Innovation (European 
Commission, 1995).  In the paper it is argued that human resources are the essential factor for 
innovation, both in firms and societies. Initial and ongoing training play a fundamental role, not 
only in providing the basic skills but also to adapting them later in life. However, it is argued that 
the concept of lifelong education and training has still to be developed. Innovation should be 
promoted as “innovation is at the heart of the spirit of enterprise” (ibid, p. 10). The report further 
refers to several other previous reports (for example the two White Papers discussed above) but 
also to some studies in preparation (for example the White paper on the information society, 
which will be discussed below). The Commission also refers to other   organisations, of which 
numerous times to the OECD.    
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for Industrial and technical Development (NUTEK).123 These organisations 
help with technical development support and the coordination of training and 
management improvement. Obviously, this summary of SME-related measures 
in different countries has no other function than policy dissemination. It is 
about the provision of good examples from which other countries are supposed 
to learn. 

Strengthening the local level and bridging the gap 

In the presidency conclusions of the 1995 European Council in Madrid, refer-
ence is made to the White Paper on Growth, Competitiveness and Employment 
and to the conclusions adopted at previous European Council meetings. The 
council wants to reaffirm its commitment to job creation and welcomes the 
development of a European Confidence Pact for Employment, which is to be 
presented at the next European Council Meeting in Florence, 1996. Just before 
that Council meeting the report “Action for Employment in Europe - a confidence 
pact” (European Commission, 1996b) is released. It is in fact a prolongation of 
the report that launched SME policy (European Commission, 1995c) but it 
widens focus and talks much more of the completion of the European internal 
market and the global competitiveness of SMEs. The Commission wants to ac-
tivate national employment systems and, what is rather significant; the local 
level should be involved as it is considered to be the most appropriate level for 
activating employment. Policies for local development and employment initia-
tives are considered the new approach for job creation, which echoes the rec-
ommendations of an OECD report (1990) earlier discussed in this study. The 
European Commission recommends member states to support local employ-
ment initiatives and puts forward the structural funds as an instrument to ac-
complish this.124 It further wants to promote the employability of young people, 
which can be done by developing links between schools and firms.125

Similar ideas are expressed by Gass in the report “The Goals, Architecture and 
Means of Lifelong Learning” (Gass, 1996), a European Commission’s back-
ground paper in relation to the European Year of Lifelong learning 1996. The 
previous rhetoric about the “links between schools and firms” has now turned 
into a “bridge between educators and entrepreneurs”: 

                                                      
123 The English name for NUTEK has changed into ”The Swedish Agency for Economic and 
Regional Growth” (www.nutek.se).  
124 The European Commission also urges for the development of so-called ”territorial pacts for 
stronger partnerships” in which the Committee of the Regions (COR) are supposed to play an 
important role. These aspects are to be discussed during the Florence and Dublin European 
Councils later that year.  
125 At the 1996 European Council in Florence unemployment is again considered unacceptable 
and to fight unemployment has to remain top priority. The Council refers to the Essen 
declaration, which already promoted job creating activities at the regional and local level, and the 
White Paper on Growth and Employment. In line with the Confidence Pact the council stresses 
that action for employment should take place at all levels, including the regional and local.  The 
council requests to focus the structural funds on job creation and to discuss the implementation 
of national multi-annual plans at the Dublin meeting. 

– 117 – 



 

“The logic of education, which is to develop the talents of all individuals, and the 
logic of industry, which is to make the best use of human resources, are finding 
common ground in new ways and require new partnerships...//...Thus there is now 
a historic opportunity to bridge the gap between educators and entrepreneurs, and 
between general education and vocational training.” (Gass, 1996 p. 8 and p. 16.) 

According to Gass, education and training have to be regarded as a single proc-
ess due to the flexible and complex job profiles which will evolve during an in-
dividual’s life time. Lifelong learning must be regarded as an approach which 
focuses on the individual’s learning opportunities and processes, in fact 
throughout life. These learning opportunities are not only provided by the 
school but by many institutions in society, such as the family, the firm, or the 
communication media. What are the reasons behind these needs for change? 
Gass argues that the challenges of the leaning society have an economic and a 
social dimension. The economic dimension relates mainly to the need of society 
for a more highly- educated population. The development and renewal of skills, 
“human capital”, is important. This argument is here partly related to the in-
creased competition of low-wage economies in Eastern Europe, Asia and Latin 
America. Clearly, the competitiveness argument is still in place, but now low-
wage economies have become major competitors. The social dimension is re-
lated to changing life patterns which, it is argued, are becoming more flexible, 
dynamic and creative and lifelong learning may provide opportunities to redis-
tribute life-chances, i.e., second-chance education or adult training. According 
to Gass, this puts the issue of “recurrence” in education and training back on 
the agenda.126 Although this mainly relates to later phases in life, the problem of 
youth unemployment in Europe certainly contributes to the interest for lifelong 
learning. Nevertheless, the foundation of lifelong learning should be laid early 
in life. In order to be become the foundation of lifelong learning the school 
(basic schooling up to 16) has to develop in certain directions, which are sum-
marised in four points: 

• Basic competencies and the core curriculum 

• Problem-solving pedagogy 

• Individualisation 

• Continuous assessment 
(Gass, 1996, p. 20.) 

Gass argues that the questions on what knowledge, skills and attitudes children 
need are at present important and discussed in many societies but the curricu-
lum should involve “learning to learn”. This leaning to learn process has to start 
in the school and will be essential for the organisation of   the individual’s 
knowledge resources later in life. This means that problem-solving should be 
preferred over knowledge accumulation. Problems in the environment 

                                                      
126 It is argued here that ”recurrent” or ”second chance” forms of education can be part of lifelong 
learning. Gass refers here to the OECD who, early in the 1970s, argued that ”education 
opportunities should be spread over the individual’s lifetime, as an alternative to the ever-lengthening 
period of continuing education for youth.” (Gass, 1996, pp. 18-19) 
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(natural, civic and work) have to be brought into the school or the school could 
even be involved in problem-solving in the community. This certainly contrib-
utes to fundamental changes in teaching and assessment methods (Gass, 1996, 
p. 20). Learning and assessment have thus become continuous processes while 
learning to learn and realistic problem solving are didactical methods in the 
pedagogy of lifelong learning. However, through life people will be confronted 
with technological and economic change which, it is argued, to some extend 
implies “a radical transformation of the culture of the educational and enterprise 
systems, away from an “employee” to an “enterprising” set of values and skill.” 
(ibid, p. 24.) Are the dividing lines between employee and employer disap-
pearing? Judging from the argumentation in this report, it seems that the case 
for self-employment is not far away. 

Information society and the focus on the skills of individuals 

Between the European Councils of Florence and Dublin the European Com-
mission also presents the Green Paper “Living and working in the information 
society: People first” (European Commission, 1996a). Employment growth has 
been low but stable since 1973, the year of the first oil shock which was the 
starting point for slowdown of economic growth. The problem, it says, is that 
employment growth has not kept up with the growth in the labour force. This is 
the same argument as could be seen in the OECD reports discussed above (e.g., 
OECD, 1985) in which it was argued that the employment problem also relates 
to demographic problems.127 The main purpose of this document is related to 
the development of information and communication technologies (ICTs), and 
their possible effects on employment. It is thought that in the short run job 
growth in certain parts of the ICT sector will compensate for the job decline in 
the manufacturing sector. However, this restructuring of the economy causes a 
need for a more skill and qualification based labour market, which of course 
adds to the arguments for education and training: “Education and training must 
be swiftly reoriented so that learning institutions are much more responsive to the 
changes in the skill needs of business and industry.” (European Commission, 
1996a, p. 19.) It is argued that the education system has to make a turn from 
teaching to learning and enterprises must offer more learning by doing, i.e., 
people who work in companies have to update their skills too. Individual skills 
and the leaning of the individual are in focus. 

Changing skill requirements turns the focus on human resources and human 
capital. It all fits the arguments for the (lifelong) learning society as discussed in 
previous reports and certainly policy documents that lie ahead. This report, for 

                                                      
127 In the report it is argued that ”The depressing situation has led to a debate on the ”end of work” 
and of ”jobless growth” linked to the effects of ICTs on working life. Several major studies have been 
undertaken by the ILO and OECD as well as by the EU during the last few years to gain a better 
understanding of the nature of the employment problem in Europe” (p 14). The OECD pays 
considerable attention to these problems during the beginning of the 1990s. In 1994 it publishes 
the “OECD Jobs Study” (OECD, 1994) which articulated ten broad policy orientations. One of 
these says: “Nurture an entrepreneurial climate by eliminating impediments to, and restrictions on, 
the creation and expansion of enterprises.” (cf. OECD, 1998d.)    
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example, puts forward arguments that are also related to technological change. 
Throughout my analysis of the documents it becomes clear that, although the 
documents are focussing on different issues, the problems are very much re-
lated to one another and the provided solutions often point into one direction. 
Nevertheless, this scope of different issues makes the policy drive very effective. 
Thus far it strikes me that the policy process of the European Union is charac-
terised by the strong interplay between the European Council and the European 
Commission. The interplay is, of course, much more complex than it looks at 
first sight. When the European Commission produces a report (which might 
have been ordered or suggested by the Council) it is often approved of at the 
European Council meetings. This process creates step-wise changes that keep 
the policy drive going. The different documents thus fuel the policy drive and 
the policy scope makes it more effective. However, the policy process is shaped 
by a great number of actors and agencies and many publications and statistics 
testify to the importance of SMEs. Besides, the dissemination of policy ideas is 
supported by numerous conferences and seminars on the topic. In the Pro-
ceedings of the 1994 Berlin Conference “Craft and Small Enterprises: The key to 
Growth, Employment and Innovation” (DG Enterprise, 1997a), for example, one 
of the topics concerns the creation of enterprises. It is argued that an essential 
part of the support of start-ups is better training for entrepreneurs. It is 
important to help the individual rather than the enterprise, because the 
personal skills are so important. However, education is criticised when 
reference is made to an earlier symposium on which: 

“There was a very clear feeling…that the education systems were hostile to the idea 
of entrepreneurship, and this is getting worse. It is even more worrying that the 
education systems have not understood what management of an enterprise means. 
The education system devalues the career of an entrepreneur. As a result,  not only 
are there fewer enterprises but the rest of society and the public authorities responsi-
ble for regulating their activities fail to understand the challenges faced by entrepre-
neurs.” (DG Enterprise, 1997a, p. 41-42.) 

In order to overcome this problem there should be changes in the education 
system. Educational reform is wanted and the Ministers of Education of the 
member states are requested to collaborate on this issue in order to draw up 
such a reform. Also the need to simplify the systems for supporting and assist-
ing start-ups is one of the demands for change: 

“It is not for the state or the European Union to intervene directly when an enter-
prise is set up, but they could create a favourable environment for the blossoming up 
of the spirit of enterprise and encourage the elimination of obstacles encountered by 
entrepreneurs.” (DG Enterprise, 1997a, p. 42.) 

So, member states are expected to stimulate the spirit of enterprise by creating 
good conditions and eliminate obstacles. As could be seen in the previous ex-
cerpt one of the obstacles is clearly the education system. The negative attitudes 
towards entrepreneurship are explained by the fact that education systems have 
no clear understanding of the business sector. But imagine, the hostile attitudes 
might also depend on the fact that they have. 
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Nevertheless, in successive European Council meetings employment, competi-
tiveness and growth are returning points on the agenda.  At the 1996 European 
Council meeting in Dublin the council adapts the Dublin declaration on em-
ployment. This declaration builds on the Essen strategy but it enhances the 
competitiveness of SME´s. The following Amsterdam European Council in June 
1997 marks an important development in the policy process. Even though the 
primary responsibility for employment measures rests with the member states, 
the Council wants to imply a better co-ordination at European level. 

“Economic efficiency and social inclusion are complementary aspects of the more 
cohesive European society that we seek…//…the European Council calls upon all 
the social and economic agents, including the national, regional and local authori-
ties and the social partners, to face fully their responsibilities within their respective 
sphere of activity.” (European Council Amsterdam, 1997.) 

Clearly, the integration of Europe has to be stimulated through the integration 
of policies and partners at different levels, though this demands coordination, 
also at European level. However, it also indicates some of the measures that will 
lead the way to fulfilment of the Economic and Monetary Union. The Council 
expresses that it wants to gain momentum in fostering economic growth, 
fighting unemployment and that the job creating potentials of SMEs should be 
recognised. Moreover, the employment relevance of training and lifelong 
learning should be enhanced.128 The Amsterdam European Council opened the 
door (or window), for the following Extraordinary European Council on em-
ployment. In order to strengthen its coordination in the field of employment 
creation, an extraordinary European Council meeting is held in Luxembourg. 
Backed up by the Treaty of Amsterdam and the conclusions of the previous 
summit, the European Council now suggests considerable policy changes that 
become known as the “Luxembourg process”. It is about a European coordi-
nated employment strategy and a new approach compared to Essen. As such it 
can be regarded as a watershed for the European Union’s policy development in 
the key area of employment, but it certainly also marks an important turn for 
the policy development in the field of education and training. 

What does the policy drive show so far? The period from the Copenhagen 
European Council (1993) to the Luxembourg Extraordinary European Council 
on employment (1997) is marked by some influential documents and events. 
The White Paper on Growth, Competitiveness and Employment (1993), and 
the White Paper on Education (1995) can be considered to be essential agenda 
setting documents as they put forward “guidelines for action”. 

                                                      
128 The European Council in Amsterdam decides that lifelong learning should be a guiding 
principle behind community policy in the field of education and training. It should also be 
incorporated in other areas of European policy, in order to increase employability. The Treaty of 
Amsterdam increases the cooperation between the member states, especially in the area of 
employment. It also marks the European intentions in the field of education. The articles 149 and 
150 on education, for example, express that the EU wants to develop a European dimension in 
education but also stimulate cooperation between education or training establishments and firms 
(see further at: http://europa.eu/abc/treaties/index_en.htm). 
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Figure 7. Some of the selected documents, showing parts of the EU Policy Scope and Policy 
Drive on SMEs and Education, towards Luxembourg. 

Several other documents later refer to these white papers. In this context they 
also symbolise the importance given to both the economy and education, two 
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sectors that become increasingly interwoven. Gradually the policy arguments 
are shifting. First these are mainly concentrated on employment creation, but 
increasingly SMEs come into the picture as they are considered to be a source 
for growth and employment. A result thereof is the need to create an 
“entrepreneurial culture” and to put more efforts on education; in a way 
linking the economy to education. At the same time ideas are put forward that 
there are no enterprises without entrepreneurs, which finally causes that 
concepts as the entrepreneur and entrepreneurship enter the policy scene. 
Thus, in relation to the policies for SMEs two different arguments develop; In 
the first place it is considered important to create an entrepreneurial culture 
and an entrepreneurial friendly environment, secondly the skills and 
motivation of individuals should be developed, preferably throughout life as 
working life is changing at a rapid speed. Related to this, the interest for skills129 
and lifelong learning come to the foreground. Clearly, now lifelong learning 
serves to bring education and the economy closer together. Its importance is 
highlighted by declaring 1996 the European Year of lifelong Learning. In the 
very same year the OECD publishes its report on lifelong leaning for all (OECD, 
1996), discussed above. The arguments for pedagogic innovation, the role of 
new technologies, the link between schools and businesses, as well as the 
importance of local partnerships (also between public and private sectors) all 
focus on the changing work environment and the need to create jobs. 

The drive from Luxembourg to Lisbon: Self-employment and the 
fostering of entrepreneurship 

The Luxembourg Extraordinary European Council (1997) announces a new 
approach to the employment challenge in order to “combat unemployment” and 
to “unleash Europe’s potential for dynamism and enterprise”. In this context the 
European Council also mentions the importance of the European single mar-
ket. The aspects of competitiveness are thus not only related to the global econ-
omy but also increasingly to the internal market, in fact the creation of the 
Single Market of the European Union. The Council wants to establish Union-
wide employment guidelines that contain common indicators and targets, a 
clear indication that measuring becomes more important. The member states 
are expected to incorporate these guidelines in so-called National Action Plans 
(NAPs) and present these before the Cardiff European Council. The guidelines 
for 1998 contain four main lines of action: 

• improving employability 
• developing entrepreneurship 
• encouraging adaptability in businesses and their employees 
• strengthening the policies for equal opportunities 

(Luxembourg Extraordinary European Council, 1997.) 

                                                      
129 The European Commission, Directorate-General XXII (Education, Training and Youth) has 
also highlighted the employment and competitive issues in several reports and programmes. 
Within the Eurotecnet programme (Eurotecnet became Leonardo in 1995), for example, skills 
and competencies are linked to Human Resource Development (European Commission, 1995).  
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Through the guidelines the member states are expected, inter alia, to make the 
transition from school to work easier, to develop possibilities for lifelong 
learning, to encourage partnership approaches, to encourage self-employment, 
to make it easier to start and run a business, to develop skills relevant to the 
labour market, and to renew skill levels within enterprises. Even though entre-
preneurship had been discussed earlier in different documents, the 1997 
Luxembourg Extraordinary European Council on employment put entrepre-
neurship on the European policy map. The concept of entrepreneurship is 
climbing to the top of the supranational agenda and through its coordinated 
employment strategy the EU starts “the Luxembourg process”, through which 
the identification and exchange of good practises is stimulated. 

The importance of small enterprises for the combating of unemployment is also 
discussed in the preparations for the Milan conference of 1997 “Employment 
through innovation” (DG Enterprise 1997b) in which important issues were 
“the spirit of enterprise and employment in the internal market” and “a strategy 
for innovation and competivity”. The creation of jobs is also here seen as the 
major challenge for society. The document refers to earlier studies in which has 
been shown that during the period 1988 and 1995 the loss of employment in 
large companies has been compensated by the creation of jobs in small and 
medium sized enterprises. The document puts forward that younger people 
should see self-employment as a career alternative. Thus, in order to encourage 
entrepreneurship in Europe for the creation and survival of small businesses: 
“...a revival of the entrepreneurial spirit among young people, their families and 
teaching staff is the main way of encouraging people to choose self-employment...” 
(ibid, 1997, p. 40.) 

The report talks of the creation of a spirit of initiative and responsibility and to 
promote an enterprise culture and entrepreneurial spirit. It is now that the con-
cepts of enterprise and entrepreneurship are becoming common use in the EU 
rhetoric. 

Fostering entrepreneurship, the breakthrough 

In the spring of 1998, following the recommendations of the Luxembourg 
summit on employment, the Commission publishes the communication 
“Fostering Entrepreneurship in Europe: Priorities for the future”.130  There is no 
doubt, judging from the Commission’s definition of the concept; entrepre-
neurship is related to the commercial activities of individuals: 

“Entrepreneurship is a dynamic process by which individuals constantly identify 
economic opportunities and act upon them by developing, producing and selling 
goods and services. This process requires qualities such as self-reliance, a capacity 
for risk-taking and a sense of personal commitment.” (European Commission, 
1998, p. 1.) 

                                                      
130 Mind the title. In 1998 the OECD publishes a report with a similar title ”Fostering 
Entrepreneurship” (OECD, 1998) in which it argues that the promotion of self-employment and 
business ownership should be stimulated. I discussed it earlier in the part on the OECD.   
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The second part of the above excerpt shows that certain qualities are needed in 
order to stimulate entrepreneurship. Self reliance, a capacity for risk-taking and 
a sense of personal commitment are indeed characteristics that have been used 
in the literature on enterprise education and learning (see discussion in chapter 
1). Enterprising characteristics are thus considered to be a prerequisite for en-
trepreneurship. Sure, this becomes clear when the Commission states that ac-
tions should be taken for encouraging an enterprise culture: 

“In order to create a strong and vibrant business community we have to start by de-
veloping a spirit of enterprise and risk-taking. We must overcome a number of 
prejudices in society and our education systems and the institutional environment... 
//... there is an increasing need for effective education and training.” (European 
Commission, 1998, p. 3.) 

Fostering a culture of enterprise implies the removal of prejudices and a change 
of attitudes towards entrepreneurship. The commission argues that action 
should be taken at EU-, as well as national level. At EU level it wants to initiate 
and promote a series of actions aimed at fostering an entrepreneurial spirit. 
These, for example, include the starting up of a European Business Education 
network and the establishment of networks between organisations representing 
young entrepreneurs, women and co-entrepreneurs, but even entrepreneurs 
from minorities. The European Commission also wants the member states to 
consider a total of eleven measures, of which some are: 

• include knowledge about entrepreneurship in the curricula of national education 
and training systems; 

• target specific groups such as women, the long-termed unemployed and disadvan-
taged groups to make them aware of the potential of entrepreneurship; 

• encourage self employment as an option in career development and for the training 
of the unemployed; 

• involve the media in order to give entrepreneurship a more prominent and positive 
role in society.  (European Commission, 1998, p. 4.) 

Self-employment is considered a career option while education and training 
systems are put forward as tools to foster the entrepreneurial spirit. In a way 
entrepreneurship is thus a tool to increase employment and to lower unem-
ployment. It is interesting to notice that the European Commission wants to 
use the media as a means of marketing this spirit. The commission further 
considers that there are differences in the dynamism of entrepreneurship at the 
subnational regions and therefore wants to put more effort the support of en-
trepreneurship via the Structural Funds. This communication on fostering en-
trepreneurship links entrepreneurship to education and it clearly propagates 
the importance of an enterprise culture and the inclusion of entrepreneurship 
in the curriculum. However, this report stands not alone. At about the same 
time the so-called BEST131 report is published. The report covers a variety of 

                                                      
131 The Business Environment Simplification Taskforce (BEST) was established in September 1997 
in response to the European Council. The group consists of representatives from national 
governments, the business sector and universities. The objective was to identify ways to improve 
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themes, including education and training. There it is argued that “Europe needs 
to promote an entrepreneurial culture so that more people take the risk of creating 
an enterprise” (European Communities, 1998a, p. 9.) The BEST-group argues 
that the nature of the problem is defined by Europe’s “fundamental cultural 
problem” (ibid, p.14),  as the concepts of enterprise and entrepreneurial skills 
are not sufficiently present in national education systems. There is too much 
emphasis on academic knowledge and too little encouragement of the spirit of 
entrepreneurship. The training of skills is focused on employment in large firms 
or the public sector, rather than in SMEs. The BEST report provides several 
proposals for change and it is argued that action should take place at all levels in 
the European Union, Community, national and local. The voice of the SMEs 
needs to be heard more clearly, it is argued. 

The last two reports concentrated on the fostering of entrepreneurship and the 
creation of an enterprise culture and both reports also address the incorpora-
tion of entrepreneurship in the national curriculum. Clearly, the focus shifts to 
discussions about curriculum and entrepreneurship which puts the policy for-
mation of entrepreneurship and enterprise in education in a rapid develop-
ment.132 Based on these two reports, the Cardiff European Council of June 1998 
wants the member states and the community to create conditions for fostering 
and encouraging entrepreneurship and SMEs. It orders the European Commis-
sion to form an action plan to promote entrepreneurship and competitiveness. 

Education for an entrepreneurial society 

The Commission presents a proposal to this action plan in the autumn of 1998. 
In this document the European Commission gives response to the BEST report 
and combines these with formulations from previous writings. The plan is fi-
nally endorsed in the spring of 1999; “Action plan to promote entrepreneurship 
and competitiveness” (European Commission, 1999a). Education is used in the 
process of promoting entrepreneurship. While earlier reports refer to the pro-
motion of an entrepreneurial culture, this report mentions the promotion of an 
entrepreneurial society. The text reveals, again, that the European Commission 
is rather critical to Europe’s education system, and even the existing culture. It 
is argued that the education system does not meet the requirements of the en-
trepreneurial society, even though most people do not think of it. 

                                                                                                                                 
the business climate for entrepreneurs and to promote entrepreneurship. The report consists of 
two volumes (see http://ec.europa.eu/enterprise/enterprise_policy/index_en.htm).   
132 In the spring of 1998 NUTEK and the European Commission organise a seminar in 
Stockholm. The theme of the seminar is ”Training for New Starters in Business” and some 80 
experts from EU member states participate. The issue of “fostering entrepreneurship” is 
mentioned by Lars Rekke, Secretary of State at the Swedish Ministry of Industry and Trade. One 
of the seminar topics is “Stimulating and equipping entrepreneurship”. In a presentation 
“Training for Entrepreneurship - from Primary School to Running a Business”, Professor Bengt 
Johannisson refers to his and Torsten Madsén´s comprehensive Swedish survey concerning 
training for entrepreneurship (Johannisson and Madsén, 1997). The Study was commissioned by 
the Ministry of Industry and Trade (I will return to this study at the national level).      
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“At present, most people do not think of and are not prepared for an enterprising 
life. The educational system traditionally teaches young people to reproduce facts 
and to look for work as an employee. Entrepreneurs in contrast need an education 
which gives them attitudes, and skills such as self-motivation, creativity, opportu-
nity seeking and the ability to cope with uncertainty. There is a fundamental cul-
tural problem in Europe that these concepts and skills are not sufficiently presented 
in national education systems either at primary, secondary or university level. 
There is also the problem that most teachers have not been trained to teach enter-
prise.” (European Commission, 1999a, p. 7.) 

The above excerpt clearly shows that entrepreneurial skills and attitudes em-
brace the enterprising characteristics of creativity and self-motivation. To cope 
with uncertainty and to seek opportunity are recurrent items in the research 
literature on entrepreneurship and enterprise. Uncertainty and change are also 
central to the growing interest for lifelong learning and the learning society. 
Although this document is based on earlier documents, new elements are 
added. On the question when to start with entrepreneurial education, this re-
port, for example, suggests the primary and secondary school levels, but the 
BEST report of 1998 only talks of “an early stage in schools” and “to begin in 
schools”. Another aspect that comes to the foreground is that in this report the 
matter of teachers is discussed. Teachers have not been trained to teach enter-
prise, which may indicate that the Commission wants to involve teacher educa-
tion. Clearly, entrepreneurship has to spread through the education system in 
order to create an entrepreneurial society.133 Therefore the European Commis-
sion suggests the member states to consider several issues: 

• How to promote entrepreneurship through the education system from primary 
school to university and technology colleges. 

• How SMEs can work with schools and universities to achieve this and to make sure 
that the skills needed in business are thought. 

• How to highlight the role and benefit of entrepreneurship in society, e.g., through 
awards for successful and innovative entrepreneurship and media campaigns. 
(European Commission, 1999a, p.7.) 

The significance of awards and the use of the media in the dissemination of 
these policies are interesting. These public relation measures will certainly 
stimulate the process of policy-learning (cf. Rose, 1993). Another aspect that 
will generate dissemination is the fact that the concept of entrepreneurship 
starts to spread towards adjacent policy areas; employment policies, educational 
policies, youth policies etc.  The problems put forward are more or less the 
same and are often repeated throughout different policy documents, but the 
solutions gradually change or they become more refined. Or to put it differ-
ently, more solutions can be hooked up at the same problem. The nucleus of 
                                                      
133 Similar ideas are presented in the European employment guidelines for 2000. There it says: 
“The development of new enterprises, and the growth of small and medium-sized enterprises 
(SMEs), is essential for job creation and for the expansion of training opportunities for young 
people. This process must be promoted by encouraging greater entrepreneurial awareness across 
society and in educational curricula.” (European Commission, 1999b, p. 8.)  
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the problem is still focussed on growth, competitiveness and employment but 
there appears to be a chain of solutions that is slightly changing. In order to 
decrease unemployment levels, jobs should be created; in order to create jobs, 
more enterprises are needed; in order to create more enterprises, entrepre-
neurship should be stimulated; in order to stimulate entrepreneurship, admin-
istrative burdens should be removed and individuals should learn specific skills 
and be encouraged to become entrepreneurs; In order do this, the fostering of 
entrepreneurship becomes necessary; in order to do that, a spirit of enterprise 
and an entrepreneurial culture should be created; and, finally, in order to create 
the spirit of enterprise and to foster entrepreneurship...education is considered 
to be the ultimate place to promote entrepreneurship and so create an entre-
preneurial society.  This may be a simplification of the matter, but it follows 
what has been described by Lundström and Stevenson (2002), who argue that 
entrepreneurship policies influence the more established SME policy area (p. 
46). SME policy turns to become entrepreneurship policy. 

Throughout my analysis of the documents it appears that solutions seem to 
create new problems that need other solutions. New branches, as it were, grow 
from the tree. The problems and solutions are changing but this, of course, also 
depends on the level of concern. Since the beginning of the 1990s the European 
Commission has presented the problems in macro economic terms, but the 
approach has become much more defined and it gradually also focussed on the 
local and regional level. The discussions on education are also slowly but surely 
changing. First the problems were discussed in rather general terms and at sys-
tem level, but successive reports become more specific in their formulations 
and even approach the different school levels. The agenda setting process is ad-
vancing and becomes more focussed on the formulation of concrete policies 
(Cf. Kingdon, 2003). However, as the above excerpt showed, the member states 
are requested to look further into the matter. The commission raises questions 
but leaves room to the member states to decide nationally what kind of meas-
ures should be developed. Nonetheless, action should be taken within certain 
deadlines, in this case before the end of 1999. 

The Lisbon Strategy: Goals for the next decade 

In March 2000 the Lisbon Extraordinary European Council agreed on a new 
strategic goal for the development of the European Union. It puts forward that 
“The EU is confronted with a quantum shift resulting from globalisation and the 
challenges of a new knowledge-driven economy”. This problem, it is argued, re-
quires a radical transformation of the European economy and the European 
Council therefore aims to pick up speed in the process of structural reform for 
competitiveness and innovation. The rather ambitious goal is to become, within 
a decade, “the most competitive and dynamic knowledge-based economy in the 
world, capable of sustainable economic growth with more and better jobs and 
greater social cohesion.” (Lisbon European Council, 2000.) Education is sup-
posed to play an important role in all this but the education and training sys-
tems therefore also need to transform. The Council’s aim is to establish a new 
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European framework of lifelong learning through which new skills should be 
provided. These new skills include IT skills, foreign languages, technological 
culture, entrepreneurship and social skills. The European Council also asks the 
Council (education) to present a report to the Stockholm European Council in 
the spring of 2001. This report should contain reflections on the concrete future 
objectives of education systems. Even though these objectives should be in line 
with the Luxembourg process, national diversity should also be respected. At 
first sight this may appear to be a contradiction, but it is, in fact, an elegant way 
of policymaking. The European Commission wants to apply a new open 
method of coordination in order to “spread best practises and achieve a greater 
convergence towards the main European goals”, also for education. This should 
be linked to a stronger guiding and coordinating role for the European Council. 

The Council compares this open method of coordination to some kind of 
“benchmarking of nation initiatives”. This way of policymaking is a way of 
identifying and exchanging good practise but it also means that countries are 
comparing their results with those of other countries. It creates a sort of “Euro-
pean league” as it certainly provides an element of competition. When in the 
beginning of the 1990s competitiveness was argued for, it was done in relation 
to the competing economic positions of USA and Japan. Now competitiveness 
is to be stimulated between the countries of the European Union. Thus, the 
creation of the European Single Market has resulted in a situation in which 
even nation states are now competing among themselves in order to get “the 
best results”. The measuring of national results and comparing these with other 
countries is not new. It has already been applied since the start of the Luxem-
bourg process in 1997 when the member states were requested to produce their 
“national plans” in relation to common objectives and targets (see further dis-
cussion above). However, the European Council now wants to apply this way of 
benchmarking in other policy areas too. It can be questioned how much it in-
fluences national policymaking but it certainly adds a new dimension to the 
process of governance, as discussed in the literature (cf. Bomberg & Stubb, 
2004). 

The Lisbon European Council of March 2000 tightens the relationship between 
SME policies and the policies for education and training. It generates a wide-
ranging stream of documents that all relate to the Lisbon Strategy. In June 2000, 
the Commission releases the communication on “Challenges for enterprise policy 
in the knowledge-driven economy” (European Commission, 2000b). There it says 
that “Education for entrepreneurship is another driver towards a more dynamic 
enterprise culture. General knowledge about business and entrepreneurship should 
be taught, right through primary, secondary and tertiary education.” (ibid, p. 3.) 
The document is a proposal for a Multiannual Programme for Enterprise and 
Entrepreneurship conducted for the period 2001-2005. One of the stated objec-
tives is to “promote entrepreneurship as a valuable and productive life skill, based 
on customer orientation and a stronger culture of service.” (ibid, p. 9.) It indicates 
that these skills are related to the developments in the service sector of the 
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economy.134 It also shows that lifelong learning, mentioned in the Lisbon Euro-
pean Council, makes itself felt. The commission now wants to support policy 
development through identification, exchange and implementation of good 
practice. This includes further development of different benchmarking methods 
such as, concerted actions, using seminars and conferences. Once again, it’s all a 
matter of comparing, but the aim of European cohesion may as well lead to 
policy convergence. 

Another step to convergence is taken in connection to the Feira European 
Council in June 2000, when the Council publishes the European Charter for 
Small Enterprises (annexed to the Council conclusions). The Charter is a direct 
result of the Lisbon Council meeting in March and it contains 10 “lines for ac-
tion”. These lines for action embrace different areas, such as education, taxation 
and financial matters, better legislation and regulation, etc. The very first line 
for action is on “education and training for entrepreneurship”: 

“Europe will nurture entrepreneurial spirit and new skills from an early age. Gen-
eral knowledge about businesses and entrepreneurship needs to be taught at all 
school levels. Specific business related modules should be an essential ingredient of 
educational schemes at secondary level and at all colleges and universities. We will 
encourage and promote youngsters “entrepreneurial endeavours” and develop ap-
propriate training schemes for managers in small enterprises.” (European 
Commission, 2000c.) 

Indeed, education and training for entrepreneurship has become number one 
on the chart. Certainly, it could be said that it has reached the top of the supra-
national policy agenda. The Feira European Council welcomes the charter and 
endorses it. However, some remarks can be made here. In the first place, it is 
interesting to notice that the European Union adopted its charter at about the 
same time when the OECD ministers adopted the so-called “Bologna Charter” 
(see more on the Bologna Charter in the part on the OECD, above). So, in June 
2000 the two supranational organisations EU and OECD both have their SME 
charter which indicates that great importance is given to small and medium-
sized business. Secondly, it is also worth to notice that the name of the Euro-
pean Charter only contains “small enterprises”. It may be an indication that the 
focus is shifting from “small and medium-sized” to just “small enterprises”. 
The European charter indeed opens by saying: “Small enterprises are the back-
bone of the European economy. They are a source of jobs and a breeding ground for 
business ideas.” (European Commission, 2000c, p.1). This would be well in line 
with the ideas about self-employment, which has come more to the foreground 
during this period. 

                                                      
134 In the Council decision on the multiannual programme for enterprise and entrepreneurship, 
later that year, the Council states: ”Similar actions have been launched in the framework of the 
OECD, and in particular with the Charter on policies concerning SMEs adopted by the OECD 
Ministers for Industry in Bologna on 15 June 2000” (Official Journal of the European Communities 
29.12.2000).  
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Implementation of the action plan, some actions in the Member 
States 

In October 2000 the European Commission publishes a staff working paper 
“Report on the Implementation of the Action Plan to Promote Entrepreneurship 
and Competitiveness” (Commission of the European Communities, 2000d). It 
describes the work that has been done by the Member States, the Commission, 
the Council and the European Parliament towards the implementation of the 
1999 Action Plan (discussed above). It hopes to gain the attention of policy 
makers on the issue of entrepreneurship and to encourage the exchange of in-
formation and good practise.135 Although countries have made efforts, the 
Commission reports that the entrepreneurial spirit is generally weak across 
Europe as a whole. It recommends the member states to extend their efforts to 
include entrepreneurship in curricula across the entire education system. In the 
country report from Sweden there are no concrete examples from the primary 
and secondary school levels. The Swedish Government reports: 

“It will naturally take time for entrepreneurship to become a fully integrated part of 
education and training and to bring about the necessary changes in attitude, and 
the initiatives already started in this area need to be pursued.” (European Com-
mission, 2000d, p. 24.) 

“In the national plan for education, there are a number of goals that are consistent 
with the promotion of active, entrepreneurial individuals.” (European Commis-
sion, 2000e, p. 77.) 

However, the government informs that NUTEK has recently been given the 
assignment to develop a proposal for a national action programme to promote 
entrepreneurship amongst young people. The Swedish report further provides 
examples of co-operation between researchers at the university and other actors 
in society such as schools, industry and commerce. This is also known as the 
universities´ “third task”, besides those of research and education.  When it 
comes to education, the Swedish report addresses some projects that have been 
going on at university level mainly. It shows that there has been a rapid deve-
lopment in the supply of entrepreneurship courses at several Swedish universi-
ties during the 1990s (ibid, 2000e, pp. 77-78). 

                                                      
135 In October 2000 the European Commission and the French authorities co-organise the Forum 
on “Training for Entrepreneurship” (Nice October 2000). It is a result of the Action Plan for the 
promotion of entrepreneurship and competitiveness, published 1999. The aim of the conference 
is to promote the exchange of best practice in the field of education. Participants from the 
Member States present ongoing projects from their home areas. Representatives from the 
Swedish municipality of Skellefteå present their School Project “creativity and Enterprise”. The 
comprehensive project was partly financed by the EU Structural Funds and the County 
Administrative Board. One of the sub-projects is the so-called “Crea-Pilot Course” in which 
teachers participated to become “creativity agents” at their respective schools. The comprehensive 
project was carried through in collaboration with university and local trade and industry (See: 
European Commission 2000a). The project ran from July 1997 to December 1999 and can be 
considered to be one of the predecessors of the County project PRIO1, which started 2000.    
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 Concrete future objectives for education and training in Europe 

The year 2000 was indeed an eventful year. The Lisbon Extraordinary European 
Council emphasised the importance of entrepreneurship as well as education 
and training. The so-called “Lisbon Strategy” generates several initiatives and a 
great number of reports refer to it. The direction of the process is not only 
“top-down”. Examples from the Member States show that several initiatives in 
the area of entrepreneurship education have been taken at national and sub-
national level. These initiatives are presented at conferences and in documents 
and are part of the best procedure approach to promote entrepreneurship in 
education. In this context an important step is taken at European level when in 
January 2001 the European Commission presents the report “The concrete fu-
ture objectives of education systems” (European Commission, 2001a). The 
document covers a variety of concerns which relate to the quality of teaching, 
access to learning, the content of learning, opening of schools to the outside 
world and the effectiveness with which resources in the education system are 
used. According to the Commission, these areas reflect the Lisbon goals and the 
viewpoints of the Member States that education must contribute to three main 
goals: The development of the individual, the development of society, and the 
development of the economy. Strengthening links with businesses and deve-
loping the spirit of enterprise are two points on the long list of objectives. It is 
argued that local businesses can be a resource for the school and schools should 
build contacts with business in the local environment, but 

“Education systems should also consider whether their attitudes to business, and to 
partners outside the education system itself, are still valid in the new Millennium. 
Attitudes in the past have tended to be somewhat closed to outside influences.” 
(European Commission, 2001a, p. 12.) 

The arguments to open up the schools towards its environment have indeed 
also been expressed elsewhere. The same goes for several other concepts that are 
discussed in this report, including include lifelong learning, basic skills, the de-
velopment of partnership with schools, human and social capital and personal 
competences, to mention some. The Commission further suggests that the 
open method of coordination, a method proposed at the Lisbon European 
Council, can be applied in education as well. This would enable an exchange of 
good practise and enable comparison of progress between the member States. 
In March 2001, the Stockholm European Council reaffirms the importance of 
entrepreneurship and states that it is one of the pillars of the European em-
ployment strategy. The Council also refers to the national Plans (NAPs) and 
European Union frameworks such as the multiannual programme for enter-
prise and entrepreneurship, the European Charter for small enterprises, and the 
exchanges of best practises.136 It further announces that the Council and the 

                                                      
136 The significance of entrepreneurship for the economy is also discussed during the conference 
”Entrepreneurship for the future” in Växjö, Sweden (9-20 March). It takes place within the 
framework of Sweden’s Presidency of the Council of the European Union. The purpose of the 
conference is to exchange best practices. The conference is attended by 420 participants from 25 
different countries. The 156 Swedish participants represent a variety of organisations. Some of the 
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Commission will present a report to the spring European Council in 2002. The 
report will contain a detailed work programme on the objectives of education 
and training systems. 

The educational policy agenda becomes more entrepreneurship oriented. The 
policy formation for entrepreneurship and enterprise is now really entering the 
field of education, but also adjacent areas. This becomes obvious in a commu-
nication from the Commission “Making a European Area of Lifelong Learning a 
Reality” (European Commission, 2001c). Entrepreneurship is incorporated in 
the framework of Lifelong Learning and is one of the new “basic skills”. It be-
comes clear to me that the creation of a framework for lifelong learning makes 
it possible to combine different policy areas. Labour market and employment 
policies are now linked with education policies. Can lifelong learning policies be 
described as the fusion of work- and education policies? The contents of this 
report indicate that this indeed might be the case. The Commission, for exam-
ple, defines lifelong learning here as: 

“All learning activity undertaken throughout life, with the aim of improving know-
ledge, skills and competences within a personal, civic, social and/or  employment 
related perspective.” (European Commission, 2001c, p. 9.) 

The definition is wide, which is explained by the fact that lifelong learning 
serves four broad and mutually supporting objectives: Personal fulfilment, ac-
tive citizenship, social inclusion and employability/ adaptability.137 Indeed, it 
serves the individual, the society and the economy (arguments that were ex-
pressed in the report “The concrete future objectives of education systems”, dis-
cussed above). The Commission also mentions the concept of lifewide learning, 
which is considered to be a dimension of lifelong learning that includes formal, 
non-formal and informal learning.138 Non-formal and informal learning have 
become more important and attention should be paid to these two forms of 
learning as well, it is argued. Thus, learning does not only take place in schools 
but also in other areas and places, such as homes and workplaces. The lifewide 
learning aspect very well seems to suit the arguments that were expressed in 

                                                                                                                                 
main conclusions of the conference are that attitudes towards entrepreneurship and being self-
employed must change in the European Union. Moreover, the role of the education system in 
training potential entrepreneurs is considered important. It is argued that entrepreneurship needs 
to be included in the curricula all the way from kindergarten to university (European 
Commission, 2001d, p. 10).      
137 This Communication from the European Commission is jointly presented by the 
commissioner responsible for education and the commissioner responsible for employment and 
social affairs, which indicates the scope of the lifelong learning framework.  
138 These aspects of lifewide learning are frequently mentioned in the report. Formal learning is 
provided by an education or training institution. Non-formal learning and informal learning are 
not provided by an education or training institution, and do not lead to certification (which 
formal learning does).  Non-formal learning is structured and intentional from the learner’s 
perspective. Informal learning is not structured and may be intentional, but in most cases it is 
non-intentional (see European Commission, 2001c). Also the OECD has discussed lifewide 
learning, for example in the report “The well- being of nations: The role of human and social 
capital” (OECD, 2001). The lifewide aspect of learning has been articulated in recent literature 
(Cf. Boström, 2003; Field, 2005).  
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earlier reports: To open the school to its surrounding environment. This goes 
for EU documents but certainly also for the OECD documents discussed earlier 
in this study. It occurs to me that this document also refers to the work of other 
organisation and several times the European Commission mentions the co-
operation with the OECD. 

“The Commission will continue to cooperate actively with international organisa-
tions such as the OECD, the Council of Europe and UNESCO when developing 
lifelong learning policy.” (European Community, 2001c, p. 29.) 

Also in the following document reference is made to similar international or-
ganisations. It is the European Commission White Paper “A New Impetus for 
European Youth” (European Commission, 2001e). One impetus that frequently 
reoccurs in the document is entrepreneurship. There should be: 

“Greater focus on education and training for entrepreneurship and self-employ-
ment, targeted support services and training for young (potential) entrepreneurs. 
Curricula must incorporate elements which prepare young people for entrepre-
neurship and self-employment.” (European Commission, 2001e, p. 36.) 

Does this sound familiar? The White Paper does indeed refer to other docu-
ments, of which some I have discussed above. It is interesting to notice that it 
incorporates entrepreneurship as well as lifelong learning, but also parts from 
other policy areas, for example, employment, health, youth protection, culture, 
sports, etcetera. Furthermore, the White Paper provides examples from the 
Member States too: 

“The Swedish non-profit organisation “Communicare” encourages the spirit of en-
trepreneurship among young people in order to make them job-creators instead of 
job-takers.” (ibid, p. 40.) 

Nevertheless, the message in this document is obvious. Young people are ex-
pected to consider entrepreneurship and self-employment as serious career 
possibilities.139 Entrepreneurship will help to create jobs, and it will give self-
confidence. This is in line with other messages in this White Paper. The Euro-
pean Commission wants to develop autonomy among young people and make 
them responsible, participating, and active citizens. 

Entrepreneurship and enterprise incorporated in education 

Education and training had become the basic priority area in the so-called Lis-
bon Strategy. Following the requests that were made at successive European 
Council meetings, the Council (Education) adopted the report “The concrete 
future objectives of education and training systems” in 2001.  This made policy 
cooperation in the field of education and training take a step forward in the EU 
as it is the first time that European Ministers of Education agreed on shared 

                                                      
139 The issue of young people and self-employment is also in focus in the OECD study “Putting 
the Young in Business” (OECD 2001a), which is published in the same year. In this context the 
OECD report on “Career Guidance” (OECD, 2004) clearly has its function. 
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objectives. It can be questioned how much this indeed will lead to policy con-
vergence at European level, not to mention national  or subnational level. How-
ever, in the spring of 2002 the Council (Education) and the Commission adopt 
the “Detailed work programme on the follow-up of the objectives of education and 
training systems in Europe” (Council of the European Union, 2002). The de-
tailed work programme has to be implemented through the Open Method of 
Coordination, during a 10 year period. This process includes the exchange of 
experiences and good practises, but also the measuring of certain indicators. 
These indicators can be used to compare the progress made in each of the 
Member States. In the long run this will probably lead to policy convergence; 
maybe not entirely in content matter but at least it will steer education policies 
in certain directions. What then does the report say? In the detailed work pro-
gramme the following objectives are formulated: 

• improving the quality and effectiveness of education and training systems in the 
EU; 

• facilitating the access of all to education and training systems; 

• opening-up education and training systems to the wider world. 
(Council of the European Union 2002, p. 6.) 

The opening up of education to the wider world is an important objective in 
the report. Promotion of close cooperation between education and training 
systems and society at large, as well as establishing partnership between all types 
of education and training institutions, firms and research facilities, is consid-
ered to be important. These objectives are further divided in 13 associated ob-
jectives of which one (objective 3.2) is entirely focussed on the development of 
“the spirit of enterprise”.140 There is says: 

“Education and training should provide an understanding of the value of enter-
prise, as well as models of successful entrepreneurship, of the value of risk-taking 
and the need for everyone to have a sense of initiative. The changes in society and 
the economy that the knowledge society will bring, and the existing trend towards a 
service-based economy, will give the opportunity to million of individuals to start 
their own business, and this should be seen by students as a viable career option. 
Over recent years the importance of developing new forms of business has been rec-
ognised, often based on the need of local communities. Developing the spirit of en-
terprise is important for individuals, for economy and for society at large.” (Euro-
pean Council, 2002, p. 35.) 

The above excerpt shows what the European Commission and the European 
Council (Education) have agreed upon. In a way it represents the climax of the 
policy drive on entrepreneurship and enterprise in education, a process that has 
been going on for quite some years. The spirit of enterprise has conquered a 
place at the European educational policy agenda and the promotion of entre-

                                                      
140 Already in the autumn of 2001 the Commission published a draft to this detailed work 
program. I will here refer to the detailed work programme that has been adapted by the Council 
(Education) and the European Commission for submission to the European Council in 
Barcelona, March 2002 (European Council, 2002).  
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preneurship is supposed to be implemented throughout the education and 
training systems of Europe. The Barcelona European Council confirms: 

“The European Council welcomes the agreement on the detailed Work Programme 
for 2010 for education and training systems. The European Council sets the objec-
tive of making these educative and training systems a world quality reference by 
2010. It agrees that the three basic principles to inspire this Programme shall be: 
Improved quality, facilitation of universal access, and opening-up to the wider 
world.” (Barcelona European Council, 2002, p. 18.) 

 
Figure 8. Some of the selected documents, showing parts of the EU Policy Scope and Policy 
Drive on entrepreneurship, enterprise and education between the Luxembourg and 
Barcelona European Councils. 
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The period between the Luxembourg Extraordinary European Council of 1997 
and the Barcelona European Council of 2002 shows an interesting development 
in the policy formation for entrepreneurship and enterprise in education. In 
1998 two documents marked the way ahead. The European Commission’s 
communication “fostering Entrepreneurship” and the “Best Report” both 
strongly argue for the introduction of entrepreneurship in the curricula of na-
tional education and training systems.  

The BEST Report, it says, is an independent report, but it is based on the influ-
ences from the private as well as the public sector as representatives from the 
business community and public authorities in the Member States participate in 
the production of the report. Education and training systems are put forward as 
tools to foster the entrepreneurial spirit. The results of the BEST report lead to 
the publication of the Action plan to promote entrepreneurship and competitive-
ness, in 1999. Education is important for the promotion of the “entrepreneurial 
society”. A spirit of enterprise has to be developed but the Commission 
launches the question -“How to promote entrepreneurship through the educa-
tion system from primary school up to university level?” Moreover, it adds that 
most teachers have not been trained to teach entrepreneurship. 

It almost seemed a rhetorical question, but some answers are provided on the 
other side of the Millennium shift. The Lisbon Extraordinary European Council 
starts a process which becomes known as the “Lisbon Strategy”.  What was a 
question in the Action plan of 1999 has become an answer in the report “Chal-
lenges for enterprise policy in the knowledge driven economy”. The European 
Commission now wants to support policy development through identification, 
exchange and implementation of good practice. Examples from the Member 
states are provided in the document “Report on the Implementation of the Action 
Plan to Promote Entrepreneurship and Competitiveness”. However, the Commis-
sion seems not really satisfied. In the spring of 2001 the European Commission 
publishes the report “The concrete future objectives of education systems”. The 
report is endorsed by the Stockholm European Council and Europe has now 
shared objectives for its education and training systems. Two other documents, 
not directly related to the Enterprise Directorate, mention the concept of entre-
preneurship. Entrepreneurship has become a basic skill in the lifelong learning 
framework and it is also linked to youth policies. Self-employment seems to be 
the medicine for youth, and the cure for the (economic) problems in society. In 
2002 the detailed work programme on the objectives of education and training 
systems in Europe is adopted by the European Commission and the Council 
(education), and finally endorsed by the Barcelona European Council. The 
European heads of state now expect education to develop the spirit of enter-
prise. 

When I consider how the policies developed between 1993 and 2002, as de-
scribed above, it shows that there are two phases in this time period. The first 
phase is between 1992 and 1997. It is in this period when the concept of entre-
preneurship starts to become more dominant. Increasingly, SME policies in-
clude considerations about entrepreneurship. Entrepreneurship is thus pro-
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moted to higher agenda prominence. In order to create enterprises, more 
entrepreneurs are needed. SME policies are gliding towards entrepreneurship 
policies. The development in the second phase, between 1997 and 2002, shows 
that entrepreneurship policy is turning its focus to education. However, this 
works two ways, education policies also interact with entrepreneurship policies. 
The ideas of “fostering entrepreneurship” symbolises that entrepreneurship has 
to be encouraged. To create a spirit of enterprise enables this encouragement, it 
is thought. The second phase has seen an intense generation of policy propos-
als, linking education to entrepreneurship and enterprise. As a result, develop-
ing the spirit of enterprise has become one of the objectives for European edu-
cation and training systems, as expressed in the work programme of 2002. The 
adoption of the plans by the European Commission and the European Council 
is an important political event. The streams of problems, policies and politics 
were coming together (cf. Kingdon, 2003), at least at the supranational level. 

It seems reasonable to suggest that we now move into a third period. The first 
period can be described as the agenda setting period, while the second phase 
has been a period of intense policy formation. Now the phase of national im-
plementation starts. Before I finish my analysis of EU documents and turn fo-
cus to the national level, I will shortly describe a few documents that have been 
published after the Barcelona European Council. 

Beyond Barcelona, the phase of national implementation 

In November 2002 the final report of the expert group “Best Procedure” Project 
on Education and Training for Entrepreneurship is published. The project has 
been conducted with national experts in the field of education and training for 
entrepreneurship. Sweden is represented by an expert from NUTEK, John 
Wallon. The expert group was established in June 2001, which means after the 
Stockholm European Council. The report addresses four key aspects: 

• Entrepreneurship in Primary and Secondary School; 

• Training of the teachers on the subject of entrepreneurship; 

• Cooperation between schools/universities and businesses aimed at the promotion of 
entrepreneurship; 

• Entrepreneurship chairs and activities at University level. 
(European Commission, 2002b, p. 6.) 

All education levels are covered, from primary school up to university. It is in-
teresting to notice that the training of teachers has a prominent place on this list 
and that the cooperation between different actors (schools, universities and 
business) are mentioned as well. The report is based on information and data 
on entrepreneurship measures and programmes in the Member states. The ex-
perts thus practice the “Best Procedure” methodology. According to the ex-
perts, entrepreneurship education is based on two different elements. In the 
first place a broader concept, this is education for entrepreneurial attitudes and 
skills. It involves the development of certain personal qualities and skills but it 
not directly focussed on the creation of new business. The second element fo-
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cuses on training for business creation. So this expert group collects everything 
under the heading “entrepreneurship education” and does not make a distinc-
tion between “enterprise education” and “entrepreneurship education”. 141 Fur-
thermore, the report compares the policy commitment of the Member States to 
promote entrepreneurship in education, and mentions that in several countries 
commitment is still weak, Sweden included. Sweden shows some national ini-
tiatives but the degree of commitment and scale is modest, it is argued. In Swe-
den the commitment is stronger at the local and regional level and the report 
mentions the Västerbotten Project “PRIO1”. This exemplifies the best proce-
dure methodology. Examples from different countries are presented and com-
pared. The Report finishes with some policy recommendations and general re-
marks. It, for example, wants better coordination between the different national 
ministries and agencies involved in entrepreneurship education and it wants 
more programmes at the level of primary education. Another point that comes 
to the foreground is the development of indicators and quantitative data. 

In 2003 the European Commission publishes the “Green Paper on Entrepre-
neurship” (European Commission, 2003). The document does not mention the 
word unemployment but still claims that entrepreneurship contributes to job 
creation and growth. It is argued that Entrepreneurship is multi- dimensional, 
but here the focus is on entrepreneurship within a business context. According 
to the European Commission, entrepreneurship is first and foremost a mindset, 
but it is also about people who are ready to take risks, have a taste for inde-
pendence and self-realisation. “Fostering the right mindset” has come to the 
foreground. Once again, several examples from different countries are pre-
sented and indeed NUTEK provides the Swedish example. Arguments from 
earlier reports are repeated, but that is the function of this kind of reports: To 
keep the issue alive and make the policy known to a wider public. Following the 
Green paper on Entrepreneurship, the European commission publishes “the 
European Agenda for entrepreneurship” in 2004. “Encouraging more people to 
become entrepreneurs” and “fuelling entrepreneurial mindsets” are two of the 
five strategic policy areas (European Commission, 2004a, p 6). The policies for 
entrepreneurship become more refined, clearly also in education. This certainly 
becomes visible when in 2004 the report “Making progress in promoting entre-
preneurial skills through Primary and Secondary education” is released. It is the 
final report from the expert group on education for entrepreneurship. Progress 
is made; this report includes examples of indicators, both qualitative and quan-
titative, which enable the measuring of progress. Sweden is now represented by 
two experts from NUTEK. Reference is made to several Swedish examples and 
the county project PRIO1 is mentioned again. It also marks action at the Swed-
ish national level: 

“The National Agency of Education has an assignment from the government to de-
velop an action plan for the promotion of contacts between primary schools and the 
community. The Swedish Business Development Agency, NUTEK, is currently run-
ning a programme on entrepreneurship addressing young people and links between 

                                                      
141 (cf. discussion in the OECD publication “Putting the Young in Business”, OECD, 2001a). 
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schools and business. Furthermore the Government has recently given NUTEK a 
mission to develop an extended national programme for entrepreneurship.” (Euro-
pean Commission, 2004b, p 32.) 

“A strategy to strengthen the innovation climate will be presented in spring 2004. 
Co-operation between business, educational establishments and society must be 
further developed, and the promotion of entrepreneurship will be one of the central 
issues in this work.” (European Commission, 2004b, p. 54.) 

Judging from the last two excerpts, entrepreneurship policy is now being im-
plemented at the Swedish national level. I will here finish the part on the Euro-
pean Union and turn to the Swedish policy documents. 

4.4 The national level: Sweden 
In this part of the policy document study I will have a closer look at the deve-
lopment of policies for enterprise and entrepreneurship in Sweden. In 1995 
Sweden became member in the European Union. As could be seen in the 
OECD and EU documents studied above, Swedish examples were mentioned 
several times. The names of different Swedish organisations and agencies oc-
cured, especially NUTEK, frequently reappeared. I will return to some of 
NUTEK´s reports further below. 

In June 1996 the Swedish Government publishes a bill “An economic policy for 
halving open unemployment by 2000” (Government bill 1995/96:207), in which 
it addresses the problem of unemployment. In the beginning of the 1990s Swe-
den’s unemployment figures had reached high levels, and over 500 000 jobs 
were lost. The Government announces that its most important task is to “com-
bat unemployment” and to halve open unemployment from 8 per cent in 1994 
to 4 per cent by 2000.  It is obvious that Sweden has high ambitions to decrease 
unemployment. Lifelong learning, strong enterprises (good conditions for en-
terprises and entrepreneurship) and an efficient labour market are some of the 
solutions provided for the creation of more jobs. In all this, education is an im-
portant means to raise the level of proficiency and competence: 

 “Education is an essential requirement for achieving a high rate of long term 
growth. The key to lower employment, higher growth, increased equality and ex-
panded freedom of choices is more than anything else education. To create long 
term stable growth, and to strengthen the individual’s competence in a changing la-
bour market, Sweden must consistently invest in skills and competence.” (ibid, pp. 
31-32.)142

Throughout the report the government frequently refers to the OECD and the 
EU, especially in relation to international comparison of labour statistics. The 
growth of enterprises and large investments in education are two essential parts 
of the policies to create employment. It occurs to me that the Swedish Govern-

                                                      
142 The government announces that the regular education system will be expanded with 100 000 
adult education places over a five-year period, starting in July 1997. This programme aims to 
upgrade the education level of adults, especially the unemployed, to upper secondary school level. 
It is an important step towards consolidation of a lifelong learning approach.   
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ment uses the same arguments as those that had been used in the writings of the 
European Commission. Not surprisingly, reference is also made to the Madrid 
European Council of December 1995: 

“The Struggle against unemployment must also take place at the European Level. 
The summit meeting in Madrid between the EU heads of state and government re-
iterated that employment is the most important issue for the EU and its member 
states. The coordination between member states needs to be rinforced.” (ibid, p. 
18.) 

In the Swedish version of an additional Government Bill (prop. 1995/1996: 
222), the Goverment underlines the importance of the local and regional level. 
It is argued that the processes of municipalisation and decentralisation have 
made the local and regional level strong economic policy actors and the Gov-
ernment wants to enhance this process. Co-operation between actors and be-
tween different levels is considered important. Faith in the capacity of local and 
regional actors to take responsibility, develop new forms for co-operation and 
to find local solutions to different problems is vital. Individuals, enterprises, 
organisations and institutions, locally, will have to do the job. This includes the 
identication of problems and to find ways to fulfil the goals and create jobs 
through growth in enterprises, it is argued. In order to create a more dynamic 
environment for growth it is essential to simplify regulations, but also to influ-
ence attitudes towards growth, enterprise, entrepreneurship and innovations 
(prop. 1995/96:222). The school is considered to be an important institution to 
influence these attitudes: 

“Attitudes play a decisive role for enterprise and entrepreneurship. We have come to 
a mutual understanding that the foundations for enterprise have to be laid in com-
pulsory [primary and lower secondary school] school. More emphasis on entre-
preneurship in the education system is motivated not only by the need for a more 
enterprise friendly culture. General qualifications such as creativity, power of ini-
tiative, and flexibility are an integral part of an enterprising culture. The capacity 
to solve problems is defined as a central goal in the new curricula. But the attitudes 
towards entrepreneurship are also formed in the surrounding society outside the 
school. Schools that promote entrepreneurship should therefore be an integrated 
part of the local community. As a result of the municipalisation of the schools and 
the reforms of the upper secondary schools, the door has been opened for new solu-
tions.” (prop. 1995/96:222, 5.2.2.) [My translation]    

The co-operation between schools and working life, as well as an adaption to 
local conditions should be further developed and encouraged. In the document 
the driving forces for this development are discussed. It is argued that the pre-
conditions for entrepreneurship have changed during the previous 15 years and 
globalisation is partly to blame for it. Global transport- and communication 
systems have given firms the possibility to utilise the international division of 
labour. Large companies have increased their activities abroad, creating em-
ployment at other places rather than in Sweden. Here, the Government also 
considers that globalisation has diminished the possibilities to carry out na-
tional economic policy, which in fact would be an argument to create more 
economic policies at the European level. Nevertheless, it is further argued that 
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the development within information technology has caused innovations in 
products and ways of production. The capacity to innovate and adapt to 
quickly changing preconditions is one of the key factors for competitiveness, 
employment and welfare. It is argued that we are going through a phase of 
rapid development towards a knowledge society, which means that individuals 
and companies have to improve their competence through lifelong learning. 
This all implies that rigid and old-fashioned structures in society, as it says, have 
to be broken up (ibid, 5.2.1.).143  

In 1997, at the command of the Swedish Ministry for Industry, Employment 
and Communications, Bengt Johannisson (professor of entrepreneurship) and 
Torsten Madsén (lecturer of pedagogy) looked into the matter of entrepre-
neurship in schools. Their study “I Entreprenörskapets Tecken. En studie av 
skolning i förnyelse” [In the Name of Entrepreneurship - A Study of Education for 
Renewal”] (Ds 1997: 3) focuses on the question how the development towards 
an entrepreneurial oriented educational system will be encouraged. As such, the 
report comes without fail. An interesting fact is that the Ministry for Industry, 
Employment and Communications commanded this study and not the Minis-
try of Education as one could expect, as it really concerns education. This, of 
course, generates the question why entrepreneurship and enterprise have be-
come of interest for the education system, but also which external forces are 
profoundly shaping the nature of all aspects of education in Sweden. Secretary 
of State Peter Nygård writes in the preface to the report: 

“Globalisation and swift technological development generate more flexible organi-
sations, which increases the need for efficient individuals throughout the entire 
working life. Demand for individuals who have a capacity to solve problems, take 
initiative and have the capability to be creative and flexible increases, as well as the 
need for own self-confidence. In order to secure economic growth and employment 
we simply must establish more elements of entrepreneurship, notably individual 
enterprise in the entire society. There exists a wide mutual understanding that the 
foundations for entrepreneurship and enterprise must be laid in the school. There is 
however no general solution how this should be done – adjustments must be made 
for local conditions and needs ...//...It is essential that the development towards a 
more entrepreneurial education system will be encouraged and that information 
about how enterprise can be stimulated at different levels in the education system 
will be distributed. In this perspective we also need more knowledge about possible 
obstacles that arise in order to reach an efficient development locally.” (Ds 1997:3, 
p. 3.) [My translation] 

The message of the employment bill, as discussed earlier, echoes in this excerpt. 
The survey combines elements from entrepreneurship research with research 
on education. The authors refer to several OECD reports, among others, “To-
wards an Enterprising Culture” (OECD, 1989), discussed above. This report 

                                                      
143 The text in this Government Bill (1995/96:222) shows many similarities with the report “Small 
and Medium-Sized Enterprises. A dynamic Source of Employment, Growth and Competitiveness in 
the European Union.” (European Commission, 1995c.) The propositions are also similar to those 
presented in the “Action Plan for Europe, a Confidence Pact” (European Commission, 1996). 
This Action Plan is published in June 1996, at about the same time of the Government Bill.  
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more or less gave green light for entrepreneurship to enter the world of educa-
tion policy in different ways.  

To open the school towards its surrounding society 

In a Communication of the Swedish Government (1996/97:112), the Govern-
ment presents which areas in the education system should be given priority. It 
discusses the changes in society and working life and how these changes will 
affect education, but at the same time education is considered to play a key role 
as it can create the conditions for people´s active participation in society. Un-
employment, and also youth unemployment is considered to be a large prob-
lem, and the reference is made to the Swedish aims to halv unemployment by 
the year 2000. The communication refers to the White Paper “Teaching and 
Learning. Towards the Learning Society” (European Commission, 1995) and 
underlines that Sweden is part of a greater whole. Economic and political deci-
sions are taken in a global perspective.  

The communication discusses the school´s contacts with the surrounding 
world. It is argued that schools are still closed places of work, both in psycho-
logical as well as physical terms. Schools should therefore open up to society, it 
is argued, Decentralisation has created a new situation for work in the school 
and the schools have now more freedom for action. This should imply that 
people from the outside can take part in the shaping of school work and school 
development. 

“The school has much to learn from activities outside the school; local working life, 
institutions and people in society. And, first and foremost, the school has to be part 
of society´s development which will be possible through contacts with the local soci-
ety that surrounds the school.” (Skr. 1996/97:112, p. 31.) [My translation]  

The school can function as a “school in the middle of the village”, but not only 
for democratic reasons the school has to open. There are clear signs that the 
Government wants to prepare pupils for future working life and increase their 
employability. It is argued that the education system should develop methods 
that create preconditions for the development of creativity, preparedness for 
change, language skills and social competence. Continuous learning will pro-
vide the preconditions for innovative thinking and it will stimulate the spirit of 
entrepreneurship (ibid, p. 15). Clearly, the ideas of lifelong learning are also 
here presented to be part of a solution. It is further suggested that there is a 
need for upper secondary education to focus more on entrepreneurship, not 
only for the development of business skills, but rather as a broader approach, 
which will stimulate new thinking and creativity, i.e., characteristics that are 
needed in a wider context (ibid, p. 70). 

In a Swedish Government Report “Unga och Arbete” [“The Young and Work] 
(SOU 1997:40) the situation of youth at the labour market is investigated. A 
committee had received an assignment to analyse youth policy questions. Youth 
unemployment, a changing labour market, the transition from school to work, 
and the attitudes of youth towards work are some of the issues that are consid-
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ered. The Committee several times mentions entrepreneurship and enterprise 
and one of the chapters is even dedicated to self-employment. The Committee 
suggest that schools should prepare pupils for self-employment (p. 11), and 
more contacts between schools and working life are wanted. Via pedagogical 
methods the schools are expected to strengthen and develop creative capacities 
and spirit of entrepreneurship. All education should be permeated with the 
spirit of enterprise. Reference is made to Johannisson´s and Madsén´s survey, 
which was published earlier that year (discussed above).  Eventhough this re-
port considers a wide range of issues; it is interesting to notice that self-em-
ployment has entered the picture.  

Some of these ideas do return in a report published in October 1997 when the 
Swedish Government Report “Skolfrågor - Om skola i en ny tid” [“School 
questions - About schooling in new times”] (SOU 1997:121) is published. The 
aim of this report, as the committee describes, is to support pedagogical deve-
lopment in the schools, to identify barriers for this development and to suggest 
what can be done to remove these barriers. The report covers a wide area of 
issues but I want to mention especially two chapters, “the open school” and 
“school and working life”. These chapters pay extra attention to the the ques-
tions of co-operation between the school and the surrounding environment. 
The committee suggests that school development will be stimulated when the 
school can be open towards the surrounding society. People and other institu-
tions will become engaged in the activities of the school.144 Here, the somewhat 
metaphoric use of “the school in the middle of the village” is used again (p. 220). 
In a decentralised school system it is easier to open the school, but develop-
ments both inside the school as well as in society provide several arguments for 
the opening of the school. The school has to become a part of the developments 
in society, it is argued. Learning does not only take place inside the school, pu-
pils learn also during their leisure time, for example via the media. Varying 
learning situations, different forms of knowledge, changing concrete problems, 
are considered to be important in this development and the surrounding soci-
ety must be regarded as a resource. In this context the report mentions the so-
called “Community Schools”, a movement that can be found in several coun-
tries, among which Canada, Germany and Great Britain. The school has to 
adapt to the complexity and mobility in the modern “village” (p. 226). 

Another aspect of the open school is the contact with working life. These con-
tacts are considere important for the pupils learning possibilities and their de-
velopment. Work in school becomes more interesting and the pupils become 
more motivated. For the teachers and school leaders it implies that contacts 
with firms and organisations will provide different perspectives while new 
knowledge will enter the school. The changes in working life are also mentioned 
as an argument for an increased contact with working life as the Pupils will be 
better prepared through theses contacts. Pupil´s creativity, sense of responsibil-
ity and ability to co-operate are factors that have become more important in 
                                                      
144 The report mentions the involvement of parents as well. It is interesting to notice that the 
OECD publishes the report “Parents as partners in schooling” (OECD, 1997) in the same year. 
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working life, it is argued (pp. 245 ff). In a Report from the Ministry of Educa-
tion, Research and Culture (Ds1997:78), which has its focus on the develop-
ments in upper secondary schools, the message is repeated again; the new 
working life demands skills like social competence, flexibility, an ability to 
communicate, creativity, and a sence of responsibility. Entrepreneurship and 
intrapreneurship are considered to be skills, or rather attitudes, which need to 
be developed in schools. These are not just related to starting a business but are 
considered as characteristics like taking initiative to solve problems when they 
occur.  

It becomes clear; in 1997 the concept of entrepreneurship and enterprise is 
mentioned in several government reports. Referens is made to Johannisson´s 
and Madsén´s report, which had been published in the beginning of 1997. The 
arguments that generally dominate are the changes in society and working life, 
and the interaction between schools and working life should increase. The 
changes in working life have created a situation in which new skills are re-
quired. The characteristics of these skills are repeated, but they are associated 
with entrepreneurial characteristics. Schools should also open themselves to-
wards society for other reasons. Learning takes not only place within the school 
and the local society can be a resource for school development.  

Entrepreneurship and self employment rise on the Swedish agenda 

After 1997 the concept of entrepreneurship is returning in several reports. Most 
of the reports are related to other fields than education. The development of 
SMEs and the importance of entrepreneurship for local development and 
growth receive growing attention. In 1998, for example a Government Bill 
(prop. 1997/98:62) is entirely focused on regional growth and the importance 
for work and welfare. The importance of the local and regional level is en-
hanced when the Government presents the ideas of the so-called “regional 
growth agreements” which aim to improve cooperation between different or-
ganisations at the local and regional level. Growth and the stimulation of em-
ployment should be in focus. Moreover, every county is summoned to start 
Regional Competence Councils which will improve the interaction between the 
educational system and the labour market. This document pays attention to the 
importance of the European structural funds as well.145 In the Swedish Budget 
statement for 1998 (prop. 1997/98:1), the creation of employment has high pri-
ority and entrepreneurship is considered to be the solution for job-creation. In 
its strategy for increased employment the government says that it wants to in-
crease entrepreneurship: 

“The major part of the increase in employment in the coming years should take 
place in the private sector. An expansion of the private business sector means a 
strengthening of public finances and the whole of Sweden´s economy. Sweden is to 
have more entrepreneurs, expanding businesses, and more knowledge-focused en-
trepreneurship. Sweden must have viable companies which are able to compete 

                                                      
145 The creation of these regional growth agreements will be important for the start of PRIO1, as I 
will discuss further below.   
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successfully in Sweden and abroad.” (prop. 1997/98:1 Sweden´s Budget Statement 
for 1998, p. 16.)  

Clearly, the stimulation of entrepreneurship has got higher priority. This is also 
expressed one year later, when in 1999 the commission “Entrepreneurship for 
persons with a foreign background” (SOU, 1999:49), presents the results of its 
investigation. Immigrants encounter numerous problems when starting a busi-
ness. The problems can be related to ethnic discrimination when it comes to 
financing. It is interesting that immigrants are expected to become self em-
ployed. However, in the EU document on “Fostering Entrepreneurship” 
(European Commission, 1998) immigrants are a target group, just as well as 
women and youth. The Swedish initiative is thus in line with the recommenda-
tions that were presented at European level. And so are the ideas about young 
people as presented by the government (prop 1998/99:115), in which young 
people are considered to be a resource for society. Moreover, under the heading 
“young people as entrepreneurs”, it says: 

“Young people are curious and have a strong entrepreneurial spirit. It is important 
for society to encourage young people´s initiatives and have confidence in their 
ability. While older generations were often able to enter an existing labour market 
with ease, in the future an increasing number of people will have to create jobs for 
themselves.” (Government Bill 1998/99:115, p.9) 

The above excerpt shows that policies for youth have incorporated the concept 
of entrepreneurship as well. Following this document, Nutek presents a na-
tional action programme for young enterprise in 2000 (NUTEK, 2000). It refers 
to the Government bill on youth policies and it is argued that more national 
concensus of opinion is needed in order to create an entrepreneurial society in 
which young people have the possibility to develop their enterprise. The crea-
tion of an entrepreneurial society and to strengthen the entrepreneurial culture 
is in line with the ideas presented in the “Action Plan to promote entrepreneur-
ship and competitiveness”, which had been presented by the European Commis-
sion in 1999. It shows that NUTEK´s national action programme in fact takes 
inputs from different policy areas, not only from the national level, but also 
from the supranational level. Indeed, John Wallon, who is project leader for 
this operation, is also member of the European expert group on education for 
entrepreneurship. The creation of a national action programme puts the issue 
of entrepreneurship and enterprise in education higher on the national agenda, 
even though the realisation of the sub-programmes has to take place at the local 
and regional level.146

In a report from the Ministry of Education, Research and Culture, the co-op-
eration between school and working life is discussed (Ds 2000:62). Entrepre-
neurship is here presented as a generic skill, together with environmental 
knowledge, language, communication skills, the capacity to solve problems and 

                                                      
146 In the final report of the regional political investigation (SOU 2000:87), the importance of 
entrepreneurship for local and regional development is discussed. Human capital and social 
capital are also regarded as important for regional development.  
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knowledge on ITCs.147 Moreover, personal capacities, such as independence, to 
take responsibility and an ability to co-operate also need to be developed, it is 
argued. These generic skills are considered to become more important. 
Eventhough the report focuses much on the upper secondary school level, the 
contacts between school and working life are also important for the compulsory 
[primary and lower secondary] school level. It is argued that working life con-
stitutes an important part of the world in which pupils live and take part. 
Knowledge about working life forms a natural component in the social studies 
that pupils need in order to socialise into social life. This kind of knowledge, it 
is thought, can be developed in all school subjects, not just in civics. Contacts 
with working life should be part of every young person´s socialisation. The 
working group within the Swedish Ministry of Education and Science comes to 
the conclusion that co-operation functions best if it is driven by the needs of 
those taking part. Co-operation requires knowledge and insight on mutual 
problems, commitment and willingness to achieve results with reference to the 
national goals. Co-operation, however, can not only be achieved with the help 
from central regulations but must develop at the local level and based on local 
conditions and needs (Ds 2000:62, p68). The working group relates this to the 
developments in OECD and EU countries too:   

“The importance of relevant professional experience has increased in the transition 
from school to working life. Also in OECD countries and the EU member states gov-
ernments have focused their interest on the education system. There is great con-
census that necessary changes have to take place in co-operation with working 
life...” (Ds 2000:62, p. 70.) [My translation] 

In September 2001 the Government presents a Bill (Prop 2001/02:4), which 
entirely focuses on policies for regional development and growth. Throughout 
the report, entrepreneurship is strongly emphasised and several proposistions 
are launched. It is argued that the encouragement of entrepreneurship is essen-
tial and Sweden needs, to a higher degree than it has today: 

 “a society that is characterised by positive attitudes towards entrepreneurship and 
enterprise in all its forms. People with entrepreneurial characteristics are better pre-
pared for a demanding working life, irrespective of the form of employment they 
have. More enterprising individuals who see possibilities and make a contribution 
to the development of society are needed, so that Sweden can utilise the develop-
ment potentialities that exist in the economy.” (Prop 2001/02:4, p. 179.) [My 
translation] 

At first sight it may appear rather surprising that the policies are so strongly 
turned towards the development of entrepreneurship, but with further consid-
eration it shows that the government makes reference to the European Charter 
for Small Enterprises, as well as the OECD Bologna Charter on SME policies 
(both charters were published in 2000 and I have discussed them earlier). Swe-
den opproved to both charters and now the government gives NUTEK the as-

                                                      
147 These generic skills are exactly the same as the ones mentioned in the Lisbon European Council 
of 2000. New generic or basic skills, including entrepreneurship, have become parts in the lifelong 
learning framework. They are also linked to European youth policies. 
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signment to develop a national programme for entrepreneurship which will be 
carried out during the period 2002-2004. The Government stipulates that the 
programme has to contain activities that: 

• influence the attitudes towards entrepreneurship, for example by way of showing 
good examples, educate teachers and school leaders in entrepreneurship, 

• stimulate a growth in enterprise, and the possibilities for enterprise, especially 
focused on youth, women and immigrants, 

• simplify regulation, for example through an intesive continuation of SimpLex,148 
increase the understanding of entrepreneurs/self-employed people in public 
adminsitration, 

• increase growth in existing enterprises, and 

• develop new knowledge and facilitate comparison (benchmarking). (prop 
2001/02:4, p. 180.) [My translation] 

A new view on entrepreneurship on its way to education 

In 2003 NUTEK presents a policy report entirely focused on entrepreneurship. 
The report reflects the writings in the above presented government bill and 
NUTEK argues that policies must aims to strengthen entrepreneurship in Swe-
den. It says that entrepreneurship recently has gained more attention interna-
tionally, and reference is made to the OECD and to EU´s Lisbon strategy. 
NUTEK considers that the concept of entrepreneurship has to be defined dif-
ferently. In research, entrepreneurship has traditionally been discribed via indi-
vidual characteristics, such as self-confidence, capacity to make use of opportu-
nities, creativity, will to take risks and to be more energetic. However, the view 
on entrepreneurship has changed and is now more process-oriented and inter-
ested in how individuals interact with their environment. Clearly, the social 
aspect of entrepreneurship is emphasised. Entrepreneurship can be found any-
where in society as is not directly business related. Entrepreneurial activities 
contribute to changes and innovations in society, it is argued. In the second 
part of the report NUTEK proposes som measures that will strenghten entre-
preneurship. One of the areas is education, which is considered to be a platform 
for the improvement of attitudes towards entrepreneurship. The curriculum 
provides possibilities to work with entrepreneurship and it should not be seen 
as a specific subject, but rather as an approach or an attitude. However, to be 
employed is still the prevailing norm conveyed in the education system, ac-
cording to Nutek. Besides, entrepreneurship and enterprise are still missing 
elements in teacher training (NUTEK, 2003a, p. 22). 

In a following report NUTEK (2003b) discusses, among other things, the role of 
the school for the encouragement of entrepreneurship. It repeats parts of the 
arguments that were provided in the privious report, but it adds a new element; 
the “entrepreneurship barometer”, which is an interview study aimed to meas-

                                                      
148 SimpLex was set up in 1999 in order to, inter alia, analyse regulations that cause administrative 
burdens (see:  http://www.regeringen.se/sb/d/5720). 
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ure the attitudes of young people towards entrepreneurship. One of the results 
of the study shows that schools provide little knowledge about entrepreneur-
ship and certainly do not encourage entrepreneurship. The survey is considered 
to be a reliable “barometer” of youths´ attitudes towards entrepreneurship and 
enterprise. NUTEK has the intension to carry out this survey annually in order 
to gain knowledge about possible changes. It obviously is a way to develop 
qauntifiable measures, all in accordance with the requests made at the national 
as well as supranational level. Among other things, the report also contains a 
presentation of John Wallon´s study of entrepreneurship education in the USA, 
carried out for ITPS149 It shows “good examples” from, inter alia, Junior 
Achievement. Sweden is member in this organisation and represented by the 
organisation Ung Företagsamhet.150  

In 2004 the Ministery of Industry, Employment and Communications, and the 
Ministry of Education publish a joint report “Innovative Sweden - A stategy for 
growth through renewal (Ds 2004:36). It can be regarded as an amalgamation 
of several policy areas and, in a way, also as a concentrate of the documents that 
have been analysed so far. The report shows the Government’s long-term strat-
egy for growth and competitiveness. It is argued that the economy is increas-
ingly global and increasingly knowledge-based, while the population is aging. It 
is therefore growth is considered to be important since it is the key to preserv-
ing and improving welfare. Reference is made to EU´s Lisbon Strategy and 
OECD statistics are used to compare Sweden´s international position. The In-
novative Sweden strategy focuses on four priority areas for action and initia-
tives: 

• Knowledge base for innovation 

• Innovative trade and industry 

• Innovative public investment 

• Innovative people (Ds 2004: 36, p. 13.) 

Education receives much attention in this report and so do SMEs. The provi-
sion of basic skills and the promotion of lifelong learning are some of the meas-
ures that are needed to provide a knowledge base for innovation. In the part on 
“innovative people” it is argued that entrepreneurship and enterprise should be 
stimulated and the Government therefore wants to promote positive attitudes 
towards entrepreneurship. Clearly, education is expected to be one of the 
opinion shaping instruments: 

“It is necessary to arouse interest in entrepreneurship as well as curiosity and a 
spirit of adventure from an early school age. In order to increase awareness of en-
terprise among youg people and to foster positive attitudes, entrepreneurship needs 
to be given a natural place in school curriculums and the interchange between 
schools and enterprises developed. Upper secondary schools should help to prepare 

                                                      
149 ITPS, The Swedish Institute for Growth Policy Studies, is the Swedish Governments Agency for 
understanding growth and for evaluating government policies (see: 
http://www.itps.se/Default.asp?langId=1 
150 See more about Ung Företagsamhet at: http://www.ungforetagsamhet.se/ 
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pupils both for future employment and for running their own businesses.” (Ds 
2004:36, p. 42.) 

It further says that NUTEK has been commissioned by the Government to pre-
pare a proposal for an extended national entrepreneurship programme.151  

In the end of 2004 NUTEK thus received the assignment to carry out a three-
year national programme. The assignment focuses on five sub-programmes of 
which one aims at the primary and the secondary school levels and another at 
education at university level. The programme is carried out and co-ordinated in 
relation to local and regional activities that support the encouragement of en-
trepreneurship and linked to the regional growth programmes (NUTEK, 2005). 
In the report it is argued that a wider definition for entrepreneurship is needed 
in order to work with entrepreneurship in the education system. It should even 
include social and cultural aspects. Entrepreneurship is considered to be a proc-
ess that might lead to the creation of new firms but it can also involve creativity 
and enterprise within existing organisations or companies.  

“Entrepreneurship is a dynamic and social process, in which individuals, personally 
or in co-operation, identifies possibilities and does something with these in order to 
transform ideas to practical and goal-oriented activities in social, cultural and eco-
nomic contexts.” (NUTEK, 2005, p. 9.) [My translation] 

In relation to the presentation of this definition, NUTEK refers to the final re-
port of the European expert group “Education for Entrepreneurship” (Euro-
pean Commission, 2004), in which it is argued that a broader concept of edu-
cation for entreprenurship involves the development of certain personal 
qualities, but it is not directly focused on the creation of a new business. 
NUTEK now runs its national programme for entrepreneurship for the period 
2005-2007 and I will here not further comment on it. However, the above ex-
cerpt shows that NUTEKs ideas are almost in complete harmony with the ideas 
presented at EU-level.  

In general it can be said that there is sometimes remarkable unanimity between 
the arguments in the documents at different levels. The developments at the 
national level are often related to those at EU level. In the middle of the 1990s 
there is much concern for the creation of jobs. High unemployment is one of 
the arguments for the development of SMEs and the need to change the atti-
tudes towards entrepreneurship and enterprise comes into focus. When in 1997 
Johannisson and Madsén published their investigation on entrepreneurship 
and education several documents followed and mentioned entrepreneurship. In 
documents related to education the opening of the school towards its sur-
rounding environment is argued for, but also the co-operation between schools 
and working life. Moreover, in the end of the 1990s the concept of entrepre-

                                                      
151 Myndigheten för skolutveckling [The Swedish National Agency for School Improvement] says 
in a report (2004) that the school has to open to the surrounding world and co-operate with 
other parts in society. It further says that questions related to entrepreneurship and enterprises 
have received more attention recently and the Agency will cover this development and take 
measures to develop entrepreneurship in all its fields of activities.    
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neurship also starts to appear in other policy areas. There is clearly policy over-
flow. Entrepreneurship is discussed in relation to specific groups in society; 
immigrants and youth. Self-employment is mentioned as an alternative to em-
ployment. These ideas have been discussed in OECD and EU documents as 
well, almost at the same time. An important turn was made in 2000 when the 
final report from the regional political investigation stressed the importance of 
entrepreneurship at the subnational level. National growth is generated through 
regional growth. It is in 2000 that entrepreneurship and enterprise start to be-
come incorporated in a national policy for education when NUTEK starts it 
programme for future enterprise, but it is not untill 2004 when the Nutek gets 
the assignment to renew its earlier programmes, that entrepreneurship seriously 
rises on the education policy agenda. This is enhanced by the “Innovative Swe-
den” strategy. The Minister of Industry and Trade and the Minister of Educa-
tion and Science present the ideas together in one report. The arguments for 
growth and employment still remain, but they are now even related to the crea-
tion and preservation of welfare.   

4.5 The subnational level: Västerbotten 
I will now turn to the subnational level and summerise the development in the 
county of Västerbotten. It was during the autumn of 1997 when the govern-
ment gave the county governors the assignment to present proposals for more 
growth and employment.152 This led to the establishment of “Västerbotten the 
Enterprising County”. In the program plan it says that the overall goal is to: 
“stimulate the power of initiative, the spirit of enterprise and a belief in the fu-
ture” (Länsstyrelsen Västerbottens län, 1997).  This also implied the start of NY 
KRAFT, which was part of the comprehensive programme. Several projects 
started within the area of enterprise in education. Twelve municipalities par-
ticipated and about 80 schools finally joined the project. The projects ran from 
the autumn of 1997 to the end of 1999 (Länsstyrelsen Västerbottens län, 1999a). 
In Skellefteå municipality a larger project took place within the framework of 
an EU financed project (Länsstyrelsen Västerbottens län, 1999b). In an internal 
document, dated 1997-06-10, reference is made to Johannisson´s and Madsén´s 
survey on entrepreneurship (Ds 1997:3), which I presented earlier. 

In 1998 The County Administrative Board (Länsstyrelsen Västerbotten län) had 
started to prepare a programme for development in the region that was aimed 
at the creation of more jobs and increased welfare in Västerbotten. These ob-
jectives are formulated in the Regional Growth Agreement that applied for the 
period 2000-2002 (Länsstyrelsen Västerbotten län, 2000a). The Growth Agree-
ment has been prepared by a broad partnership composed of representatives 
from business and commerce, the municipalities in the region, the county 
council, the universities, employer organisations, unions, regional organisations 
and regional offices of the Swedish government. The County Administrative 
                                                      
152 This is at the time when the “Action for Employment in Europe - a confidence pact” (European 
Commission, 1996) had been presented.  Member states were expected to look for more local and 
regional solution to create growt and employment. 
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Board has been responsible for coordinating the operation. In the report is says 
that the number of self-employed in the county is 4 per cent, which is below the 
national average. During the 1990s the number of starting firms is also lower 
than the national average. In the Regional Growth Agreement it says that edu-
cation for entrepreneurship is very important and that the activities of enter-
prise in education should be continued. Entrepreneurship and enterprise edu-
cation should be implied at all levels of the education system in the county. 

The aims of the Regional Growth Agreement are related to the Objective 1 pro-
gramme for the period 2000 to 2006. Objective 1 is framed by the EU's struc-
tural funds. The preparing phase started in 1999. One of the two Swedish pro-
gramme areas in this objective is Northern Norrland, which includes the 
counties of Norrbotten and Västerbotten. It is within this structure the project 
“PRIO1” came about. In 2000 the overall county project of PRIO1 starts. The 
main project is based on three separate projects: 1 enterprise in schools, 2 de-
velopment of young entrepreneurs and 3 a research and development centre for 
enterprise and entrepreneurship in education. The aim of the project is: “to 
strengthen enterprise, creativity and the spirit of entrepreneurship in order to, in 
the long run, increase the number of entrepreneurs and self-employed in the 
County of Västerbotten.” (Länsstyrelsen Västerbotten län, 2000, p. 4.) The 
PRIO1 project is partly financed via the EU SPD programme (structural funds), 
Objective 1. This was in short something of the background to PRIO1´s start. I 
will return to the subnational level later in the interview study of chapter 5.  

4.6 Some conclusions 
Throughout this chapter I have provided an account of policies at different lev-
els. Eventhough the larger part of my analysis focused on the supranational 
level, it was interesting to see that at this level rather much is told about the na-
tional and even the subnational level. The main research question for this 
document study was how the concepts of entrepreneurship and enterprise in 
education have developed in policy documents over time, but also at different 
policy levels.  

The document analysis for each level contained of two parts. In the first place it 
is about text content. How are problems described and what solutions are 
provided. Another part deals with the relation of the text to other text. Have 
arguments changed character or are other problems defined? Was there any 
interplay between the different levels? The analysis provided som interesting 
insights. In the first place it became clear that at each of the level policy 
documents are interrelated. Not only internal, as with a policy drive and scope, 
within the organisation, but also to the other organisation. This is shown in 
figure 9. The figure reveals that each organisation has its own policy drive and 
scope, but these are part of an even larger drive and scope. Even though certain 
policies may look revolutionary at first sight, a closer look reveals that they are 
part of a more evolutionary process (cf. Kingdon pp. 77-83). However, the 
national and subnational agendas may suddenly change or an issue can become 
high on the agenda. Some issues that are high on the supranational agenda may 
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find their way to the national and subnational policy agendas. This is one of the 
advantages that supranational organisations show to have; the scale on which 
they operate has an enormous impact in many countries. They are in fact 
creating policies of scale; more of the same. 

 

The OECD documents cover a larger time period which made it possible to 
understand how education policy is changing in a longer time perspective. The 
OECD has argued for the opening of the school for a long period but the argu-
ments and focus are gradually changing. During the 1970s interaction with the 
community is in focus, but the arguments relate much to the social changes in 
society and the separation of children from the adult world. Gradually the focus 
becomes on the places of work in the community although they are related to 
school-based community development. During the 1980s the problem of youth 
unemployment directs the discussions to the transition from education to 
work. The arguments start to focus on the employability of the young, and 
learning should be more related to the labour market. The structural mismatch, 
partly as a result of technological change, can be solved by investment in skills 
and the improvement of employability. By the end of the 1980s the linking of 
education to the economy becomes even more obvious. A decline in manufac-
turing employment but expansion of the service sector underlines the impor-
tance to learn new skills. Also the international trade competition is mentioned 
as a cause for structural change. It is argued that the interdependecy between 
the economy and education is increasing. Human resource development and 
human capital are discussed. Pupils should learn so-called basic skills or generic 
skills. These are demanded in society, it says. It is now enterprise education 
comes into the picture. The call for change in educational methods is stressed 
and enterprise education is considered to solution to the problem. In the be-
ginning of the 1990s the focus becomes on local development and partnership. 
Schools and businesses are supposed to start different forms of co-operation.  

The OECD documents cover a larger time period which made it possible to 
understand how education policy is changing in a longer time perspective. The 
OECD has argued for the opening of the school for a long period but the argu-
ments and focus are gradually changing. During the 1970s interaction with the 
community is in focus, but the arguments relate much to the social changes in 
society and the separation of children from the adult world. Gradually the focus 
becomes on the places of work in the community although they are related to 
school-based community development. During the 1980s the problem of youth 
unemployment directs the discussions to the transition from education to 
work. The arguments start to focus on the employability of the young, and 
learning should be more related to the labour market. The structural mismatch, 
partly as a result of technological change, can be solved by investment in skills 
and the improvement of employability. By the end of the 1980s the linking of 
education to the economy becomes even more obvious. A decline in manufac-
turing employment but expansion of the service sector underlines the impor-
tance to learn new skills. Also the international trade competition is mentioned 

– 153 – 



 

as a cause for structural change. Human resource development and human 
capital are discussed. Pupils should learn so-called basic skills or generic skills. 
These are demanded in society, it says. It is now enterprise education comes 
into the picture. In the beginning of the 1990s the focus becomes on local 
development and partnership. Schools and businesses are supposed to start 
different forms of co-operation. We now enter the figure. 
 

Policy Level 

Supranational National and Subnational Year 

OECD EU Sweden Västerbotten 

1989 Enterprising Culture    

1990 Entrepreneurship and 
local initiative 

   

1991 Environment, schools 
and active learning 

   

1992 Schools and Business Maastricht Treaty   

1993  White Paper on 
Growth... 

  

1994 OECD Job Study European Council 
Essen 

  

1995 Education and 
Employment 

White paper on 
Education... 

(Sweden becomes full 
EU member) 

 

1996 Lifelong Learning For 
All 

European Year of 
Lifelong Learning 

Government bill on 
Employment... 

 

1997  
European Council 
Luxembourg on 
Employment 

I entrepreneur-
skapets tecken (DS 
1997:3) 

(Governor’s 
Assignment) NY 
KRAFT  

1998 Fostering 
Entrepreneurship 

Fostering 
Entrepreneurship 

Government bill on 
Regional Growth.... 

Regional Growth 
Agreement 

1999  Action plan 
Entrepreneurship 

Immigrant 
Entrepreneurs 

SPD Objective 1 

2000 SME Outlook + 
(Bologna Charter)   

Lisbon Strategy + 
SME Charter               

NUTEK national 
action programme 

Start PRIO1 (1) 

2001 Putting the Young in 
Business 

Stockholm European 
Council 

Government bill for 
Growth... 
(Prop.2002/02:4) 

 

2002 OECD SME Outlook 
2002 

Barcelona European 
Council 

NUTEK National 
programme (1) on 
Entrepreneurship 

(Regional Growth 
Programme) 

2003 
Entrepreneurship, 
local economic 
development 

Green Paper on 
Entrepreneurship 

NUTEK Ett stark 
Entreprenörskap 

PRIO1 (2) 

2004 (Istanbul Declaration) Final report “Best 
practice”  

Innovative Sweden  

2005 
OECD Outlook on 
SME and 
Entrepreneurship 

Policy for growth and 
jobs. Strategy for 
2007-2013 

NUTEK National 
programme (2) on 
Entrepreneurship 

(PRIO1 turns to 
PRIO POL) 

2006 

Higher Education 
Management...   
Special Issue on 
Entrepreneurship 

Fostering 
entrepreneurial 
mindsets through 
Education.... 

GY-07 + 
National strategy for 
Employment 2007-
2013 

(PRIO POL) 

Figure 9. Some selected documents (or events) at different policy levels. 
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5. Perspectives of Subnational 
Stakeholders 

In this part of the study I want to focus on the stakeholders153 (agents/actors) 
who have been participating in the formation (initiation, financing and realisa-
tion) of the Prio1 project at the local and regional level. In order to understand 
the arguments for and ideas about entrepreneurship and enterprise education, 
and why these actors have become involved in the process, there exists a need to 
hear their stories.154 Interviews provide a possibility to get insight in the actors´ 
thoughts, beliefs, knowledge, attitudes, reasoning, motivations and opinions 
(see e.g., Jacobsen, 1993; Johnson and Christensen, 2004). This insight has led 
to the choice of interviews with these local and regional actors. The 
combination of the analysis of policy documents in chapter 4, the interviews in 
this chapter, and the link to changes in education literature in chapter 6, are 
part of the methodological approach to this study. First of all the analysis of 
policy documents provided a background of the development in 
entrepreneurship and enterprise education more generally and over a longer 
period of time. The analysis of different policy documents made it possible to 
understand changes in the policy agendas of various actors/agencies at different 
levels. So, this development has been mirrored in the literature on education 
and the changes that are described. The interview study in this chapter mainly 
focuses on individual stakeholders at the subnational level (local and regional 
level). The geographical boundaries of the region in this study are defined by 
the administrative borders of Västerbotten County. As the Prio1 project is an 
overall county project and all the municipalities are participating in the project, 
the character of this study reminds of what Wellington (2003) describes as a 
historical-organizational case study. The “unit of analysis” here is the county’s 

                                                      
153 The concept of stakeholders is frequently recurring in the literature (see Stevenson & 
Lundström, 2001). The Cambridge Advanced Learners Dictionary (CALD) defines the concept in 
two ways, first: “A person or a group of people who own a share in a business”, secondly: “a person 
such as an employee, customer or citizen who is involved with an organization, society, etc. and 
therefore has responsibilities towards it and an interest in its success” (CALD, 2003). In this context 
stakeholders can be described as actors who take an interest in the project, and in fact, are in 
favour of it. So these actors are advocates of the Prio1 project. NUTEK translates the concept of 
stakeholders with “berörda aktörer” (http://www.nutek.se/sb/d/254/a/1249).  
154 See also discussion in chapter 1 about the lack of policy studies in relation to entrepreneurship 
and enterprise education, and the theoretical discussions in chapter 2 on structuration 
perspective and policy entrepreneurs. 
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Prio1 project. Tracing its development involves interviews with people who 
have been involved with the project during a longer period. Its purpose is to 
provide insight into the question of the introduction of entrepreneurship and 
enterprise in education. 

 

Figure 10. The Västerbotten municipalities  
(source: http://www.regionfakta. com/vasterbotten/). 

The Prio1 project must be seen in the context of recent developments in which 
local and regional initiatives are taken to compete for and utilise European 
Union structural funds. This has become a common sight within European lo-
cal and regional organisations. Västerbotten County is part of a region that re-
ceives support from the European structural funds. The main aim of structural 
policies of the European Union is to reduce economic and social disparities in 
regions that are lagging behind within the European Union. Therefore the Ob-
jective 1 of the structural programmes is limited to specific areas. Regions that 
can receive support are defined by the European Commission, together with the 
member states and the regions involved. Within the same region locally pro-
posed projects compete between themselves for the acquisition of funds from 
Objective 1. Objective 1 of the structural funds is the main priority of the Euro-
pean Union's cohesion policy which includes that the European Union aims to 
narrow the gap between the development levels of the various regions by help-
ing areas that are lagging behind in their development. It covers regions where 
the average GNP per head is less than 75 % of EU average. Although Väster-
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botten has a better GNP, it became part of the Objective 1 area when Objective 
6 became included under Objective 1. Low population density, unfavourable 
climate and peripherality were earlier parts of objective 6 in which the northern 
regions of Sweden are described by the European Commission as “arctic” and 
“sub-artic”.155  The introduction and implementation of the Prio1 project has 
taken place during a relatively short period. As could be seen in chapter 1, the 
literature on entrepreneurship and enterprise in education aimed at primary 
and secondary education is limited and suggested that additional research is 
needed, also in the area of policy formation and the actors involved. The theo-
retical discussions in chapter 2 also indicated that there exists a need to focus 
more on the actors who have been involved in the introduction of these con-
cepts in the school at a local level. Theoretically, I am interested in exploring the 
nature of the involvement of local and regional actors in the education policy 
process, following Kingdon´s (2003) arguments on the critical role of policy 
entrepreneurs in moving a subject up on the agenda but also into position for 
enactment, in my case the introduction of entrepreneurship and enterprise 
education. These ideas must be seen in connection to ideas about the ways in 
which the governance of education has changed and new forms of multi-level 
governance in education have occurred. That orientation required me to find 
out about the motives of the actors involved, their assumptions about entre-
preneurship education, their formative experience, their social networks as well 
as their general ideas of entrepreneurship and enterprise. My interest in the 
driving forces behind the development has led me to this focus. I therefore 
chose qualitative interviews with persons who have been participating in this 
process in order to illuminate some of my research questions. 

5.1 The aims and questions of the interview study 
The aims of the interview study are three folded: The first aim is to reveal the 
driving forces of the stakeholders. These driving forces can be revealed by ques-
tions that are based on the stakeholders` background, their goals and visions, 
their opinions about entrepreneurship and enterprise in the school, their opin-
ions about the development in society but also their narrative about how they 
came into contact with the project. The interview questions “How and when did 
you or your organisation start to get interested in entrepreneurship and enter-
prise?” and “What is your opinion about today’s school?” as well as “How do you 
think the schools should work with entrepreneurship and enterprise education?” are 
some examples. 

The second aim is to describe aspects of the policy network and to increase the 
understanding of its construction and structure. Several of the interview ques-
tions in the interview guide are related to this aim. For example: “How do you 
and your organisation work with contacts and cooperation at local, regional, na-
tional and international level?” But also: “Do you, or colleagues, have contacts 
                                                      
155 See further discussions in Loughlin (2001); SOU 1999:23; Evans (1999).  
http://www.europa.eu.int/comm/regional_policy/index_en.htm  and 
http://www.vasterbotten.se/english/eureg-detail.htm    
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with other organisations in relation to entrepreneurship and enterprise at local, 
regional, national or international level?” Also influences from other actors or 
agencies can have influenced the interviewee and the following question relates 
to this issue: “Have you received instructions or information through other con-
tacts?” 

Finally, the third aim is to reveal the importance of the subnational level for the 
development of entrepreneurship and enterprise education in the region. This 
can be fulfilled by the questions that are related to the start and introduction of 
the entrepreneurship and enterprise education projects, for example: “How 
have you worked to introduce entrepreneurship or enterprise in the schools of 
Västerbotten?”, but also to questions related to the first aim. What is the role of 
this cluster of actors in the policy formation process and how have they influ-
enced education? To what extend do the stakeholders in the policy community 
resemble the characteristics of policy entrepreneurs as described by Kingdon 
(2003), among others, which have been discussed in the second chapter? 

The original transcripts of the tape-recordings show the entire interview and all 
of the material has been used in the analysis but the citations I use in this chap-
ter are referenced according to the code given to each interviewee. The code 
shows in what part of the text the utterance occurs. For example, a reference to 
actor nr 5, page 9, lines 23-29 is referenced as: (A5, p.9:23-29). These references 
in code are a way to guarantee confidentiality, as discussed above, but I also 
experienced another advantage; it is easy to return to certain moments in the 
interview. The presentation of the results will mainly follow the structure of the 
interview guide which is divided in different themes containing several ques-
tions. Thereafter I will discuss the results more general and return to the three 
aims as presented above. 

5.2 Background of the interviewees 
The study is based on a core of interviews with actors mainly from the sub-na-
tional level and most of these persons are known in the field. The group in-
cluded project leaders, head teachers, regional and local administrators as well 
as a senior administrative officer from the Ministry of Education. The stake-
holders´ workplaces are often situated in one of the larger towns in the region. 
All interviewees have, in some way, leading positions which can vary from local 
project leader to regional manager or school leader. The organisations they rep-
resent have their main activities at the local and regional level, naturally, as 
these administratively correspond to the boundaries of the municipalities or the 
County of Västerbotten. Some of the interviewees´ geographical representation, 
however, stretches beyond the county boundaries. This is for example the case 
with the actor representing the Confederation of Swedish Enterprise who has 
been manager over a larger area. The same goes, of course, for the actor from 
the Swedish Ministry of Education and Culture who represents the national 
level. The actors in this study have to a large extent worked locally and region-
ally, even though there showed to be links to the national and international 
level as well. 
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Actor Gender Organisation Location Level Positions 

A1 Male Confederation of Swedish 
Enterprise 

Skellefteå Regional Regional manager 

A2 Female Regional Association of 
Local Authorities 

Umeå Regional Co-ordinator of training 
sector 

A3 Male University Umeå Regional In service training officer 

A4 Female County Board of 
Administration 

Umeå Regional Research manager and 
project leader 

A5 Female School and municipality Nordmaling and 
Örnsköldsvik 

Local School leader and school 
manager 

A6 Male University and 
municipality 

Umeå Regional 
and local 

Lecturer and development 
manager 

A7 Female Municipality and school Skellefteå and 
Lycksele 

Local (School) manager and 
school leader 

A8 Female Municipality and school Lycksele Local Teacher and project 
leader 

A9 Female Swedish Ministry of 
Education 

Stockholm National Senior administrative 
officer of education 

Figure 11. The stakeholders participating in the interview study. 

In accordance with the definition of Lindblad and Popkewitz (2001), who make 
a division between system actors and school actors, the interviewees in this 
study can be divided in these two groups but they are to a large extend system 
actors156 i.e., they are not working inside the school as school leader or teacher. 
There are three actors who were working in the school during the introduction 
of Prio1. One of them however, also started at a part time position as local pro-
ject leader, she informed that she soon will attain a full time position as local 
and regional project leader. Another interviewee worked as an administrative 
manager at the municipal level but later on she changed to a job as a school 
leader in another municipality. This situation of job mobility is quit character-
istic for several of the interviewees, as they had changed workplace or position 
but also worked in other municipalities or regions, though often previous to the 
project period. This certainly enlarged their social network, as will be shown 
later on. Even though I asked questions which related to the interviewees’ cur-
rent job positions, it became clear that many questions also related to the pe-
riod when some of them had different positions. Some of these positions are 
shown in the table above. In their current positions all interviewees have a re-
sponsibility for educational questions in one way or another. They either are 
entirely responsible for educational questions in their organisations or they 
have to cover the general developments of education in society, especially in the 
municipality or the region. Furthermore, and this can partly be an explanation 
for their occupation and interests in educational questions, I surprisingly no-
ticed that at least 6 of the interviewees mentioned that they have worked as 
teachers or have a teacher education background. 

                                                      
156 Cf. Ozga (2000) who refers to one of her interview studies with policy makers at different levels 
of the system. She describes them as system actors (p. 97). 
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Some initial personal driving forces 

During the interviews several actors expressed that their backgrounds, both 
personal as well as professional, influenced their interest for entrepreneurship 
and enterprise education at an early stage. One of the interviewees, for example, 
expressed his interest for entrepreneurship as a result of his diverse teaching 
background, especially his engagement as vocational course teacher has stimu-
lated his interests for the cooperation between the school and trade and indus-
try: 

“Well, let me start by saying that I am both an elementary-school teacher and a 
vocational studies teacher and in many years I have been engaged in the higher sec-
ondary school level,  also as vocational studies teacher so eh...I am very interested in 
the cooperation between school and trade and industry. So I think it is for that 
reason...constantly looking for opportunities.” (A3, P1:6-9.) 

The interest for the cooperation between the school and trade and industry is 
an essential part of the entrepreneurship and enterprise concepts in relation to 
education. On my question when they had become interested in entrepreneur-
ship and enterprise, another interviewee expressed this in a similar way; the 
search for new possibilities and a personal will for change have been important. 
Furthermore, the interest was also born as a result of his professional dissatis-
faction with PRAO,157 the cooperation between school and businesses, especially 
the students´ activities which made him willing to alter the situation: 

”This partly depends on the fact that I want things to happen, that’s one of the 
reasons, I mean... a personality trait, that you wonder how things will change...but 
then... I had...when I worked at the upper level of the compulsory school, 74 to 78, a 
ten years period...eh...it was with PRAO activities and the link to trade and indus-
try. We worked with many things. I thoughtPRAO made the children passive, it 
was not particularly instructive and you did not learn much from it. So I remember 
that we worked much more proactive with the children, so that they also would be 
able to influence the environment they worked in ...that the company should see the 
children more as a resource. We passed borders. We went...we had pupils who per-
formed their PRAO in Greece and Germany.” (A6, p. 2: 40-49.) 

This actor mentions that their aim was to work in a different way with PRAO, 
even resulting in the creation of PRAO experiences in other countries. He 
thought the students should become more proactive and change their working 
environment but at the same time also learn more during their practise period 
in working life. The businesses on the other hand should consider the students 
more as a resource. Another actor, who previously worked as a preschool 
teacher in the neighbouring county of Norrbotten, refers to a project from the 
middle of the 1980s when several different school projects started in relation to 
the school’s connection to the surrounding world. She mentions a project158 in 
which she was involved: 

                                                      
157 So called “Praktisk arbetslivsorientering “ (Work experience program).  
158 The project is called “KRAM-project”.   
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”Because one of the ideas was to open the pre-school to the surrounding society, it is 
not just thinking of resources you have inside the school, and the staff and parents, 
but in fact the entire surrounding world, businesses, clubs, the church, yes every-
thing around. Thus, that was the first time I got into enterprise... supremely good 
project...” (A2, p. 3: 31-35.) 

So these actors wished to work in different ways with the contacts between 
school and the surrounding society. In the context of the exchange of experi-
ences between the school and other organizations in the surrounding society, as 
discussed in previous chapters, the last two transcriptions show some similar 
ideas, though from different sides. While the businesses should regard the stu-
dents more as a resource, the schools should regard the surrounding society as a 
resource as well. This development gives support for the rediscovering of hu-
man- and social capital, as earlier discussed, and increased interest for part-
nership between businesses and schools. The example also shows that these ac-
tors in their teaching profession, during the 1970s and 1980s, already worked 
with projects that have similar characteristics as the contemporary entrepre-
neurship and enterprise school projects, even though these projects were not 
explicitly named after these concepts. This was expressed by several interview-
ees. The interviewees also talked about their personal background which reveals 
something of their individual driving forces and why they professionally be-
came interested in entrepreneurship and enterprise. Their professional position 
later provided the possibility to push these questions onto the agenda. One of 
them said: 

” I was born in a company ...so my parents were entrepreneurs...Well... it was, so to 
say, a way to survive here in the north. My father ran several different busi-
nesses...//...so I am used with businesses and entrepreneurship, and I think that ...in 
schools,  it is a clever way to gain basic knowledge and skills, which the pupils are 
supposed to get, according to the curriculum, to work with creativity and enterprise. 
And when I recall when I came into enterprise in a school context, it must have 
been during the 1980s, 90s. I could really carry through with it when, perhaps when 
I became head of administration in the upper secondary school programme, from 
96 or so.” (A7, p. 2: 25-27, 32-38.) 

This transcript shows that the actor’s values and appreciation for entrepre-
neurship had been formed at an early age; she refers to her parents as some kind 
of role models. The importance of role models in the formation of positive at-
titudes towards entrepreneurship and enterprise has been mentioned earlier in 
different studies and also during my interviews it is a recurrent theme. Besides, 
which was surprising but also interesting in this context, several actors men-
tioned quite explicitly that they have prior self-employment experience: 

”My husband and I have started a company, and of course, that may also have in-
fluenced me. Now he is the one, who works most in the business. I have always 
worked in the public sector, and I had never thought of starting my own busi-
ness...But I have followed the process of starting a limited company and I must say, 
it is so much more complicated than I had ever imagined.” (A2, p. 10: 34-39.) 

”I have started my own business.” (A3, p. 14:22.) 
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”One could also say that I have tried to be self-employed, on the side of my regular 
job. Not that I could earn my living full-time, but as a spare-time job eh...during 
about 7-8 years.” (A4, p.1: 33-35.) 

These examples illustrate some of their experiences with self-employment and 
that they might consider it a possible alternative to employment. In fact 6 of the 
actors told me that they have these experiences, showing that many of these 
actors have experiences from both education and trade and industry. They 
have, so to speak, worked both sides of the street. This certainly influenced their 
attitudes towards entrepreneurship. They combine their competences from the 
private and public sector, reflecting a development in society that has become 
more coveted and usual during the last decades. The actors also see themselves 
as knowledgeable and active in the process of developing entrepreneurship in 
education. They want to confirm their familiarity with entrepreneurship by 
showing an attitude saying “I know what I talk about” because they either have 
experienced entrepreneurship since their early childhood or even practised en-
trepreneurship in their professional lives. In addition, even though not all of the 
interviewees have direct or continuous experiences from trade and business, 
they consider that they have to be enterprising themselves. One of the actors, 
who worked as a teacher previous to the Prio1 start, expresses her own attitudes 
in teaching. These attitudes are part of her personality, she thinks, but also a 
result of her own further education, in which, it turned out, two of the other 
interviewees were involved. She considers herself enterprising, partly as a result 
of her personal attitudes which are reflected in the way she wants to work in her 
teaching. She defines her thoughts in the following terms: 

“Maybe I am enterprising myself....work much with change and make, ...be more 
concrete in my teaching, especially in those subjects ...so its mainly in my own inter-
est, entirely ...It is maybe my way of looking at things that I want to work like this. 
Then, of course, this has been enhanced by the courses I attended and my educa-
tion... but I think, for my own part, that it is my own way of behaving.” (A8, P. 4: 
10-15.) 

The actors and their organisations 

Even though I described some of the personal driving forces of the interviewees 
it is clear that the actors can not be regarded as completely self-interested indi-
viduals. The actors represent organisations or workplaces that might have poli-
cies for entrepreneurship or enterprise development more generally. This is 
certainly the case with the actor representing Swedish Enterprise. The confed-
eration for Swedish Enterprise is a pro-business private interest organisation 
and an important opinion maker in Sweden. When I, for example, asked about 
the actors´ work assignments the interviewee representing Swedish Enterprise 
replied: 

”Yes, well,.. then you have to go back to the question: What does Swedish Enterprise 
do? It is a creator of public opinion, we work much with...or our main assignment is 
to mould public opinion. But now we are also working with growth questions, 
which are in focus, and then we can give priority to different issues.” (A1, p. 4: 45-
48.) 
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The assignments of each of the actors must be seen in relation to the activities 
and aims of the organisations they represent. The Västerbotten County Ad-
ministrative board, for example, is a government authority which has to see to 
that the decisions made by the central Government and the Swedish Parliament 
will get desirable effects. At the same time the organisation has to represent the 
people and municipalities in the county. Coordinating regional interests and to 
work for regional development are important assignments. Some of these ac-
tivities can also be recognised in the assignments of the Regional Association of 
Local Authorities in Västerbotten. The activities of this interest organization are 
aimed on the support and the development of the municipalities in the region 
but also to take initiative for cooperation between the municipalities. These 
examples show that the different organisations have assignments and goals 
which certainly influence the actors. On the other hand, at several times the 
actors formulated answers showing that they expressed their ideas as individu-
als and not always directly as representatives of their organisation. Notwith-
standing that their personal opinion has to differ from the organization’s policy 
at all. Their personal skills and competences have importance for the organisa-
tions they represent. The actors have social and professional relations; they have 
personal knowledge, acquired through their own individual situation, including 
experiences from present and previous positions but also their educational 
background. Without discussing the roles of actors within organisations here 
any further, the actors´ agency, their capacity to make a difference, has impor-
tance. They apply their personal knowledge, including values and beliefs, in 
practice. Several times the interviewees showed that their organisations not al-
ways had a clear stated policy for entrepreneurship or enterprise education but: 

”I can’t say that we discuss… I mean that we sit down and consider this strategi-
cally, we haven’t done that. On the other hand I do have a colleague who is working 
with business try-outs in the municipalities. So this kind..., well...cooperation with 
business and enterprises, is of course part of our organisation as well.” (A2, p. 3: 7-
10.) 

It appears that the initiatives within the organisations often came from the ac-
tors themselves as a result of their responsibility for educational questions. They 
had rather free hands to work with entrepreneurship and enterprise in educa-
tion even though colleagues at other divisions within the same organization 
could work with enterprise and entrepreneurship policy more generally. 

5.3 General views on entrepreneurship and enterprise 
There seems to be consensus among the interviewees; their driving forces and 
attitudes have been formed during a longer period. Entrepreneurship has 
sometimes been part of their daily life. How then do they describe entrepre-
neurship and enterprise? What do these concepts mean for them? The catego-
ries of entrepreneurship and enterprise are basic concepts in the Prio1 project 
and the project’s goal is published on the official website. There it says: ”The 
aim is to strengthen enterprise, creativity and the spirit of entrepreneurship in order 
to, in the long run, increase the number of entrepreneurs and self-employed in the 
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County of Västerbotten” After reading out this definition I asked every actor 
what he/she thought of it and if they wanted to change something. All seemed 
to agree with those goals, but when I asked if they could give a definition for 
each of these concepts and describe what they mean, there was less agreement. 
The confusion about the two concepts of entrepreneur and self-employed ap-
peared clearly in the interviews, their descriptions are blurring. All actors prin-
cipally express that there are differences but there is no general view of what 
these differences are. Three of the actors express that the entrepreneur does not 
have to be good at running a business (A1, A4, A7). Two other actors articulate 
that a self-employed person does not have to be an entrepreneur, meaning that 
for example an employer can run the firm more as some kind of administrator 
(A2, A8). Three actors clearly say that an entrepreneur is a person who can 
work in all kinds of occupations, both in public as well as private sector (A3, 
A6, A8). One actor utters that the concepts are the same, but that starting a firm 
can be just an example of entrepreneurship (A5). However, most of the actors 
express that an entrepreneur does not have a clear-cut economic role and, what 
is recurring in the interviews, the entrepreneur is considered to do something 
differently or in a new way, not wanting to maintain a status quo, no matter in 
what kind of job involved, varying from industrial worker to teacher, public 
sector or private sector. Ordinary self-employed people on the other hand can 
do things like they always have done without even being entrepreneurs. Al-
though, as two interviewees expressed, the entrepreneur and the self-employed 
person can be the same person (A2, A7). 

Throughout the analyzed responses I see that the concept of entrepreneur is 
used in a wider context, not only referring to the traditional concepts of em-
ployer, or simply a person running a business. When the actors relate to busi-
nesses it is especially in the starting phase the entrepreneur is playing an im-
portant role. They also consider entrepreneurship as a societal rather than just 
an economic phenomenon. The definition of entrepreneurs has become wider 
and is not so much linked to a special kind of business occupation. It includes 
different kinds of entrepreneurs, which mirrors the development that could be 
seen in the literature. This becomes even clearer when I asked the interviewees 
to describe the concept of “entrepreneurial spirit”. The essence of their descrip-
tions is about doing things in a different way, to create, to think differently, to 
have new ideas, to be active, to start something or to see possibilities. The ideas 
describe a change towards something new but even not to be stuck or locked in 
given structures or patterns. Here again, there is a clear focus on change, both 
in thinking and acting: 

“...to dare to do things differently… to simply think in new ways.” (A3, p. 9:35.) 

”Not being locked in given structures, but there has to be a climate that stimulates 
creativity and new ideas.” (A4, p. 6: 2-4.) 

”It´s activeness, that is to say, active people with a drive.” (A5, p. 12: 33.) 

”...to try to invent, trying to do well… to get things started.” (A7, p. 6: 5-6, 9.) 
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”...not getting caught in structures, see possibilities, not being afraid for challenges.” 
(A8, p. 8: 1-2.) 

Some of them included to become self-employed as a question of attitude, or 
defined the entrepreneurial spirit as an alternative to being an employee. 

”How can I develop myself,... can I start a business of my own, can I become some-
thing, can I become my own...It’s all about attitude, a will to start a business, I 
want to test something new, I want to do things. ” (A1, p. 11: 47-48, P. 12: 5-6.) 

”That you can imagine some other life in the future than to be wage-employed, but 
also that you can develop your capacity to think and be creative in your thinking, 
somewhat more constructive.” (A2, p.8: 13-15.) 

The interviewed actors generally argue that there is a societal need for more 
entrepreneurs in the meaning of more self employed people while, at the same 
time, they also argue that there is a need for employed people to become more 
entrepreneurial both in the public as well as the private sector. Entrepreneur-
ship is described as being a personal attitude towards one’s personal develop-
ment and the development of society (A5) or as a personal characteristic (A8). 
It is also related to starting a business or to be important in the initial phase of 
running a business (A1, A8). Entrepreneurship is seen as an example of enter-
prise (A5) and enterprise is therefore a wider concept (A4, A9). However, the 
nouns entrepreneurship and enterprise are more treated as synonyms through-
out the interviews, especially the adjectives entrepreneurial and enterprising. The 
actors also use these interchangeably during the interviews which underlines 
that these concepts are exchanged with each other without making any differ-
ence or without being noticed. Some of them even express the similarity of the 
concepts: 

”For me it’s the same thing.” (A5.);”I sometimes think that they are used synony-
mously…I think that many people use them entirely synonymously.” (A7.); and: 
”they are much alike.” (A8.) 

As could be seen, the concepts of entrepreneur and entrepreneurship have 
come to the foreground as being something special both in relation to their 
personal competences as well as their function. Why then are they so covetable? 

Why more entrepreneurs? 

There are several trends and factors that come together and increased the de-
mand to foster entrepreneurship according to the actors. Two arguments recur-
rently appear in the foreground during the interviews: The need for economic 
growth and regional development is one. These issues are mainly linked to the 
overall economic development in society but also specifically to the local and 
regional preconditions, with problems of unemployment and the depopulation 
of the rural areas in the county. One of the reasons for an increased focus on 
entrepreneurs is the creation of new business. Several actors reason that more 
starting business can generate more jobs, which in turn increases the tax-base, 
resulting in higher welfare. The creation of jobs is mentioned by several actors. 
Large companies do no longer create the jobs that are needed, and that’s why 
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there is a need in society for more new small en medium sized businesses. As an 
explanation for this change one actor refers to structural changes in trade an 
industry. The large industries can produce more but there are fewer people in-
volved in the production process, which influences the situation on the labour 
market. She argues that small enterprises are needed because: “It will be difficult 
maybe to get a new...new Ericsson...just in a flash” (A4). Another actor argues in 
similar ways: “there is no top without a wide base” (A1), implying that society 
needs a wide base with many small firms in order to create also larger firms in 
the long run. These arguments are much related to new firms, in a way the need 
for economic entrepreneurs as a result of changes in the society. 

The other argument is related to the general attitude in society. Entrepreneurs, 
are needed in every sector of society; people employed in both the public as well 
as the private sector need to become more entrepreneurial. The attitudes of the 
students are mentioned by many. One of the school leaders expresses this need 
from a school perspective, but also from a student perspective. She said that it is 
important to give the students preparedness to function in working life and 
society. Fostering entrepreneurship is then related to the preparedness of the 
students for a society that they are going to meet when leaving the school, and 
not just the creation of starting new businesses in the first place: 

”We have not worked for the creation of more firms in the first place, but it was 
aimed at the preparedness of the pupils, but then it is of course...when a community 
wants to develop then,... then there is no other way than that you have to break-off 
old attitudes that are established in that community...that someone else will provide 
us with everything, what? And this change of attitudes was absolutely necessary, 
there is still much more left to be done. ...we have not worked for the creation of 
more businesses.” (A5, p. 12: 2-8.) 

The interviews are revealing that the actors consider that there is a need to fos-
ter entrepreneurship as a result of a changing society so that students are pre-
pared when they are leaving the school but, which seems paradoxical, at the 
same time the fostering of entrepreneurship is also needed to change that soci-
ety as well, as is argued. Although seen in the light of Giddens´ structuration 
theory or Bhaskar´s transformational model of society, this might be considered 
less contradictious. It can be questioned whether the fostering of entrepre-
neurship is part of a socialisation process, preparing students for a life in a soci-
ety that is increasingly becoming based on entrepreneurial values. The function 
of the school as a socialisation agent becomes then obvious, the school is repro-
ducing society. Traditionally socialisation is seen as a process through which the 
child gradually becomes aware of the cultural values of society. When, however, 
the cultural values of society are considered to be not entrepreneurial enough, 
are the students then expected to make society more entrepreneurial by be-
coming active change agents and transform society? In the following part I will 
turn more to the specific views of the interviewees on entrepreneurship and 
enterprise in relation to the school. 
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5.4 Specific views on entrepreneurship, enterprise and the 
school 

As the above discussion suggested, entrepreneurial and enterprising people are 
considered to be of importance for both the private as well as the public sector 
but also as employed or as self-employed they need to have these characteristic. 
This is one aspect of the discussion; another aspect focuses on the need to in-
crease the number of businesses in society. More people should start businesses, 
implying that they become self-employed. Consequently, combining these two 
aspects leads to a shift in focus, from employment to self- employment. This 
could also be a combination or a variation of being employee or self-employed 
in form of, for example, working in cooperative firms or participating in intra-
preneurship activities within an organisation, as could be seen in the literature. 

Schooling for entrepreneurial outcomes, both employed and self-
employed 

The focus on self-employment is also reflected in the interviews and several ac-
tors argue for the need to educate students not only to become employees but 
also self-employed. The shift in focus is also resembled in the actors´ more spe-
cific views on the school. 

”You should not educate people to become employed but you should educate peo-
ple...or the young should be trained to develop their natural gifts. Well,... if they are 
enterprising they have a much larger labour market ahead, they can be self-em-
ployed or...every organisation needs enterprising people who can run projects, also 
as a wage- employees.” (A1, p.2: 23-27.) 

And repeating: 

”That you show the pupils that wage-employment is not the only thing that counts, 
there are alternatives as well, ....but it is important...to be employed can be one al-
ternative, but you should not forget that,  in fact there are also other alternatives 
than employment.” (A1, p. 6: 41-44.) 

These citations illustrate that the actor focuses on the ability and skills of the 
pupils. Education, in his opinion, should focus on the potentialities of the stu-
dents and to develop their talents; to educate them in what they can be best at. 
However, to be enterprising or entrepreneurial, generally creates better oppor-
tunities on the labour market; the students can become self-employed or em-
ployed, they have a choice. In this light it seems that students with entrepreneu-
rial characteristics are not only wanted by society, it is also good for the 
individual to become enterprising and entrepreneurial in order to have better 
chances on the labour market and in society. In order to accomplish that situa-
tion, as the actor argues, more attention should be paid on the alternatives and 
not just present a one-sited picture for the students. Other interviewees argue in 
similar ways, more attention should be paid to the possibility to become self-
employed and not only to educate for employment. Self-employment, as they 
say, must be seen as an alternative to wage-employment: 
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”I think the schools have been focussed too much on educating future employees. It 
is maybe because it was the thing that most readily came to mind, maybe not delib-
erately but...people get an education and then they get a job somewhere..., but sure 
it is good if the children and youth can think, well,... I can get a job, but I might as 
well start a business.” (A2, p.7: 35-39.) 

”If we can all agree to provide youth with the vision that one way to make a living 
is to create your own enterprise... all the time there has been a focus on becoming 
employed,... then we also have to emphasise the other alternative, which has been 
concealed for a long time.” (A6, p.8: 21-24.) 

The actors are rather sceptical and critical about what has happened in educa-
tion so far and they think that there has often been a lack of attention to the 
possibilities to become self-employed. Instead of showing these examples the 
school has been focussed almost exclusively on employment, as some argue. 
One actor especially mentions the awareness of the teacher: 

”We need a school in which teachers can be more aware of the fact that in their 
classrooms there are also pupils who will become self-employed in the future.” (A3, 
p. 9: 23-25) 

The school should enhance entrepreneurial ability which in turn increases the 
probability of students to become self-employed or become entrepreneurial 
employees who are able to run projects. The thinking behind the possible in-
crease of self-employment is that those who become self-employed even might 
become employers and generate jobs in the long run. Another secondary effect 
is the shift away from public sector employment for jobs are expected to be cre-
ated in the private sector, resulting in a transformation of the economic base. 
This shift of income from the redistribution by the state to a transition to more 
market- financed income was clearly expressed by two actors (A1, A3) and is 
part of the general trend of more market financed activities in society. In the 
main, economic considerations are often recurring topics during the interviews 
and when it comes to education the interviewees seem to agree that entrepre-
neurship can be nurtured and thus fostered through schooling; but how should 
this schooling look like then? 

Most of the interviewed actors express that entrepreneurship and enterprise is 
something that should not be practised in a temporary school project only or 
that it should be linked to just one school subject. The school should work in a 
diversified way with entrepreneurship and enterprise so that all activities in the 
school should be permeated with these ideas and sustain their position in edu-
cation. To work in many different ways is important but also to work with these 
concepts at several school levels, involving the children from a very young age, 
already in pre-school. Several interviewees mention a way of progression; the 
activities of the children at an early age forms a base for the “Young Enterprise” 
activities with which the students can work later on, at the higher secondary 
school level (A1, A2, A4). It is about changing attitudes but entrepreneurship 
and enterprise also provide the teachers with a possible approach to fulfil the 
pedagogical assignments put up in the national curriculum, something which is 
expressed by several actors when they refer to the national goals (A2, A6, A8). 
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The local freedom to introduce new approaches and new methods reflects the 
national shift in focus from content and methods to educational goals and out-
comes, which is in line with what the actor at the national level said about the 
responsibility of the local level: 

”...and then the local level has the responsibility how they want to shape the educa-
tion and teaching in order to reach the goals... so there are no national regulations 
about the methods that they have to used or how they should work.” (A9, p. 8: 2-
4.) 

The increased freedom to work locally with the didactical questions what (con-
tent) and especially how (method) has created possibilities for the concepts of 
entrepreneurship and enterprise to be introduced, even though there may be 
differences in the why (reason) question of introducing these particular kinds of 
concepts. However, the interview material reveals that the actors consider that 
the ideas of entrepreneurship and enterprise education are in congruence with 
the national goals and the outlook on knowledge mentioned in the national 
curriculum. On the question related to schooling one of the actors suggested: 

”All teaching should be in line with enterprising ideas, it is written so in this view 
on knowledge that has been introduced,... which has been decided in this govern-
ment bill 1992, Skola för Bildning,...pupils will construct their own know-
ledge...there has to be a clear connection, it should be possible to use, in other words, 
instrumentally... If you apply that in all your teaching then I think you will facili-
tate for peoples´ entrepreneurial attitudes and if they then...if you then link this to 
society and the surrounding world...and get the possibility to meet people and see 
different enterprises, be part of it, to have ideas, to be able to participate and... Have 
an influence on, and present your point of view etcetera...so that they will be reck-
oned with.”(A6, p. 10: 9-15.) 

According to this actor’s viewpoint the outlook on knowledge that has been 
stated at the national level is in accordance with the characteristics that facilitate 
an entrepreneurial attitude. Students construct their knowledge which can be 
applied and used instrumentally, as a way of achieving or causing something. 
Another aspect that turns up is the linkage to society and the surrounding 
world. As a result of the possibilities to meet people and participate in activities 
outside the school the actor considers the students to become contributors who 
can influence activities in society. The linkage with the surrounding world is a 
recurrent issue during the interviews. As could be seen in the literature on en-
trepreneurship and enterprise education this is also an important aspect of 
these ideas. Also in policy documents the principle of “school openness to 
community” has been used during the last decades. 

The school and the interaction with the surrounding society 

According to the interviewees the idea of schools that have close contacts with 
the community is an essential part of the entrepreneurship and enterprise pro-
jects, meaning that the school opens to the community in order to make use of 
the local resources for the school, but at the same time to make the school a 
resource for the local community. An exchange of experiences is viewed as 
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positive for both the school and for society. The following references all express 
these issues and illuminate the prevailing perspectives: 

”To make use of the local conditions ...so then you have to work with local busi-
nesses and clubs that are available.” (A2, p. 8: 24-26.) 

”A school in which eh...people consider what role the school can play for society 
…//… I do wish that we would get pupils who could obviously see that what they 
learned can be useful.” (A3, p. 10: 12-13.) 

”That they would have some kind of co-operation with others outside school, to 
open the school to the surrounding world, and if the teachers and headmasters will 
work for that and think it is good... then the pupils will get it , almost automati-
cally...// to use creative methods in teaching, to be more tangible and have a con-
nection with reality...//...you can not read from the book how to become an entre-
preneur but you have to become an entrepreneur,... inside in some way.” (A8, p.8: 
37-47.) 

They emphasize the interdependence of school and society. The role the school 
can have for society and vice-versa. They also speak of local preconditions and 
resources as a point of departure for education. Teaching should focus more on 
creative methods but also be more realistic i.e., close to every day life. When the 
students see what role the school can have for society it generates learning op-
portunities which the students can take advantages of. The students are ex-
pected to learn not only from the classroom situations but also from the situa-
tion outside the walls of the school building. One of the actors also describes 
this in a way that reminds of Dewey’s ideas of learning by doing and what 
Johannisson has called learning through entrepreneurship. To become an en-
trepreneur can only be learned through the practice of entrepreneurship. En-
trepreneurship is what the entrepreneur does. It is not possible to gain 
knowledge from textbooks only (A8). Does this mean, if we draw a parallel 
comparison, that if students are expected to learn about society but also from 
society, they have to enter society and become active participators in it? Is 
knowledge about the local community gained best in the local community and 
through the knowledge available in the local community? One of the actors ex-
presses that there were also pedagogical motives to open up the school and start 
projects. A change in the surrounding world has been a contributory driving 
force: 

”There was... the surrounding world made it possible to launch this in the school, I 
think. There was a way, there were pedagogical motives to take this... and then the 
link to all things that were outside the school was just a domain which made that 
the teachers could not say: ”I am best in the class on this, this is my speciality.” But 
the teachers had to go out and say: ”What can we find out?”, ”How can we do?”, 
”What can we see for opportunities here?”...and than you open up...” (A6, p. 4: 5-
10.) 

Changes in society together with the changes in outlook on knowledge have 
thus created a different situation for the teachers and the school. Teachers can 
not have full knowledge about society and overview all knowledge that is gener-
ated in society. There is more knowledge and even different knowledge avail-
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able in the surrounding society, much more than from the single individual 
within the school: 

”Above all, to see all the possibilities in society and not just the pedagocial... there is 
more knowledge in the surrounding society than just in single persons in the or-
ganisation. And then it is important to open...the school outwards, because there is 
another kind of knowledge.” (A2, p. 10: 1-11.) 

As these two examples show there seem to be a concern that students will not 
acquire an adequate knowledge in school as the teacher is solely not capable of   
providing this knowledge, which is partly related to the changing outlook on 
knowledge. Can knowledge be taught or acquired or is knowledge constructed 
and derived from the interaction between students and their environment? This 
means that the students also possess unique and personal knowledge that has 
evolved from sources outside the classroom. What then is school knowledge, 
and how can the student’s personal knowledge be valuable to the school? The 
interviews reveal that the actors see a changing role for the teacher; from 
knowledge provider in the classroom to knowledge searcher and creator, to-
gether with the students, also outside the school building. The premise of the 
open school becomes clear; it will create opportunities for teachers and students 
and will foster enterprise learning. However, an increased interaction with the 
surrounding world also provides for external expertise to influence school ac-
tivities. The actor at the national level refers to the involvement of external ac-
tors who provide educational concepts: 

”It is more about getting prepared so that you are able to start your own business 
and in order to get the specific knowledge…and this...well the schools may them-
selves choose how they want to work with this. Then there are also extenal actors 
that provide certain educational concepts, such as Young Enterprise, Flashes of 
Genius, or anything like those...” (A9, p. 7: 6-15.) 

Community development and school development go hand in hand 

In addition to the knowledge issues put forward above, the actors also see other 
advantages with the opening of the school towards its surrounding community. 
They argue that the schools become more responsive to the development needs 
of their local communities when they open up to the surrounding world. 
Throughout the analysis of the transcripts it appears that the role of the school 
in this process is changing: Besides providing for basic education the school is 
seen as a resource for municipal and regional development. So the cooperation 
between the school and the surrounding community will not only provide new 
learning possibilities for students, as the actors argue, the cooperation serves 
educational and community development goals too. The surrounding world 
has more or less become the curriculum. One actor points out that when stu-
dents study their community and get directly involved with local trade and in-
dustry they will start to know their local municipality and value their commu-
nity to a higher extend. She and other actors express that the opening of the 
school towards the surrounding world is also important for the development of 
the municipality and even society at large. They describe this as a win-win 
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situation, with mutual benefits for schools and the municipality. More specifi-
cally, they even consider it a matter of survival not only for the municipality but 
also for the school: 

”…that´s the great challenge... politicians and school leaders will have to see this as 
a..., really, as a way for them to develop the municipality. That is the final goal and 
as... as I think many more have to try to understand that... this is a way for them to 
survive in the long run, at least,... certainly as the future of many rural municipal-
ties depends on what kind of contacts the school has with its surrounding society... 
and how they may derive advantage from eachother, ... and that children and 
youth who grow up in the municipality also consider their own municipality to be a 
future place of work... then you have to know what´s in the surrounding society; 
what kind of companies do we have and waht are the local conditions.” (A4, pp. 6-
7: 48-5.) 

”It maybe is a question of survival for the school, to turn outwards to society, and 
maybe it also is a question of survival for society to... well, as it were, utilise people´s 
creative ability and fantasi when they are young, as I see it.” (A6, p. 7: 35-38.) 

The concern for local and regional development must be seen in relation to the 
ongoing processes of regionalization in Europe and the decentralisation in 
Sweden. Especially the decentralization within the school system has influenced 
the local decision makers during the last decades. The local authorities and 
school management have formally got more responsibility and also more free-
dom of action. Even though schools have greater autonomy there is much 
pressure on the schools as well. The change in steering of the schools, from 
governance by rules to governance by objectives, has increased demands for 
quality control and accountability. On my question whether the school man-
agement has sufficient freedom, all actors recognised that they have. The cri-
tique is that school leaders have not always taken that responsibility or freedom 
to a full extend. This can relate to traditional ways of thinking or that they have 
not seen the possibilities of that freedom (A2, A4, and A6). Some actor clearly 
express that this problem is related to questions of leadership, either the school 
leaders (A1, A8) or the leaders of the local authorities (A5) are to blame. Oth-
ers, not surprisingly the school leaders, argue that it is very important for school 
leaders to get support from their staff (A5, A7). The actors agreed that school 
leaders and teachers together must be convinced that they want to work with 
entrepreneurship and enterprise in school otherwise it will be doomed to fail. 
The school development manager of Umeå municipality expressed that their 
policy aims to encourage local initiatives rather than pushing instructions from 
above, therefore the commitment of teachers is very important but this de-
mands good school leadership at the same time (A6). He prefers a bottom-up 
rather than top-down approach, which was also mentioned by others (A1, A8). 

The overall picture shows that the actors think that schools should become en-
gaged in and with the community rather than keeping itself as an institution 
apart from society. One actor especially focuses on the role of the teacher, who 
has to become more like teachers were in the old days. To take responsibility 
and engage in the local community, as he says, is important. In his opinion 
teachers nowadays have hardly any knowledge about the local community, 
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neither have they contact with the local population because they can work in 
one municipality but live in another. As I discussed earlier, the role of the 
school as a fostering socialisation agent is seemingly changing. Is the school it-
self no longer capable of being a socialisation agent, and is help needed from 
outside the school building? Are teachers as traditional role models then com-
plemented with role models from the local community? 

The opening of the school towards its surrounding society is by many actors 
seen as an important precondition for school development as well and they also 
discuss school development in a wider perspective. The development of the 
school is not just an internal affair as they argue; instead, school development is 
linked to the development of the local society. One of the actors even says that 
he refuses to talk of school development as he thinks it is a negative word. He 
argues that he rather uses the term municipal development because it is neces-
sary to have a more holistic perspective, everything is linked together and it is 
wrong to develop different sectors separately (A3). Another actor sees school 
development and municipal development as being the same, there are only dif-
ferences in scale, but the teachers have to become more entrepreneurial them-
selves and by doing so their teaching will develop, which adds to the entire de-
velopment of the school (A4). It is “student active learning” that is school 
development but an entrepreneurial spirit among all staff in the school will also 
contribute to school development because people will be more open for change 
and willing to see new possibilities, which again are necessary for school devel-
opment, so it is “a circular effect, one creates the other”, as she says (A5). Also the 
municipal school developer focuses on the students and says that school devel-
opment is about the involvement of the students and the will and flexibility to 
change (A6). Another school leader equals entrepreneurship and enterprise 
with school development and argues that these concepts can, metaphorically, be 
regarded as an umbrella for school development (A7). The project leader argues 
in similar ways when she thinks that school development in itself is enterprising 
and these concepts share the same characteristics (A8). What becomes clear so 
far is that the actors consider it a necessity to open the school towards society 
for several reasons. One is related to the outlook on knowledge and the students 
learning possibilities. The actors see that there are clear pedagogical advantages 
of the opening of the school; students and teachers have contact with other 
persons and organisations in society and they can be a resource for the com-
munity, while those external actors can contribute with their expertise. Another 
reason relates to school development and even the development of the munici-
pality. The opening of the school is seen as a necessity for school development 
and interaction with the surrounding world allows for the exchange of experi-
ences. 

5.5 Some traces of enterprise education in Västerbotten 
To this point I have presented the actors´ backgrounds and their general ideas 
of entrepreneurship and enterprise but also their more specific views on these 
concepts in relation to education and the school. It provides some insights in 
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the actors´ arguments and their interest for introducing these concepts in edu-
cation. I will now turn to the introduction of these concepts in the county of 
Västerbotten. The actors describe the historical development of entrepreneur-
ship and enterprise projects in the Västerbotten schools in different ways; some 
of them have been engaged with these projects for a longer period and had an 
active part in the early development stages. Others did not get involved until 
the initiation of the PRIO1 project. The stories they tell are parallel histories but 
the actors have different roles and perspectives which at certain points in his-
tory link together. I present parts of their stories and let these intertwine. 
Within the county of Västerbotten early appearance of these projects can be 
seen in the municipalities of Skellefteå and Nordmaling, this is mentioned by 
several actors. What appears from these stories is that there are several different 
origins at once, though influences were also coming from outside the county. 
Several actors point out that much started in the neighbouring country of 
Norrbotten with even links to Norway, while others especially point to the city 
of Vaasa, Finland. Without going too far into the history of entrepreneurship in 
this neighbouring county it is necessary to describe some of the activities there, 
also because several of the actors have been involved in that development. 

Developments in the neighbouring county, parts of some stories 

Several actors refer to the municipality of Boden as one of the first to get in-
volved with entrepreneurship and enterprise projects in Norrbotten (A1, A3, 
A5, A6). The actor who was in-service training officer at Umeå University, for 
example, tells that he had been invited to Boden in 1993-94 in order to organize 
some extension courses on the subject of school and municipal development. 
His organisation had started to get more involved in the development of trade 
and industry in several municipalities, especially in the county of Norrbotten. It 
was in Boden the situation had become serious when several government or-
ganisations and public services had been turned down or in need of large reor-
ganisations as he explains: 

”That this happened 93-94 depends on the crisis Boden municipality went 
through... 73 per cent of employment was in the public sector... and then suddenly 
the railways were put down, eh... the military had to move, and public medical ser-
vice... they were going to build a new hospital, but the old hospital had to close... 
This was all about the huge number of people who were going to lose their jobs...”. 
(A3, p. 2: 21-25.) 

He describes that it was mainly because of this crisis in the public sector that it 
all started for him. What role could the school play in this development? There 
was a need in the municipality to start more firms; people who were forced to 
leave the public sector should start companies. That would be the “saving of 
Boden” (A3, p4:12). This development is also expressed by another actor from 
Umeå University: 

”…And then, well, Boden municipality they started early because Boden got this 
period of readjustment...they had started to cut down on public sector expenses, re-
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duce tax revenues and finances,...then Boden experienced a crisis, and Boden, I 
think, considered that the school was an important factor.” (A6, P. 4: 46-50.) 

In his view this was also one of the reasons why the County Administrative 
Board in Norrbotten became interested in the start of school projects. These 
descriptions as provided by the interviewees show that the school is seen as an 
important factor of local development. Education is increasingly becoming 
linked to economic development. The actor representing the Confederation of 
Swedish Enterprise (A1) says that he became involved in 1995 via the county of 
Norrbotten when he, together with the Director of Education of the Norrbotten 
County Administrative Board, cooperated for an application for EU funds 
(Objectives 2 & 6). Although he had been engaged with other projects since the 
beginning of the 1990s, he described that it all took momentum there, after 
Sweden had become full EU member in 1995. Their application was related to 
the SPD159 in which entrepreneurship for women was mentioned. They decided 
to include entrepreneurship for youth as well because in their opinion the 
youth and school students were the most important groups to get engaged. The 
regional project received financial EU support and many local projects started 
in 1996.160

Although these were related to municipalities in Norrbotten, Skellefteå in 
Västerbotten was also linked to these projects and the municipality started with 
the introduction of entrepreneurship and enterprise in its education system. So 
there was cooperation between the two counties. The process in Skellefteå is 
reinforced when one of the actors becomes administrative director for secon-
dary education in the municipality. She describes that she changed parts of the 
administrative organisation. In connection to discussions in her organisation 
about the competence development of teachers she visited many schools. 
Teachers in the area had ideas about what kind of projects they wanted to start. 
These ideas resembled creativity and enterprise which resulted in the start of 
several projects: 

”...And that really was the start of PRIO1, because it was here in Skellefteå...we cre-
ated a large package of projects... eh, then it was not called PRIO1,...it was called 
NYKRAFT, I think, and this was in fact even a bit earlier than Nykraft.” (A7, p. 2: 
48-50.) 

It indicates that Skellefteå had started to run a large overall project, especially at 
the higher secondary school programmes. Initially the project had started at 
one school but later other schools joined as well. The enterprise programme is, 
in her view, even the start or at least an important predecessor of Nykraft. On 
my question why there suddenly was ground for this project she replied: 

                                                      
159 Single Programming Document, in which the member state defines their development plans in 
accordance with the European structural funds (see more chapter 4). 
160 In a publication from the County Administrative Board of Norrbotten the projects are 
described as part of the so-called “Enterprise programme” (företagsamhetsprogrammet). The 
program ran between 1996 and 1999 (Länsstyrelssen i Norrbottenslän. Rapportserie nummer 8, 
1999). 
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”Maybe it was the right time...and it is well possible that these ideas had been 
around here and there among the teachers, but hey had not seen it. Neither the 
teachers, nor the school management had seen it, and someone has to back them up 
and give them some status and... then I arrived, just in time I guess.” (A7, p. 3: 4-
7.) 

She describes her role as being an important actor in the process. Even though 
ideas had been floated around in the schools among the teachers and the school 
management, the function of her as a catalyst becomes clear. Notwithstanding 
her important solitary role in the process, there existed contacts with the di-
rector of Education from the County Administrative Board in Norrbotten as 
well as the University of Luleå, from which a researcher was invited to deliver 
some lectures on the subject. Moreover, as she explains, the projects had not 
been possible with the help of two or three enthusiastic teachers at the school 
and: 

”then I think it is an incentive..., there was money available to apply for...and I 
knew that eh.... through the County Administration Board.” (A7, p. 3: 26-27.) 

Other developments in Västerbotten, parts of some stories 

Parallel to the developments in Skellefteå, when the municipality’s projects had 
become incorporated in the Norrbotten activities, several initiatives were taken 
in other parts of Västerbotten. In 1992 one of the actors became school leader 
at a lower secondary school in Nordmaling, a municipality in the southern 
parts of the county. She describes how she worked with the reorganisation in 
the school and the formation of interdisciplinary working teams. School devel-
opment was important and they wanted to work around the skills and the stu-
dents´ preparedness for their working life, their social life and their learning life. 
During this time she came into contact with people from the Business School in 
Vaasa, Finland, who worked with similar ideas. The Finns called their way of 
working “Enterprise in the school”. After the initial meetings, teachers from 
Nordmaling went to Vaasa to participate in some study days. The interviewee 
explains that at that time she had not seen similar projects in Sweden. In 1995 
they had started to work with these profiles in their school at full scale. She has 
often been invited by other schools and organisations during these years, and 
the school made many contacts in Sweden as well as abroad. In 1995 she was 
invited to deliver a speech at a conference in Boden.161 At the conference she 
met some persons from Stockholm who had started the Swedish Foundation 
for Enterprise Education, which had its main focus on upper secondary schools. 
These contacts generated a new network that turned its focus on Enterprise in 
the primary and lower secondary school levels. A group of 10 schools partici-
pated and Nordmaling became centre of that network. When the then County 

                                                      
161 Conference “Current school research” (Aktuell skolforskning). The conference theme is 
”Student as a resource for school development and societal change”. One of the speakers, 
representing the Enterprise project of Vaasa, delivers a speech titled: “Today’s student, 
tomorrow’s employer”. There are also seminars, among others, about the enterprise gymnasium 
in Boden. See further: http://www.harnosand.se/aso  
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Governor of Västerbotten Georg Andersson stimulated the public debate 
through the publishing of an article in a regional newspaper, writing that he 
wanted to develop the county and that he was interested in school questions, 
the school management wrote a letter to invite him to their school. She ex-
plains: 

”We got so excited and happy when the county governor, who had been Minister for 
Labour... an important person... wrote about this in the newspaper and was inter-
ested. We then wrote a letter and, well, yes that was fun!” (A5, p. 8: 26-29.) 

In this period, 1997, the County Administrative Board starts to get more en-
gaged in projects related to enterprise, especially in education. The governor’s 
leadership and position was an important push for the introduction of entre-
preneurship and enterprise but also that he took a personal interest in educa-
tional questions. The County administrative board, together with other local 
and regional organisations provided a support structure for the initiation of 
these projects. Several actors recall this period in a slightly different way: 

”When Georg Andersson was county governor, he received an assignment from the 
Government to find new ways to master the problem of unemployent and to in-
crease growth. We in Västerbotten then started a project “Västerbotten the enter-
prising county”. Really it was then everything started around enterprise in the 
school, well, at least that we at the county board started to be more actively en-
gaged... Then Georg visited a number of municipalities... I certainly remember 
Nordmaling when he was there and met the school management...and he was very 
excited when he returned from that visit...” (A4, p. 1: 37-45.) 

”Then we came, Skellefteå municipality came... and then Georg Andersson started 
out of his sleep, and there had been some occasional projects in Nordmaling, I guess 
it was with this Vasa-modell. The Vasa-modell was the one and only saving faith, 
according to Georg Andersson, suddenly. Then it showed that enterprise in 
Skellefteå was somewhat wider... and then Nykraft started and, well,... because the 
County Administrative Board got engaged they were forced to give money to 
Skellefteå municipality...so Västerbotten took a back entrance into this project, 
which had been started in Norrbotten.” (A1, p.2: 32-38.) 

The above reference shows some of the rivalry between Skellefteå and Nord-
maling which I also found in other parts of the interviews. However, it is here 
some of the different stories converge into the start of “Nykraft”. The role of the 
County Administrative Board is important in this phase and especially the 
county’s governor is seen as an important person (A1, A3, A4, A5).162 One of 
the actors especially mentions the governor’s educational background as an 
explanation for his interest in municipal development questions: 

                                                      
162 When I met the governor he told me that in the period 1996/97 he had been given directives 
from the Ministry of Trade and Industry to try and develop creativity and innovations. In 
Västerbotten idéforum was created in which representatives from society, including trade and 
industry, participated. Two school leaders from Nordmaling had contacted him and wanted 
support from the County Administrative Board for their efforts on enterprise in the school. Then 
the newspaper article was published and a meeting in Lycksele was organised. The Governor told 
me that after another meeting in Skellefteå, Nykraft started in that municipality. (Interview with 
Georg Andersson during a meeting in Bullmark on the 4th of November, 2003. 21.00 hours). 
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”Remeber that it was Georg Andersson, who was county governor, he has been of 
great importance, he was...had been teacher and school leader so his background 
enhanced his interest for municipal development.” (A3, p. 4: 35-37.) 

Local and regional development had come into focus when in 1996/97 the cen-
tral government commissioned all County Governors to present ideas how 
economic growth and employment could increase in the country.163 In Väster-
botten this resulted in the project ”Västerbotten the Enterprising County”, 
which included the project ”Nykraft”. Special efforts were made to increase the 
interest for entrepreneurship and enterprise. Many projects started in the area 
of “enterprise in the school”. Schools at different levels were participating and 
during the period 1997 to 2000 the municipality of Skellefteå addressed all lev-
els of education, from pre-and compulsory basic level to upper secondary level.  
Many school projects had started and teachers received training through the 
CREA-pilot courses (KREA-pilot utbildningen) in 1998/1999. Two of the actors 
I interviewed (A3, A6) were actively engaged in the courses in which over 50 
teachers participated.  These resulted in other new projects at the schools also in 
other municipalities across the county of Västerbotten. The experiences from 
these projects in Skellefteå and other municipalities were conducive to the ini-
tiation of the countywide project PRIO 1, which has been going on since 2000. 

Throughout the interviews it turns out that the actors have become involved in 
entrepreneurship and enterprise projects in different periods. The transcripts 
show that there are in fact 4 periods described by the actors: “Initiation”, “Ny-
kraft”, “Prio1a” and “Prio1b”. I decided to label the first period as the “Initia-
tions” period because during this period diverse projects had been started at 
different places, both in the County of Västerbotten and in the neighbouring 
county of Norrbotten. Especially Skellefteå, though a Västerbotten town, was 
initially connected to the Norrbotten projects.  At the same time initiatives had 
been taken in Nordmaling. When the project “Västerbotten the enterprising 
County” starts in 1997, Nykraft is boosting the introduction of entrepreneur-
ship and enterprise in several other Västerbotten places, for example Bjurholm 
and Lycksele. The Skellefteå and the Nordmaling projects are seen as very im-
portant examples, also because the school leaders are eager to work with these 
questions. During the analysis a picture emerges showing that the period in the 
first half of the 1990s is rather diverse. Several actors say that they are then 
working with projects that have a relation to entrepreneurship and enterprise 
ideas, 4 actors have been active for a longer period, while others have become 
more specifically engaged at later points in time, notwithstanding that they have 
also worked in other similar projects even before the 1990s. In 2000, when 
NyKraft had finished, the overall county project Prio 1164 was launched. 

                                                      
163 This is the so-called “Governor´s assignement” (landshövdingeuppdraget). 
164 When the county project PRIO 1started in 2000, it contained three subprojects: 
entrepreneurship in schools, an R & D centre for entrepreneurship and enterprise education and 
a project dealing with the development of young entrepreneurs. The overall responsibility for the 
project was divided in 2003, when the PRIO1b phase set in. The R & The centre is now run by the 
University while ALMI Företagspartner (a public organisation that aims to stimulate growth and 
development for small and medium-sized companies) has the responsibility for the development 
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5.6 The initiation phase of the PRIO 1 project 
As seen from without the county’s growth agreement and influenced by the 
objective 1 programme, the idea grew to elaborate a larger programme in which 
all municipalities would participate. An informal partnership between the 
County Administrative Board, ALMI, B.I.C., the Regional Association of local 
Authorities, Umeå University, Young Enterprise and the counties municipali-
ties cooperated. The initiation of PRIO1 is an important development in which 
the Nykraft activities are prolonged and the position of the Västerbotten 
County Administrative Board consolidated in PRIO1. 

 

Figure 12. The involvement of the actors during different periods. 

Diverse local activities are so lifted to a regional level, contributing to a stronger 
regional policy for entrepreneurship and enterprise in education. Several actors 
representing the County Administrative Board have worked actively in order to 
have all 15 municipalities in the county involved in the project; this is expressed 
in the interviews. 

Even though the County Administrative Board gets a more central role in the 
play, the parts of other actors have been important too. A large part of the in-
terviewees have been active during the introduction phase of PRIO1. Several 
interviewees express, for example, that they have been participating in the 
county’s PRIO1 Steering group (A1, A2, A3, A4). They are describing their own 
role: 

“Yes, eh, because I had been engaged here in Skellefteå with enterprise in education, 
so I had the contacts and... when they were going to write a new programme, I 
contacted XXX and the gang.” (A1, p. 8: 43-44.) 

                                                                                                                                 
of young entrepreneurs. The PRIO 1 project became more focussed on the school projects. It is 
also on this part the research centre has focussed interest. 
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“I have been part of it since the discussions about PRIO1 started, for then I got in 
touch with XXX at the County Administrative Board...so I participated in some 
meetings when the project application was written, and we discussed our strate-
gies...and it was then I also looked what had been written in the curriculum about 
enterprise.”  (A2, p. 2: 4-7.) 

The first transcript shows that the actor representing the Confederation of 
Swedish Enterprise had experiences from the Skellefteå area and that he had 
been engaged with enterprise in education earlier. He describes that he himself 
took contact with the County Administrative Board. His “contacting the gang” 
more or less expresses that he knows the actors involved. The other transcript 
illustrates that the actors consider themselves active participators in the initia-
tion phase as well. Her experiences from education, but also her interests for 
the developments of schools in the region are valuable. She shows to be a valu-
able resource in the formulation of the application. What becomes apparent is 
the different roles the actors are playing in this policy community and the for-
mation of the policy. The actors see themselves as active participants and ex-
press that they have taken the contacts with the County Administrative Board. 
Again, throughout the transcripts it appears that they see their own initiative as 
important: 

”Well, it’s my own initiative, my own initiative ... it´s eh...this job is very independ-
ent, it´s nearly the most independent you can have... it´s much about my own ca-
pacity to take initiative.” (A2, p.6: 20-24.) 

Marketing and spreading the news 

The lobbying performance is an important type of activity in the formation and 
the implementation of new policy. Also the spreading of the ideas has been im-
portant during the introduction of different projects. Both activities relate to 
the “get people to face the issue” aspects, as described by Kingdon (2000). The 
spreading of ideas and the marketing of the Prio 1 project can be seen in the 
following example when a project leader describes her coordinating tasks: 

”So its very much about telling what this project implies...it has been very much like 
that...it´s been, from about 2000, much marketing, much talking, talking, talk-
ing...talks with politicians, talks with teachers, talks with school leaders, school-
management...everything you can imagine...ehm....try to be in the newspaper, to be 
on the radio...because...when it´s about attitudes, which this is all about,well, its an 
attitude towards learning, so it has to become popular....It´s very important that 
you market this as a good thing...and the more people who hear about this, the eas-
ier i gets.” (A8, p. 4: 34-41.) 

The actor shows that she considers the marketing of the project as one of the 
most important activities in her work. The above transcript exemplifies what 
these activities imply. Not only presenting the project ideas to people in differ-
ent groups but also to use the media in this process. The distribution of the 
Prio1 logo and to make the issue visible is part of the distribution of knowledge 
as she argues. Her statement was not the only one in my interviews, by no 
means: 
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”So, it all started to run somewhere by the end of 1995,...  marketing the whole 
thing and ´96 you can say that it all accelerated.” (A1, p. 1: 17-18.) 

Marketing aspects are related to the spreading of information about the projects 
but also to the marketing of the school. The “public relations” of schools have 
become more important and shows that schools want to improve their relations 
with the surrounding world. To make the project and the school more visible is 
also an expression of the marketization of the schools. Schools have to market 
themselves in order to attract pupils from different areas. Thus, schools are be-
coming more market oriented also as a result of the free choices that pupils 
have. The marketing of the school and public relations is about creating images 
and the selling of the school to the surrounding world. Consider the following 
expressions of the same ideas: 

”We can have, how shall I put it, marketing of image questions, or how does one 
perceive the school. You can call it PR.” (A1, p. 9: 36-38.) 

…”Then this school leader phoned me and asked about enterprise...or could you 
come over during some evening session we have... and than we could discuss how 
the school could sell itself... and then we had some meetings about PR and it was 
fun...They created slogans and put up, well...symbols in the school and it was very 
creative.” (A3, p. 14: 45-48.) 

”As a matter of fact we received PRIO1 money to another project, which I will run 
myself...//...its about how we can improve our marketing while at the same time 
come closer to the companies... and every year, here after, we will establish and or-
ganise a large trade fair where we show everything we got, and in which the compa-
nies will join too.” (A7, p. 1: 26-30). 

Publication of reports, articles, press releases but also the organisation of 
meetings, conferences, seminars, masses and workshops help to generate the 
distribution of information. Just like the marketing and public relation aspects 
discussed above, so are the actors´ personal networks important for the collec-
tion and distribution of information as well as diffusing the entrepreneurship 
and enterprise agenda. 

5.7 Networks and contacts between the different policy levels 
During the interview process the actors provided information about contacts in 
their network and throughout the analysis of the transcripts it becomes clear 
that the interviewees have large social networks and they take part in more for-
malised networks. They regularly participate in meetings or they are members 
of different steering groups or councils. The possibility to distribute ideas via 
the networks is obvious and the actors´ networks form important personal re-
lation channels. The actors refer to many other persons and some of them seem 
to indulge in a namedropping parade. A total of some 60 different names are 
explicitly mentioned during the interviews, leaving out those persons whose 
names are not mentioned. During the different interviews one person’s name is 
mentioned 5 times, another person is mentioned by 4 actors, 4 persons are 
mentioned three times and two persons are mentioned twice. All through the 
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interviews it becomes obvious that snowballing technique also can be used in 
order to get ideas about the networks of the actors. As a result of each actor’s 
“referral cloud” it is possible to form a picture of the actors involved and to il-
lustrate some of the diffusion paths of entrepreneurship and enterprise to the 
school, which I experienced as an advantage of the method. 

This process is based on the assumption that the interviewee is part of a social 
or professional network and that links or connections exists between the inter-
viewee and others in the same policy community. The referrals they made so 
generate contexts and insights for the study of network policy formation. When 
I sorted the names it became clear that the personal networks of the actors do 
not overlap. Instead of one, to use the snowball metaphor, several “snowballs” 
became visible. Although the interviewees together form an important cluster, 
the transcripts show that each of the interviewees participate in other, but sepa-
rate networks. This illustrates some of the potential for policy diffusion and 
propagation as the diffusion of policy ideas then might follow a more or less 
logarithmic pattern, like expansion diffusion. The method of contacting poten-
tial interviewees or informants, in the earlier section on sampling described as 
"snowball sampling", gave insight in the personal networks of the actors. This 
snowball method offered thus methodological advantages both in the sampling, 
but maybe more interesting, also during the analysis of the transcribed texts. 
Even though there is a possibility to increase the sample size continuously, I 
used the actors´ namedropping to get an idea of each actor’s personal contacts. 
In the transcriptions the names of several actors are mentioned, but it is inter-
esting to see that new names enter the scene continuously, implying that the 
actors all have their personal networks in which they participate. 

Initially I expected that the actors more or less should mention the same per-
sons; on the contrary, each actor provided new separate names and these 
formed some sort of personal network domains. So, not one snowball occurred, 
rather several separate snowballs. The notion of separated snowballs presented 
itself to me during the course of the analysis. The interviewed actors all indi-
vidually have their personal circle, their personal network domain, but the ac-
tors have contacts with each other and they, together, form so part of the policy 
community that has been engaged with entrepreneurship and enterprise edu-
cation. This idea is visualized in figure 13. 

The special but diverse competences of each of the actors are utilised and 
strengthen this policy community but also the fact that they participate in a 
wide range of networks with partly similar but, maybe more important, also 
dissimilar groups of people. The network facilitates for the transfer of informa-
tion but also for the exchange of their competences and special know how. This 
must, of course, be seen in relation to the special position these actors have as 
they are representing larger organizations in the region. Also their participation 
in steering groups and their joint activities in the county’s growth agreement 
which advocates partnership have formalised the cooperation of the actors in 
this network. This can be seen as an example of social capital which comes 
about through the relations between the actors. Relations not only between the 
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interviewed actors but also among the actors in each personal network domain 
can be important. Throughout the analysis it seems that this cooperation has 
facilitated for agency as the actors use their collective resources in order to 
achieve their interests. 

 

Figure 13: A schematic representation of personal network domains as part of the policy 
community network. 

However, as a result of the actors´ different positions, competences and perso-
nal networks a favourable situation was created. The process has gone from in-
dividual ideas and believes to more organised policy making, especially when 
the preparations for Prio1 set off an overall county project under the auspices 
of the Country Administrative Board. The cooperation must be regarded as 
rather important because it created a possibility to initiate the introduction and 
stimulation of enterprise and entrepreneurship education at a larger scale. In 
the absence of this cooperation the initiation of the projects probably would 
have been less viable. So far I have described some general aspects of the actors´ 
networks but how do their contacts relate to the different levels? 

Subnational cooperation 

All subnational actors have many contacts in the region and close ties to the 
local organisations, for example, the municipalities. Especially the system actors 
who represent regional organisations such as the county administrative board, 
the confederation of Swedish enterprise and the regional association of local 
authorities mention that they have contacts with many other organisations and 
municipalities in the region. These contacts differ from personal contacts to 
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more formalised partnerships when they represent their organisation. This is 
expressed in an exemplary way by one of the interviewees when she explains: 

”When it comes to the local level with ...the municipalities in the county we have 
very close collaboration...we have absolute direct contacts... we have different net-
works. I always meet the school leaders, four times per year and then...//...I have the 
politicians and the presidency in the educational committee which I summon to a 
general meeting, twice a year. I have a pre-school network which I often meet. I am 
responsible for pre-school questions as well, and teacher training participates too. 
There is a network for special schools, musik teachers, and music schools. Then we 
have occasional groups in which we will discuss different issues. So, now in the af-
ternoon I will meet people from Skellefteå, Lycksele, Umeå and Örnsköldsvik and 
we will discuss renewed assignments in our work. We have close collaboration with 
the municipalities in branched networks. Then when I look at the regional level... 
we often co-operate with the County Board of Administration, the County Em-
ployment Board, The regional agency for education, the University, well...all those 
regional actors...We also participate in different constellations, joint committees 
and different projects.” (A2, p. 7-8: 31-50, 1-6.) 

All actors mention several examples of cooperation and contacts at the subna-
tional level. The region is important for them, which of course is rather natural 
considering that these actors work in the region and represent organisations in 
the region. The above example shows some of the extension of the local and 
regional contacts and the existence of subnational horizontal networks within 
the region. As could be seen in the previous part on the introduction of entre-
preneurship and enterprise in Västerbotten the ideas had been rooted locally in 
local projects while regional resources were later mobilized under the umbrella 
of Prio1 with a co-ordinating task for the County Administrative Board. This 
established a common agenda for enterprise education in the region. It should 
be stressed that interaction between the actors also has taken place because 
most of the subnational organizations co-operate with each other in more for-
malised ways. The county as a demarcated area has importance for constituting 
the context of interaction between the actors, especially the more formalized 
contacts. Examples of subnational partnerships can be seen in the county’s 
growth agreement but also the formation of the Västerbotten Prio1 steering 
group in which several of the interviewed actors have participated 
(A1,A2,A3,A4) or the involvement in different municipal Prio 1 steering groups 
at the local municipal level (A6, A7, A8). This certainly enhanced the interac-
tion. Interaction between the actors and the formation of partnerships of differ-
ent kind has thus facilitated for the formation of a subnational agenda for en-
trepreneurship and enterprise education. How about links to the national and 
subnational levels? 

The national level and NUTEK as an important national agency 

Although two actors explicitly say that they are working in organisations that 
also have a national representation (A1, A2) none of them expressed clearly that 
there have come directives from their national counterpart to work with entre-
preneurship. On the contrary, on the question whether they received any direc-
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tives from their national counterpart one expressed that she more sees the na-
tional organisation as a resource and a “sounding board” and that they have not 
discussed entrepreneurship or enterprise education during their meetings (A2). 
Throughout the interviews it appears that the actors consider the relations to 
the national level sometimes problematic and that national organisations have 
been rather reserved when it comes to entrepreneurship and enterprise in edu-
cation. One of the actors tells that he visited the then Director General of the 
Swedish National Agency for Education, Ulf P. Lundgren, to discuss the matter 
of introducing the concepts in the national curriculum: 

”We wanted this to be written in the curriculum...but I understood from Ulf, P. 
Lundgren, who was Director Generall, that ...eh that we would get the possibility to 
make some adjustments, but Ulf, P. Lundgren he thinks there is no need to write it 
in the Swedish curriculum. You must know that it had been written in the Norwe-
gian curriculum, the Finnish curriculum, and I replied that it seems that they are 
ahead of us, but he, Ulf. p.Lungren, said that this was not the case, our view of 
learning...because in the curriculum it says creativity, and that what we are after.” 
(A3, p. 6: 41-49.) 

Several other actors also express that there was a lack of interest for entrepre-
neurship and enterprise education at the national level. The regional project 
leader at the County Administrative Board puts it like this: 

”In fact we have felt that we were rather alone when it comes to entrepreneurship, I 
mean nationally. Vi have tried to get contacts nationally, but we consider  that we 
did not really get any response, untill now...we invited the Ministery of Industry, 
Employment and Communication, we invited the Swedish National Agency for 
Education, and ...eh we met representatives from the Ministery of Industry, Em-
ployment and Communication and the Ministry of Education, Research and Cul-
ture,when we were participating in international conferences, for example the one 
in Oslo, which had been organised by the Norwegian Ministery of Education. There 
we met representatives from the Swedish Ministries, education as well as Industry, 
and we (sigh) we took personal contacts with those persons who were there and we 
though now we want to have a meeting...but, well, nothing really happened.”(A4, 
p. 2: 37-50.) 

The picture that emerges shows that the actors consider that there has not been 
much interest from the national level and that initiatives have been taken 
mainly at the regional level in Västerbotten. The County Administrative Board 
has been an important organisation. However, throughout the transcripts 
NUTEK165 is mentioned several times as one of the few national authorities that 
have been engaged in entrepreneurship and enterprise in education. This re-
flects the picture of the study on policy documents in the previous chapter. A 
local project leader gives her opinion about the national involvement in the 
following statement: 

                                                      
165 NUTEK (Swedish Business Development Agency) is a national authority under the charge of 
the Ministry of Industry, Employment and Communication and can be seen as the equivalent of 
The National Agency for Education which is under the charge of the Ministry of Education, 
Research and Culture. Nutek´s assignments are defined by government objectives (See also 
chapter 4). 
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”National… eh… well, in fact it is the regional level I have to say, it´s in fact the 
County Administrative Board in Västerbotten that, in my opinion, has taken the 
initiative when we consider Västerbotten...eh, however, I feel that it has not been 
initiated at the national level...//...So I think more could be done at the national 
level. As far as I know, there is no...From my perspective there has been very little 
attention from the national level. Nutek has taken notice of our work, let´s say so.” 
(A8, p. 6: 30-33 and 43-46.) 

NUTEK´s activities vary; from the distribution of prizes to the financing of dif-
ferent projects. The distribution of prizes can be seen as a way of marketing the 
school projects; to draw attention. The actor representing the Confederation of 
Swedish Enterprise was content with the development in the region and noted: 

”It was in ´98 when Skellefteå municipality received a prize from NUTEK for being 
the best municipality, when it comes to enterprise, and in Norrbotten Boden re-
ceived some kind of prize and there were some others who received prizes too... and 
now the last distinction, for a couple of years ago, a school in Kiruna became Swed-
ish champion in enterprise in education, so...it yielded results.” (A1, p. 1: 22-26.) 

The actor from the in-service training office at Umeå University shows that he 
was involved early with the Norrbotten projects and also that he had contacts 
with NUTEK. According to him, NUTEK was interested in the publication of 
printing materials and the organisation was inspired of the Finnish way of 
working with entrepreneurship in schools. In a later transcript the actor ex-
plains, again, that Umeå University missed the possibility to write a book about 
the subject because NUTEK considered there was not enough competence 
available on the combination of entrepreneurship and education in Umeå at 
that time. Bengt Johannisson (University of Växjo) and Torsten Madsén (Uni-
versity of Kristianstad) received the assignment (see also chapter 4). To wit: 

”Those who had an important role in this were...eh NUTEK, because NUTEK 
came in touch with us via Norrbotten. Norrbotten applied for funds in different 
ways, and he who was manager at NUTEK and responsible for school questions, 
they had a special school department, he...eh thought that we could organise a large 
conference in Norrbotten and they needed documentation as well, and they would 
print material. They applied some of the Finnish way of working with these issues. 
Thereof Madséns book was published because NUTEK gave Madsén the assignment 
…” (A3, p. 6: 12-18.) 

The last two transcripts also confirm previous statements about the early start 
of entrepreneurship and enterprise projects in the neighbouring county of 
Norrbotten and that NUTEK´s initial involvement in the region primarily fo-
cussed on the county of Norrbotten. This can also be understood from another 
actor’s résumé. She argues that there initially were not many responses from 
NUTEK, although at a later stage in the interview she explains that NUTEK has 
recently appointed her to take part in a national group of persons responsible 
for entrepreneurship policies in each county: 

”And when it comes to NUTEK, so... there are some people we have invited and we 
also met them, they participated in our conferences..., so they know what we have 
done, but it is not much more than that...” (A4, p. 3: 1-3.) 
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”Well, NUTEK has appointed people who are responsible for entrepreneurship in 
each county // those people will be part of a national group for entreprenurship; I 
have joined this group, together with another representative from Västerbotten, so 
we both are responible for these NUTEK related questions.” (A4, p. 9: 8-12.) 

The responses of the interviewees indicate that they consider that NUTEK has 
been important for the policy drive for entrepreneurship and enterprise educa-
tion at the national level. Moreover, NUTEK has been one of the few national 
authorities that have showed interest in the developments at the subnational 
level. While the organisation has strengthened its position in the education 
policy sector during the last few years, the role of other more “traditional” na-
tional agencies for education has been rather withdrawn. Overall, it can be said 
that when it comes to entrepreneurship and enterprise in education the inter-
views do not reveal that there exist many links between the actors and state au-
thorities at the national level. The actor from the Ministry of Education, Re-
search and Culture tells that there has been cooperation at the national level 
between the several ministries and different government authorities but it was 
NUTEK that had received the assignment to create a national action plan, also 
related to education. The role of the interviewee was to participate in a refer-
ence group, seemingly an attempt to manage the horizontality of the policy is-
sues across government departments: 

”…We have had this eh... co-operation with the Ministry of Industry, Employment 
and Communications, NUTEK, and the Swedish National Agency for School Im-
provement, and then we met from each unit respectively, together with our col-
leagues from other departments and authorities...//...NUTEK had received an as-
signment to make a National Action Programme, it was called so,...it resulted in a 
report “For future entrepreneurship”, and my assignment was to take part in a 
consultative group.” (A9, p. 1: 27-29 and 41-44.)166

The national initiative for entrepreneurship and enterprise education seemed to 
have been in the hands of the Ministry of Industry, Employment and Commu-
nication, especially their government agency NUTEK. Albeit NUTEK is a na-
tional competence centre for entrepreneurship, business development and re-
gional development it is interesting to see that they have incorporated educa-
tional questions in their policy for entrepreneurship. Even though the actors 
generally toned down the part of the national level, the role of NUTEK has been 
influential at the subnational level in several ways, to judge from the actors´ 
commentaries in the transcripts. 

The actor’s links beyond the national boundaries 

The interviews show that examples from links to the national level are rather 
scarce; the opposite is true for the supranational level. The actors express that 
there exist many international links. Contacts with organisations or schools in 
other countries were frequently mentioned, both by system actors as well as 
school actors. The school actors generally described international contacts with 
                                                      
166 NUTEK (2000): För framtida företagsamhet. Ett nationellt handlingsprogram för ungt 
företagande. Stockholm: NUTEK. See also chapter 4. 
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other schools, many in European countries but also in other parts of the world. 
The use of IT, as these actors express, has made it possible and internet is now 
widely used. Interaction between schools, but also student and teacher ex-
change occurs (A7, A5). The students in schools make contact via internet and 
students are now networking worldwide and participate in several exchange 
programmes. Their way of working in the school is much focussed on the con-
tacts with foreign schools, sometimes at the cost of working towards the local 
community: 

”Yes, if I have to be...somewhat... harsh, then I would say that we work more with 
other countries than we work locally (laughter). Yes it´s true...I think you work 
more with the local level when, and this might sound somewhat fawning, I think 
you work more with the local environment with the younger children, because when 
they are in this age [upper secundary level] they are so turned on working abroad 
(laughter), they are!” (A5, p. 17: 17-18 and 26-29.) 

”Internationalisation is not only about individual students and teachers who have 
individual contacts, but it is something that has to permeate the entire school, so we 
will gain more knowledge about the world that surrounds us, about the EU, 
about,... well, yes, on the whole, widen our horizons, and that is something that 
everyone needs.” (A7, p. 10: 26-29.) 

The two school leaders highly value internationalisation and they mention sev-
eral countries with which they have contacts. These are mostly European but 
they mention also countries in other parts of the world. Generally, throughout 
all the interviews, over 30 countries or foreign regions and cities are mentioned. 
Two countries are mentioned most frequently; Finland and Norway and there 
exist different kinds of contacts with actors in these Nordic countries. It is true 
these are neighbouring countries and therefore the frequency of contacts might 
not seem peculiar at first sight. Several actors, though, mention that they have 
had contacts with these countries via different projects or forms of cooperation 
that was specifically related to entrepreneurship and enterprise in education 
(A1, A3, A4, A5, A8, A9). The actors´ contact networks have also facilitated for 
the international exchange of ideas and experiences: 

”Two weeks from now we will meet our Norwegian and Finnish colleagues...Vi 
have had these contacts since ´92 and we meet once a year in order to exchange ex-
periences. The Norwegians work quite a lot with enterprise in education. When we 
meet, there is always a question on the agenda that relates to schools or education.” 
(A1, p. 4: 36-41.) 

”In the northern parts of Norway we saw the same development as we had in 
Boden´s public sector, and a person named Landråk,167 he was manager for this in 

                                                      
167 Håkon Landråk, a lecturer from Stavanger, Norway who has been working with the so called 
District Active School program (also called Dynamic Local School). This program has aims to 
stimulate entrepreneurship in schools and focuses on the cooperation between schools, local 
authorities, and local businesses (http://www1.his.no/prosjekt/ds/). Landråk is also active 
internationally. He has worked with entrepreneurship in relation to the Nordic Council of 
Ministers (see chapter 4) and his name is also mentioned in the innovation policy data base of the 
Enterprise Directorate of the EU (http://trendchart.cordis.lu/tc_datasheet.cfm?ID=8306).  The 
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Norway...  I invited him to a meeting with people from Norway, Finland and Swe-
den. There were possibilities for co-operation, I thought, as I was chairman for the 
Nordkalotten co-operation. I suggested that we could introduce this [entrepreneur-
ship and enterpise] as a theme at our meetings and in our competence development 
of teachers in Nordkalotten....and Landråk he came... to Boden and came with his 
lecture...” (A3, p. 2: 34-40.) 

The transcripts illustrate that educational issues, including entrepreneurship 
and enterprise, have been part of the exchange between these countries. The 
latter example shows the actor’s position as chairman for Nordkalotten (the 
Arctic Region of the Scandinavian Countries and the Kola Peninsula), which 
gave him the possibility to launch the theme of entrepreneurship and enterprise 
in their international cooperation. In other parts of the interview it turns out 
that, besides his contacts in Norway and Finland, links to especially Canada 
have been significant for his engagement. Several impulses from Canada have 
been important for the introduction of these concepts in the county of Väster-
botten and the contacts led to the start of an international, EU financed project 
in 1998. The project aimed to promote entrepreneurship and enterprise educa-
tion in teacher education programmes through a Canada/European Union 
partnership and several educators and universities from Sweden, Finland, 
Scotland, England and Canada participated.168 Through this trans-Atlantic pro-
ject the links with Vaasa, Finland, were tightened and this cooperation later 
generated several other school projects in Västerbotten as well. An example is 
the project called “teachers as agents of change” in which several municipalities 
from Finland and the Västerbotten municipalities Bjurholm and Lycksele par-
ticipated.169 The emerging picture indicates that international impulses from 
several countries have been important but contacts with especially Finland, be-
sides those with Norway and Canada,170 seem to have been considerable. An-
other aspect is the influences from the EU. Throughout the analysis it turns out 
that several projects have been financed through different European Union 
funds, varying from Objectives 1, 2 and 6 to Interreg, and after Vaasa, Brussels 
is the city most frequently mentioned during the interviews. 

                                                                                                                                 
concept of “Dynamic Local School” was first used in the middle of the 1980s (See further: 
http://www.irogaland.no/ir/public/openIndex/view/page1.html?ARTICLE_ID=1103634364884). 
168 Kaisa Isotalo, then University of Vaasa, was European Coordinator for the project “Promoting 
entrepreneurship and enterprise education in teacher education programmes through a Canada/ 
European Union partnership. The actor (A3) had come into contact with her via a Boden project. 
169 The project is a so called Interreg Kvarken-MittSkandia project. Interreg is a European 
programme that supports inter-regional, cross border cooperation and is financed through the 
European Regional Development Fund. The project “teachers as agents of change” (lärare som 
förändringsagenter) ran from late 1998 to 2000 (Se also: http://www.mittskandia.org/arkivet 
/godproj/gkproj.pdf).       
170 JoAnne Akerboom, then Senior Vice President of the Canadian organisation CEED (Centre for 
Entrepreneurship Education and Development), participated in a PRIO1 conference in 2000. The 
Contacts with CEED were made some years earlier when the actor (A3) visited Canada. On their 
Website CEED announce that they have partnered with Swedish organisations such as NUTEK 
(see:  http://www.ceed.info/partners/). NUTEK has implemented CEED´s concept “Open for 
Business” (OFB) during the period 2001 - 2003 (http://www.nutek.se/sb/d/128/a/866). More 
about OFB, see also Holmgren (2005). 

– 189 – 



 

What about subnational contacts with the European Union? 

Several of the actors have contacts with the EU, either directly or via contacts in 
their networks. As the literature suggested, networking activity is very impor-
tant for the diffusion of policy ideas. The networks give the possibility to learn 
from each other and it creates possibilities to promote the activities of the par-
ticipants. Network formation, also international, facilitates opportunities for 
the exchange of information and experiences and has been an important prior-
ity: 

”…and at this very moment we are participating in a conference in Brussels, be-
cause our intensions for EU co-operation is to create more contacts with other 
countries that work with similar projects or in similar areas, and create...and ex-
change experiences. So that´s why we want to keep at it somewhat harder this 
time.” (A4, p. 3: 21-24.) 

The actor representing the County Administrative Board tells me about the 
links with the EU and gives examples how they work in her organisation. Her 
words reveal a clear strategy to establish contacts with other similar projects in 
Europe in order to facilitate an exchange of experiences. Brussels so becomes an 
important conjunction in the extensive promotional drive for entrepreneurship 
policy. Contacts with the commission are important and to exchange informa-
tion “face to face” about other projects, as well as to be seen on the scene, is part 
of the strategy. 

”Yes, that´s the EU… It is in fact there … I wait for an answer now, I have got a 
person in Brussels today, who will meet the Commission in order to hear with them 
in what way we can eh... engage in a dialogue with those persons who work with 
this kind of questions at EU level, in a closer way, instead of just reading in a report. 
So I don´t really know how we touch down, but our ambition is that we ...they ei-
ther come to us or we will come to them and explain what we work with here.” (A4, 
p. 4: 6-11.) 

Another actor explains that she has been to Brussels and participated in a 
meeting.171 She describes what the meeting was about and her words reflect 
some of the international economic agenda in the process of meeting the labour 
market requirements in the international economy. She identifies the underly-
ing rational for these processes, including the issue of economic growth, which 
can be seen throughout Europe as well as in the north of Sweden, showing the 
perceived importance of global and national economic factors impacting the 
region: 

“I have talked to them the week before last, because then I was in Brussels at a 
meeting where they talked about just these matters. How the job situation will de-
velop in Europe, as well as in Sweden, and the Swedish population, well the same 
goes for our area in the north, it seems that we share the same problems with other 

                                                      
171 When I combine the transcripts of two actors (A4, A8) and check the interview dates, it 
appears that they presumably refer to the same occasion when the European Union offices in 
Brussels were visited.   
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parts in the world. There are too many...too few young who don´t ...and too little 
growth, so it´s about the same things, you know! …” (A8, p. 7: 4-8.) 

Her visit to Brussels was related to the fact that Västerbotten was chosen as a 
“Best Practice” example. As could be seen earlier in chapter 4, fostering entre-
preneurship was a priority when the European Commission defined the key 
competencies for the knowledge society. The Commission’s DG Enterprise has 
run a project on best practice in education and training for entrepreneurship.172 
The European Commission supported the Member States in promoting the 
exchange of good practice in a number of key areas related to enterprise policy 
and to promote entrepreneurship. The “best procedure project”, jointly devel-
oped by the European Commission, the EU Member States and Norway, is part 
of the more general efforts of the European Commission to promote SMEs and 
entrepreneurship. The methodology of the exchange of good practice at the 
supranational level must be regarded as a policy to favour the exchange of good 
experiences between the member states in order to stimulate awareness to the 
EU objectives that need to be attained; nationally as well as at the subnational 
level. The “good practise” strategy is used as a tool to exchange and disseminate 
the policies for entrepreneurship and to promote entrepreneurial attitudes and 
skills in schools and universities and how these issues can be tackled. PRIO1 has 
been chosen as a “best practice” for introducing entrepreneurship in primary 
and secondary schools.173 The actor describes her meeting the Commissioner on 
DG: 

”PRIO1 had been chosen as Best Practice in Europe,  so, that resulted in an invita-
tion to Brussels were all Europe´s Best Practice projects met during a seminar // and 
two Commissioners were present. One was named Simone Baldassari; he is the one 
who works with these questions, education and enterprise... co-operation generally. 
He was there and I tried to talk to him.” (A8, p. 7: 17-24.) 

These examples show how the promotion of the entrepreneurial policies is sys-
tematically addressed to the member states. Local and regional existing exam-
ples are “lifted” to the supranational level and bounce back again as good ex-
amples that can be applied in other regions, aiming to encourage policy change 
in the EU member states. The EU at the supranational level so disseminates in-
formation and promotes the exchange of good practice which is a typical ex-
ample of the policy diffusion process. The actors have direct contacts with the 
EU and are so actively part of this process. These contacts with the EU are also 
established via other subnational organisations. One of the actors, for example, 
shows that he uses the contacts of the organisation North Sweden174 in order to 

                                                      
172 European Commission final report of the Expert Group, “Best procedure.” Project on 
Education and Training for Entrepreneurship. European Commission, November 2002. 
173 See: European Commission (2004): Helping to create an entrepreneurial culture. A guide on good 
practises in promoting entrepreneurial attitudes and skills through education. Luxembourg: Office 
for Official Publications of the European Communities. 
174 North Sweden European Office is a joint office representing the counties of Norrbotten and 
Västerbotten. The project’s founding organisations are Norrlandsfonden, the County 
Administrative boards, the County Councils, and the Association of County Councils in 
Norrbotten and Västerbotten counties, as well as the Federation of private enterprises and the 
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keep informed about the developments in the European Union; another has 
contacts with a member of the EU parliament. To know what takes place is im-
portant for them: 

”I have contacts with North Sweden, almost every week now, about what is going to 
happen in the EU concerning these questions. Eh...they will invest gigantic sums of 
money from 2005 onwards untill 200...well 10 per cent av all school pupils and 
teachers have to be involved in this kind of activities, throughout Europe. 10 per 
cent, this means almost 1000 persons in Umeå..., continuously, well, if you add 
both teachers and pupils.” (A6, p.7: 22-26.) 

”So we happen to have, in a way, our own... there is a person from Lycksele who is 
Member of the European Pariament... and we have contacts with him.” (A7, p. 11: 
48-50.) 

The actors express that they consider the European Union to be important and 
they want to know about the state of the art in the field of education policy. As 
one of the above transcripts indicates, the actor’s expectation for more financial 
support does seem to have importance. He further tells about his motivations 
why he wants to keep himself informed and it appears that he is well aware of 
the general arguments that are used by the European Union. The necessity to 
introduce entrepreneurship and enterprise are linked to Europe’s competitive 
position in the global economy (something that could be seen in the previous 
study on policy documents in chapter 4). The actor assumes that entrepre-
neurship is a major European policy question which presumably will generate 
more money but it is important to be “an early bird”: 

”I try to keep up to date with what is happening there, because the EU probably will 
make a large investment in this, after their PRIO1 investment and with Europe´s 
enlargement... All European countries will have to be involved in this, because we 
have to match Japan and the USA when it comes to enterprise, entrepreneurship, 
economic development. Then this will absolutely be the largest and most important 
issue. It is also in this area their will be money available, and if we join early, we 
might get hold of a share of this money.” (A6, p. 7: 32-37.) 

He further explains that this development to “search for money” even at the 
supranational level, has been enhanced because the schools nowadays are rather 
slim-lined organisations, with slim-lined budgets, something that can also be 
seen in other state organisations. He therefore thinks that in the future money 
for both competence development and school development will increasingly be 
steered via EU funds or international projects rather than via the traditional 
channels at the national level (A6). Is this one of the most significant education 
policy developments which is restructuring steering of the education system, 
effecting both pedagogical work and the local curriculum? European best prac-
tise examples might indeed create conformity in the education systems of the 

                                                                                                                                 
Chambers of Commerce in Norrbotten and Västerbotten, Luleå University of Technology and 
Umeå University. The goal is to increase regional efforts within the framework of EU 
membership. North Sweden has an office in Brussels and local offices in Luleå and Umeå 
(http://www.vasterbotten.se/english/eureg.htm). See also: 
http://www.northsweden.org/english/Default.htm  
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European member states as it induces educational leaders, at national as well as 
subnational levels, to shape education policy in certain directions.175 The EU so 
creates a framework for further developments and research and the examples 
can be used by the national and subnational administrations for their future 
activities. 

Thus, when the Västerbotten Prio1 project was selected as best practice and 
presented at the supranational level it could serve as a possible model for a 
widespread European approach and it so formed a ground for future action in 
the field of entrepreneurship and enterprise. Actors at other national and sub-
national levels may get inspired to copy the Västerbotten approach. The im-
portance of the exchange of best practice as a form of policy diffusion must be 
seen in this broader international context but it provides some insight in the 
developments at the subnational level as well, as it creates prerequisites for pol-
icy diffusion. On the whole, the actors at the subnational level feel that they 
have not received much attention or directives from the national level when it 
comes to entrepreneurship or enterprise. International contacts are regarded by 
several of the interviewees as influential, while some also express that links be-
tween the subnational and the supranational level, in this case mainly the EU, 
have been important. It is notable that there are many contacts at the subna-
tional level but also several direct links to the supranational level, which are 
even surpassing the national level. 

National contacts with the supranational level, towards multi-level 
governance 

The actor at the national level also indicates that the supranational level has 
become more important. She explains that one of her main job assignments is 
to cover the international developments of enterprise education; especially the 
cooperation with EU and the Nordic countries have come into focus. Even 
though her Ministry has many contacts with the OECD and several cooperative 
projects are running, none of these currently deal with entrepreneurship and 
enterprise education. She describes the situation for the EU where these con-
cepts, however, have become more present for her: 

”Yes, these questions have become topical within the EU, during the last years, 
eh...not at least since the European Ministers of Education agreed on three compre-
hensive common future objectives for the education system, and these objectives are 
a response to eh...the strategic goals formulated by Presidents and Heads of State, 
and put up in Lisbon, the so-called Lisbon strategy, which aims to make Europe the 

                                                      
175 The EU´s “best practice” strategy and its effects can be exemplified in the following experience. 
The research centre on Enterprise Learning, Umeå University, received an education assignment 
from two municipalities in the south of Sweden. The project leaders there had read about the 
centre in an EU publication and gained further information from an EU website on which PRIO1 
and the centre is mentioned and Västerbotten´s PRIO1 initiative is presented as a “best practice” 
example. The project leader so received the information about PRIO1 via international EU 
publications. It provides an interesting example of policy diffusion (discussion with Andreas 
Hjul, project leader Vetlanda Municipality, 16th April 2005).  
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most dynamic and competitive, and, eh... knowledge based economy... in 2010. In 
order to reach these goals the education and training systems have to take their part 
in all this...and then the Ministers of Education created three comprehensive gaols, 
which had been divided in 13 different objectives. One of these objectives is about 
the promotion of a spirit of enterprise.” (A9, p. 3: 1-9.) 

The European Ministers of Education have agreed on common objectives for 
the national education systems. The policies for enterprise education have thus 
received support from the education leaders at the national level and so become 
incorporated in European education policy. Later in the interview the actor 
describes more in detail how they work with the objectives at the national level 
and which contacts exist with Brussels and officials from other member states. 
National civil servants and officials from different countries are engaged in 
working groups and the questions are prepared in order to be lifted to higher 
officials. She describes the channels from national to supranational level and 
uses a bird as metaphor by way of illustrating the way up to the meetings of the 
Council of the European Union: 

”When the EU is concerned, there are lots of different working groups at the senior 
official level, for example related to these different EU objectives. So there are groups 
for,... well, not for exactly every single objective, as they have grouped some of them 
together, but...yes then there are other senior officials, simply, from other EU coun-
tries who will meet and discuss how to evaluate the objectives...and then it is passed 
on...the bird has to go up in the general EU work in one way or another, then...eh 
these are discussed again in different groups at the level of senior officials, and then 
there is the education committee who prepare on the event of a Council meeting.” 
(A9, p. 5: 1-8.) 

The actors´ statements indicate that policy is transferred and ideas are diffused 
and these processes do, evidently, not only take place within the confines of the 
nation state. As is apparent from the previous sections, the actors at the subna-
tional and national level are influenced by, or have contacts with, supranational 
level actors, while the supranational level in turn is influenced by both the sub-
national and the national actors. Like a yo-yo the policy ideas are bouncing 
between the different levels, a combination of bottom-up and top-down proc-
esses, indicating some of the complexity of education governance. While tradi-
tionally education policy making has mainly been a national issue, the trend 
towards multi-level governance might complicate the national scenarios, in-
cluding the role of the national curriculum. The existence of a European com-
mon policy agenda becomes increasingly present and suggests that the idea of a 
European curriculum is not far away. It may be questioned whether the supra-
national level has become absolute ruling when it comes to the formation of 
education policy. However, something which should not be overlooked, with-
out subnational and national inputs there would be no best practice examples 
available at the supranational level. The transfer or diffusion of ideas is shaped 
by the subnational settings but ideas become policies of scale when they reach 
the supranational level. 

As could be observed in the literature, the concepts of benchmarking, lesson-
drawing, policy learning, policy diffusion, and policy transfer are all related to 
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policy processes. Networking can create possibilities for making contact with 
other actors (i.e., know who) and be a channel for the diffusion of knowledge 
about other projects, programmes and best practices (i.e., the know what and 
know how). Thus networks provide opportunities for stakeholders to interact 
and networks function as a means to learn from the experiences of others. Al-
though I interviewed a limited group of actors it is clear that they are part of a 
much larger triad of different networks. The actors built networks, they created 
goodwill by marketing the PRIO 1 project, and they formed bridges between 
subnational, national and supranational actors, bodies and organizations. In-
formation technology certainly allowed for networking and contacts. The actors 
in this study showed to have contacts with actors and organisations at the sub-
national level, but also with other actors or organisations at the supranational 
level directly. Many contacts surpass the national borders and thereby even the 
national actors or organisations. This situation brings to the fore new ways of 
governance. Best practice and international contacts as it were “spread the 
news” and the subnational education system was also open for supranational 
policy penetration. 

The picture of the actors´ role in this play gradually sharpens and throughout 
the analysis it becomes apparent that each stakeholder had some kind of special 
competence, and related to this, different tasks. One actor (A4) knew much 
about the complex EU rules, while another actor (A2) mentions that she had 
knowledge about the national curriculum (A2), a third (A3) had a function of 
contacting the schools for further education while a fourth has experiences as 
lecturer and used his expertise in relation to further education for teachers 
(A6), to mention some examples. The actors use their networks to increase 
their knowledge and competence and find support in those people who are 
stakeholders too. Different actors with different competencies were so forming 
a policy community by way of their professional network. A division of labour 
in this group of actors with their different competences and personal networks 
seems the strength of this subnational policy community. The term policy en-
trepreneur is a recurring item in the literature on policy studies. As policy en-
trepreneurs build consensus on policy ideas and turn their ideas into agency, 
the activities of the interviewed stakeholders in this study certainly resemble 
these characteristics. However, it is the combination of different actors rather 
than the activity of one single actor that seems important. 

Even though most of the interviewees are external actors or system actors and 
their positions seem distant from every day school activities at first sight, in this 
policy community there were several direct links with the communities of 
praxis, i.e., the schools (A2, A3, A5, A6, A7, A8). The actors at the subnational 
level have taken a more prominent role in the process of policy formation, in a 
way they have influenced the implementation of national policies. Are they ex-
pected to do so as long as the national objectives are reached? The interviewee 
at the Ministry of Education and Culture gave me her view from a national 
perspective: 
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”Seen from our position,... We do have a decentralised education system and the 
national goals are put up at the national level, and then it´s up to the municipali-
ties at the local level to... to fulfil these goals...by... and then it´s their responsibility 
to organise and conduct the activities...and it is the teachers, finally, who will chose 
how they will work in order to fulfil these goals. So they chose themselves which 
teaching methods and material they want to use. Then one can see that the curric-
ula contain such writings that, you could say, stimulate an enterprising attitute, 
even though it does not say so in these words...but it´s about fostering creativity, 
curiosity, problem solving capacity, a capacity to work individually, confidence in 
their own knowledge, etcetera, ...and all these characteristics are normally used to 
describe what is meant with entrepreneurial characteristics, thus..., so basically we 
mean to say that the curriculum, as it is written, is... so open that there is room for 
these activities. Then it is a matter for the schools in the municipalities, the school 
leaders, techers and pupils, to decide together... well yes, we want to work with en-
terprise learning.” (A9, p. 3: 29-43.) 

I have quoted this passage at some length just because it so well describes the 
situation seen from a national perspective, but the actor also summarizes in an 
exemplary way what has been expressed by the subnational actors. Even though 
the concepts of entrepreneurship and enterprise are not clearly mentioned in 
the national curriculum, they do not seem to clash with the national objectives, 
judging from the interviewees´ comments. 

Governance and control through indicators and measurements 

An increased decentralised education system has formally led to more freedom 
for actors at the subnational level but it has not decreased the need for central 
evaluations. On the contrary, evaluation and measurement have become more 
important features, at all levels. At the ministry of Education and Culture offi-
cers are investigating how the results of objectives can be measured. The actor 
at the national level describes that they are working with the European objec-
tives and how these can be measured nationally. When governance of education 
is extended both to the subnational as well as the supranational levels quality 
controls at the national level seem to become a central responsibility, partly also 
as a result of demands from the EU in relation to the Lisbon objectives. The 
commission recommends member states to develop systems of measuring the 
objectives and, as the actor describes, although there are still problems to for-
mulate general European measurements for entrepreneurship and enterprise 
education, the working procedure is clear. 

”We will incorporate these common measures or indicators in our work at the na-
tional level, then they will be, yes... the National Acency for Education will get an 
assignment, or in some other way, to collect statistics, or if they do this at Sweden 
Statistics, ...in order to...the EU works in this way, you could call it for the open 
method of coordination,... they put up the goals, they agree how these goals can be 
measured, try to quantify these, and then the member states will work in occor-
dance with their own capacity to...eh fulfil these goals. Then we continuously report 
back, based on these measures, and show that we have been succesful. This will then 
be compiled in some kind of European progress report.” (A9, p. 4: 33-41.) 
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She describes the Open Method of Coordination (OMC),176 an approach to EU 
governance which has been introduced since the Lisbon summit of March 2000. 
The OMC is based on benchmarking national results in relation to common 
European objectives. The EU member countries are expected to measure and 
compare national results with an accepted European standard but the actor re-
ports that there is still no real standard available for enterprise education. It is 
difficult to measure performance or the impact of promotion efforts for entre-
preneurship education because the outcomes are rather subjective (A9). 

Still, this form of organized mutual learning is part of the European Union’s 
policy strategy to become more competitive in the global economy. What the 
interview shows is that application of the OMC177 is now also entering the field 
of education policy, with the objective to create a learning process via the ex-
change of experiences and best practice examples. To measure outcomes is part 
of this coordination process. The open method of coordination and the best 
practise example of PRIO 1 indeed throws some light on the role that subna-
tional- and national actors play in the European Enterprise strategy but it also 
indicates the importance of organisations at the supranational level and the way 
these influence national and subnational education policy. The European 
Union has an influence, some kind of persuasion power, with the “best prac-
tice” strategy. It creates a factor of harmonisation and is certainly contributing 
to international convergence in education policy, as discussed previously 
(chapter 2). Supranational organisations such as the OECD and UNESCO have 
made a point of measurement of outcomes and indicators and the production 
of statistics has come more into focus. Clearly, the European Union has fol-
lowed this trend of quantification and the crunching of numbers is also mir-
rored in the activities at the national and subnational level. The transcripts put 
into evidence several of the processes through which the supranational organi-
sations exert their influence and it reinforces the idea that policy formation in 
the field of education is not restricted to the national level only. More generally, 
the interviews indicate that contacts between actors and the formation of net-
works, whether they are formal or informal, are important ingredients in this 
process of changing governance. 

5.8 The notion of change and the visions of the stakeholders 
Finally, here I will present what the interviewees expressed about the changes of 
attitude in society and some of their ideas about the future of PRIO1 and other 

                                                      
176 OMC, a process aimed at mutual policy coordination. See European Governance White Paper in 
which the Commission describes OMC as an aim to reinforcing Community action. 
177 Officers at the Swedish Ministry of Education and Culture, in co-operation with the European 
Commission working group that is responsible for key competencies, are currently working on 
the best way to measure progress in the area of entrepreneurship education. Earlier the 
Commission published an indicative list of possible qualitative and quantitative indicators to 
measure progress in teaching entrepreneurship at various levels of education (See: 
http://europa.eu.int/comm/ 
enterprise/entrepreneurship/support_measures/training_education/education_final.pdf). 

– 197 – 



 

related projects. On my question whether the attitudes towards entrepreneur-
ship have changed there is a unanimous opinion that these have. Their answers 
are maybe not so surprising; to change the attitudes towards entrepreneurship 
has been one of the most important goals of the PRIO1 project. Several of the 
actors express, however, that entrepreneurship and enterprise have not always 
been encouraged and the concepts have been viewed with suspicion but all ac-
tors argue that attitudes in society towards entrepreneurship have changed 
considerably during the last few years. It leaves to be seen whether the same 
goes for the education system. Yet, in the Västerbotten region the Prio1 project 
has certainly been supportive for the introduction of these concepts in the 
school. The actor representing Swedish Enterprise explains that the organisa-
tion has been involved in educational questions for a longer period and has 
tried to create cooperation between schools and the business sector. He de-
scribes the organisation’s main purpose, which is to act as a creator of public 
opinion and this opinion making towards the educational sector has been tak-
ing place continuously during a longer period. Though he mentions that the 
beginning of the 1970s was important: 

“It has been rather constant... In 1970 SAF178 resolved in principle to work more 
with school- and educational questions in a more systematic way. We got hold of a 
number of teachers who produced some textbooks and all that... and then we 
started, during the 1980s, with businessmen or publishers... who worked with 
schools, in order to have them work with enterprise in a completely different 
way...well... call it the firm as a textbook. The school and co-operation with trade 
and industry... It´s an influencing of public opinion thas has been going on for 30 
years... much money has been invested, very much money...” (A1, p. 7: 1-13.) 

Although there is, of course, no proof for a causal relationship between the de-
cision in 1970 and the start of PRIO1 in the end of the 1990s it shows that the 
organisation decided to put more effort on the improvement of relations be-
tween education and the world of trade and industry. More than 30 years have 
now passed which indicates that the ideas can float during a longer period and 
that the way must be paved before acceptance and introduction. This process 
clearly takes time. However, the Confedaration of Swedish Enterprise has sup-
ported several initiatives 

Changing political climate and attitudes in society 

It appears that during the interviews several of the actors talk about a change in 
the political climate. Later in the interview, when I specifically asked about the 
attitudes in society, the actor representing Swedish Enterprise adds: 

”This has now changed... I want to claim that old SAF´s persevering and assiduous 
work in 30 years, now starts to bear fruit, now you can see that...I mean growth 
questions were not on the map, the vocabulary was not used at all. In 2001 we 
started a compaign or what should i call it, in which questions of growth were in 
focus. And listen now; there is not a single self-respecting politician who does not 

                                                      
178 The Swedish Employers Confederation (SAF) and The Federation of Swedish Industries 
merged in 2001 and formed the Confederation of Swedish Enterprise.   
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talk about growth. Even the Green Party and the Left Parti who have been talking 
about... that growth is dangerous, harmful to the environment, harmfull to every-
thing...have swung round.” (A1, p. 11: 15-22.) 

His words reflect the utterances of several other actors who indicated that the 
situation has been changing and they argue that this was a necessary change. 
Some of the actors connect their ideas of changing attitudes in society to 
changing political values. In their opinion there seems to be a growing accep-
tance for entrepreneurship and enterprise throughout the political spectrum 
which may reflect the attitudes in society. Consider the following transcripts: 

”I think so. Well, now it is on the up and up within all parties, it has not always 
been like that... it has been considered a red rag within the left wing and the Left 
Party or those parties that have been center-left positions, any way. So they haven´t 
considered...haven´t viewed businesses so positively. It has been somewhat...yes...but 
now yes now it is, as I see it, all consider the creation of more firms to be something 
positive. To get more companies and therefore increased growth... this will...yes a 
better development for the entire country. So I think it has changed.” (A4, p. 8: 41-
46.) 

”Yes...I think that eh....certain political parties have been the bearers of ... the po-
litical establishement during a larger part of the 19th century, which was based on 
labourers and labour proletariat, etcetera. They were forced, or have been forced to 
change perspectives and not create this image of businessmen as capitalists...because 
they are forced to have revenue in the end, in order to create a welfare society... 
politicians...so reality has caught up politics in Sweden some how... the economic 
development... I think that the economic and technical development predetermines, 
in this case... I mean influences the organisational development.” (A6, p. 12: 25-
33.) 

The last transcript shows that the actor considers that structural changes have 
forced politicians to change perspective. It reflects the debate on the role of 
politics and politicians in an increasingly fast changing world in which politi-
cians sometimes are accused to run behind the facts. It also reflects a changing 
political climate which several scholars have described as a “the right wave” 
(höger våg) or the effects of neo-liberal values. However, throughout the inter-
views it turns out that several actors experienced that it were not politicians 
who initiated the questions of entrepreneurship and enterprise in education. 
The picture that emerges shows that the actors consider that there was a change 
in political climate but it were initially the public administrators and experts 
and not the politicians who were driving these questions.179 The public officials 

                                                      
179 When I met Georg Andersson, previous County Governor of Västerbotten, he told me: “It were 
initially school leaders and the County Administrative Board who were the driving forces in enterprise 
education, not politicians at first hand…//…There existed some resistance from different directions, 
though later they gained insight and gave support to work with this in the schools” (Interview with 
Georg Andersson during a meeting in Bullmark on the 4th of November 2003, 21.00 hours).  I 
even recall the time when I worked at the County Administrative Board in 2000 and remember 
that the decision to start with PRIO1 had been prepared by public administrators who were 
specialist in the field of education. They did this together with other public officials in the county. 
The PRIO1 project, in competition with other potential projects, was then presented at the 
meeting of the County Administrative Board’s political board in order to receive final approval. 
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who administered the European Union’s funding programs formed a policy 
community together with the policy experts. The interviews show that there 
existed a gap between politicians and the public officials or policy experts. 
Seemingly the latter have become important subnational actors in the govern-
ance of education. While the transcripts above showed the acceptance in more 
general terms, i.e., mainly businesses, the acceptance is also related to the 
changing “image” of the entrepreneur in society, as the entrepreneur and en-
trepreneurship are perceived with less suspicion. 

”Yes I think in fact it has, because ... I think previously it was... how shall I call 
it...one had... it was somewhat peculiar to be self-employed...and I think also that 
in certain groups it was... self-employed people were considered to be... well, do they 
pay their taxes properly and they tried to just line their pockets...I think this atti-
tude still prevailed in large groups in society...But now in fact I think it has, not 
completely disappeared, but it´s much, much better. People have more respect for 
the self-employed anyhow. Especially when they are small and they understand that 
they are important.” (A2, p. 10: 24-30.) 

”Yes... this pioneering spirit which... or... it was a fantastic experience during the 
first year... there was some kind of pioneering spirit surrounding it... many people 
talked about it, and many people took an interest in it. But you feel some anxiety 
that ...I don´t think we have the same intensive discussions like we had before...//... 
one reason could be that eh...enterprise has been accepted and it´s therefore not 
being discussed that much.” (A3, p. 12: 46-49 and p. 13: 16-17.) 

The actor thinks that entrepreneurship is not discussed so much now as it was 
before, i.e., the period when he started to work with school projects. Does this 
indeed indicate some kind of satisfaction or even saturation with the concepts, 
resulting from a general move towards a greater acceptance of entrepreneur-
ship, both in society and education? Are we then living in a society that has be-
come predominantly permeated with an economic attitude and does this indi-
cate a general acceptance for these issues in the schools, too? The school actors 
express what they think about the attitudes towards entrepreneurship and en-
terprise: 

”It is impossible to compare... from not being able to express the word among the 
teaching-staff, because, it was so horrible to use the word enterprise, and even worse 
to say entrepreneurial spirit, because that was even more charging. It was almost 
impossible... nineteenhundredninetytwo, but now it goes without saying... and it 
will probably get into the new curriculum for the upper secondary schools... It will 
then be part of the comprehensive attitude questions in the school.”(A5, p. 16: 3-
10.) 

”I would almost believe so…that people generally are more positive towards enter-
prise and entrepreneurship... maybe it is because there have been periods of eco-
nomic recessions and then it became obvious that we need something... We need... 
something more in order to create growth... and this is a method to back up.” (A7, 
p. 8: 10-13.) 

                                                                                                                                 
The politicians representing the municipalities in the county had to become convinced of the 
necessity to support PRIO1. The “resistance” George Andersson refers to is part of this path for 
political support as political approval was needed and politicians had to give green light.    
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”Yes I think så...at least the persons I talk to and... if it is because I work with this 
...//... I think that the attitudes have changed much, I think it has started to settle, 
in some way.” (A8, p. 10: 29-37.) 

According to them the attitudes in society have changed. Also in school the 
changes have become obvious, as one explains. The concepts have started to 
settle and this maybe depends on the growing belief that economic growth is 
essential. When I asked the actors whether they considered this change in atti-
tude of importance they, without exception, described it as an unavoidable and 
a necessary change. Entrepreneurship and enterprise are seen as the solution to 
the problem. Economic growth is related to the creation of welfare and, in or-
der to secure economic growth, a change in attitudes towards entrepreneurship 
and enterprise is important. As of the actors argued: 

”Yes it´s obviously a global world, in a world there we are vulnerable... it´s a very 
central question... if we want to have a market economy. The growth engine is the 
only thing that creates free scope for welfare, as I see it... no matter if you are a left-
winger or a right-winger.” (A6, p. 12: 37-40.) 

He considers that agreement about problem and solution exists, regardless of 
political affiliations. There seems to be a common recognition of a pressing 
problem. This can be sufficient to gain a subject a prominent place on the pol-
icy agenda. To indicate that the times indeed have been changing, he adds: 

”Now they agree, but they did not... when I as a little boy walked with my father 
under the banners in Stockholm, the first of Maj, then we did not agree that private 
enterprises and we had the same problem... and now they are going together.” (A6, 
p. 13: 8-10.) 

It can be questioned whether a more positive societal attitude towards entre-
preneurship has been a stimulation and support for the introduction of entre-
preneurship and enterprise in education or if it is the other way round; has en-
trepreneurship education contributed to a higher acceptance of entrepreneur-
ship in society?  

As education is an expression of the prevailing societal attitudes and values, 
there presumably is some kind of mutual reinforcement; a reinforcement by the 
activities of the schools which themselves are products of the dominant atti-
tudes and values in society. When the prevailing attitudes in society show neo-
liberal tendencies these certainly are affecting the educational sector as well. Is 
society then becoming more appreciative of entrepreneurship and enterprise 
and are the prevailing attitudes towards entrepreneurship changing? The inter-
viewees consider that they have. Throughout the interviews it turns out that the 
actors´ recurrent arguments for participation in the PRIO1 are related to the 
project’s central aim. To create a better understanding for the role of entrepre-
neurs in society and to develop the student’s values and attitudes towards en-
trepreneurship and enterprise has been important. The actors consider that 
there now seems to be a “consensus” on both the left and the right side of the 
political spectrum which has defined that economic growth and entrepreneur-
ship are key elements for future welfare. Hence at a time when responsibilities 
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for economic and educational issues are being decentralised to the local and 
regional governments there seems to be a more wide spread agreement on the 
start of entrepreneurship and enterprise projects in the schools. 

Throughout my analysis of the interviews it becomes clear that the interviewees 
consider that politicians initially were not very interested in the ideas of PRIO1, 
or they did not seem to give priority to it. The main advocates were to be found 
among public administrators, school actors or representatives from private and 
public organisations. The local preconditions in many of the sparsely populated 
rural municipalities in Västerbotten may have been a decisive influence for the 
political acceptance in the county. Nevertheless, while later on political accep-
tance was reached; it seemed that the civil servants and other actors have ruled. 
This is another aspect of the changes in the governance of education; a transfer 
of policy making from politicians to public administrators and experts. More-
over, it shows that the process of policy making at the subnational level involves 
actors with diverse backgrounds who represent different organisations, on the 
so-called horizontal dimension. 

Other similar projects and the stakeholders´ visions 

Many of the actors have relations with Umeå University and several describe 
their contacts with teacher education in Umeå. There have been several links 
during the last 15 years and some actors explicitly mention the role of the 
teacher training education in different kind of projects, also in the future (A1, 
A2, A3, A4, A5, and A6). During the interviews some of the actors took the op-
portunity and asked whether we could start new networks or other forms of 
cooperation. This occurred when I asked the actors about the future develop-
ments and their visions about continuation of the project in some way. Four of 
the actors mention that they want teacher education to play a more prominent 
role in the near future and wish that entrepreneurship and enterprise will be-
come more visible in the training of teachers (A1, A2, A3, A4).180 These actors 
think that the prolongation of PRIO1, although in different forms, will focus 
more on teacher education and the student teachers, therefore their strategy is 
changing and they will concentrate their efforts on future teachers rather than 
on current ones or students whose attitudes have settled.181

”Well, for our part, I think we will focus more on teacher training education. And I 
think the next step for PRIO1... in fact it is like starting the back way... to start with 
the pupils and then the teachers, you have to start with the teachers and take the 
pupils later.” (A1, p. 7: 43-46.) 

                                                      
180 These are all system actors who represent large organisations in the region. Moreover, each of 
these actors has been member in the counties PRIO1 steering group.  
181 Indeed, after the interviews there has been more focus on teacher education. Later in 2004 and 
2005 teacher education in Umeå has become involved in more projects and different educational 
assignments. The Research Centre for Enterprise Learning now offers a postgraduate course in 
enterprise and leadership and has received funds from NUTEK for the production of several 
textbooks on entrepreneurship and enterprise. 
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”And therefore we hope that teacher training education will become a bit more ori-
entated in this direction so that  the student teachers who will do their training in 
the schools, would like to work in this way. I already heard...well, many munici-
palities would like to require these qualifications of applicants before they will be 
allowed  to work in their municipality.” (A4, p. 6: 35-39.) 

Even though PRIO1 will formally come to an end in December 2005 the actors 
all have plans related to entrepreneurship or enterprise for the near future and 
they express that they will work with new projects. Many of these have similar 
characteristics and include contacts between education and the world of trade 
and industry. Parallel projects have already started, even an international pro-
ject dealing with entrepreneurship and e-learning (A4). Another example from 
the County of Västerbotten is the new concept “Young Entrepreneur” which 
combines the established concepts of “Snilleblixterna” at the primary school 
level, “Finn Upp” and “Mini businesses” at the lower secondary school level 
and “Young Enterprise” at the higher secondary school level. The project has 
started to run parallel with PRIO1 and will continue at a county level. At least 2 
of the interviewed actors are involved in this project (A4, A8). The appearance 
of an idea often increases the probability that other similar ideas will become 
accepted. Apparently, the PRIO1 project has created a spillover.  

The actor at the national level provides another example of a project which was 
focused on the interaction between the school and the surrounding society. The 
project GRO (compulsory school-surrounding world) was a pilot project in 
which 9 municipalities in Sweden participated during 2002-2003. Umeå was 
one of them. GRO aimed to develop the cooperation with the school and the 
surrounding world, especially working life. The government gave the National 
Agency for Education the assignment to develop a national action program to 
increase the cooperation between schools with working life (A9). It is interest-
ing to notice that the assignment from the National Agency for Education, con-
cerning GRO, does not primarily focus on the interactivity between schools and 
the world of trade and industry. The concepts of entrepreneurship and enter-
prise are not emphasised. Rather more general terms are used as “surrounding 
world” and “working life”. When I finally asked the actor at the Ministry of 
Education and Culture whether they have a special policy in the area of entre-
preneurship and enterprise in education, the answer was negative: 

”There is no national policy from our department that people have to work with 
this, but NUTEK has the assignment to make a national action plan182 and we will 
see how that turns out. Vi have no special national policy for how to work with en-
terprise in education.” (A9, p. 10: 23-26.) 

She considers that the initiatives for entrepreneurship and enterprise in educa-
tion are taken from the Ministry of Industry, Employment and Communica-
tions. The future developments of entrepreneurship and enterprise in Swedish 

                                                      
182 NUTEK’s National Entrepreneurships Program will run between the years 2005 -2007 and 
includes 4 sub-programs which focus on different aims. One of the sub-programs aims to 
develop entrepreneurship in the schools (see further:   http://www.nutek.se/sb/d/230/a/720). 
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education are not certain. Much depends on the developments at EU level, as 
she explains: 

”Because there has been much talk about this at EU level, so that it...there will hap-
pen more in this area, I would believe. We receive signals from different directions 
that this is important and many in the world around us, other countries, give pri-
ority to this and then...yes, in the end when you get an idea how you can transform 
this in Sweden as well, so then I can imagine that eh... there may happen more in 
the future if they can agree more concrete how to work with this at the EU level, so 
then it will come through in Sweden.”(A9, p. 10: 6-12.) 

5.9 Some conclusions 
This chapter has presented the interviews, which will be further discussed in the 
next section. The aims of the interview study has been three: The first was to 
reveal the driving forces of the stakeholders. The second to describe aspects of 
the policy network and to increase the understanding of its construction and 
structure. The third was to reveal the importance of the subnational level for 
the development of entrepreneurship and enterprise education in the region. 
All these aims relate to aspects of the policy process and include the process of 
introduction. Many different aspects might also have been considered, but my 
approach has been to gain insight in the intentions, reasons, and expectations 
of the actors through interviews. 
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6. Summary and Conclusions 

The Swedish education system has undergone several reform processes during 
the last decades. Decentralisation and “municipalisation” have changed the pre-
conditions for the schools. Morover, deregulation, market solutions and mana-
gement by objectives and results, have during the 1990s enhanced this process 
of transformation. 

6.1 Theoretical and methodological issues 
Policies can be studied both as texts and as processes (Taylor et al, 1997) and it 
has been my ambition to do so. The policy process was related to policy texts as 
well as agency (EU, OECD, but also the subnational actors). Kingdon considers 
agenda setting as a process in which solutions will search for problems and the 
results will be decided by the mixture of problems, participants and means 
(resources). The process of agenda setting, according to Kingdon, is the result 
of three separate streams: Problems, policy and politics. There are three mecha-
nisms that can attract the attention of politicians to the problems: Indicators, 
events and feedback. 

Researchers can influence this by placing a problem on the agenda, for example 
results from research but also as through feedback on certain policy programm-
es through evaluating studies. The policy stream is the flow of solutions that are 
proposed by the policy community. It takes time before the political communi-
ty is susceptible to new ideas. Results from research or the influences from re-
commendations of researchers can influence the speed of the process. 
Kingdon´s theory does not directly provide an answer for the multi-level gover-
nance phenomenon, i.e., the influence of for example the supranational level on 
national or subnational agenda setting process but it is clear that a decision on 
the supranational level (European Union) to form new education policy re-
commendations can open a “supranational window” which in turn obliges the 
member states to put the issues on the national agenda. It is possible that the 
political will is not available at the national level (which does not open the win-
dow completely), but more on the subnational level. I think we whitnessed this 
in the PRIO1 project. 

What opens the window? In my option, this is effectuated by developments in 
the problem stream and the political stream, but not in the policy stream. This 
development problem stream calls for a flux from the policy stream. The policy 
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stream provides solutions to problems. If the solutions in the policy stream are 
not directly available or solutions should be improved, the actors in the policy 
stream may search for solutions elsewhere (think of Rose´s lesson drawing). 
Lesson drawing enables policy-makers to improve solutions. Even though the 
problems and their the solutions may have been the same for a longer period, a 
change in the political stream may be necessary to change the policy agenda. 
The process of “softening up” can take a longer time before agreement is 
reached on the desirable approaches.  

6.2 Policy documents 
Although the OECD and EU are considered as supranational organisations, 
these organisations are important in different contexts. In the first place, the 
OECD countries are not linked together as one geographical area and its mem-
ber countries are to be found in several continents. The OECD also increasingly 
co-operates with countries beyond its own members. On the other hand, the 
majority of OECD countries are also European and the Commission of the 
European Communities takes part in the work of the OECD. This means that 
there certainly is “overlapping”, as a country can be both an OECD member 
and a EU member state, as is the case for Sweden. Secondly, there is a complete 
different legal and political status between the two organisations, and in com-
parision to the EU the OECD has rather restricted aims, and limited obligations 
and authority. Its main area of focus is economic development and co-opera-
tion. Enough about the differences; what do they then have in common? They 
are commonly regarded as supranational organisations, which means that they 
are larger than single states and also act “above” the level of the nation state (cf. 
Bomberg and Stubb, 2003; Henry, Lingard, Rizvi and Taylor, 2001). They can 
consequently act as “a single actor”. The character of policy documents is quite 
different. The OECD documents in this study were mainly in the form of books 
and reports, while the EU documents were often more like policy papers or 
presented as European council conclusions and made available on the EU web-
site. However this does not make them less useful for analysis. The Swedish 
documents and reports consisted of, e.g., Swedish Government Official Reports 
series (SOU), The Ministry Publication series (Ds) or Government Bills (Prop.).  

Interplay, process 

The document study has clearly shown that there is an interplay between the 
organisations at different levels. In the first place, the organisations refer to each 
other and also mention that they co-operate in projects or participate in confe-
rences on different issues. This takes place between the supranational organisat-
ions EU and OECD, but also between these organisations and the national level. 
Swedish representatives participate in different working groups and can work as 
national “experts”. The Swedish organisation NUTEK, for example has several 
representatives in such expert groups. But also senior officials from national 
ministries participate in such activities. The OECD documents, as well as the 
EU documents, often contain country reports or present examples from the 
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member states. These selective inputs from the national level are often used as 
“good examples” and serve as an indication for other countries to adjust their 
policies in a certain direction. Related to this is the use of statistics or measures 
when countries are compered with each other. However, this also works in the 
opposite direction. Several of the Swedish reports in my study used OECD sta-
tistics or made reference to the organisation, often to make a case or just to 
support the arguments. OECD or EU experts also participate in national con-
ferences or make country visits. It has occured to me that the organisation of 
conferences or seminars are perfect opportunities to put attention to a certain 
issue. What's more, these conferences enable actors to meet and exchange ideas. 
This contributes to the transfer of policy ideas and shows an interesting, but 
often hidden part of the policy process.  

Secondly, the interplay also became visible in another way. When I analysed the 
organisations seperately I could follow how certain policy issues developed over 
time. It then became obvious that policies are part of a “policy drive”, which 
means that succesive documents formulate problems and offer a certain set of 
solutions. New policy documents often add or change something in relation to 
previous documents, or they refer to these previous documents to strengthen 
the arguments. A policy issue can thus stay on the policy agenda or the agenda 
changes. Another aspect related to this is the “policy scope”, which could be de-
scribed as the “width” of the policy drive.  In certain cases several documents 
with related issues are published concurrently. An issue can thus appear in diff-
erent documents, for example “enterprising youth” and “enterprising women”. 
To publish related documents at the same time gives weight to the policy drive.  
Yet another aspect is that there can be several different drives that support one 
another. This, for example, became obvious in the analysis of the OECD docu-
ments. Although the “entrepreneurship” drive and the “education” drive seem 
to have developed along parallel and relatively isolated paths (the documents 
are not clearly referring to one another), they support a certain development. 
“Putting the young in business” has thus more in common with “the role of 
human and social capital” than may be apparent at first sight. 

However, when I mapped several documents from different policy levels to-
gether, another interesting side of interplay became evident. Certain issues 
seemed to occur simultaneously at several levels. In 1996, e.g., lifelong learning 
broke through. The OECD publishes its “lifelong learning for all” document, 
and the EU concurrently publishes a document on lifelong learning (and makes 
1996 the European year of lifelong learning). In Sweden several Government 
Official Reports the same year are related to lifelong learning. In 1998 both EU 
and OECD publish a document named “fostering entrepreneurship”. In 2000 
The OECD has its “Bologna Charter on SMEs” and the EU presents its “Charter 
on small enterprises”. Sweden adopts both charters. In 2003 the EU presents the 
“green paper on entrepreneurship” and in Sweden NUTEK publishes a report 
“a strong entrepreneurship”. These are just some examples. It also happened 
that certain delay occurs. The European Commission presents an Action Plan 
for Entrepreneurship and one year later NUTEK releases a National Action plan 
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for Enterprise. The same definitions and arguments recur, which showes some 
of the intertextual linkages. In the NUTEK national entrepreneurship program-
me, entrepreneurship is defined in a particular way and NUTEK is even obliged 
to argue that this definition has been considered appropriate at the EU level.  

Policy change, content 

The document study was carried out over an extended period of time, which 
made it possible to visualise some of the changes that occur in the documents. 
Eventhough OECD documents make up the larger part they serve as an indicat-
ion of how the societal driving forces and prevailing attitudes change over time. 
EU documents of relevance were included during the latter part of the period 
during which this study has been carried out. These are mapped in Table 1.  In 
order to indicate that these changes occur gradually and that certain issues are 
in focus during a longer time-period, the decades has been allowed to overlap. 

During the 1970s and 1980s high unemployment levels, particularly among the 
young, initiated a focus change. The social aspects that received much attention 
in early documents receded to the background and in the middle of the 1980s 
much attention was paid to the skills of the youth. The sluggish performance of 
the economy is mentioned as an argument for moving the economic goals to 
centre stage. The formation of generic and basic skills seems important, also in 
relation to the structural changes in the economy. The industrial sector was in 
decline and the economy was changing to a service and knowledge society. The 
focus shifts to the employability of youth. In one of the documents it says that 
attention should be given the supply side of the labour market. Technological 
and structural economic transformation created demands for increased compe-
tence and investment in education. In the beginning of the 1990s combatting 
unemployment slowly turns to creating employment. This also influences the 
discussion on education. Towards the late 1980´s an OECD report mentions 
enterprise education and the schools are supposed to start partnerships with 
businesses. Education and the economy are becoming more interwoven. These 
are also the driving forces for lifelong learning, linking education to work, and 
work to education. Learning has become the omnipresent solution. Education 
is increasingly related to economic policies, in particular through labour market 
policies. The importance of small and medium-sized enterprises is stressed dur-
ing this time as well. Later, in the second half of the 1990s, the focus turns com-
pletely to entrepreneurship. Self-employment is presented as a solution to many 
problems. Women, immigrants and youth are the groups that receive special at-
tention. It is good for the individual and it is good for society. Entrepreneurship 
will diminish unemployment directly, partly because entrepreneurs themselves 
may become employers and generate jobs. Growth, innovation and competiti-
veness are supposed to create and preservate society´s welfare. In rheotics, the 
knowledge society has become synonymous with a learning society and even an 
entrepreneurial society. Around the year 2000 the concept of entrepreneurship 
also becomes related to social and cultural aspects. In fact, it is even propagated 
at both the OECD and EU levels the definition of entrepreneurship should be 
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widened to make it more acceptable for the education system, which is reflected 
at the national level as well. Self-employment and self-directed learning indicate 
that the “self” has come to the foreground. Although this indicates the ongoing 
process of individualisation in society, in the recent documents the concept of 
personalisation is mentioned.  The role of the individual person in relation to 
others shows that social aspects have become more important during the last 
decade. Social competence and social capital, as well as the creation of networks 
indicate this. It may be a way to counter-balance the extreme emphasis on eco-
nomy and market forces.  

Table 1. Societal driving forces, paradigms and prevailing attitudes in education. 

1970s - 1980s 1980s - 1990s 1990s - 2000s 

Solving Unemployment Creating Employment Self-employment 

Supply (employability) Demand (creating jobs) Supply + Demand 

Collective Individual 
Personal + Collective 
(teams) 

Reactive Active Proactive 

Work-learning Enterprising Entrepreneurial 

Teaching Learning 
Self directed + Cooperative 
and shared learning  

Behaviouralism and 
cognitivism 

Cognitivism and 
constructivism 

Meta-cognitive and social 
constructivism 

Teacher in centre Student in centre Student with others 

Experiences Competence Social Competence 

Human Capital (HC) 
Human resource 
development (HRD) + HC

HC, HRD, Social Capital and 
Networking 

Acquisition of knowledge 
(consume) 

Searching Knowledge 
(find) 

Creating knowledge 
(produce) 

Post-industrial society and 
Information society  

Knowledge society and 
Service society 

Learning society and 
Entrepreneurial society 

Recurrent education and 
lifelong Learning 

Lifelong Learning (LLL) LLL + Lifewide Learning 

Social change Economic change Societal change 

The development described above is also reflected in the discussions on educat-
ion in the documents. In the early 1970’s emphasis was on the teacher and the 
devlopment of new methods in the classroom. This turned more and more into 
learning in the 1980s. The 1990s showed that the pedagocical notions “learning 
to learn” and “learning by doing” get more attention. By the end of the 1990s 
“shared learning” and “entrepreneurial learning” make their entrance. In seve-
ral documents “work in projects”, often related to activities which count in the 
outside world, are put forward as a pedagogic necessity. Lifewide learning, 
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which includes informal and non-formal learning, is added to the framework of 
Lifelong learning. And so have entrepreneurship and enterprise. In 2000 the EU 
incorporated entrepreneurship as a basic skill in the lifelong learning frame-
work. Sweden later followed. Although the concepts of entrepreneurship and 
enterprise have developed within the economic sector, they are now penetrating 
the education and training systems of many countries, so also in Sweden. In 
2007 entrepreneurship will be introduced at the upper secondary school level 
when the new syllabus applies.  

6.3 Local policy entrepreneurs 
The formation of educational policies at the subnational level has been influ-
enced by the context in which they were created. Issues that are expressed at all 
levels are i) a context defined by the need for regional economic growth, ii) de-
creasing finances in the public sector, and iii) other socio-economic aspects. 

The dissemination of educational policies is neither restricted nor protected by 
national borders. Education policy is increasingly patterned and institutional-
ised at the supranational level. This has increasingly become influential to such 
an extent that not only national governments but also local authorities and 
communities have to react and relate themselves to the global configuration. 
The globalisation of education policy must not be seen as a one way, top-down 
steered process. Neither must it be seen as just a consequence of local bottom-
up action. It exists a rather dialectical dynamic between the global and the local 
levels. National education policy is bound to a specific geographic territory, but 
the globalisation of education policy means that the policy processes have a 
transnational character. 

The position of the country board and other organisations between the central 
state and the schools has become more obvious. The subnational organisations, 
especially the County Administrative Board, have been some kind of mediators 
between national requirements and local priorities. The importance of the ac-
tors and agencies at the subnational level in relation to the governance of local 
schools has increased. Governance is thus a much wider concept than just 
steering.  These actors all had a stake in the governance of local education. Even 
though the schools have become more autonomous, they have obviously also 
been more closely linked to the surrounding community. Maybe that was the 
whole idea with decentralisation? 

Lindensjö & Lundgren (2000) argue around links between educational reforms 
to the governance of education. They talk about arenas for formulation and 
realisation. More actors are now participating on the formulation arena and 
problems in education are utilised for the presentation of political solutions on 
societal problems. Different actors have come into the position in which they 
can manoeuvre their interests on the agenda. So problems in society are linked 
to the problems in education. They further argue that decentralisation within 
the education system has also led to a series of local formulation arenas (pp. 
171-178). Where earlier the formulation arena was at the national level and the 
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realisation arena at the local, these two arenas have now become a responsibility 
for the local level and regional level. 

6.4 Conclusions 
So, why is entrepreneurship and enterprise on the education agenda, and why 
now? Although the analysis of the policy documents sometimes generated more 
questions than answers, I consider the study valuable as it certainly increased 
my understanding of the complexity of policy formation. I became so aware of 
the links between the documents and the levels. It made me regard the OECD 
mainly as a global think-tank or “policy container”.  

Certainly, I think that the booming research on entrepreneurship and SMEs 
during the 1980s and 1990s influenced the policy formation. The increasing 
interest for entrepreneurship and enterprise, which could be seen in the growth 
of research on the concepts, has generated a policy interest in the issues. 

During the 1990s there has been a change in the governance of Swedish educa-
tion, with municipal boards and school management receiving more control of 
school development. Several researchers have described this change as almost 
paradigmatic. For education policy researchers and others interested in educa-
tion policy the decentralisation of responsibility to the subnational level raises 
some theoretical concerns. How do local political institutions and coalitions of 
local and regional actors influence the kinds of issues that are prominent on the 
agenda? Despite the large amount of literature on agenda setting at the national 
level there has been less attention to the question how agenda setting operates 
on the subnational level or between bottom and top levels. I adapted existing 
theories of policy processes and agenda setting in order to help gain insights in 
the introduction of entrepreneurship and enterprise policies at the subnational 
level. Whereas Kingdon´s agenda setting theory was designed to describe federal 
level processes in the United States, several other authors have applied the ideas 
of the multi-streams at other levels as well.  

Few municipalities have active education policy networks the outside local gov-
ernment, and local elected officials are likely to play a more direct role in con-
necting problems to policy solutions. The number of so-called experts is limited 
at the subnational level which leaves space for a limited group of actors to select 
and adapt available solutions, so they have substantial influence. Subnational 
educational agendas are quite narrow and less policy alternatives are available. 
Politicians whose interest initially seemed inimical to entrepreneurship and en-
terprise in education became convinced/influenced after a period of time. The 
problems of weak economic growth, depopulation and economic restructuring 
seemed to strengthen the arguments for PRIO1 and similar projects and has 
increased the consensus view in Västerbotten that entrepreneurship is necessary 
and even a matter of survival, as was described by several actors in the inter-
views. The County Administrative Board acted as an agenda-setting bottleneck. 
Access to funding was also influential. As could be seen this funding occurred 
often through a variety of different EU funds. 
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I therefore argue that the link between interests and values expressed globally as 
well as locally may therefore influence educational outcomes locally. With this 
in mind it can be questioned whether national education policy still forms a 
satisfying frame of reference for the policies of the local level? Decentralisation 
has also occurred in Sweden and the municipalities have received more respon-
sibility for local school development. They, together with other local and re-
gional actors, can influence local curricula and work cooperatively for school 
development and even regional development. The entrepreneurship and enter-
prise school projects in which the municipalities are involved can be seen as 
examples of this as: 

“…states decentralise some of their power to local and regional political institu-
tions…//…once this decentralisation of power occurs, local and regional govern-
ments may seize the initiative on behalf of their populations, and may engage in 
developmental strategies vis à vis the global system, eventually coming into compe-
tition with their own parent states.” (Castells, 1997 p. 272). 

We can say that this is happening when entrepreneurship and enterprise edu-
cation have been introduced in schools without direct governance from the na-
tional level or via the national curriculum. In other words: supranational edu-
cation policies, although they sometimes can originate from policies formulated 
at a national level, can bypass the national level and directly influence local 
policy formulations. In that case the ideas of Giddens and Bhaskar provide an 
interesting theoretical stand. Education policy at different levels then is both 
structuring as well as it is structured upon. This also goes for the relation be-
tween the local level and the national level as the national policy of education is 
influenced by, as well as influencing, the local level. In line with Giddens who 
acknowledges globalisation, alongside individualisation, as the key agent of so-
cial change, it is possible to put forward that globalisation, alongside individu-
alisation, is the key agent of educational change. These two processes of global-
isation and individualisation are linked together through: “The dialectic of the 
local and the global: The oppositional interplay between local involvements and 
globalising tendencies.” (Giddens, 1991 p. 242). 

However, and that’s what I want to stress, the teaching process is not only in-
fluenced by frames on the national level, for example the national curriculum as 
has often been suggested earlier, but also by international (policy) frame fac-
tors. Therefore, I will argue again, there is a need to incorporate the internatio-
nal level as analytical frame to understand local outcomes in the schools. 

Analyzing education policies from a “structurationist” perspective means con-
ceptualising the actors and mechanisms and the policies that they create. As a 
complement to studies in the research tradition of frame factor theory, a 
structuration perspective highlights the importance of reflexive agents and their 
actions, for the interplay of social interactions and social systems (such as orga-
nizations, networks, and industries) is: “grounded in the knowledgeable activities 
of situated actors who draw upon rules and resources in the diversity of action 
context” (Giddens 1984, p. 25). Giddens considers structures to consist of both 
rules and resources in which the last concept can be described as capacities for 
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change, while agency/actor is the possibility to act differently (Giddens, 1979, 
1984). Seen in view of the work of Castells (1997), changes in the organizational 
landscape and the emergence of networks of policy making within the “network 
society” enable interaction between the global and the local, resulting in the 
global-local nexus of education policy beyond national curricula or geographi-
cal boundaries. Educational outcomes at the local level therefore seem to be-
come influenced by the shift that is taking place from traditional state level 
governance to subnational and supranational levels. Governance in education is 
taking place at different levels and by different actors through so-called multi-
level governance networks, and takes place between both ends of the local-
global nexus rather than via the established paths of the National Curriculum. 
This can be visualised in figure 14.  

 

Figure 14. From governing to governance of education. 

Finally, it should be clear that although the introduction of entrepreneurship 
and enterprise in education is identifiable as school projects with distinct im-
pacts on clearly definable segments of education, they cannot be examined in a 
vacuum. Discussions about causes and consequences of entrepreneurship and 
enterprise education cannot be separated neatly from many aspects of more 
general topics and processes in society; economic restructuring, labour market 
changes, social and economic policies and more general educational policies. 
Consequently, while the central theme of this thesis is entrepreneurship and 
enterprise in education, much of the discussions and theoretical ideas touched 
on issues related to more general topics such as globalisation, decentralisation, 
governance, etc. 

The surrounding world of organisations in society has changed at a quick pace 
during the last decennia. Globalisation, information technology and the deve-
lopment of a service-based society are some of the factors that influence busi-
nesses, institutions, schools and other organisations. Although it may sometime 
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appear as if these changes happen beyond the activities of people, these changes 
would not take place without the activities of people. While parts of the old in-
dustrial production have disappeared there is a need for innovations, which 
may explain the urge for entrepreneurs and entrepreneurship. Entrepreneurs 
have played an important role in earlier periods of transformation and this 
gives some perspective on the developments we witness today. 

Entrepreneurship has gained an acceptance across the political spectrum. The 
OECD, EU, national governments, employers, trade unions, local policy makers 
as well as those involved with education, articulate support for the development 
of entrepreneurship. It is no longer restricted to those who represent business 
organisations. As has been shown by this thesis, this increased importance given 
to entrepreneurship is marked by shifts in its conceptualisation and decreased 
contestation. The concept may express a solution to different problems, depen-
ding on who expresses it and with what their objectives are. 

,  

As pointed out, despite the fact that the national curriculum has not clearly ex-
pressed the need for entrepreneurship or enterprise projects in schools, regional 
programmes (financed by local and regional agencies aided by EU) have sup-
ported the educational programmes. That has included initiation of projects, 
involvement in teacher training, support for educational research, etc. Thereby 
both the subnational as well as the supranational agencies have ascertained an 
important influence on school policies and practises. The national level has had 
less direct influence on education through its traditional curriculum. It is relat-
ed to subnational actors being granted a relatively new role as a major source of 
policy formation, but clearly also to the processes related to globalisation of 
education policy, where the supranational agencies have gained more influence. 
Insight into the forces influencing the contents of education will be gained by 
relating them to processes outside the schools. Entrepreneurship and enterprise 
education did not just materialise on the shelf of the local bureaucrat. 
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Appendix 

Interview Questions 
Personal matter 

Tell me something about yourself, what is your background (education, profes-
sion etc) 

What are the work assignments in your present job? 

In what way have you been working with enterprise in education? 

What is your role? 

Is this a central part in your work assignments? 

How and when did you become interested in enterprise and entrepreneurship 
in your job/for your organisation (general). 

About enterprise and entrepreneurship in schools 

When did you start to become interested in entrepreneurship and enterprise in 
education? 

Has your organisation’s interest for entrepreneurship and enterprise in the 
school increased during the past years? Tell me more. 

Enterprise and entrepreneurship have been introduced in the schools, even 
though these concepts are not described in the national curricula. There are 
many school projects running in the County. 

Could you describe what started this development here in the County? 

How did you perceive that development during that time? 

Have there been any national or international actors/agencies that influenced 
how you have worked with entrepreneurship and enterprise in the schools? 

How have you worked for the introduction of entrepreneurship and enterprise, 
here in the county? 

Did you, after the introduction, have any desire to influence or stimulate the 
processes in other projects related to entrepreneurship and enterprise in the 
schools? 

More specifically on PRIO1 

”Besides the County Administration Board, ALMI, B.I.C., the Regional Associa-
tion of Local Authorities, Agency for Education, Umeå University and the 
Municipalities  have been involved with PRIO1. 
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Did you or your organisation have a particular role in the initiation phase of 
this project? 

Why do you participate in the counties steering group (Why is your organisa-
tion represented?). 

Did you receive any instructions or information through other contacts? If so, 
which? 

How does your organisation work with contacts and cooperation at the local, 
regional, national and international level? 

Do you, or others here in the organisation, have contacts with other organisa-
tions at local, regional, national and international level, concerning enterprise 
and entrepreneurship? 

About concepts and the school 

PRIO1: ”The aim is to strengthen enterprise, creativity and the spirit of entre-
preneurship in order to, in the long run, increase the number of entrepreneurs 
and self-employed in the County of Västerbotten” 

What do you think of this aim? Would you like to change this aim? 

Do you consider that there are any differences between entrepreneurs or self-
employed people? 

What does ”spirit of entrepreneurship” mean to you? 

Could you describe enterprise and entrepreneurship, generally, what do these 
concepts contain for you? 

Are there any differences between these concepts, you think? 

How do you think schools should work with these concepts? 

Do you think that the schools and school leaders have the capacity to realise 
these aims, (and what about the teachers)? 

As a result of decentralisation the municipalities have received more responsi-
bility, but also freedom of action. Do schools have enough freedom of action? 
(What needs to change?) 

What do you think of today’s school? Is it possible to change attitudes towards 
enterprise?      

School development is a topic these days.  

How can entrepreneurship and enterprise in education influence local school 
development? 

How do you, or your organisation, work with educational policy in relation to 
this kind of questions? 
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Growth and regional development are frequently discussed these days. Why do 
specifically enterprise and entrepreneurship receive so much attention? 

Have attitudes towards enterprise and entrepreneurship changed in society? 
(Are these changes important?) 

About other projects and the future 

Do you work with other projects related to enterprise in schools? 

What are your future ideas about entrepreneurship and enterprise in schools? 

What are your organisation’s policy plans, considering entrepreneurship and 
enterprise (when the project is finished)? 
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Figure A1: The suggested programmes to promote youth entrepreneurship (OECD, 
2001b and also in 2001a). 
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