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1. Introduction

1.1. Topicality of research

The past thirty years have seen increasingly rapid advances in the research field of En-
trepreneurship Education (EE) (Katz 2003; Martin, McNally & Kay, 2013). Nowadays, EE
is an accepted sub-field of entrepreneurship research in scope of well-established and reputable

scientific journals (Jones & Matlay, 2011).

According to Robinson and Josien (2014), EE can act as a key success factor when it
comes to entrepreneurial action, i.e. business foundations, and/or innovative products and ser-
vices. Especially Higher Education Institutions lay foundations for potential entrepreneurial
activity among young people. In this case, EE at Higher Education Institutions can foster en-
trepreneurial intention of students; and these intentions are valid proxies of later entrepre-
neurial action (Rauch & Hulsink, 2015), explaining about 30% of the variance in subsequent
behaviour (Armitage & Conner, 2001). For this reason, investigations of intention in the con-
texts of entrepreneurship and EE gained popularity, especially since entrepreneurial action is
known to bring positive effects for the students themselves, their future employers, and econo-
mies (Charney & Libecap, 2000; Elmuti, Khoury & Omran, 2012). In view of these positive
effects, the author of this dissertation investigates entrepreneurial intention as a dependent var-

iable.

The impact of EE interventions (i.e., lectures or case studies focussing on entrepreneur-
ship) on entrepreneurial intention has already been studied by some researchers using method-
ologically rigorous research approaches including ex-ante/ex-post surveys as well as a quasi-

experimental design with a control group (e.g. Souitaris, Zerbinati & Al-Laham, 2007).

In EE impact research, the Theory of Planned Behaviour (TPB) (Ajzen, 1991) remains
the central theory with regard to measuring entrepreneurial intention (Nabi et al., 2017). Studies
such as the one by Kautonen, Gelderen, and Fink (2015) further showed the applicability of this
theory in measuring variations in behaviour. Numerous studies have also already proven the
robustness of the TPB in entrepreneurship and EE research in different contexts (lakovleva,
Kolvereid & Stephan, 2011; Lorz, 2011; Schlaegel & Koenig, 2014; Kozlinska, 2016; Kozlin-
ska, Mets & Rdigas, 2017). However, open questions with regard to learning outcomes and

context remain.

Learning outcomes gained through EE can be threefold: EE can generate (1) cognitive
outcomes, characterizing knowledge about entrepreneurship (e.g. opportunity recognition), (2)
affective outcomes, consisting of entrepreneurship-related attitudes, volition and behavioural
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preferences (e.g. motivation), and (3) skill-based outcomes, describing entrepreneurial skills
(e.g. business planning) (Johannisson, 1991; Johansen & Schanke, 2013; Stamboulis & Barlas,
2014; Mets, Kozlinska & Raudsaar, 2017). In recent EE literature, a call for investigating the
affect-intention relationship more deeply gets obvious, as affect (or one of its subcategories)
may increase the proportion of variance explained in entrepreneurial intention (Schlaegel &
Koenig, 2014; Grégoire et al., 2015; Rauch & Hulsink, 2015; Krueger & Sussan, 2017). In
addition, and due to the results of the systematic literature review of this dissertation, it became
clear that affective learning outcomes constitute only a fraction of EE impact research in com-
parison to cognitive and skill-based ones. This dissertation follows this research agenda and,
thus, focuses on the second category of the introduced learning outcomes: affective learning

outcomes.

With regard to context potentially having effects on affective learning outcomes, EE re-
search rather tended to focus on business students than to include non-business students to the
research field of EE. In connection with this, both Kuckertz (2013) and Bergmann et al. (2018)
emphasise the importance of spreading EE across non-business disciplines like IT and life sci-
ences because, on the one hand, they have high creative potential, and, on the other hand, tend
to lack entrepreneurial competencies. Consequently, investigating if different disciplinary back-
grounds might have an influence on affective learning outcomes is major part of the investiga-
tion of context — also being part of this dissertation in order to understand entrepreneurial in-

tention and action better.

A second one deals with the pedagogical impact in EE including teaching methods and
models. Scientists still criticise the lacking linkage of EE with pedagogical theories and rec-
ommend combining knowledge from entrepreneurship and pedagogy (Béchard & Grégoire,
2005a, 2007; Jones & Matlay, 2011; Pittaway & Thorpe, 2012; Fayolle, 2013; Fayolle & Gailly,
2015; Nabi et al., 2017). In this connection, pedagogical theories can give more insights on how
entrepreneurs learn or how individuals decide to become entrepreneurs. These insights thus can
help changing current educational practices to make more people understand better whether
entrepreneurship is for them or not as well as to sensitise them for entrepreneurship more ef-
fectively. In this regard, a quite common recognition of the superiority of EE interventions
using the experiential method in contrast to EE interventions using the traditional one for de-
veloping learning outcomes exists (Jones & Matlay, 2011; Thrane et al., 2016; Kozlinska, Mets
& Rdigas, 2017). However, a lack of empirical evidence is observable (Piperopoulos & Dimov,
2015; Kozlinska, 2016; Nabi et al., 2017). Therefore, open questions remain with regard to the

chosen teaching format. Relating to several authors, the consideration of different teaching



methods depending on other contextual circumstances (e.g., the student group) is a major area
of interest in the fields of EE and entrepreneurial intention (Barab & Plucker, 2002; Welter,
2011; Schlaegel & Koenig, 2014; Thomassen et al., 2017). The major contribution direction of
this dissertation is the investigation of different teaching methods (traditional and experi-

ential).

Another contextual factor is the duration of EE interventions. Scientists call for an in-
vestigation of short trigger events, as it remains under-researched if the emergence of affective
learning outcomes is also possible in this context (Lorz, 2011). This investigation implies the
purpose of improving efficiency of teaching in Higher Education Institutions, as effective
awareness seminars save time and other resources in comparison to longer EE interventions
(e.g. lasting one semester). Besides, this approach strives to the constructivist model, assuming
that intention evolves and only needs a trigger event (Krueger, 2009, 2015). Such trigger events
are simultaneously called ‘awareness seminars’, trying to increase the attractiveness of entre-
preneurship as a career path among higher education students (Lifian, Rodriguez-Cohard &
Rueda-Cantuche, 2011). These seminars focus on affective (in this study represented by ‘dis-
crete entrepreneurial emotions’) instead of skill-based learning outcomes, since the time frame
is too short for transferring substantial knowledge and skills (Johansen & Schanke, 2013). As
mentioned above, affective learning outcomes are — besides the aspect of the short time frame
— part of this dissertation that investigates the affect-intention relationship. Consequently, the
opportunity arose to investigate awareness seminars and affective learning outcomes simulta-
neously. Besides, this approach follows the research outlook by Baron (2008), Arpiainen et al.
(2013), Lackéus (2014), Zampetakis et al. (2015), and Nabi et al. (2017), including the need to

consider affective learning outcomes in trigger events.

Finally, lecturer’s authenticity is a fourth possible contextual reason for successful or
less successful EE interventions measured by the learning outcomes. This phenomenon is
closely linked to the investigation of affective learning outcomes in trigger events: it seems
obvious that reaching significant effects on entrepreneurial affect and intention is easier to reach
with the help of an authentic lecturer (e.g. an entrepreneur), portraying a role model serving as
a facilitator (Wright, 2013). Broadening the scholarly knowledge about lecturer’s authenticity

can improve the effectiveness of teaching entrepreneurship in Higher Education Institutions.

As a summary, major attention is given to both the affect-intention relationship and the
four explained contextual circumstances (student group, teaching method, awareness seminar,

and lecturer’s authenticity) in this dissertation, contributing to entrepreneurship research by



drawing on pedagogical and psychological theories in order to get deeper insights into the driv-

ers of entrepreneurial action.

1.2. Object, subject and research questions

The object of the research is Entrepreneurship Education at Higher Education Insti-

tutions in Germany.

The subject of the research is the relationship between discrete entrepreneurial emo-

tions and intentions.

The main research question of this research is two-fold:

1.

Do discrete entrepreneurial emotions affect students' entrepreneurial intentions,
and, if so, to what extent they can predict intentions?
How to manage Entrepreneurship Education effectively in order to stimulate

students’ positive entrepreneurial emotions?

This main research question subsumes the following research questions:

1.

Is it possible to generate significant effects on students’ discrete entrepreneurial
emotions and entrepreneurial intention through an awareness seminar? Does a
relationship between discrete entrepreneurial emotions and entrepreneurial in-
tention exist, and if yes, how strong is this relationship?

Can we increase these effects through the right choice of teaching methods (tra-
ditional and experiential), possibly moderating effects on discrete entrepreneur-
ial emotions and entrepreneurial intention? Or do we overestimate the im-
portance of the teaching method?

Does being an authentic lecturer mean more effective teaching? Does lecturer’s
authenticity moderate effects on entrepreneurial emotions and intentions?

How do results of the EE interventions differ according to the student group? Do
specific teaching methods suit better to business or non-business students, mak-

ing it possible to increase the effects on emotions and intentions?



1.3. Research goal and hypotheses

The research goal of the dissertation is to determine the impact of Entrepreneurship Ed-
ucation interventions on discrete entrepreneurial emotions and intentions of students from dif-
ferent study backgrounds. This research goal is based on the systematization and classification
of EE impact studies on the one hand and the terminological specification of affect and its sub-
categories on the other hand. In doing so, the theoretical framework of the dissertation refers to
the Affect Infusion Model (AIM) (Forgas, 1995). Through this, emotion-based variables being
appropriate for the integration into this dissertation’s EE impact study could be identified in
order to measure discrete entrepreneurial emotions and entrepreneurial intention. Ultimately,
this approach tries to generate novel evidence on the affect-intention relationship including the
aim of increasing the proportion of variance explained in intention. In line with this investiga-
tion, analyses of specific contextual circumstances — including the student group, lecturer’s
authenticity and especially the conducted teaching method — possibly influencing discrete en-
trepreneurial emotions, entrepreneurial intention and their bilateral relationship are part of this
research goal in order to derive best practice guidelines for Higher Education Institutions in

order to maximise effectiveness and efficiency of EE.

The following research hypotheses analysed in this dissertation, striving to answer the
above-formulated research questions as well as to reach the research goal, are separated in the

two main investigations ‘affect-intention relationship’ and ‘contextual factors’:

Part 1: Affect-intention relationship combining Affect Infusion Model and Theory

of Planned Behaviour

H1: Discrete entrepreneurial emotions increase the proportion of variance explained in
entrepreneurial intentions in addition to the variance Theory of Planned Behav-

iour’s antecedents explain.

H2a: Theory of Planned Behaviour’s antecedent ‘attitude toward the behaviour’ (ATB)
mediates the effect of discrete entrepreneurial emotions on entrepreneurial inten-

tions.

H2b: Theory of Planned Behaviour’s antecedent ‘subjective norms’ (SN) mediates the

effect of discrete entrepreneurial emotions on entrepreneurial intentions.

H2c: Theory of Planned Behaviour’s antecedent ‘perceived behavioural control’ (PBC)
mediates the effect of discrete entrepreneurial emotions on entrepreneurial inten-
tions.

Part 2: Contextual factors in the impact study
9



H3:

H4a:

H4b:

Hba:

H5b:

Hb5c:

Participation in an Entrepreneurship Education awareness seminar has no signifi-

cant effect on students’ entrepreneurial intentions.

Participation in an Entrepreneurship Education awareness seminar increases stu-

dents' positive discrete entrepreneurial emotions.

Participation in an Entrepreneurship Education awareness seminar decreases stu-

dents' negative discrete entrepreneurial emotions.

The teaching method moderates the effect of discrete emotions on the three ante-

cedents of the Theory of Planned Behaviour.

The student group moderates the effect of discrete emotions on the three anteced-

ents of the Theory of Planned Behaviour.

Lecturer’s authenticity moderates the effect of discrete emotions on the three ante-

cedents of the Theory of Planned Behaviour.

1.4. Main arguments in the dissertation

1.5.

. Entrepreneurship Education awareness seminars do not increase students’ entrepre-

neurial intentions, because those are too stable for being affected significantly within

a short intervention.

. Entrepreneurship Education awareness seminars increase students’ positive entrepre-

neurial emotions, and decrease students’ negative entrepreneurial emotions.

. Authentic lecturers make a greater effect on entrepreneurial emotions and intentions

of students than non-authentic lecturers.

. Experiential lectures exhibit a greater effect on entrepreneurial emotions and intentions

than traditional lectures.

. Higher positive and lower negative entrepreneurial emotions lead to higher entrepre-

neurial intentions.

. Entrepreneurial emotions explain additional variance in the antecedents of entrepre-

neurial intentions.

Research tasks

In consideration of the research goal and the derived hypotheses, this research intends to

accomplish the following main tasks:
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. Providing theoretical foundations of mainstream theories, models, and frameworks in
EE, simultaneously portraying theoretical anchors of this dissertation: teaching meth-
ods/models and the TPB.

. Providing theoretical foundations of theories, models and frameworks indicating
promising research agendas of EE and simultaneously having a strong relevance for
this dissertation: a self-elaborated framework of affect, AIM, and lecturer’s authentic-
ity.

. Elaborating a systematic literature review of EE impact studies through a citation and
co-citation analysis in order to systemise and classify existing scholarly knowledge on
EE in specific groups of similar thematic content.

. Developing a terminological framework of entrepreneurship and EE, advocating ter-
minological precision of this dissertation. As entrepreneurship and EE face a wide va-
riety of definitions, the author of this dissertation facilitates the understanding of his
specific research scope through an explicit choice of definitions, on the one hand, and
a clear differentiation from chosen definitions to other definitional perspectives on the
other hand.

. Accomplishing quasi-experimental research using control groups as well as ex-ante
and ex-post surveys of EE awareness seminars in order to gain new knowledge on the
effect of context in EE impact studies, on the one hand, and on the affect-intention-
relationship on the other hand.

. Analysing effects of EE awareness seminars on discrete entrepreneurial emotions and
entrepreneurial intention and identifying variables moderating and mediating these ef-
fects, implying theoretical contributions to TPB and AIM.

. Providing conclusions and recommendations for conducting EE awareness seminars
with regard to maximising the impact of these interventions. In the context of this dis-

sertation, this impact is measured through students’ affective learning outcomes.

1.6. Research design and methods

The methodological basis of this dissertation predominantly is quantitative research. As

part of the theoretical part of the study — especially within the systematic literature review — the

use of citation analysis and subsequent co-citation analysis result in a thematic delineation of

different subcategories of studies in EE. In a later step, deep investigations of content similari-

ties within this sample facilitate both the identification of groups with topic similarities and the

classification of literature sources according to these groups (Lifian & Fayolle, 2015; Xi et al.,
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2015). Consequently, the qualitative classification procedure validates the results of the quan-

titative approach, i.e. the co-citation analysis.

The empirical part of the study is based on data collection at different campuses of the
University of Applied Sciences Kaiserslautern, Germany, through surveys distributed both be-
fore (ex-ante) and after (ex-post) EE awareness seminars to their participants. By definition, the
dissertation followed a quasi-experimental design within a laboratory setting, using the
classroom as a controlled setting for conventional laboratory experiments (classroom experi-
ment) (Hsu, Simmons & Wieland, 2017). This approach is in line with recent recommendations
of scientists in EE striving to strengthen methodological rigour (see, e.g., Lorz, Mueller &
Volery, 2013). Therefore, the author of this dissertation considered positive lessons learned
from several reputable contributions in EE, including those from Souitaris, Zerbinati, and Al-
Laham (2007); Oosterbeek, van Praag, and ljsselstein (2010); Lorz (2011); Sanchez (2011);
Martin, McNally, and Kay (2013); Rideout and Gray (2013); Blenker et al. (2014); Nabi et al.
(2017).

376 students joined and filled-out the ex-ante survey within overall 17 organised EE
awareness seminars (five based on the traditional and twelve based on the experiential teaching
method); resulting in 323 valid ex-post surveys. Out of these 17 EE awareness seminars, seven
were held in non-business study programmes (216 students filled-out the ex-ante and 182 filled-
out the ex-post survey) and ten in business administration programme (160 students filled-out
the ex-ante and 141 filled-out the ex-post survey). Apart from that, the control group consists
of 239 students; 154 from non-business courses and 85 from business administration. With
regard to the non-business courses, both the treatment and the control groups came from very
diverse study programmes, including IT (49%), engineering (31%), pharmacy (10%), applied

life sciences (8%), and logistics (2%).

Data analysis was performed using predominantly (stepwise) multiple linear regression
models and difference-in-differences framework (including t-tests). Prior to that, factor analysis
and scales reliability tests of authentic pride, positive and negative affect schedule (PANAS),
inspiration, TPB’s antecedents, entrepreneurial intention, and lecturer’s authenticity were con-
ducted.

1.7. Research limitations

The author acknowledges research limitations such as the missing role of cultural val-

ues, modifying the way individuals in different societies perceive entrepreneurship and EE
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(Lifian & Chen, 2009). The mere investigation of one university in Germany — the University
of Applied Sciences Kaiserslautern — thus weakens external validity of the results, going hand
in hand with the recommendation of expanding this study internationally.

Besides, improvements are possible with regard to the investigated study programmes —
which are not all-embracing — and a more balanced distribution of the sample sizes of the
respective non-business study programmes (the sample in this study consists of a big ratio of
IT students). l.e., the opportunity of more detailed considerations of non-business students
opens up for future studies. Until now, students from non-business disciplines (e.g., engineer-
ing, IT) are merely summarised in one group labelled ‘non-business students’. However, non-
business students coming from different disciplinary fields may have different entrepreneurial

ambitions possibly leading to varying results.

In the context of lecturer’s authenticity, a stronger role model effect could have been
reached. In this study, the lecturer had an academic background in entrepreneurship and IT,
thus having a stronger association to IT students. Using entrepreneurs as lecturers in EE aware-
ness seminars could be more efficient with regard to affective learning outcomes, if they do
come from a similar disciplinary background as students do. This issue was not addressed in
this study as only one lecturer held the EE awareness seminars, opening potential for improve-
ment. However, evaluation of lecturer’s authenticity still was high (all four factors measuring
lecturer’s authenticity having means above 5 out of 7) and results show that IT students did not
evaluate lecturer’s authenticity much higher than non-business students from other study pro-

grammes.

Another limitation exists with regard to the affect-intention relationship. In this vein, the
investigated discrete entrepreneurial emotions represent just one possible part of the affect-
intention relationship: besides looking for more discrete entrepreneurial emotions as possible
variables in EE impact studies, future studies in this field could also broaden the view to mood
and/or temperament and how they influence individuals in their evaluation of entrepreneurship

as a career option.

In addition, this dissertation only focuses on one part of the entrepreneurial process —
before concrete entrepreneurial action. Future studies on discrete entrepreneurial emotions
could improve our knowledge about them with regard to the missing parts of the entrepreneurial
process — i.e. within or after concrete entrepreneurial action (e.g. during business planning and

concrete business activities).

Finally, the methodological approach to conducting the systematic literature review

features another limitation. The literature selection process for subsequent citation analysis
13



entails a subjective aspect, even if some objective quality criteria were added in order to stem
this effect. This subjectivity is also reflected in the resulting group classification of papers fol-
lowing critical investigations of the papers’ content. In the context of citation and co-citation
analysis, the author further acknowledges the constraints of bibliometric methods, as efficient
predictions on how papers will evolve in the future are not possible, generating the restriction

of merely showing the most evident trends (Lifian & Fayolle, 2015).

1.8. Research period

The research period of the systematic literature review, constituting the main outcome of
the theoretical part, includes predominantly scientific knowledge about EE generated over the
last 30 years, where EE has witnessed its rapid growth (Martin, McNally & Kay, 2013). The
development of this systematic literature review began at the beginning of 2017 and ended in
July 2018. Out of the explored research gaps and agendas formulated by reputable scientists, a
derivation of a conceptual framework as well as the creation of a survey followed until October
2018. During this process, a pre-test of the survey followed in August 2018 in the context of an
Entrepreneurship Summer School in order to test the chosen items/scales and, thus, to find ways

of improving in the survey.

The primary research part of this study directly links to the end of the survey develop-
ment, as first interventions started in mid-October 2018, portraying the start of the academic
term at the University of Applied Sciences Kaiserslautern. During four weeks, eight EE aware-
ness seminars were organised on the one hand and data was collected in seven control groups
on the other hand. For the treatment group sample, this procedure iterated for the subsequent
academic term in order to increase the robustness of the results: nine EE awareness seminars
followed in April 2019.

The first period of data analysis started after the first series of EE awareness seminars in
mid-October 2018. The second period of data analysis followed in June 2019, simultaneously

constituting the end of data collection.

1.9. Theoretical basis

This dissertation predominantly combines scientific knowledge coming from leading ex-
perts and reputable journals in the research fields of — broadly — entrepreneurship, psychology

and education as well as — more precisely — EE impact studies in order to construct a theoretical
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and methodological basis. In this regard, especially contributions from the following journals
served as theoretical and methodological basis: Academy of Management Review; Academy
of Management, Learning and Education; Education + Training; Entrepreneurship & Regional
Development; Entrepreneurship, Theory and Practice; Journal of Applied Psychology; Journal
of Business Venturing; Journal of Personality and Social Psychology; Journal of Small Busi-

ness Management; Small Business Economics.

The major part of the theoretical basis consists of a systematic literature review on EE
impact studies, systemising and classifying existing knowledge, highlighting current research
gaps and introducing future research agendas. Scientific contributions clarifying the ‘Status
Quo’ of EE research come from Gorman, Hanlon, and King (1997); Katz (2003); Kuratko
(2005); Pittaway and Cope (2007); Martin, McNally, and Kay (2013); Nabi et al. (2017); among
others. ‘Conceptual contributions’ (e.g. definitions and methodologies) are mainly based on
Boyd and Vozikis (1994); Kolvereid and Moen (1997); Krueger, Reilly, and Carsrud (2000);
Luethje and Franke (2003); Fayolle, Gailly, and Lassas-Clerc (2006b); Souitaris, Zerbinati, and
Al-Laham (2007); Fayolle and Gailly (2008); Sanchez (2011); Lackéus (2014); among other
prominent scholars. With regard to the ‘linkage of EE with pedagogical theories’ — implying an
important aspect for the EE impact study in this dissertation — especially the contributions from
Béchard and Grégoire (2005b); Jones and Matlay (2011); Fayolle (2013); Fayolle and Gailly
(2015); Nabi et al. (2017); among others are fundamental. The ‘distinction of teaching methods’
represents another part of this dissertation (i.e. investigation of traditional and experiential EE)
and is mainly based on the scientific contributions of Lifian (2004); Mwasalwiba (2010);
Fayolle (2013); Martin, McNally, and Kay (2013); Piperopoulos and Dimov (2015); Rauch and
Hulsink (2015); Nabi et al. (2017). Finally, ‘interventions' effectiveness’, including the consid-
eration of context, content, and the student group, is mainly influenced by the scientific contri-
butions of Pittaway and Cope (2007); Wilson, Kickul, and Marlino (2007); Fayolle and Gailly
(2008); Mwasalwiba (2010); Oosterbeek, van Praag, and Ijsselstein (2010); Jones and Matlay
(2011); Bae et al. (2014); Fayolle and Gailly (2015); Piperopoulos and Dimov (2015); Nabi et
al. (2017).

The terminological basis of entrepreneurship, EE and entrepreneurial intention is based
on the scientific contributions of Gartner (1985); Carsrud and Johnson (1989); Venkataraman
(1997); Sharma and Chrisman (1999); Shane and Venkataraman (2000); Bruyat and Julien
(2001); Busenitz et al. (2003); Lifian (2004); Fayolle, Gailly, and Lassas-Clerc (2006b); Fayolle
and Gailly (2008); lzquierdo (2008); Mueller (2008); Thompson (2009); Jones and Matlay
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(2011); Shane (2012); Johansen and Schanke (2013); Delanoé-Gueguen and Fayolle (2018);
among others.

Scientific works of the following scholars informed the review on affect and the derived
definitional framework of affect: Gagné (1984); Forgas (1992); Cloninger (1994); Clore, Gas-
par, and Garvin (2001); Isen (2001); Baron (2004); Bosman, Sutter, and van Winden (2005);
Barsade and Gibson (2007); Schwarz and Clore (2007); 1zard (2009); Welpe et al. (2012); Ver-
zat, O’Shea, and Jore (2017); among others. As a part of this investigation, seminal papers
focussing on affect in EE and on one of the major theoretical anchors of this dissertation, Affect
Infusion Model, came from Forgas (1995); Souitaris et al. (2007); Baron (2008); Foo, Uy, and
Baron (2009); Rivis, Sheeran, and Armitage (2009); Grichnik, Smeja, and Welpe (2010); Zam-
petakis et al. (2015); among others.

The provided theoretical foundations on the dominating theory in EE impact studies, the
Theory of Planned Behaviour, are based on the scientific contributions of Fishbein and Ajzen
(1975); Ajzen and Fishbein (1980); Ajzen (1987, 1991); Conner and Armitage (1998); Tkachev
and Kolvereid (1999); Krueger, Reilly, and Carsrud (2000); Armitage and Conner (2001);
Sheeran (2002); Luethje and Franke (2003); Choy, Kupposamy, and Jusoh (2005); Gelderen et
al. (2008); Lifian and Chen (2009); lakovleva, Kolvereid, and Stephan (2011); Siu and Lo
(2013); Schlaegel and Koenig (2014); Kautonen, Gelderen, and Fink, (2015); Rauch and Huls-
ink (2015); Steinmetz et al. (2016); Gelderen et al. (2017); Delanoé-Gueguen and Fayolle
(2018); among others.

The scientific contributions highlighting the research agenda focussing on attempts to
increase the proportion of variance explained in entrepreneurial intention, and, more specifi-
cally, the affect-intention relationship came from Fayolle, Gailly, and Lassas-Clerc (2006a);
Souitaris, Zerbinati, and Al-Laham (2007); Baron (2008); Sandberg and Conner (2008), Rivis,
Sheeran, and Armitage (2009), Cardon et al. (2012); Arpiainen et al. (2013); Grégoire et al.
(2015); Zampetakis et al. (2015); Krueger and Sussan (2017); Nabi et al. (2017); among others.
Especially psychological contributions form the basis of the methodological approach in the
context of investigating this relationship, comprising Watson, Clark, and Tellegen (1988);
Thrash and Elliott (2003); Tracy and Robins (2007); Williams and DeSteno (2008, 2009); Orth,
Robins, and Soto (2010); Tracy, Shariff, and Cheng (2010); Lackéus (2014); Zampetakis et al.
(2015); among others.

Finally and with regard to the impact study of this dissertation focussing on teaching
methods, the theoretical foundations and classifications of teaching methods as well as prelim-
inary findings are based on Gagné (1984); Johannisson (1991); Kraiger, Ford, and Salas (1993);
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Hytti and O’Gorman (2004); Lifian (2004); Béchard and Grégoire (2005b); Arvanites et al.
(2006); Béchard and Grégoire (2007); Henry, Hill, and Leitch (2007); Fayolle and Gailly
(2008); Gird and Bagraim (2008); Nab et al. (2010); Lifian, Rodriguez-Cohard, and Rueda-
Cantuche (2011); Lorz (2011); Blenker et al. (2012); Johansen and Schanke (2013); Krueger
(2015); Kozlinska (2016); Macht and Ball (2016); Kamovich and Foss (2017); Kozlinska, Mets,
and Roigas (2017); Krueger and Sussan (2017); Nabi et al. (2017); Toutain et al. (2017); Berg-
mann et al. (2018); among others. Moreover, this teaching method investigation includes sev-
eral theories, namely constructivist theory (Piaget, 1952), sociocultural theory (Vygotsky,
1962), social learning theory (Bandura, 1971), situated cognition (Brown, Collins & Duguid,
1989), and experiential learning theory (Kolb & Kolb, 2005). With regard to lecturer’s au-
thenticity, an important part of this dissertation’s EE impact study, the works of the following
scholars are especially relevant: Cranton and Carusetta (2004); Kernis and Goldman (2006);
Kreber et al. (2007); Wood et al. (2008); Kreber, McCune, and Klampfleitner (2010); Akoury
(2013); Kreber and Klampfleitner (2013); Wright (2013); De Bruyckere and Kirschner (2016,
2017).

1.10. Scientific novelty

This dissertation creates a major scientific novelty with regard to the affect-intention re-
lationship, explaining additional variance in entrepreneurial intention, which helps understand-
ing the very first step of the entrepreneurial process better. Within this approach, the author
introduces the combination of the AIM and the TPB, offering research agenda for future re-

search. Apart from that, this dissertation comprises the following scientific novelties:

1. Development of a definitional framework of affect, facilitating deeper understanding
of affect and emotions and separating terminologies of different affective feelings.

2. Investigation of learning outcomes of EE awareness seminars, following Lorz’
(2011) recommendation to consider this under-researched methodological approach in
EE impact studies, as awareness seminars can increase efficiency of Higher Education
Institutions. In this regard, this dissertation uses the two established teaching methods
within these awareness seminars: traditional and experiential EE awareness seminars.
This investigation discovers the possible superiority of experiential in comparison to
traditional teaching with regard to students’ affective learning outcomes, striving to

increase effectiveness of EE interventions.
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3. Investigation of the effect of EE on non-business students’ learning outcomes, fol-
lowing the upcoming trend to focussing more frequently on non-business students ob-
taining high creative potential.

4. Assessment of lecturer’s authenticity and its effect on students’ learning outcomes
in order to increase the effectiveness of EE interventions; considering the role of the
lecturer besides the ubiquitous role of the chosen teaching method.

5. ldentification of contextual factors moderating effects of EE awareness seminars on
discrete entrepreneurial emotions and entrepreneurial intention, deepening our
knowledge about the effectiveness of EE interventions and shedding light on how to

educate prospective entrepreneurs.

1.11. Theoretical significance of the research

Entrepreneurship researchers have been consistently enriching scholarly knowledge by
adopting theories and insights from other disciplines to understand how prospective entrepre-
neurs learn and engage in entrepreneurial action (e.g., lakovleva, Kolvereid & Stephan, 2011;
Mets, Kozlinska & Raudsaar, 2017). This dissertation follows that approach and contributes by
these means to the field of entrepreneurship research drawing insights from psychology and
education (e.g., by Lifian & Fayolle, 2015). According to Gorgievski and Stephan (2016) as
well as Cardon et al. (2012), psychology contains high opportunities for receiving a deeper
insight into the drivers of entrepreneurial action. In this context, the major theoretical signifi-
cance of this disseration is the contribution to the TPB, a central theory in EE impact research.
Being more specific, this study formulates a novel proposition that suggests combining the AIM
(Forgas, 1995) with the TPB (Ajzen, 1991).

In this connection, intentions — which are measured through Ajzen’s (1991) TPB
(Gorgievski & Stephan, 2016) — indicate “how hard people are willing to try, of how much of
an effort they are planning to exert, in order to perform the behavior’ (Ajzen, 1987, p. 44) and
represent ‘a person’s motivation in the sense of her or his conscious plan or decision to exert
effort to enact the behavior’ (Conner & Armitage, 1998, p. 1430). In this case, ‘entrepreneurial
action’ can be positioned instead of ‘behaviour’ in the context of entrepreneurial intention
(Lorz, 2011), as entrepreneurial intention is a valid proxy of later entrepreneurial action (Rauch
& Hulsink, 2015).

Discrete entrepreneurial emotions, in contrast, serve as variables fitting to the AIM, as

they constitute intense and short-lived affective feelings focused on a specific target or event
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(Forgas, 1992; Clore, Gaspar & Garvin, 2001; Barsade & Gibson, 2007; Schwarz & Clore,
2007). According to a systematic literature review by Keller and Kozlinska (2019), the notion
of affect and emotions in the context of entrepreneurship is only broadly defined. Within their
investigation, they point out to the missing specification, which kind of affect or emotion is
being investigated. As the classification and distinction of affect and affective feelings is com-
plex due to various existing synonyms and definitions for different types of affective feelings,
the development of a theoretical framework of affect (Keller & Kozlinska, 2019) constitutes
another major theoretical contribution of this dissertation. It facilitates deeper understanding of
affect and emotions and advocates terminological precision, whereas it can serve other EE re-
searchers in conducting impact studies. It also contains the terminological distinction of discrete

entrepreneurial emotions to other affective feelings.

Arpiainen et al. (2013) argue that emotions can be triggered by contextual factors, mean-
ing that one should not merely investigate how emotions and intentions influence entrepreneur-
ial behaviour, but to deepen the understanding of how, when and why they change (Grégoire et
al, 2015). Such contextual factors are part of this dissertation and were explained above. This
approach provides a better understanding about dynamics of positive and negative emotions in
the context of EE on the one hand (like it was recommended by Cardon et al., 2012; Arpiainen
et al., 2013), and generates a deeper understanding about the role of entrepreneurial emotions
— both with regard to the TPB and the emergence of entrepreneurial intention — on the other
hand (Zampetakis et al., 2015).

The investigation of teaching methods relying on the teaching model framework by Bé-
chard and Grégoire (2005b) serves as a pedagogical basis for classifying EE interventions. In
this case, experiential EE is worth investigating, as it is ‘still in a relatively early stage of
conceptual development’ (Robinson & Josien, 2014, p. 183). The experiential teaching method
relies on experiential learning theory (Kolb & Kolb, 2005). It further uses a student-centred
approach, taking into account their needs and interests in order to generate positive effects on
entrepreneurial ambitions (Robinson et al., 2016). This strategy is quite similar to Bandura’s
(1963) social learning theory, which tries to generate a socio-behaviouristic approach of a
learning environment (Krueger, 2007). Moreover, experiential EE relies on the constructivist
model (Krueger, 2007, 2009, 2015), assuming that knowledge evolves and only needs a trigger
event, and on the concept of authentic alignment, trying to generate resemblance to real en-

trepreneurial activity and relevance for real entrepreneurial activity (Macht & Ball, 2016).

With regard to comparisons of experiential with traditional EE, Fayolle (2013, p. 696)

criticised the lack of studies comparing ‘the effectiveness and efficiency of different teaching
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methods used with same-profile students’. Especially this point of criticism was revisited in this
dissertation through the investigation of traditional and experiential teaching methods of EE
conducted as an excursus inside non-business student and business student courses. Therefore,
this dissertation sheds new light on learning outcomes of experiential EE, based on the criticism
that EE has to shift away from being teacher-centred (traditional approach characterised through
memorization, see Krueger, 2007), to being student-centred (experiential approach character-
ised through case studies, see Krueger, 2007) (Robinson et al., 2016). Following the approach
of Fayolle and Gailly (2015), a clear distinction of the teaching components — traditional and
experiential — was undertaken in order to avoid results from mixed teaching methods whose

effects cannot be disentangled.

1.12. Practical significance of the research

This dissertation contributes to Higher Education Institutions' managerial applications to
answer the following practical questions: How to make EE interventions more efficient and
effective? How to inspire students from different disciplines to act entrepreneurially? How to

be a more effective lecturer of entrepreneurial disciplines?

Therefore, by shedding light on how to educate prospective entrepreneurs, findings of
this dissertation are applicable also to education management in deriving practical recommen-
dations for Higher Education Institutions in Germany how to improve EE in terms of effective-
ness and efficiency. In addition, it offers specific recommendations on teaching entrepreneur-
ship to non-business students. In the country of investigation, Germany, as well as in other
countries around the world, business administration or business management faculties are only
a fraction of a range of faculties at an Higher Education Institution where entrepreneurship can
be taught; sometimes a smaller, sometimes a bigger one. However, the crucial point is the en-
trepreneurial potential of non-business students who deserve greater attention in EE research.
In this vein, a widespread implementation of EE in non-business faculties at Higher Education
Institutions could stimulate discrete entrepreneurial emotions of non-business students, which,
in turn, can lead to greater entrepreneurial intention. This can further result in higher entrepre-
neurial action, as entrepreneurial intention is a valid proxy of it (Rauch & Hulsink, 2015) —
even after a substantial time lag (Lifian, Rodriguez-Cohard & Guzman, 2011). Ultimately, en-
trepreneurial action creates innovation, economic growth, and competitiveness (Baumgartner,
Puetz & Seidl 2013; Ammetller, Rodriguez-Ardura & Llados-Masllorens 2014), highlighting
the significance of the insights provided by this dissertation regarding the affect-intention rela-

tionship. Those insights are vital part of entrepreneurship, because we can understand the very
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first step of the entrepreneurial process better, helping us to arouse positive effects on discrete

entrepreneurial emotions, entrepreneurial intention and action.

Referring to the aim of higher effectiveness of EE, the investigation of different teaching
methods to strengthen the effect on students’ discrete entrepreneurial emotions and intentions
may be a valuable research direction. The investigation of lecturer’s authenticity belongs to the
same direction, as it sheds new light on measures to improve teaching practice. Having an au-
thentic lecturer can be of major relevance for students’ learning outcomes. As an example of
future use in management practice, Higher Education Institutions could integrate reliable scales
measuring lecturer’s authenticity into the students’ course feedback forms. This would involve
the inclusion of questions/scale items that capture lecturer’s authenticity (e.g. ‘proximity’, ‘no
textbook teacher’, ‘live to teach’, and ‘subject-specific focus’) in order to implement some best
practice guidelines. These guidelines, in turn, can serve as an orientation for lecturers: on the
one hand, what kind of teaching students like (e.qg., if a lecturer makes his first steps as a lecturer
and complies his first study materials), and on the other hand, to which degree they followed
these guidelines so far (e.g., if a more experienced lecturer notices that his style of teaching is
old-fashioned, or that his teaching method including the used materials do not really fit to the
expectations and needs of the students). As the results of this dissertation show that lecturer’s
authenticity generates positive effects for affective learning outcomes, Higher Education Insti-
tutions could investigate if these effects also hold for cognitive and skill-based ones. As the
strength and success of their graduates is a quality feature of every Higher Education Institution,
more effective teaching through higher lecturer’s authenticity would generate a competitive

advantage for Higher Education Institutions.

Besides, the outcome of this dissertation’s systematic literature review, which is a sys-
temization and classification of existing scholarly knowledge on EE, further supports research-
ers and educators in understanding distinctions of sub-topics in EE and in finding possible links

among different thematic groups.

1.13. Presentation of main results in international scientific conferences

The results of the scientific research of this dissertation have been presented by the author
in three scientific conferences. Further results of the research activities in a different field were

presented in one additional scientific conference.

1. 15™ International Conference on Management, Enterprise and Benchmarking: Global

challenges, local answers. “Controlling in Germany from practitioners’ and students’
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point of view — An Empirical Time Series Analysis.” Organised by Obuda University in
Budapest, Hungary; 28.04. — 29.04.2017.

2. 29" International Business Information Management Association (IBIMA) Conference:
Innovation Management and Education Excellence through Vision 2020. “Opportuni-
ties and Obstacles for Information Technology Start-Ups in Europe: A Comparison be-
tween Germany and Latvia.” Organised by InterCity Hotel Wien, Vienna, Austria;
03.05. — 04.05.2017.

3. 31%International Business Information Management Association (IBIMA) Conference:
Innovation Management and Education Excellence through Vision 2020. “A Research
Outlook on Learning Outcomes of Experiential Entrepreneurship Education for Stu-
dents from Different Disciplines. ” Organised by NH Milano Machiavelli, Milan, Italy;
25.04. — 26.04.2018.

4. Paris Conference: The Future of Entrepreneurship: Policy and Practice. “Awakening
entrepreneurial emotions and intentions in non-business student courses through trig-
ger events: the special role of teaching methods and teacher authenticity.” Organised
by ICSB in collaboration with OECD and ICSB Global Gateway Partners, IPAG Busi-
ness School and ESSCA School of Management, Paris, France; 08.04. — 09.04.2019.

1.14. Publications

The main results of the research were published in five scientific outlets. Additionally,
further results of research activities in different fields were published in two additional scientific

publications:

1. Ruda, W. & Keller, P. G. (2017). Controlling in Germany from Practitioners’ and Stu-
dents’ Point of View — An Empirical Time Series Analysis, Proceedings of the 15%
International Conference on Management, Enterprise and Benchmarking, 365-377,
ISBN: 978-963-449-027-2.

2. Keller, P. G. (2017). Opportunities and Obstacles for Information Technology Start-Ups
in Europe: A Comparison between Germany and Latvia. Journal of EU Research in
Business, Vol. 2017 (2017), Article ID 422546, DOI: 10.5171/2017.422546, ISSN:
2165-9990. Indexed in Web of Science, Scopus, Engineering Village, and SJR.

3. Ruda, W., Keller, P. G., & Martin, Th. A. (2017). On Entrepreneurship Education as the

Supportive Approach for Students with Different Entrepreneurial Profiles. Application-
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Oriented Higher Education Research, Vol. 2(3), 80-88, ISSN: 2096-2045 [Published in
Chinese].

4. Schonberger, M., Keller, P. G., & Maffei, F. (2018). Trends in strategic management -
Do different keyword analysis approaches induce different results? Journal of Business
Management, Vol. 15, 5-36, ISSN: 1691-5348. Indexed in Ebsco and Copernicus.

5. Keller P. G., & Kozlinska, I. (2018). A Research Outlook on Learning Outcomes of
Experiential Entrepreneurship Education for Students from Different Disciplines. Pro-
ceedings of the 31st International Business Information Management Association
(IBIMA) Conference, 2789-2793, ISBN: 978-0-9998551-0-2. Indexed in Web of Sci-
ence, Scopus, Engineering Village, and SJR.

6. Keller, P. G. (2019). Awakening entrepreneurial emotions and intentions in non-busi-
ness student courses through trigger events: the special role of teaching methods and
teacher authenticity. Proceedings of the Paris Conference on ‘The Future of Entrepre-
neurship. Policy and Practice’. ISBN: 978-1-7324980-3-7.

7. Keller, P. G., & Kozlinska, I. (2019). Entrepreneurial Affect and Emotions in Entrepre-
neurship Education Impact Research: A Systematic Review and Research Agenda. En-
trepreneurship Education and Pedagogy, Vol. 2(4), 281-307, ISSN: 2515-1274. In-
dexed in Web of Science and Scopus.

1.15. Volume and structure of the dissertation

The doctoral dissertation is an independent research manuscript consisting of an intro-
duction, five main chapters, conclusions and recommendations, reference list containing 260
cited sources, and appendices. The total number of pages is 177, including 40 tables and 11

figures and excluding appendices.

2. Summary of the main results

2.1. Main findings — Chapter 1 (Theoretical foundations)

(Chapter 1 consists of 44 pages comprising 7 tables and 2 figures)

In the beginning, this chapter focused on the terminological basis of the two synergetic
terms of EE, ‘Entrepreneurship’ and ‘Education’. Speaking for entrepreneurship, no clear

definitional boundaries are observable (Venkataraman, 1997; Shane & Venkataraman, 2000;
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Bruyat & Julien, 2001; Gartner, 2001; Busenitz et al., 2003; Ireland & Webb, 2007; Izquierdo,
2008; Lorz, 2011): whereas Gartner (1985) directly links the notion of entrepreneurship with a
new venture, many other authors, e.g., Venkataraman (1997), prefer to include alternative out-
comes in addition to new ventures (predominantly called ‘opportunities’, e.g., ‘innovations’
and the highly abstract ‘new value’). Consequently, the author of dissertation outlined the def-
initional basis used, and interprets entrepreneurship (or entrepreneurial projects) as the process
of creating new value within or outside an existing company. This approach thus follows the
trend of using broader entrepreneurship definitions. In this connection, value can be portrayed

through an innovation, a business formation, or through intrapreneurship.

Concerning the terminological basis of entrepreneurial intention, being the major out-
come of EE impact studies, again no uniform definition exists due to the lack of a clear defini-
tion of entrepreneurship (Thompson, 2009). In line with the self-made interpretation of entre-
preneurship introduced above, the author of this dissertation defines entrepreneurial intention
as the intent to be part of the process of creating new value (e.g., through an innovation, a

business formation, or through intrapreneurship) within or outside an existing company.

With regard to EE, this dissertations’ impact study approaches the entrepreneurial
awareness education classification of Lifian (2004), which is characterised by the aim of ‘de-
veloping learners’ minds, raising people’s awareness of the entrepreneurial phenomenon,
providing them with keys to their personal development and professional orientation, and giv-
ing them incentives to act entrepreneurially’ (Fayolle & Gailly, 2008, p. 574). Besides this def-
inition, Fayolle, Gailly, and Lassas-Clerc (2006b, p. 713) provide a suitable definition regarding
the aim of this dissertations’ EE awareness seminars: to ‘introduce entrepreneurship as a possi-
ble and alternative choice of career for the students’. Therefore, the research object ‘EE’ can be
specified in this doctoral study as entrepreneurial awareness education with the aim of raising
students’ awareness about entrepreneurship as a topic, helping them evaluate entrepreneurship
as a possible career path, and trying to inspire them about entrepreneurship in order to give
them incentives to act entrepreneurially; thus, the definition of entrepreneurship corresponds
to the broader value-interpretation (going beyond the mere self-employment and business for-

mation aspects) provided above.

Chapter 1 further addressed teaching models being important for the conception of this
doctoral study’s EE interventions. In this context, the five interrelated questions being part of
the teaching model framework by Fayolle and Gailly (2008) made a great contribution to this
dissertation because they facilitate explaining the contextual factors of the designed EE aware-

ness seminars. Those five questions were explained with relevant studies and are the following:
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1. ‘For whom?’ asks about the audiences or target groups the course focuses on (see, e.g.,
Klandt & Volkmann, 2006; Mueller, 2008);

2. ‘What?’ asks for clarification of the contents covered during the course (see, e.g.,
Mueller, 2008; Lorz, 2011);

3. ‘Why?’ asks for objectives of the course (see, e.g., Gagne, 1984; Johannisson, 1991,
Johansen & Schanke, 2013);

4. ‘How?asks about the actual teaching methods and pedagogies used in the course (see
Lifian, 2004; Béchard & Gregoire, 2005b, 2007; Blenker et al., 2012);

5. ‘For which results?’ asks about the course evaluations and assessments (see, e.g.,
Kraiger, Ford & Salas, 1993; Fayolle & Gailly, 2015).

Especially the How?-question is the most influential with regard to this dissertation and
also part of most research in the field of EE. E.g., the results of the systematic literature review
conducted by Toutain et al. (2017) include 141 articles for the period between 1993 and 2016,
and 58.2% dealt with this subject. With regard to ‘how to learn’, Béchard and Grégoire (2007)
differentiated among three kinds of teaching and learning in the context of EE: the supply
model, the demand model, and the competence model. A summary of the main findings about

the supply, demand, and competence model is provided in the following table:

TABLE 2.1
CHARACTERISTICS OF THE SUPPLY, DEMAND, AND COMPETENCE MODEL

Author

Supply Model

Demand Model

Competence Model

Students as passive

Students as participants.

Students as active partici-

Béchard and | recipients. pants.
Grégoire - -
(2005b) Content defined by re- Conte;\nt defmed by stu- Content c_jeflped by prc_Jb-
. . dents’ needs in different lem-solving in a real-life
search in the field. L .
activity domains. context.
‘Education about ‘Education through ‘Education for
) entrepreneurship’. entrepreneurship’. entrepreneurship’.
Hytti and
O’Gorman
(2004) Teacher acts as Teacher acts as tutor or Teacher acts as coach and

knowledge and skills
transmitter.

facilitator.

developer.

Johansen and
Schanke
(2013)

Gives students only a pas-
sive role as pure listeners.

Students learn how they
can become an entrepre-
neur through concrete
tasks related to entrepre-
neurial action.

Students are confronted
with real-life or authentic
problems.
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Blenker et al. | Students do not adopt a Students adopt a third- Students adopt a first-per-
(2012) person’s perspective. person perspective. son perspective.
Kozlinska . _

(2016): Nabi Tradlfuonal approach to _ Expgrlentlal approach to

ot al (2’017) teaching entrepreneurship. teaching entrepreneurship.

Sources: Created by the author based on the Teaching Model Framework by Béchard and Grégoire (2005b).

In this dissertation, the investigation of experiential teaching plays an important role in
order to find potential improvements of EE awareness seminars; i.e., if the experiential ap-
proach to teaching is more effective than the traditional one with regard to affective learning

outcomes.

The third sub-chapter of Chapter 1 introduced the TPB, which constitutes a ‘theory of the
proximal determinants of behaviour’ (Conner & Armitage, 1998, p. 1432). The TPB is used in
multiple theoretical and empirical works, which is an indication of its effectiveness and rele-
vance (Lorz, Mueller & Volery, 2013; Gorgievski & Stephan, 2016; Kozlinska, Mets & Rdigas,
2017). The TPB consists of the following three antecedents (Ajzen, 1987): (1) attitude toward
the behaviour (ATB), (2) subjective norms (SN), and (3) perceived behavioural control (PBC).

ATB portrays the degree of how favourably or unfavourably an individual evaluates a
specific behaviour, and it explains around 50% of variance in intentions (Ajzen, 1987). There-
fore, it portrays a link between general personality traits and specific entrepreneurial behaviour
(Luethje & Franke, 2003).

SN is a social factor that refers to social pressure to perform or not perform a specific
behaviour (Ajzen, 1987). This antecedent is based on normative beliefs, which emerge through
normative expectations of important people, such as family and friends (Steinmetz et al., 2016).
According to the meta-analytical review of the efficacy of the TPB from a database of 185
independent studies conducted by Armitage and Conner (2001), the SN construct was generally

found to be a weak predictor of intentions.

PBC characterises the newest and third antecedent of intention, which comprises the per-
ceived ease or difficulty of performing a specific behaviour and, thus, can include both past
experiences and anticipated obstacles (Ajzen, 1987, 1991). Those factors that facilitate or im-
pede the behavioural performance are based on control beliefs (Baron, Mueller & Wolfe, 2016;
Steinmetz et al., 2016), and they include internal control factors (e.g., information and personal
skills) and external control factors (e.g., opportunities and barriers) (Conner & Armitage, 1998).

Therefore, this antecedent of intention can have a direct effect on behaviour, as individuals can
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balance possible constraints with their actual control of overcoming those constraints (Ajzen,
1987).

Providing researchers with a recommendation for further research, Fayolle, Gailly, and
Lassas-Clerc (2006a) have noted the need for adding new independent variables that influence
one or more of Ajzen’s (1991) antecedents of the TPB. The author of this dissertation followed
this recommendation and focused on new approaches in order to deepen knowledge about this
fundamental theory, implying the aim to make measurements of entrepreneurial intention more
precise. In this connection, Rivis, Sheeran, and Armitage (2009) have evaluated affective feel-
ings as important predictors of intention. Being inspired by this proposition, the next sub-chap-
ter of Chapter 1 concentrated on affective feelings and their possible value on more precise

predictions of changes in entrepreneurial intention.

The investigation of affective feelings led to the finding that social psychologists tend to
use affect as a generic term for a broad range of individuals’ affective feelings, e.g., moods
(Barsade & Gibson, 2007; Schwarz & Clore, 2007). Therefore, in a common work of the doc-
toral student and the supervisor, Keller and Kozlinska (2019) systematically reviewed literature
on entrepreneurial affect and emotions in EE impact studies, and created the definitional frame-

work of affect:
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Affect classification

1. Affect
Current Chronic
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Affect classification: Definitions
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FIGURE 2.1: THE DEFINITIONAL FRAMEWORK OF AFFECT
Source: adapted from Keller and Kozlinska (2019, p. 296).

The aim of the framework contains facilitating deeper understanding of affect and advo-
cating terminological precision. Their work further sheds light on how affective feelings (and
especially which specific subcategories) can be used in the context of EE research in order to
address current gaps in this research field. In this regard, AIM (Forgas, 1995) is introduced,
which is generally defined as the ‘process whereby affectively loaded information exerts an
influence on and becomes incorporated into the judgmental process, entering into the judge's
deliberations and eventually colouring the judgmental outcome’ (Forgas, 1995, p. 39). Return-
ing to the research gap on finding emotion-based impact factors that determine changes in
TPB’s antecedents and entrepreneurial intention, AIM can serve as a theoretical foundation
because it shows connections to TPB; TPB concentrates on behaviour and AIM on judgemental
outcomes, which actually is intention and which can lead to behaviour. So far, the model has
not been empirically supported in the context of entrepreneurship (Grichnik, Smeja & Welpe,
2010), whereas one aim of this dissertation was to make a contribution to this missing empirical

consideration.
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In a subsequent step, the author of this dissertation solved the question which emotion-
based variables could serve as a basis for testing AIM in the context of the TPB and short
awareness seminars. Two main evaluation points were used in the selection of possible inde-
pendent variables: on the one hand, whether the variables could be classified as state emotion,
which are in-the-moment (feeling states) and not chronic (like feeling traits), as the latter are
already part of the TPB; and, on the other hand, whether the assessment of the variable complies
with the AIM. As a result, ‘inspiration’, ‘(authentic) pride’, ‘affective forecasting (positive and
negative)’, and ‘positive and negative affect schedule (PANAS)’ were chosen. In this regard,

the author of this dissertation added justifications for the choices made.

Finally, Chapter 1 focused on the terminological precision of lecturer’s authenticity. This
was an important step because there is no common definition of lecturer’s authenticity (Kreber
et al., 2007; Kreber & Klampfleitner, 2013); it can be part of many scientific fields, making it
a complex, multidimensional term that generates different understandings. Beginning with au-
thenticity itself, Kernis and Goldman (2006, p. 344) have defined the concept as the ‘unimpeded
operation of one’s true- or core-self in one’s daily enterprise’. Many empirical studies exist
regarding self-evaluations of the authenticity of one’s own behaviour, such as that of Wood
et al. (2008). Regarding the evaluation of other people’s authentic behaviour, there has been
a lack of empirical investigation, especially in quantitative studies and in the teaching context
(Wood et al., 2008). Combining authenticity and teaching, that is, focusing on lecturer’s au-
thenticity, the author of this dissertation compared three qualitative studies — those from Cran-
ton and Carusetta (2004), Kreber and Klampfleitner (2013), and De Bruyckere and Kirschner
(2016) — and found that those show connections and affinities in their detected dimensions of
authenticity. For the conceptual framework of this dissertation, the items of the solely quanti-
tative approach found (De Bruyckere & Kirschner, 2017) were considered, because those imply
similar characterisations of lecturer’s authenticity in comparison to the three qualitative studies,
wherefore objectivity of the quantitative study was evaluated as strong. Those three constructs
measuring lecturer’s authenticity are: (1) proximity, (2) live to teach, and (3) no textbook
teacher (De Bruyckere & Kirschner, 2017). Proximity implies characteristics of the teacher
being evaluated as fair, respectful, and interactive, and that the teacher has a personal teaching
style (De Bruyckere & Kirschner, 2017). Looking at the second construct, live to teach, authen-
tic teaching is perceived by students through a lecturer putting significant effort into his work
as well as living for his job through an intrinsic motivation and personal interest in the topic
(De Bruyckere & Kirschner, 2017). The third construct, no textbook teacher, adds personal
experience stories from the lecturer’s own life to the classroom (De Bruyckere & Kirschner,
2017).
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2.2. Main findings — Chapter 2 (A systematic literature review of en-
trepreneurship education impact studies)
(Chapter 2 consists of 15 pages comprising 6 tables and 1 figure)

The second chapter of the dissertation includes a systematic literature review, which fo-
cused on EE impact research, having the aim to identify main research directions in a systematic
and transparent approach benefitting replicability (Pittaway & Cope, 2007). In this regard, the
following selection process of relevant research articles for subsequent citation and co-citation

analyses was conducted:

TABLE 2.2
METHODOLOGY OF SELECTING RESEARCH ARTICLES IN EE FOR CITATION ANALYSIS
Selection process of relevant literature sources
Academic . Google Research | Science
D - EBSCO | Elsevier JSTOR . Scopus
atabase OneFile Scholar Gate Direct P

Entrepreneurial emotion, Entrepreneurial intention, Entrepreneurship education, Experien-
Keyword tial, Learning outcomes, Lecturer authenticity, Teaching method, Teaching model, Theory
of Planned Behaviour.

Obijective Journal ranking according to Chartered Association of Business Schools” Academic Journal
quality Guide 2018, h-index of the author(s), year of publication.

criteria

Subjective Evaluation of title, keywords, and abstract according to relevance for EE impact studies.
quality

criterion No.1

Number of potential literature sources for citation analysis: 144

Data Re-check of the citation correctness (year, author/s, title, journal, pages), elimination of du-
cleaning plicate documents (4).

Subjective Critical review of the whole document regarding its relevance for EE impact studies and its
quality crite- scientific standard.

rion No.2

Number of sources used for citation analysis: 79. Number of sources refused: 65.

Source: Created by the author based on Keller and Kozlinska (2019).

As aresult of the selection process, the number of research articles selected for subsequent
citation analysis was 79. For those 79 research articles, a calculation of the scientific impact
was the first analytical step, using citations as an indicator of the most influential research arti-
cles that have shaped the field (Acedo & Casillas, 2005; Xi et al., 2015). For this purpose,
citation analysis was employed and consisted of the following steps: (1) calculation of the
amount of citations each research article had within the selected 79 research articles; (2) calcu-
lation of the ratio of these citation amounts in relation to the highest possible amount within the
sample of 79 (taking into account how many research articles of the 79 selected research articles
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were published before the considered study, which consequently decreases the overall possible
citation amount), thus ensuring comparability of the research articles’ influence; (3) selection
of the upper third (N=26) of the most influential research articles for further co-citation analysis

(in order to detect linkages and sub-fields).

In a subsequent step, and following the procedure of Lifian and Fayolle (2015) and Xi et
al. (2015), an analysis of cross-citations was conducted in the range of the 26 most influential
research articles selected in the core field of EE in order to identify groups of similar topics,
classify the research articles into these groups, and highlight influential contributions inside
these groups. In this vein, co-citation analysis served as a tool to identify intellectual ties be-
tween the 26 most influential research articles in EE as well as these ties’ strength, indicated by
the amount of co-citations (Shafique, 2013). For a closer examination of citation ties and a
classification into groups, including the most influential research articles, a critical review of
the studies regarding their content followed (Lifian & Fayolle, 2015). Based on this qualitative
evaluation, the top 26 research articles in the field of EE impact could be classified into five
specific groups focusing on different topics. The first group, ‘Status quos’, includes meta-anal-
yses and literature reviews that summarise existing knowledge from EE research and provide
recommendations for future research. ‘Conceptual contributions’, the second group, combine
knowledge generated through definitions, methodologies, scales, and frameworks. The linkage
of EE and pedagogical theories constitutes the third group and is especially influenced by
Béchard’s and Grégoire’s (2005b) teaching model framework, implying the aim to increase the
efficiency and effectiveness of educational programmes (see, e.g., Piperopoulos & Dimov,
2015). The distinction between teaching methods — predominantly relying on the teaching
model framework by Béchard and Grégoire (2005b) — is the fourth group in EE impact studies,
and analyses specific outcomes of EE. The effectiveness of interventions represents the fifth
group, and highlights or deals with context-specific differences in EE interventions other than
different teaching methods, such as learning content or the student group(s) under considera-

tion.

Finally, the dissertation summarised research gaps within the top 26 EE articles, and thus
shows potential research directions with regard to (1) course characteristics, (2) rigorous meth-
odology, and (3) variable selection. The main findings of this critical review with regard to the

subsequent empirical investigation made are the following:

e Using ex-ante- and ex-post-surveys in order to prove possible intention and emotion

variance.
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¢ Using mandatory courses in a less strictly manner in order to deal with self-selection
bias, advising students to join a course because it is part of the exam, and giving stu-
dents positive incentives to join the course (bonus points).

e Using awareness seminars as a decisional point towards entrepreneurship or vice
versa, e.g., by considering variances in entrepreneurial intention or entrepreneurial
emotions.

e Exploring which teaching methods lead to positive learning outcomes, splitting the
treatment group into sub-groups with different teaching methods.

¢ Investigating how interventions may lead to different learning outcomes depending on
the students’ disciplinary background.

e Investigating the relationship between entrepreneurial emotions and entrepre-
neurial intention by using AIM and TPB as theoretical anchors with the goal of con-
tributing to the TPB and increasing the proportion of variance explained in entrepre-
neurial intention.

¢ Investigating whether role models (entrepreneurs) with high authenticity increase

the positive effect on students’ entrepreneurial emotions and entrepreneurial intention.

2.3. Main findings — Chapter 3 (Conceptual framework)

(Chapter 3 consists of 10 pages comprising no tables and one figure)

Besides having relevance for future EE impact research, the research gaps formulated in
Chapter 2 further served as fundament of the dissertation’s conceptual framework and method-
ology. The conceptual framework can be divided into two parts: the investigation of the affect-
intention relationship combining AIM and TPB (upper part of the figure), and the investigation
of contextual factors in the impact study (lower part). In addition, the conceptual framework
also includes control variables (which were not visualised) in order to investigate an additional
influence on the variables, following the recommendations made by Krueger and Carsrud
(1993) and by Johansen (2014). Those control variables are ‘satisfaction with the course’, ‘pre-
education in entrepreneurship’, ‘gender’, ‘and occupation of parents’. The framework is visu-

alised in the following:
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Independent variables

Part 1: Affect-intention relationship combining AIM and TPB

Mediator variables
H1

Discrete entreprensurial
emotions

Authentic pride

Inspiration

Affective forecasting

Positive and negative

discrete emotions

Dependent variable

v

TPB's
antecedents

Behaviour probability

Perceived Behavioural
Control

Attitude toward the
Behaviour
Subjective Norms

Entreprenzurial intention

Part 2: Contextual factors in the impact study

Dependent variable

- Negative discrete

entrepreneurial emotions

EE impact | Independent variables Moderator variables Mediator variables
Contest
Teaching method
Student group
TPE's
Lecturer's authenticity antecedents
HS
Perceived Behavioural
i Positive discrete + Control
i+ entrepreneurial emotions
EE "Ha Attitude toward the
intervention | ™ Behaviour

Subjective Norms

———=  Entreprencurial intention

FIGURE 2.2: THE CONCEPTUAL FRAMEWORK OF THE DISSERTATION

Source: Created by the author.

In particular, this dissertation examined ten hypotheses, which can be divided into the

two major parts visualised in the framework: the affect-intention relationship combining AIM

and TPB includes four hypotheses; contextual factors in the impact study includes another six

hypotheses. The hypotheses are presented in the following:

Part 1: Affect-intention relationship combining AIM and TPB

H1: Discrete entrepreneurial emotions increase the proportion of variance explained in

entrepreneurial intention in addition to the variance TPB’s antecedents explain.

This hypothesis illustrates a connection of the AIM with the TPB using discrete entrepre-

neurial emotions because they fulfil the definitional assumptions of the AIM, as well as TPB’s

antecedents in order to predict (variations in) entrepreneurial intention more precisely.

H2a: TPB’s antecedent ‘ATB’ mediates the effect of discrete entrepreneurial emotions

on entrepreneurial intention.
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H2b: TPB’s antecedent ‘SN’ mediates the effect of discrete entrepreneurial emotions on

entrepreneurial intention.

H2c: TPB'’s antecedent ‘PBC’ mediates the effect of discrete entrepreneurial emotions

on entrepreneurial intention.

Fayolle, Gailly, and Lassas-Clerc (2006a) have noticed a lack of knowledge regarding the
emergence of TPB’s antecedents. Consequently, they have recommended adding new inde-
pendent variables that influence them. In this case, the author of this dissertation chose to hy-
pothesise a mediation effect; also because TPB’s antecedents constitute affective and conative
phenomena linked to one’s cognition. Discrete entrepreneurial emotions serve as affective feed-
back that likely have an effect on one’s cognition, similar to the AIM and the affective pro-
cessing principle (Forgas, 1995; Clore, Gaspar & Garvin, 2001; Welpe et al., 2012). The hy-
potheses state that discrete entrepreneurial emotions first affect TPB’s antecedents, and only
through them, entrepreneurial intention. The reason for this lies in the proposition that discrete
entrepreneurial emotions, which are short-lived, are not strong enough for predictions of entre-

preneurial intention without TPB’s antecedents.
Part 2: Contextual factors in the impact study

H3: Participation in an EE awareness seminar has no significant effect on students'

entrepreneurial intention.

The main reason for hypothesising no significant effect lies in the duration of the EE
intervention conducted, which served as an awareness seminar lasting only three hours. Entre-
preneurial intention, in contrast, implies deep cognitive convictions that influence subsequent
behaviour (Thompson, 2009). Consequently, having a short trigger is likely too weak to gener-

ate significant changes in entrepreneurial intention.

H4a: Participation in an EE awareness seminar increases students' positive discrete en-

trepreneurial emotions.

H4b: Participation in an EE awareness seminar decreases students' negative discrete

entrepreneurial emotions.

A positive effect on positive discrete entrepreneurial emotions is hypothesised because
trigger events could be enough to arouse positive emotional effects on students, according to
Lorz (2011), Fretschner and Weber (2013), and Kozlinska (2016). In contrast, a decrease of
negative discrete entrepreneurial emotions is further hypothesised because it aligns with the
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argumentation on decreasing intrinsic barriers and uncertainty (Luethje & Franke, 2003; Grae-
venitz, Harhoff & Weber, 2010; Stamboulis & Barlas, 2014; Lifidn & Fayolle, 2015), poten-
tially stemming negative feelings (Cardon et al., 2012; Arpiainen et al., 2013).

H5a: The teaching method moderates the effect of discrete emotions on the three ante-
cedents of the TPB.

This hypothesis was formulated because experiential EE allows students to adopt a third-
person or first-person perspective of an entrepreneur (see, e.g., Mason & Arshed, 2013), which
is arguably more emotional than traditional EE (see, e.g., Mueller, 2008), which consists of

classical lectures and textbook reading.

H5b: The student group moderates the effect of discrete emotions on the three anteced-
ents of the TPB.

The student group is another possible moderator, as some evidence has shown that EE
works especially for students having little contact to entrepreneurship, which rather is the case
for students coming from non-business degree courses. More precisely, the results of the studies
of Fayolle, Gailly, and Lassas-Clerc (2006a), Lorz (2011), and Fayolle and Gailly (2015) have
noted that students with the lowest levels of entrepreneurial intention (first quartile) experienced
a significantly positive increase of their entrepreneurial intention, whereas the effect of the in-
tervention was significantly negative for students with the highest levels of entrepreneurial in-
tention (fourth quartile). Owing to their field of study closely connected to entrepreneurship,
business students should have higher initial entrepreneurial intention than non-business stu-

dents (Kuckertz, 2013; Bergmann et al., 2018), leading to this hypothesis.

H5c: Lecturer’s authenticity moderates the effect of discrete emotions on the three ante-
cedents of the TPB.

Wright (2013) and Kreber and Klampfleitner (2013) argued that lecturers’ lack of credi-
bility result in lower attention span of students, whereas an authentic lecturer with experience
in the field, who knows what s/he is talking about (e.g., an entrepreneur talking about entrepre-
neurial tasks), can achieve positive effects on students (e.g., moving them to listen to him more).
The effectiveness of teaching would thus be higher with an authentic teacher. Consequently,

this proposition results in the above-stated hypothesis.
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2.4. Main findings — Chapter 4 (Methodology)

(Chapter 4 consists of 17 pages comprising no tables and three figures)

Chapter 4 of the dissertation described the research methods used, the concept of the EE
awareness seminars, and the design of the quantitative study. In the context of this dissertations’
quantitative methodology, surveys were distributed both before (ex-ante) and after (ex-post)
EE awareness seminars to their participants in order to collect numerical data. Through the
twofold survey, the direct impact of the EE awareness seminars can be assessed; namely the
variation of each variable (Athayde, 2009). Consequently, the chosen methodological design
favours causality of the results. In addition, this doctoral study followed a quasi-experimental
design within a laboratory setting, using the classroom as a controlled setting for conventional
laboratory experiments (classroom experiment) (Hsu, Simmons & Wieland, 2017). This disser-
tation further includes a pre-test-post-test two treatment design (Cohen, Manion & Morrison,
2007), allocating the students to two experimental groups: one group receives a traditional EE
intervention, while the other receives an experiential EE intervention. This design was chosen

due to three strengths:

1. It considerably reduces the effect of a possible selection bias (see Menzies & Paradi,
2002).

2. Quasi-experimental designs are considered as the best way to capture an educational
impact (Lorz, 2011).

3. The use of control groups in quasi-experimental designs goes hand in hand with strong
internal validity, and facilitates the search for causality as it provides the possibility
to compare the differences between the answers of the treatment and control group

(see Piperopoulos & Dimov, 2015).

With regard to the conception of the EE interventions, all conducted awareness seminars
lasted three hours and were held by an experienced entrepreneur also having an academic
background. The awareness seminars were part of lecture series of different degree courses and
were included once in winter term 2018/19 or summer term 2019 as an excursus instead of the
actual course. In order to guarantee high numbers of students attending the seminar and to avoid
self-selection bias, two incentives were used: relevance for the courses’ related exams through
an additional exam question and/or extra points for the exam for participation during the whole

awareness seminar. This approach was successful, because a high rate of those being registered
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online! for the course also joined the awareness seminar (89%), wherefore the potential effect

of a self-selection bias can be considered low.

Both traditional and experiential EE interventions were conducted for both business
student and non-business student groups. The traditional EE intervention consisted of a
classic lecture comprising a Microsoft PowerPoint presentation, where the lecturer provided
students with insights into the life of an entrepreneur. In the experiential EE intervention,
students had the task to think about own (innovative) business ideas and to implement this idea

into a business model using the Business Model Canvas (BMC).

As a summary, taking the five interrelated questions of the teaching model framework by
Fayolle and Gailly (2008), the following answers can be provided in order to characterise both

EE intervention types:
— For whom?

The EE interventions were targeted for Bachelor candidates being at least in the second
semester of their studies, and included the degree courses applied life sciences, business

administration, IT, engineering, logistics, and pharmacy.

— What?

The title of both EE interventions was ‘Entreprencurship as potential career path’. The
content of the traditional EE intervention, on the one hand, consisted of definitions of
entrepreneurship, intrapreneurship, corporate entrepreneurship and innovations, and, on
the other hand, concerned topics like common risks and chances of being an entrepreneur,
emergence of business ideas, theoretical knowledge with regard to building-up a team,
market and competitive analyses, proof of concept, minimal viable product, risk analysis,
business structure, business plan, possibilities of financing, and a study on important as-
pects with regard to successful start-ups. The experiential EE intervention consisted of a
BMC workshop, starting with a definition and explanation of business ideas and the

BMC, before students received the task to develop a BMC and to pitch their concept.

— Why?

! This is a mandatory step for students in order to get course information and supplementary course materials on
e-learning platforms.
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The purpose of both EE interventions consisted of showing students that entrepreneurship
constitutes a possible career path for them. However, the traditional EE intervention ra-
ther tries to increase ‘Know-what’ competences, whereas the experiential EE intervention

rather tries to increase ‘Know-why’ competences.

— How?

Both intervention types can be classified as ‘Entrepreneurial Awareness Education’
(Linan, 2004), including the aim to increase learners’ knowledge about entrepreneurship,
to influence their attitudes, and ultimately, their intentions within a short time frame. The
classic lecture characterises a traditional EE awareness seminar, following the supply
model by Béchard and Grégoire (2005b). The BMC workshop corresponds to an experi-
ential EE awareness seminar; in this case, the teaching approach followed the demand
model by Béchard and Grégoire (2005b).

— For which results?

Looking on recommendations to clearly considering the aim of EE interventions (Fayolle
& Gailly, 2015), the aim of this dissertation’s quasi-experiment was to push students into
the cognitive state of considering entrepreneurship at least as an option, following the
recommendation from Kuehn (2009). This approach thus tried to implement positive af-
fective feelings with regard to entrepreneurship into the students’ minds (having entre-
preneurship not in their mind before) through an authentic lecturer providing students
with stories about real-life experiences, while trying to serve as a role model (lzquierdo,
2008; Kuehn, 2008; Boissin et al., 2011). This approach relies on the constructivistic
model (Krueger, 2009, 2015).

With regard to the design of the quantitative study, constituting the third part of the meth-

odology section, the variables used in this dissertation are the following:

e Authentic pride: modified from Tracy and Robins (2007);

Inspiration (V1): modified from Souitaris, Zerbinati, and Al-Laham (2007);

e Inspiration (V2): modified from Thrash and Elliott (2003);

o Affective forecasting: modified from Zampetakis et al. (2015);

¢ Positive and negative discrete emotions: modified from Watson, Clark, and Tellegen
(1988);

e Lecturer’s authenticity: adapted from De Bruyckere and Kirschner (2017);

e TPB’s antecedents: modified from Lifian and Chen (2009);
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e Entrepreneurial intention: modified from Lifian and Chen (2009);

e Course evaluation (self-made items): group size, room size, time frame, seminar
quality, relation to practice, level of difficulty, ‘The following was very un-/important
for me’, “What I liked especially’, ‘This could be improved’, ‘I would recommend the
seminar (yes/no/perhaps)’;

e Personal background (self-made items): age, gender, amount of study semesters,

study programme, entrepreneurs in family, entrepreneurs in social environment.

As a result of the 24 data collections made, the following groups and respective group

sizes emerged:

Seminars/Groups: 24 | Surveys: 938
13 | 386 11 | 552
- Hf. _g_ontrol group\ T _\?qntrolgroup
T1:10 | 160 ‘ T1:7| 216 '
T2:10 | 141 3.1.85 T2:7| 182 41154
Traditional Traditional
teaching -~ teaching
T1:3| 66 T1:7 | 94 T1:2] 122 T1:5| 94
T2:3| 55 T2:7 | 86 T2:2 |89 T2:5]| 93

FIGURE 2.3: DISTRIBUTION OF VALID SURVEYS AND DATA COLLECTIONS ACROSS THE SUB-GROUPS

Source: Created by the author.

These group sizes can be used for comparisons with the benchmark indicating repre-
sentativeness of the results for German Higher Education Institutions. In order to calculate the

sample size needed, the following formula was used (McClave, Benson & Sincich, 2008):

z>Xpx (1 —=p)
2

— C
> z2XpXx(1=p) 4
2
1+ <
pop

Where: SS =sample size needed; z = z value (1.96 for 95% confidence level); p =
percentage picking a choice (fixed with 0.5 for calculations on sample

size needed); ¢ = confidence interval; pop = population.

In the beginning of winter term 2018/19, 2,867,586 students (pop) were enrolled in Ger-
man Higher Education Institutions (Statista, 2019). Based on this and taking a confidence level

of 95% (which is a z value of 1.96) as well as a confidence interval (c, also defined as ‘margin
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of error’) of 5, a representative sample of 384 can be calculated. This benchmark was reached

for all groups being investigated or compared with each other:

the business student sample (386),
the non-business student sample (552),
the sum of the treatment group in T1 and the control group (615),

and the sum of the treatment group in T2 and the control group (562).

2.5. Main findings — Chapter 5 (Results)

(Chapter 5 consists of 41 pages comprising 27 tables and 4 figures)

Chapter 5 starts with the tests of variables. In the beginning of this analysis step, data

were reviewed with histograms, frequencies, and box plots, before tests for normality, linearity,

absence of correlated errors (autocorrelation), homoscedasticity, and absence of multicolline-

arity followed. The methodology and the results of these tests are the following:

Test for normality was made using histograms as well as skewness and kurtosis values.
Results show that there is approximately normal distribution of all observations.

In the test for linearity, scatterplots of the bivariate relationships of all independent
variables and the dependent variable, entrepreneurial intention, were analysed through
visual screening to determine whether non-linear relationships are present. As a result,
these scatterplots generated approximately linear relationships for all pairs of varia-
bles.

Autocorrelation was checked with the Durbin-Watson test. This test was applied using
a regression model of the independent variable and the dependent variables of this
study, and using the Durbin-Watson test as part of the model summary in “Statistical
Package for Social Sciences’ (SPSS). As a result, the obtained Durbin-Watson value
of 1.984 was very close to 2, indicating no autocorrelation (Durbin & Watson, 1951).
Homaoscedasticity was examined through the visualisation of the standardised residu-
als (y-axis) and the standardised dependent variable (x-axis). The scatterplot was gen-
erated for both the business student group and the non-business student group, keeping
in mind that the student group represents a moderation variable which possibly affects
the results. For the business student sample, the standardised residuals were close to
being spread equally, indicating homoscedasticity (Field, 2013). For the non-business

student sample, the generated scatterplot showed some signs of being diamond-
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shaped. However, these slight signs of heteroscedasticity (see Field, 2013) were not
deemed critical.

e As part of the test for multicollinearity, correlations between the predictor variables
(independent variables) were checked using ‘collinearity diagnostics’ function pro-
vided by SPSS. These diagnostics generated the variance inflation factor, which was
below 5.0 for all independent variables. This result indicates that multicollinearity was

not a concern in this doctoral study.

In a subsequent section of Chapter 5, tests of validity and reliability of measures fol-
lowed. The former was conducted using nine factor analyses (Principal Component Analyses).
The latter was carried out using Cronbach’s alpha. The results were satisfying, showing strong
Kaiser-Meyer-Olkin measures, high proportions of variance explained for all factors but dis-
crete negative emotion, and acceptable Measures of Sampling Adequacy. Additionally, item

eliminations were only subject in the factor analysis of lecturer’s authenticity.

The evaluation of measures of concepts with regard to reliability represented the second
part of the tests of validity and reliability of measures, and was carried out using Cronbach’s
alpha as an indicator of internal reliability (Litwin, 1995; Bell, Bryman & Harley, 2018). For
all factors being specified above in the context of factor analysis, calculation of the respective
Cronbach’s alphas followed using SPSS. As a result, all scales showed Cronbach’s alpha levels
of 0.7 or higher, wherefore one can assume internally consistent scales (Cohen, Manion & Mor-
rison, 2007; Hair et al., 2013; Bell, Bryman & Harley, 2018). In general, the values predomi-
nantly lie between 0.82 and 0.94, indicating highly reliable scales also favouring the validity of
the results of later regression analysis (Cohen, Manion & Morrison, 2007; Hair et al., 2013;
Bell, Bryman & Harley, 2018).

The third part of Chapter 5 deals with descriptive statistics. At first, students’ evaluation
of the EE awareness seminars was analysed. As a result, group size, room size, time frame,
seminar quality, practice relation, and difficulty level were evaluated very satisfying. Conse-
quently, both conceptions of the EE awareness seminar got a rather high recommendation rate,
having 1.66 out of 2 for the traditional one, and 1.71 out of 2 for the experiential one (0= ‘I
would not recommend’; 1= ‘I would perhaps recommend’; 2= ‘I would recommend’). This
indicates high student satisfaction with the seminars, which is a beneficial result; Rae and
Woodier-Harris (2012), e.g., point to the positive effects of student satisfaction, serving as a
promotor of learning outcomes. As a result of the four open-text questions which were added
to the survey, ‘theoretical and practical insights’ and ‘business plan’ represented the most im-

portant aspects of the seminar from the students’ point of view. In addition, having a ‘friendly
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and calm atmosphere’ and ‘lecturer’s feedback/coaching/motivation’ represent parts of the
seminars students liked especially. ‘Legal forms’ and ‘theory’ represent the most unimportant
aspects of the interventions. However, both of them were only stated five times each, and they
were merely stated in the traditional EE intervention. Finally, students’ recommendations were
especially linked to ‘more interaction’. Again, this reccommendation was merely stated in the

traditional intervention, which is not surprising.

The subsequent part of descriptive statistics presented zero-order correlations of all vari-
ables entered into the regression estimation and descriptive statistics of the variables. In the
context of the correlations, most of them were significant, and most of those among the inde-

pendent variables were high, but not above the critical value of 0.7 (Hair et al., 2013).

In a subsequent step, differences between both student groups were highlighted using
two-group discriminant analysis. In this context, means of entrepreneurial knowledge, pride,
PBC, and discrete positive emotions are significantly higher for the business student sample. In
addition, the mean for gender in the business student sample is significantly higher as the one
in the non-business student sample, showing that the proportion of females is higher in the
business student sample. Besides, the non-business student sample’s mean of the study length
is significantly higher than the one in the business student sample, indicating more experienced

students in the former group.

The final section of Chapter 5 comprises the hypotheses testing. In this summary of the
PhD thesis, the hypotheses will be stated respectively before the analysis method used and sub-

sequent results will be explained.

H1: Discrete entrepreneurial emotions increase the proportion of variance explained in

entrepreneurial intention in addition to the variance TPB’s antecedents explain.

This test includes a stepwise multiple linear regression to predict entrepreneurial inten-
tion. First, only TPB’s antecedents and discrete entrepreneurial emotions were added to this
regression. The results showed that R? (the proportion of variance explained) increased by
3.7%. Therefore, preliminary support for H1 was found. In order to make this result more ro-
bust, the same stepwise multiple linear regression was run again with a set of control variables.
Noticeable, a significant increase in R? by 2.6% after adding discrete entrepreneurial emotions
to the model consisting of (controls and) TPB’s antecedents was observable again. This increase

shows off for adjusted R? as well. As a consequence, one can find support for H1.

H2a: TPB’s antecedent ‘attitude toward the behaviour’ mediates the effect of discrete

entrepreneurial emotions on entrepreneurial intention.

42



H2b: TPB’s antecedent ‘subjective norms’ mediates the effect of discrete entrepreneurial

emotions on entrepreneurial intention.

H2c: TPB’s antecedent ‘perceived behavioral control” mediates the effect of discrete en-

trepreneurial emotions on entrepreneurial intention.

The investigation of the possible mediation from TPB’s antecedents in the relationship of

discrete entrepreneurial emotions and entrepreneurial intention was made through a stepwise

approach using three subsequent multiple linear regression analyses like recommended by

Baron and Kenny (1986). As a first step, the direct effect of discrete entrepreneurial emotions

on entrepreneurial intention was investigated with a first regression using backward elimination

in order to make the model simpler:

TABLE 2.3
REGRESSION MODEL FOR DISCRETE ENTREPRENEURIAL EMOTIONS AND
ENTREPRENEURIAL INTENTION USING BACKWARD ELIMINATION
Dependent variable: Entrepreneurial intention
H2a-c (Step 1) Model 1 Elimination process Final Model (Model 8)
Independent variables: B Std. Error B Std. Error
Positive Forecasting 0.262™  0.053 0.232™  0.048
Negative Forecasting 0.066* 0.036 0.055* 0.033
Inspiration 0.485™  0.049 0.483™  0.046
Pride -0.051 0.050 Eliminated in Model 6
Discrete positive emotion 0.144™  0.060 0.139™  0.053
Discrete negative emotion -0.031 0.049 Eliminated in Model 4
Business student (Yes/No) 0.113 0.088 Eliminated in Model 7
Age 0.008 0.017 Eliminated in Model 2
Gender -0.283™  0.086 -0.226™  0.078
Study length -0.010 0.020 Eliminated in Model 3
Parent entrepreneurs 0.128 0.095 Eliminated in Model 8
Entrepreneurs in social env. 0.027" 0.012 0.031™ 0.011
Entrepreneurial knowledge -0.059 0.068 Eliminated in Model 5
Entrepreneurial experience 0.261™ 0.062 0.246™ 0.051
Entrepreneurial aspiration 0.236™  0.059 0.240™  0.055
(Constant) | -1.374 0.468 -1.415 0.250
N | 627 627
F-value | 71.491 146.951
p-level | 0.000 0.000
R?|0.637 0.633
adj. R?| 0.628 0.629

Please note: *p<0.10; "p<0.05; ""p<0.01.

As can be observed, seven eliminations are part of the model and four discrete entrepre-

neurial emotions have a significant effect on entrepreneurial intention. In the second step, only

the remaining significant predictors of the first regression model are considered (Baron &
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Kenny, 1986). This step includes the check of the relationship between the independent varia-
bles, the control variables, and the possible mediator variables (Baron & Kenny, 1986), which

Is summarised in the following:

TABLE 2.4
REGRESSION MODELS FOR DISCRETE ENTREPRENEURIAL EMOTIONS AND TPB’S
ANTECEDENTS USING BACKWARD ELIMINATION
H2a-c (Step 2) Dep. V.: ATB Dep. V.: SN Dep. V.: PBC
Final Model (Model 3) | Final Model (Model 6) | Final Model (Model 4)
Independent variables: B Std. Error |B Std. Error | B Std. Error
Positive Forecasting 0.344™ 0.034 0.299™ 0.031 Eliminated in Model 4
Negative Forecasting -0.077" 0.023 Eliminated in Model 6 Eliminated in Model 2
Inspiration 0.234™ 0.032 Eliminated in Model 4 |0.360™ 0.039
Discrete positive emotion 0.253™ 0.038 Eliminated in Model 3 |0.123™ 0.045
Gender Eliminated in Model 3 | Eliminated in Model 5 |-0.166" 0.074
Entrepreneurs in soc. env. 0.014* 0.008 0.024" 0.011 0.017* 0.011
Entrepreneurial experience Eliminated in Model 2 |0.141™ 0.051 0.616™ 0.048
Entrepreneurial aspiration 0.112™ 0.039 Eliminated in Model 2 | Eliminated in Model 3
(Constant) [ 0.733 0.173 3.655 0.168 0.075 0.155
N 716 77 740
F-value | 269.708 45.668 141.667
p-level | 0.000 0.000 0.000
R?|0.695 0.151 0.491
adj. R?|0.693 0.147 0.488

Please note: *p<0.10; "p<0.05; ~"p<0.01.

Again, backward elimination was used until only significant predictor variables remained.
Those represent the final regression models and are observable in Table 2.4.

In the third and final step, three regression models have been run. Those include both the
significant discrete entrepreneurial emotions and control variables of the second step and the
respective predicted antecedent (ATB, SN, and PBC), providing evidence for H2a, H2b, and
H2c. The results are summarised in the following three tables:

TABLE 2.5
REGRESSION MODEL FOR DISCRETE ENTREPRENEURIAL EMOTIONS, ATB, AND
ENTREPRENEURIAL INTENTION

Dependent variable:

H2a (Step 3) Entrepreneurial intention
Model 1

Independent variables: B Std. Error
ATB 0.543™ 0.049
Positive Forecasting 0.042 0.047
Negative Forecasting 0.079" 0.031
Inspiration 0.389™ 0.044
Discrete positive emotion -0.001 0.050
Entrepreneurs in soc. env. 0.037™ 0.010
Entrepreneurial aspiration 0.196™ 0.050
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(Constant)
N

F-value
p-level

RZ

adj. R?

-1.630 0.227
713

203.074

0.000

0.668

0.665

Please note: *p<0.10; "p<0.05; ~p<0.01.

REGRESSION MODEL FOR DISCRETE ENTREPRENEURIAL EMOTIONS, SN, AND

ENTREPRENEURIAL INTENTION

H2b (Step 3)

Dependent variable:
Entrepreneurial intention

Model 1
Independent variables: B Std. Error
SN 0.100™ 0.039
Positive Forecasting 0.679™ 0.036
Entrepreneurs in soc. env. 0.049™ 0.012
Entrepreneurial experience 0.412™ 0.055
(Constant) | -1.109 0.231
N | 777
F-value | 175.400
p-level | 0.000
R2|0.476
adj. R2 | 0.473

Please note: *p<0.10; "p<0.05; “p<0.01.

REGRESSION MODEL FOR DISCRETE ENTREPRENEURIAL EMOTIONS, PBC, AND

ENTREPRENEURIAL INTENTION

Dependent variable:

H2c (Step 3) Entrepreneurial intention
Model 1
Independent variables: B Std. Error
PBC 0.367™ 0.037
Inspiration 0.486™ 0.042
Discrete positive emotion 0.215™ 0.045
Gender -0.187" 0.074
Entrepreneurs in social env. 0.028™ 0.011
Entrepreneurial experience 0.046 0.052
(Constant) | -0.664 0.153
N | 736
F-value | 224.811
p-level | 0.000
R2|0.649
adj. R2 | 0.646

Please note: *p<0.10; "p<0.05; ™
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The results of Table 2.5, 2.6, and 2.7 were then compared with those of Table 2.3, and
subsequent Sobel test was used to test the significance of possible mediation effects (Sobel,
1982).

For attitude toward the behaviour, the following results emerged:

e Positive forecasting and discrete positive emotion lost their significance, indicating
an indirect-only mediation (full mediation) (Zhao, Lynch & Chen, 2010);

e B-coefficient of inspiration got weaker, but significance remained, indicating a
complementary mediation (partial mediation) (Zhao, Lynch & Chen, 2010);

e B-coefficient of negative forecasting got stronger, indicating a competitive media-
tion (non-mediation) (Zhao, Lynch & Chen, 2010).

As a final result, having two full mediations, one partial mediation, and one non-media-
tion, one can find partial support for H2a, stating that TPB’s antecedent ‘attitude toward the
behaviour’ mediates the effect of discrete entrepreneurial emotions on entrepreneurial inten-

tion.

With regard to subjective norms, the only remaining discrete entrepreneurial emotion
showing significance, positive forecasting, showed a stronger B-coefficient in comparison to
Table 2.3, indicating a competitive mediation (non-mediation) (Zhao, Lynch & Chen, 2010).
Consequently, there is no support for H2b, stating that TPB’s antecedent ‘subjective norms’

mediates the effect of discrete entrepreneurial emotions on entrepreneurial intention.

For perceived behavioural control, both significant discrete entrepreneurial emotions got
even stronger B-coefficients, wherefore there is no mediation (Zhao, Lynch & Chen, 2010).
Therefore, H2c stating that TPB’s antecedent ‘perceived behavioural control’ mediates the ef-

fect of discrete entrepreneurial emotions on entrepreneurial intention is not supported.

H3: Participation in an EE awareness seminar has no significant effect on students' en-

trepreneurial intention.

H4a: Participation in an EE awareness seminar increases students' positive discrete en-

trepreneurial emotions.

H4b: Participation in an EE awareness seminar decreases students' negative discrete en-

trepreneurial emotions.

Hypotheses 3 and 4 were checked simultaneously using difference-in-differences frame-

work (see Osterbeek et al., 2010; Lorz, 2011). This framework takes the difference scores of
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the variables considered in T1 and T2 and compares those within the treatment and control

group as well as between the treatment groups.

With regard to H3, students’ entrepreneurial intention did not change significantly in T2
in comparison to T1. This also holds for the impact of the EE awareness seminar between the

treatment and control group. Consequently, one can find support for H3.

With regard to comparing the means of the four positive discrete entrepreneurial emotions
considered in this doctoral study, no significant increases were found; neither in the comparison
of T1 and T2 of the treatment group, nor in the one of the means of the treatment group in T2
and the control group in T1. Therefore, the results regarding H4a indicate that this hypothesis

has to be rejected.

In contrast, a highly significant decrease of discrete negative emotions (PANAS scale)
was observable. However, there is no effect on negative forecasting. This is an interesting find-
ing because PANAS measures the current feelings students perceive if they think about entre-
preneurial behaviour, and negative forecasting measures how they imagine the feeling of being
part of an entrepreneurial project at some future date. Consequently, students’ negative feelings
may go along with the aspect of time (current/forecast). Therefore, there is no unique answer

for negative discrete entrepreneurial emotions, and H4b is supported partially.

H5a: The teaching method moderates the effect of discrete emotions on the three ante-
cedents of the TPB.

The moderating role of the teaching method inside the relationship of discrete entrepre-
neurial emotions and TPB’s three antecedents was examined using 18 multiple linear regression
models. In this approach, new variables comprising the change over time of each variable meas-
uring discrete entrepreneurial emotions as well as being part of the TPB were computed, sub-
tracting the answers in T1 from those in T2. This was necessary because the examination of the
possible moderation effect of the teaching method only makes sense for changes (A) in discrete
emotions and TPB’s antecedents. In addition, grouped scatter plots were used to facilitate the
interpretation of the moderation effect through visual inspection. Beginning with AATB being
the dependent variable of the model, the following table summarises the results of the first set

of six multiple linear regression analyses:

TABLE 2.8
TEACHING METHOD MODERATION CHECK ON THE EFFECT OF DISCRETE EMOTIONS ON ATB
H5a (ATB) Dependent variable: AATB
Independent variables: t-value Sig. Result
Teaching method x APositive Forecasting 0.935 0.350 No moderation
Teaching method x ANegative Forecasting -2.692 0.007 Moderation
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Teaching method x Alnspiration 0.516 0.606 No moderation

Teaching method x APride 0.334 0.739 No moderation
Teaching method x ADiscrete positive emotion 1.836 0.067 (Moderation)
Teaching method x ADiscrete negative emotion -0.295 0.768 No moderation

As can be identified, the experiential teaching method causes a stronger effect of negative
forecasting on ATB. In addition, there is weak empirical evidence that experiential teaching
increases the positive relationship of discrete positive emotion and ATB. As the moderation
effect is not given for every discrete entrepreneurial emotion, there is a partial support for H5a

in the context of attitude toward the behaviour.

Regarding subjective norms, the teaching method induced no moderation effect, whereas

H5a can be rejected for subjective norms.

For perceived behavioural control, decreasing discrete negative emotion in the experien-
tial teaching method increases perceived behavioural control to a higher degree than in the tra-
ditional one, partially supporting H5a for perceived behavioural control.

H5b: The student group moderates the effect of discrete emotions on the three anteced-
ents of the TPB.

In the context of H5b, the same methodologic approach was used as in the test of H5a,
using the student group as moderator variable instead of the teaching method. The results of the
regression analyses are the following:

e For attitude toward the behaviour, the positive relationship of pride and ATB is
stronger inside the non-business student sample, and decreased discrete negative
emotion in T2 increases business students’ ATB to a higher degree than non-busi-
ness students’ ATB.

e For subjective norms, changes in pride go hand in hand with higher positive changes
in SN in the non-business student group in comparison to the business student
group, and decreased discrete negative emotion in T2 increases business students’
SN to a higher degree than non-business students’ SN.

e For perceived behavioural control, decreased discrete negative emotion in T2 in-

creases business students’ PBC to a higher degree than non-business students’ PBC.

Consequently, there is partial support for H5b for all three antecedents of the TPB:

attitude toward the behaviour, subjective norms and perceived behavioural control.

H5c: Lecturer’s authenticity moderates the effect of discrete emotions on the three ante-
cedents of the TPB.
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With regard to the test of H5c, the same methodologic approach was used as described
before the test of H5a, using lecturer’s authenticity as moderator variable. As this variable con-
sists of four factors, not 18 but 72 regression models were calculated. The results are briefly

summarised below:

e High scores of lecturer’s authenticity’s factor ‘live to teach’ decreases the negative
effect of higher negative forecasting (T2-T1>0) on attitude toward the behaviour;

e High scores of lecturer’s authenticity’s factor ‘subject-specific focus’ increases the
positive effect of lower discrete negative emotion (T2-T1<0) on attitude toward the
behaviour;

e High scores of lecturer’s authenticity’s factor ‘proximity’ decreases the negative
effect of higher negative forecasting (T2-T1>0) on attitude toward the behaviour;

e High scores of lecturer’s authenticity’s factor ‘no textbook teacher’ decreases the
negative effect of higher negative forecasting (T2-T1>0) on attitude toward the be-
haviour;

e High scores of lecturer’s authenticity’s factor ‘no textbook teacher’ increases the
positive effect of lower discrete negative emotion (T2-T1<0) on attitude toward the

behaviour.

Consequently, one can clearly state that high lecturer’s authenticity is attached to more
satisfying learning outcomes; i.e., the moderating effect of lecturer’s authenticity was beneficial

for higher attitude toward the behaviour in T2 for every significant case.

Contrary to the moderating effect of lecturer’s authenticity in the context of attitude to-
ward the behaviour, no moderation effects could be observed using ASN and APBC as depend-
ent variables of the regression models. Therefore, H5c stating that lecturer’s authenticity mod-
erates the effect of discrete emotions on the three antecedents of the TPB finds partial support
for attitude toward the behaviour and no support for subjective norms and perceived behav-

ioural control.

Conclusions and recommendations

The dissertation implies fruitful insights on how to improve EE awareness seminars in
terms of effectiveness and efficiency and deepens our knowledge about drivers of entrepreneur-
ial behaviour, thus contributing to entrepreneurship management and education management.
In the following, theoretical and methodological contributions of this dissertation as well as the

most eminent empirical findings are summarised. Based on these findings, this section derives
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recommendations for practice, before research limitations of this doctoral study are revealed.

Ultimately, the dissertation ends with recommendations for future research, which address the

research limitations highlighted before.

Theoretical and methodological contributions:

1)

2)

3)

As an outcome of the doctoral study’s literature review, the definitional vagueness of
entrepreneurship, EE, entrepreneurial intention, affect and emotions was highlighted. In
the particular case of affect and emotions, the author of this dissertation decided to de-
velop a definitional framework of affect, which will help researchers understanding affect
and emotions better because the framework separates terminologies of different affective
feelings. In this context, the central theory in EE impact research, the TPB, was combined
with the AIM, which indicated a novel theoretical step in the field of entrepreneurship
and contributes to this field with regard to providing deeper insights into the drivers of
entrepreneurial action, which is also attached to one major aim of entrepreneurship man-
agement: ‘how to achieve (more) entrepreneurial action?’. In addition, this doctoral dis-
sertation serves as a milestone for new theoretical and empirical investigations related to
the affect-intention relationship.

The investigation and comparison of teaching methods relying on the teaching model
framework by Béchard and Grégoire (2005b) in the context of awareness seminars rep-
resents a research gap. This research gap was explored empirically and, therefore, this
dissertation sheds new light on learning outcomes of traditional and experiential EE
awareness seminars. The results of the study tend to support the criticism that EE has to
shift away from being teacher-centred (traditional teaching) to being student-centred (ex-
periential teaching), serving as an important contribution to understand how prospective
entrepreneurs can learn more effectively, thus providing fruitful insights for entrepreneur-
ship management and education management.

As part of the methodology section, the author justifies the use of a quasi-experimental
design within a laboratory setting, using the classroom as a controlled setting for conven-
tional laboratory experiments (classroom experiment). This methodological choice in-
duces superiority to many methodological approaches of influential EE impact studies
being considered (and criticised) in the systematic literature review (see Chapter 2). Con-
sequently, the author of this dissertation tries to point to the importance of methodological
rigour for future EE impact studies and makes an attempt to strengthen the methodologi-
cal rigour of his own doctoral study. As a result, this may have positive effects on the

methodological attempts of other researchers.
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4)

The outcome of this dissertation’s systematic literature review, which is a systemisation
and classification of existing scholarly knowledge on EE, further supports researchers
and educators in understanding distinctions of sub-topics in EE and in finding possible

links among different thematic groups as well as research gaps.

Overview of empirical findings:

1)

2)

3)

Through the support of H1 (‘Discrete entrepreneurial emotions increase the proportion of
variance explained in entrepreneurial intentions in addition to the variance Theory of
Planned Behaviour’s antecedents explain’), this doctoral study generates novel results
with regard to predicting entrepreneurial behaviour. More precisely, the combination of
the AIM and the TPB help researchers to make predictions on entrepreneurial behaviour
more precise, giving researchers incentives to deepen research on the AIM-TPB-relation-
ship in the future. The support of H1 further answers the research question brought
up in the introduction: discrete entrepreneurial emotions do affect entrepreneurial
intentions and increase the proportion of variance explained by 2.6% (73.3% instead
of 70.7%).

The partial support of H2 provides empirical knowledge on the relationship of current
and chronic feelings and how those interact together with intention. More precisely, this
doctoral dissertation helps understanding TPB’s antecedents better, especially attitude to-
ward the behaviour: through discrete emotions, the prediction of (changes in) attitude
toward the behaviour is possible. This can be considered as a meaningful finding, consid-
ering the impact TPB has in several disciplinary fields.

The findings of H3 and H4 further increase our knowledge about the effects of EE aware-
ness seminars, being considered as an under-researched methodological approach. Like
it was assumed in the derivation of hypotheses (Chapter 3), the short time frame of the
intervention does not fit to the teaching objective ‘increase students’ entrepreneurial in-
tention” because no significant changes in intentions were observed (H3). EE awareness
seminars should rather be considered as a trigger event for students from diverse back-
grounds having little prior entrepreneurial contact, with the aim of inspiring them for
entrepreneurial behaviour, and to awaken students’ courage to deal with entrepreneurship
as a possible career path. Taking the missing support for H4a (‘Participation in an Entre-
preneurship Education awareness seminar increases students' positive discrete entrepre-
neurial emotions) and the support for H4b (‘Participation in an Entrepreneurship Educa-
tion awareness seminar decreases students' negative discrete entrepreneurial emotions’),

these trigger events seem to be helpful interventions with regard to decreasing negative
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4)

emotions instead of increasing positive emotions. From a theoretical perspective, the find-
ings of H4 relate to affect-as-information theory (being part of the AIM): affective feel-
ings, which provide a source of information about the object of judgement by definition,
can already change significantly through a trigger event.

Partial support for H5 shows how contextual factors like the teaching method, the student
group, and authentic teaching can influence the effect of EE awareness seminars. These
results thus answer the research question how to manage Entrepreneurship Educa-
tion awareness seminars effectively. More precisely, the experiential teaching method
tends to generate superior results in comparison to the traditional teaching method. Con-
sequently, effectiveness of EE awareness seminars can be increased using the former
teaching method. With regard to the student group, differences of the disciplinary back-
ground do not seem to play a crucial role in the conception of EE interventions. In addi-
tion, lecturer’s authenticity further increased our understanding on effective EE interven-
tions: despite varying results regarding the significance of the results, the common ten-
dency shows a positive effect of high lecturer’s authenticity on students’ affective learn-
ing outcomes; lecturer’s authenticity thus increases effectiveness of teaching even in a
short intervention lasting three hours. In summary, the results of H5 can help changing
current educational practices to sensitise people for entrepreneurship within awareness

seminars more effectively.

Recommendations for practice:

This dissertation contributes to education management and entrepreneurship management

and provides practical recommendations for Higher Education Institutions in Germany. The

empirical results of this doctoral study imply useful information how to improve EE interven-

tions in terms of effectiveness and efficiency.

1)

Empirical results show that significant effects on discrete entrepreneurial emotions are
possible in EE awareness seminars. This means that Higher Education Institutions can
save on resources, if their focus lies on affective learning outcomes, making the interven-
tions more efficient in comparison to EE interventions lasting, e.g., one semester. Besides,
the results regarding the affect-intention relationship provide us with novel insights for
educating not only entrepreneurs but also managers or those entrepreneurs who need to
combine managerial and entrepreneurial role at the early phase of enterprise development,
because we can understand the very first step of the entrepreneurial process better, helping
us to arouse positive effects on discrete entrepreneurial emotions, entrepreneurial inten-

tion and action.
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2)

3)

4)

5)

Using awareness seminars instead of lecture series opens a high potential to integrate
excursuses in degree courses besides business administration. Bringing entrepreneurship
to non-business students can generate beneficial effects for later entrepreneurial behav-
iour. In this context, the results from Lange et al. (2011) indicate that those students, who
notice that they are interested in entrepreneurship, try to immerse themselves with entre-
preneurship.

Higher Education Institutions trying to implement EE awareness seminars should use the
experiential teaching method because this teaching method generated superior learning
outcomes in comparison to the traditional one, going hand in hand with higher effective-
ness.

Being an authentic lecturer represents the answer of the question on how to be a more
effective lecturer of entrepreneurial disciplines. In this connection, results indicate that
highly perceived authenticity of the lecturer goes hand in hand with more satisfying learn-
ing outcomes. To reach high(er) lecturer’s authenticity, Higher Education Institutions
could integrate the lecturer’s authenticity scales used in this dissertation into the students’
course feedback forms. The student answers can then be used as best practice guidelines,
which can serve as an orientation for lecturers: on the one hand, what kind of teaching
students like (e.q., if a lecturer makes his first steps as a lecturer and complies his first
study materials), and on the other hand, to which degree they followed these guidelines
so far (e.g., if a more experienced lecturer notices that his style of teaching is old-fash-
ioned, or that his teaching method including the used materials do not really fit to the
expectations and needs of the students).

EE interventions for non-business students should be increased because they can imply
positive effects for the country of investigation, Germany, and other countries around the

world.

Research limitations:

1)

In the present doctoral study, only affective learning outcomes were investigated empiri-
cally. However, as cognitive and skill-based learning outcomes also represent potential
subjects of investigation, a research limitation exists in this case. Nonetheless, in the con-
text of EE awareness seminars, affective learning outcomes tend to be the most suitable
learning outcome to be examined; the short time frame does not seem appropriate for
examining cognitive and skill-based ones (Johansen & Schanke, 2013). In addition, an-

other limitation exists with regard to the affect-intention relationship. In this vein, the
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2)

3)

4)

investigated discrete entrepreneurial emotions represent just one possible part of the af-
fect-intention relationship.

As the EE interventions were only held in Germany, results can’t be generalised for other
countries, meaning that external validity is improvable and that the role of cultural values
wasn’t investigated. At least for Germany, however, representative results were reached.
In comparison to other EE impact studies (e.g., Lorz, 2011), the author of this doctoral
study refrained using follow-up surveys, which is a research limitation. Especially the
personal development of the control and treatment groups with regard to later entrepre-
neurial behaviour represents an interesting subject of investigation; e.g., if the participants
in the treatment group more likely show entrepreneurial behaviour some years after the
intervention than the control group. However, this concept was rejected in order to pre-
vent overloading students through three surveys in the context of an awareness seminar,
only consisting of three hours.

This doctoral study includes another limitation due to the chosen methodological ap-
proach to conducting the systematic literature review. First, the subjective aspect in
choosing literature sources for subsequent citation analysis is indisputable. Therefore, the
author of this dissertation considered objective quality criteria in order to stem this sub-
jectivity. Second, the resulting classification of papers still is ingrained by this subjectiv-
ity. Third, the application of bibliometric methods, like in the context of citation and co-
citation analysis, induces constraints. In this connection, only the most evident trends can
be described because efficient predictions on how papers will evolve in the future are not

possible.

Recommendations for future research:

1)

2)

Without the use of many resources, awareness seminars can represent trigger events il-
lustrating non-business students the opportunity of choosing entrepreneurship as a poten-
tial career path. As shown in the hypothesis testing, inspiration increased especially
within the experiential EE intervention, which brings, in turn, positive effects on ATB
and entrepreneurial intention. Therefore, future studies should focus on effective policies
giving Higher Education Institutions incentives to implement EE awareness seminars (es-
pecially in non-business student courses) more frequently.

Closely related to this research, it seems promising to use follow-up surveys (e.g. five
years later) in order to investigate entrepreneurial behaviour of non-business students

having attended an awareness seminar in comparison to those who did not attend one. In
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3)

4)

5)

this context, the author recommends the replication of the conceptualised EE awareness
seminars.

With regard to the affect-intention relationship this doctoral study focused on, more dis-
crete entrepreneurial emotions as possible variables in EE impact studies could be ob-
served. This dissertation predominantly used multi-item scales measuring positive dis-
crete entrepreneurial emotions (inspiration, pride), wherefore it seems promising to meas-
ure specific negative discrete entrepreneurial emotions (e.g., fear) not with PANAS but
also with multi-item scales. Besides discrete entrepreneurial emotions, future studies
could investigate how mood and temperament influence individuals in their evaluation of
entrepreneurship as a career option. Besides these investigations being the part of the
entrepreneurial process before concrete entrepreneurial behaviour, future studies may
also focus on affect within or after concrete entrepreneurial behaviour.

Investigating how the teaching method and lecturer’s authenticity may affect students’
skill-based learning outcomes represents another recommendation for future research.
Like it was highlighted in the results section, experiential teaching and high lecturer’s
authenticity tended to induce more beneficial affective learning outcomes (in comparison
to traditional teaching and low lecturer’s authenticity). However, as mentioned in the
context of the limitations of this doctoral study, only affective learning outcomes were
considered. Accordingly, it is of great importance for Higher Education Institutions to
exploit the potential effect of experiential teaching and high lecturer’s authenticity on
skill-based learning outcomes because this may give rise to a competitive advantage.

As a countermeasure of the research limitation mentioned above, the author of this dis-
sertation recommends the replication of the conceptualised EE awareness seminars within
an international study to investigate whether the empirical results obtained may vary. Ac-
cording to Lifian and Chen (2009), cultural values can modify the way students perceive
entrepreneurship, thus holding explanatory power of students’ entrepreneurial intention.
In this context, Wu and Wu (2017) make the suggestion to spread the research field of
EE from the American and European viewpoints to the Asia Pacific in order to get new
insights because the concentration on Asia Pacific is indeed rising, but still far behind.
Consequently, the replication of this dissertation’s quasi-experiments seems especially

promising for those countries.
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1. levads

1.1. Petijuma aktualitate

P&dgjo trisdesmit gadu laika p&tnieciba par uznémeéjdarbibas izglitibu (Ul) (Entrepre-
neurship Education) ir vérojams arvien straujaks progress (Katz 2003; Martin, McNally & Kay,
2013). Musdienas Ul ir plasi atzita ptijumu apakSnozare par uznéméjdarbibu, kas ieklauta plasi

atzitu un cienijamu zinatnisku zurnalu tematika (Jones & Matlay, 2011).

Ka uzskata atseviski autori (Robinson & Josien 2014), Ul var biit galvenais veiksmes
faktors attieciba uz uznémigu darbibu (entrepreneurial action), t.i., uznémumu dibinasanu
un/vai inovativiem produktiem un pakalpojumiem. Tiesi augstakas izglitibas iestades liek pa-
matus potencialai uznémgjdarbibai, ar ko nodarbosies to tagadgjie studenti. Saja gadtjuma, U,
ko nodrosina augstakas izglitibas iestades, var veicinat studentu uznémeéjdarbibas nodomus
(UN) (entrepreneurial intention), un $adi nodomi ir netiess raditajs tam, ka uznémiga darbiba
arT tiks istenota nakotné (Rauch & Hulsink, 2015), izskaidrojot apmé&ram 30% no dispersijas
vélakai absolventa uzvedibai (Armitage & Conner, 2001). ST iemesla d&l, p&tijumi par nodo-
miem uznéméjdarbibas un Ul konteksta tika plasi veikti, jo 1pasi tap€c, ka ir zinams, ka uzné-
miga darbiba atstas labv&ligu efektu gan uz studentiem pasiem, to darba dev&jiem un visu taut-
saimniecibu (Charney & Libecap, 2000; Elmuti, Khoury & Omran, 2012). Nemot véra $os po-

zitivos efektus, promocijas darba autors péta UN ka atkarigo mainigo.

Ul pasakumu (t.i., lekcijas vai gadijumu izp&te par uznémgjdarbibu) ietekmi uz UN ir
pétijusi vairaki pétnieki, izmantojot metodologiski precizas zinatniskas metodes, tai skaita ex-
ante/ex-post aptaujas (priekSaptaujas un pécaptaujas), ka ari kvazieksperimenti ar kontrolgrupu

(piem., Souitaris, Zerbinati & Al-Laham, 2007).

Pé&tnieciba par Ul ietekmi, Planotas uzvedibas teorija (Theory of Planned Behaviour)
(Ajzen, 1991) ir galvena teorija, ar kuras palidzibu var izmé&rit UN (Nabi et al., 2017). P&tfjumi,
ko veikusi atseviski pétnieki (Kautonen, Gelderen & Fink, 2015) ir pieradijusi, ka So teoriju var
pielietot, lai izméritu parmainas uzvediba. Daudzos pétijumos ir pieradits, ka So teoriju var
veiksmigi izmantot uznémeéjdarbibas un Ul pétnieciba dazados kontekstos (Iakovleva, Kolve-
reid & Stephan, 2011; Lorz, 2011; Schlaegel & Koenig, 2014; Kozlinska, 2016; Kozlinska,
Mets & Rdigas, 2017). Tomér paliek atklati jautajumi par macibu rezultatiem un attiecigo kon-
tekstu.

Macibu rezultati, apgiistot Ul, var biit trs veidu: (1) izzinas macibu rezultati, kas raksturo

ieglitas zinasanas par uznéméjdarbibu (piem., iesp&ju apzinasanas), (2) afektivie macibu rezul-
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tati, kas sastav no attieksmes pret uznémejdarbibu, ka ar1 gribas un uzvedibas paradumiem sais-
tiba ar to (piem., motivacija), un (3) uz prasmém balstiti macibu rezultati, kas raksturo uzné-
mgéjdarbibas prasmes (piem., biznesa planosana) (Johannisson, 1991; Johansen & Schanke,
2013; Stamboulis & Barlas, 2014; Mets, Kozlinska & Raudsaar, 2017). Jaunakaja literatiira par
Ul ir rosinats dzilak izpétit afekta-nodomu likumsakaribu, jo afekts (vai vienas no ta apaks-
kategorijam) izp€te var palielinat dispersijas, ko skaidro ar UN, 1patsvaru kopg&ja dispersija
(Schlaegel & Koenig, 2014; Grégoire et al., 2015; Rauch & Hulsink, 2015; Krueger & Sussan,
2017). Turklat, nemot véra autora promocijas darba veikta sistematiska literatiiras parskata
(systematic literature review) rezultatus, var secinat, ka pétijumi tie$i par afektiviem macibu
rezultatiem ir tikai neliela dala no visiem pétijumiem par Ul ietekmi, it seviski salidzinot ar
pétijumiem par izzinas un uz prasmém balstitiem macibu rezultatiem. Autora promocijas darba
galvena uzmaniba ir pieversta Sai mazak pétitajai jomai, tad€jadi koncentrgjoties uz sasnie-

dzamo macibu rezultatu otro kategoriju, t.i., afektiviem macibu rezultatiem.

Saistiba ar attiecigo kontekstu, kas potenciali var ietekmét afektivos macibu rezultatus,
pétijumi par Ul vairak koncentrgjas uz biznesu studéjoSiem studentiem, nevis uz citas jomas
studéjosSiem studentiem. Saistiba ar to, atseviski autori (Kuckertz, 2013; Bergmann et al.,
2018) uzsver, ka ir svarigi ieklaut Ul iesp&jas ar uznéméjdarbibu nesaistitas disciplinas, pieme-
ram, Informacijas tehnologijas un dzivibas zinatngs, jo, no vienas puses, tam ir augsts radosais
potencials, un, no otras puses, tas parasti nenodro$ina ar uznémeéjdarbibu saistitas kompetences.
Lidz ar to, liela dala no autora promocijas darba veiktas kontekstualo apstaklu izp&tes ir veltita
tam, lai noskaidrotu, vai atskirigu studiju virzienu apguve spgj ietekmét afektivos macibu re-

zultatus, ka merkis ir labak izprast UN un uzné€migu darbibu.

Otraja promocijas darba dala ir raksturota pedagogiska ietekme uz Ul, ieskaitot macibu
metodes un modelus. Zinatnieki joprojam kritiz€ nepietiekamo saikni starp sniegto Ul un
pedagogijas teorijam un iesaka sasaistit zinaSanas par uznémgjdarbibu ar pedagogiju (Béchard
& Grégoire, 2005a, 2007; Jones & Matlay, 2011; Pittaway & Thorpe, 2012; Fayolle, 2013;
Fayolle & Gailly, 2015; Nabi et al., 2017). Saja gadijuma, pedagogijas teorijas var sniegt dzi-
laku ieskatu tam, ka uznémgji apgiist nepiecieS$amas zinasanas Vai arT ka individi nolemj klat
par uznémgjiem. Rezultata, $ads ieskats varétu palidzet mainit pasreizgjo izglitibas praksi, lai
tadgjadi vairak cilvéku labak izprastu to, vai uznéméjdarbiba ir vai nav tas, ar ko biitu tiem
janodarbojas, vai ar ka sekmigak noskanot tos uz uznéméjdarbibu. Saja sakara, vairuma péti-
jumu tiek atzits, ka, lai veicinatu macibu rezultatus, Ul pasakumu istenoSana, izmantojot ek-
sperimentalo metodi, ir efektivaka, neka izmantojot tradicionalo metodi (Jones & Matlay, 2011,

Thrane et al., 2016; Kozlinska, Mets & Rdigas, 2017). Tomér ir novérojams zinams empirisku
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pieradijumu trikkums (Piperopoulos & Dimov, 2015; Kozlinska, 2016; Nabi et al., 2017). Tap&c
jautajumi par izveléto macibu formatu ir vél aizvien atverti. Ka uzskata vairaki autori, dazadu
macibu metozu izmanto$ana, atkariba no citiem konkrétiem apstakliem (piem., kada ir studentu
grupa), ir galvenais p&tniecibas jautajums tadas jomas ka Ul un UN (Barab & Plucker, 2002;
Welter, 2011; Schlaegel & Koenig, 2014; Thomassen et al., 2017). Autora promocijas darba
galvenais pétijuma virziens ir dazadu macibu metoZu (tradicionalo un eksperimentalo) iz-

péte.

Vel viens kontekstualais faktors ir Ul pasakumu ilgums. Zinatnieki iesaka pétit slaici-
gus pasakumus, jo joprojam nav pietiekami izpétits, vai ar $ada gadijuma ir iesp&jams giit labus
afektivos macibu rezultatus (Lorz, 2011). ST pétfjuma mérkis ir uzlabot macibu efektivitati
augstakas izglitibas iestades, jo efektivi informativi izglitojosi seminari lauj ietaupit laiku un
citus resursus, salidzinot ar ilgakiem Ul pasakumiem (piem., vesela semestra garuma). Turklat
§1 pieeja balstas uz Konstruktivisma modeli, pienemot, ka individa nodomi attistas, un ir vaja-
dzigs tikai kads pamudinoss notikums (Krueger, 2009, 2015). Sadus pamudino3us notikumus
jeb pasakumus sauc ar1 par “informativiem jeb izpratni veicinoSiem seminariem”, kuros cen-
Sas palielinat uznémgjdarbibas ka iesp&jama karjeras cela pievilcibu augstakas izglitibas stu-
dentu vidii (Lifian, Rodriguez-Cohard & Rueda-Cantuche, 2011). Sajos seminaros uzmaniba
tiek koncentréta uz afektiviem macibu rezultatiem (autora darba sauktam “diskrétam (noskir-
tam, atseviskam) attieksmém pret uznéméjdarbibu” (discrete entrepreneurial emotions)), nevis
uz prasmém balstitiem macibu rezultatiem, jo laika posms ir parak iss, lai nozimigas zinaSanas
un prasmes varétu nodot talak citiem (Johansen & Schanke, 2013). Ka minéts ieprieks, dala no
autora promocijas darba, p&tot afekta-nodomu likumsakaribu, ir veltita afektiviem macibu re-
zultatiem, iznemot to aspektu, kas nem véra seminaru 1so ilgumu. Lidz ar to radas iesp€ja vien-
laicigi izpétit informativos seminarus un tajos giitos attiecigos afektivos macibu rezultatus. Tur-
klat §1 pieeja atbilst vairaku autoru pétijumos giitajam atzinam (Baron, 2008; Arpiainen et al.,
2013; Lackéus, 2014; Zampetakis et al., 2015; Nabi et al., 2017), t.sk., nepiecieSamibai nemt

vera afektivos macibu rezultatus, kas iegiiti pamudinoSos pasakumos.

Visbeidzot, lektora autentiskums ir ceturtais iesp&jamais kontekstualais c€lonis tam, ka
Ul pasakumi ir vairak vai mazak veiksmigi, ko var noteikt pgc macibu rezultatiem. ST paradiba
ir cieSi saistita ar afektivo macibu rezultatu, kas giiti pamudinoSos pasakumos, izp&ti — ir acim-
redzams, ka bitisku efektu uz individa afekta stavokla un uznémeéjdarbibas nodomu veido$anos

ir vieglak panakt ar autentiska lektora (piem., uznémeéja) palidzibu, kura konkrétais paraugmo-
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delis kalpo ka §1 veidoSanas procesa veicinatajs (Wright, 2013). PaplaSinot akadémiskas zina-
Sanas par lektora autentiskumu, var uzlabot uznéméjdarbibas izglitibas apguves efektivitati

augstakas izglitibas iestades.

Izdarot kopsavilkumu — liela uzmaniba autora promocijas darba tiek pievérsta gan afekta-
nodomu likumsakaribai, gan ¢etriem kontekstualajiem apstakliem (studentu grupa, macibu me-
tode, informativs seminars un lektora autentiskums), tadejadi dodot ieguldijumu uznémgjdar-
bibas pétnieciba, izmantojot pedagogijas un psihologijas teorijas, lai iegiitu dzilaku ieskatu uz-

némigas darbibas dzingjspekos.

1.2. Petijuma objekts, priekSmets un jautajumi
Pé&tijuma objekts ir uznémgéjdarbibas izglitiba augstakas izglitibas iestades Vacija.

P&tijuma priekSmets ir likumsakariba starp diskrétam uznémeéjdarbibas emocijam

un nodomiem.
Galvenais pétijjuma jautajums sastav no divam dalam:

1. Vai diskrétas uznémgjdarbibas emocijas ietekmé studentu nodomus nodarboties ar
uznemejdarbibu, un ja ja, cik liela méra tas lauj paredz&ét nodomus?
2. Ka efektivi nodrosinat uznéméjdarbibas izglitibu, lai veidotu studentos pozitivas uz-

néméjdarbibas emocijas?
Pedgja jautajuma dala satur sekojoSus apaks$jautajumus:

1. Vai informativi izglitojosa seminara ir iesp&jams radit buitisku efektu uz studentu dis-
kréto uznémejdarbibas emociju un nodomu veidosanos? Vai pastav likumsakariba
starp diskrétam uznémgjdarbibas emocijam un nodomiem nodarboties ar uznéméjdar-
bibu, un ja tada likumsakariba pastav, tad cik ta ir stingra?

2. Vai ir iesp&jams palielinat So efektu, pareizi izv€loties macibu metodes (tradicionalo
un eksperimentalo), tadejadi modergjot efektu uz diskrétam uznémejdarbibas emoci-
jam un nodomiem nodarboties ar uznémgjdarbibu? Vai arf tiek parveértéts macibu me-
todes svarigums?

3. Vai autentisks lektors sp&j sekmigak veikt izglitojosu darbu? Vai lektora autentiskums
moderg efektu uz uznémejdarbibas emocijam un nodomiem?

4. Ka uznémgjdarbibas izglitibas pasakumu rezultati atSkiras atkariba no studentu gru-

pas? Vai Ipasas macibu metodes ir labak pieme&rotas biznesu stud&josiem studentiem
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vai studentiem, kas stud€ ar uznéméjdarbibu nesaistitas jomas, tadejadi dodot iesp&ju

palielinat efektu uz min&tajam emocijam un nodomiem?

1.3. Petijuma meérkis un hipotéze

Promocijas darba pétijuma meérkis ir noteikt uzneméjdarbibas izglitibas pasakumu ie-
tekmi uz studentu diskrétam uzneméjdarbibas emocijam un nodomiem dazdados studiju virzie-
nos. P&tijuma mérkis ir balstits, no vienas puses, uz p&tijumu par Ul ietekmi sistematizaciju un
klasifikaciju un, no otras puses, afekta un ta apakskategoriju terminologiju. Tadgl, darba teoré-
tiskais ietvars attiecas uz Afekta iedvesmas modeli (Affect Infusion Model) (Forgas, 1995).
Izmantojot min&to modeli, promocijas darba ir noskaidroti piem&roti emocijas raksturojosi mai-
nigie, kurus var ieklaut promocijas darba p&tijuma par Ul ietekmi, lai izméritu diskrétas uzné-
m¢éjdarbibas emocijas un UN. Tadejadi, ar $adu pieeju promocijas darba ir méginats rast jaunus
pieradijumus afekta-nodomu likumsakaribai, t.sk., ar mérki palielinat dispersijas, ko skaidro ar
nodomiem nodarboties ar uznémeéjdarbibu, patsvaru kopgja dispersija. Lidztekus min€tajam
pétijuma virzienam, konkréto kontekstualo apstaklu, kuri, iesp&jams, ietekmé diskrétas uzne-
m¢éjdarbibas emocijas, nodomus nodarboties ar uznéméjdarbibu un afekta-nodomu likumsaka-
ribu, t.sk. studentu grupa, lektora autentiskums un jo Ipasi macibu metode, analize arT sastada
dalu no kopgja pétijuma mérka. Sis analizes mérkis ir izstradat vadlinijas labakas prakses ie-
vieSanai augstakas izglitibas iestades un, tadejadi, maksimizet Ul efektivitati.

Meklgjot atbildes uz ieprieks formul€tiem p€tniecibas jautajumiem, ka ar1 lai sasniegtu
petijuma mérki, promocijas darba analizétas sekojosas pétijumu hipotézes ir sadalitas divos
galvenajos izpétes virzienos — “afekta-nodomu likumsakariba” un “kontekstualie faktori”:

1. dala: afekta-nodomu likumsakariba, kas balstita uz Afekta iedvesmas modeli un

Planotas uzvedibas teoriju

H1: Diskrétas uznéméjdarbibas emocijas palielina dispersijas, ko skaidro ar uznémeéjdar-
bibas nodomiem, ipatsvaru kopgja dispersija papildus tam dispersijas Ipatsvaram, ko skaidro
Planotas uzvedibas teorijas trTs galvenie elementi.

H2a: Planotas uzvedibas teorijas elements “attieksme pret uzvedibu” (attitude toward the

behaviour) medi¢ diskréto uznémeéjdarbibas emociju efektu uz uznéméejdarbibas nodomiem.

H2b: Planotas uzvedibas teorijas elements “subjektivas normas” (subjective norms) me-

die diskréto uznémejdarbibas emociju efektu uz uznémejdarbibas nodomiem.
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H2c: Planotas uzvedibas teorijas elements “uztverama uzvedibas kontrole” (perceived
behavioural control) medié diskréto uznémgjdarbibas emociju efektu uz uznémejdarbibas no-

domiem.

2. dala: kontekstualie faktori promocijas darba pétijuma par uznéméjdarbibas iz-

glitibas ietekmi

H3: Dalibai informativi izglitojoSos seminaros par uznéméjdarbibu nav biitiska efekta uz

studentu nodomiem nodarboties ar uznéméjdarbibu.

H4a: Daliba informativi izglitojoSos seminaros par uznéméjdarbibu uzlabo studentu po-

zitivas diskrétas uznémeéjdarbibas emocijas.

H4b: Daliba informativi izglitojoSos seminaros par uznéméjdarbibu mazina studentu ne-

gativas diskrétas uznéméjdarbibas emocijas.

H5a: Piclietota macibu metode modere diskréto emociju efektu uz trim Planotas uzvedi-

bas teorijas galvenajiem elementiem.

H5b: Studentu grupa moderé diskréto emociju efektu uz trim Planotas uzvedibas teorijas

galvenajiem elementiem.

H5c: Lektora autentiskums moderé diskréto emociju efektu uz trim Planotas uzvedibas

teorijas galvenajiem elementiem.

1.4. Galvenie izvirzitie petijuma argumenti

1. Informativi izglitojoSie seminari par uznémeéjdarbibu neveicina studentu uznémejdar-
bibas nodomus, jo tie ir parak stabili, lai 1sa pasakuma laika tos varétu biitiski ietekmét.

2. Informativi izglitojoSie seminari par uznéméjdarbibu uzlabo studentu pozitivas uzné-
méjdarbibas emocijas un mazina studentu negativas uznémeéjdarbibas emocijas.

3. Autentiski lektori butiskak ietekmé studentu uznéméjdarbibas emocijas un nodomus
neka neautentiski lektori.

4. Eksperimentalas lekcijas atstaj lielaku efektu uz studentu uznéméjdarbibas emocijam
un nodomiem neka tradicionalas lekcijas.

5. Uzlabotas pozitivas emocijas un mazinatas negativas uznéméejdarbibas emocijas vei-
cina uznémeéjdarbibas nodomus.

6. Ar uznémgjdarbibas emocijam var izskaidrot dalu dispersijas, ko skaidro ar uznémgj-

darbibas nodomu elementiem, kopgja dispersija.
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1.5. Pétijuma uzdevumi

Nemot véra pétijuma mérki un no ta izrieto$as hipotezes, petijuma ir paredzets izpildit

sekojosus galvenos uzdevumus:

1.

Sniegt teorétisko pamatojumu visparpienemtajam teorijam, modeliem un ietvarstruk-
taram, kas attiecas uz Ul, vienlaikus raksturojot darba galvenos teor&tiskos stiirakme-
nus: macibu metodes/modeli un Planotas uzvedibas teorija.

Sniegt teorétisko pamatojumu daudzsolosam teorijam, modeliem un ietvarstruktiram,
kas fokusgjas uz p&tniecibu par Ul, kam tai pasa laika ir liela nozime autora promocijas
darba: autora paSizstradata ietvarstruktiira par afektivam emocijam, Afekta iedvesmas
modeli un lektora autentiskumu.

Veikt sistematisku literatiiras parskatu par pétijumiem par Ul ietekmi, analizgjot cité-
tos un lidzcitétos avotus, lai sistematizétu un iedalitu esoSas akadémiskas zinaSanas
par Ul, vadoties p&c tematiska satura.

Izstradat terminologisko ietvarstruktiiru uznéméjdarbibai un Ul, tadejadi paaugstinot
promocijas darba lietoto terminu precizitati. Ta ka jédzieniem uznémejdarbiba un Ul
ir dotas loti daudzas definicijas, promocijas darba autors veido izpratni par konkréto
pétljumu jomu, no vienas puses, izmantojot daudzas definicijas, un, no otras puses,
skaidri noskirot izvélétas definicijas no citam definicijam un to skaidrojumiem.

Veikt kvazieksperimentalu p&tijumu, izmantojot kontroles grupas, ka ar priekSaptau-
jas un pécaptaujas par informativi izglitojosiem seminariem par uznémeéjdarbibu, lai
iegiitu jaunas zinaSanas, no vienas puses, par petjjumiem par konkréto apstaklu nozi-
migumu pétijumos par Ul ietekmi un, no otras puses, par afekta-nodomu likumsaka-
ribu.

. Analiz&t informativi izglitojo$o seminaru par uznéméjdarbibu ietekmi uz diskrétu uz-

némgejdarbibas emociju un nodomu nodarboties ar uznémégjdarbibu veidosanos, ka art
noskaidrot mainigos, kuri moderé vai medi¢ Sos efektus, tadejadi papildinot teorétis-

kos pamatus Planotas uzvedibas teorijai un Afekta iedvesmas modelim.

. Izstradat secinajumus un priekslikumus informativi izglitojoSu seminaru par uznémé;j-

darbibu vadisanai, lai maksimiz&tu $adu pasakumu rezultatus. Promocijas darba, Sie

rezultati meriti, izmantojot studentu gitos afektivos macibu rezultatus.
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1.6. Petijuma dizains un metodes

Autora promocijas darba metodologiskais pamats galvenokart balstas uz kvantitativo
pétniecibu. Dala no promocijas darba teoretiskas dalas, jo Tpasi sistematiskaja literatiiras par-
skata, veikta cit€jamibas analize un arT lidzcit€jamibas analize ]lava norobezot dazadu petijumu
par Ul kategorijas. V&laka posma, dzilaks p&tijums par satura Iidzibam $aja izlas€ lauj vieglak
gan identificét lidzigu t€mu grupas, gan klasificét literatiiras avotus atbilsto$i STm grupam
(Lifidn & Fayolle, 2015; Xi et al., 2015). Lidz ar to veikta kvalitativas klasifikacijas procediira

apstiprina kvantitativas pieejas, t.i., lidzcit€§jamibas analizes, rezultatus.

P&tijuma empiriska dala ir balstita uz iegiitajiem datiem dazadas Kaiserslauternas Lie-
tiSko zinatnu universitates studentu pils€tinas, Vacija, veicot aptaujas, kuru dalibniekiem tika
izplatitas anketas gan pirms (ex-ante), gan p&c (ex-post) informativi izglitojoSiem seminariem
par uznémgéjdarbibu. Promocijas darba tika pielietots kvazieksperimentals pétijuma dizains
laboratorijas apstaklos, izmantojot macibu telpu ka kontrol&tu vidi parasto laboratorisko ek-
sperimentu veik3anai (eksperiments macibu telpa) (Hsu, Simmons & Wieland, 2017). Sada pie-
eja atbilst nesenajiem zinatnieku ieteikumiem attieciba uz Ul, kas iesaka paaugstinat metodo-
logijas precizitati (skat., piem., Lorz, Mueller & Volery, 2013). Tap&c promocijas darba autors
néma vera tas vertigas zinatniskas atzinas, kas gitas no vairakiem augstvertigiem p&tjjumiem
par Ul (Souitaris, Zerbinati, & Al-Laham, 2007; Oosterbeek, van Praag, & ljsselstein, 2010;
Lorz, 2011; Sanchez, 2011; Martin, McNally, & Kay, 2013; Rideout & Gray, 2013; Blenker et
al., 2014; Nabi et al., 2017).

Kopuma péc 17 sarikotiem informativi izglitojoSiem seminariem par uznéméjdarbibu
(pieci bija balstiti uz tradicionalo un divpadsmit — uz eksperimentalo maciSanas metodi), 376
studenti aizpildija ex-post anketas; 323 anketas tika atzitas par derigam. No 17 informativi iz-
glitojoSiem seminariem par uznémejdarbibu, septini tika Tstenoti ar biznesu nesaistitas studiju
programmas (216 studenti aizpildija ex-post anketas un 182 aizpildija ex-ante anketas) un des-
mit seminari tika Tstenoti biznesa administracijas programmas (160 studenti aizpildija ex-post
anketas un 141 aizpildija ex-ante anketas). Bez tam, kontroles grupa bija 239 studenti: 154 no
ar biznesu nesaistitam studiju programmam, bet 85 no biznesa administracijas programmas.
Kas attiecas uz studentiem no ar biznesu nesaistitam studiju programmam, gan izméginajuma,
gan kontroles grupa bija no loti dazadam studiju programmam, ieskaitot informacijas tehnolo-
gijas (49%), inzenierzinatnes (31%), farmaciju (10%), lietiskas dzivibas zinatnes (8%) un lo-

gistika (2%).

Datu analize tika veikta, (pakapeniski) izmantojot galvenokart multilinearas regresijas

modelus un atskiriba-atskiribas pieeju (difference-in-differences framework) (ieskaitot t-testus).
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Pirms tam tika veikta patiesa (autentiska) lepnuma (galvenas paSapzinasanas emocijas), PA-
NAS (Positive and Negative Affect Schedule — Pozitiva un negativa afekta novért&jums), ie-
dvesmas, Planotas uzvedibas teorijas galveno elementu, nodomu nodarboties ar uznémgjdar-

bibu un lektora autentiskuma faktoru analize un méroga ticamibas testi.

1.7. Petijuma ierobezojumi

Autors atzist atseviSkus pétniecibas ierobezojumus, piem., netiek aplikota kultiiras
vértibu nozime, kas ietekmé to, ka individi dazadas sabiedribas uztver uznéméjdarbibu un Ul
(Lifidn & Chen, 2009). Tikai vienas Vacijas universitates — Kaiserslauternas LietiSko zinatnu
universitates pieredzes izpete zinama méra ierobezo ieglto rezultatu pielietojamibu , tapec bitu

ieteicams paplasinat So petijumu lidz starptautiskam merogam.

lesp&jami uzlabojumi attieciba uz izpétitajam studiju programmam — tas nav visaptvero-
Sas, un ari paraugkopas sadalijjuma lidzsvarotibu attiecigajas ar biznesu nesaistitas studiju
programmas (§1 pétijuma paraugkopa sastav no liela informacijas tehnologijas studentu skaita).
Tas nozime to, ka turpmakos pétijumos vajadzetu detalizetak izpéetit ar biznesu nesaistitam stu-
diju programmam. L1dz Sim, studenti no ar biznesu nesaistitam disciplinam (piem., inZenierzi-
natnes, informacijas tehnologijas) tika apvienoti viena grupa, to nosaucot par “studentiem no ar
biznesu nesaistitam studiju programmam”. Tomer studentiem no ar biznesu nesaistitam studiju
programmam, kuri studé dazadas jomas, var bt atSkirigas uznémeéjdarbibas ambicijas, kas, ie-

sp&jams, noved pie atskirigiem rezultatiem.

Kas attiecas uz lektora autentiskumu, tad iesp&jams panakt lielaku paraugmodela
efektu. Saja pétijuma lektoram bija akadémiska izglitiba uznéméjdarbiba un informacijas teh-
nologijas, kas tadgjadi lava labak saprasties ar informacijas tehnologijas studentiem. Uznémgju
ka lektoru izmantoSana informativi izglitojoSos seminaros par uznémeéjdarbibu varétu nodrosi-
nat labakus afektivos macibu rezultatus, ja §adi lektori parstav lidzigu disciplinaro jomu, kadu
apgist studenti. Sis jautajums netika izvérsts $aja pétijuma, jo tikai viens lektors rikoja infor-
mativi izglitojoSus seminarus par uznémeéjdarbibu, tadejadi radot potencialu iespgjamiem uzla-
bojumiem. Tacu lektora autentiskuma novértéjums bija augsts (visu ¢etru faktoru, kuri nosaka
lektora autentiskumu, vidgjas vertibas parsniedza 5 punktus no maksimali 7), un rezultati para-
dija, ka informacijas tehnologijas studenti lektora autentiskumu nav noveértéjusi daudz augstak

neka tie studenti, kas ir no citam ar uznémeéjdarbibu nesaistitam studiju programmam.
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Pastav vél ari cits ierobezojums attieciba uz afekta-nodomu likumsakaribu. Sini sakara,
diskrétas uznéméejdarbibas emocijas nav nekas cits ka dala no pétamas afekta-nodomu likum-
sakaribas — ta vieta, lai mekl&tu papildus citas diskrétas uznémejdarbibas emocijas ka iesp&ja-
MOS mainigos pétijumos par Ul ietekmi, turpmakie p&tijumi $aja joma varétu ari paplaSinat
skatfjumu uz noskanojumu un/vai temperamentu un to, ka tie ietekmé€ individus, novertgjot uz-

némgéjdarbibu ka savu iesp&jamo karjeras celu.

Turklat autora promocijas darbs koncentréjas tikai uz vienu uznéméjdarbibas pro-
cesa dalu — pirms konkréta uznémiga darbiba ir uzsakta. Turpmakie p&tijumi par diskrétam
uznéméjdarbibas emocijam varétu papildinat miisu zinaSanas par tam saistiba ar uznémeéjdarbi-
bas procesa iztrikstosajiem posmiem, t.i., /idz konkrétas uznémigas darbibas uzsaksSanai vali

peéc tas (piem., biznesa planosanas un konkrétu biznesa aktivitasu izpildes laika).

Metodologiska pieeja sistematiska literatiiras parskata veikSanai ari saistita ar iero-
bezojumu. Literatiiras atlases process talakai tas cit€jamibas analizei ietver subjektivo aspektu,
pat ja tiktu pievienoti vél dazi objektivi kvalitativi kritériji, kas uzlabotu p&tijumu. ST subjekti-
vitate atspogulojas ar1 pétijjuma rezultata izveidotaja zinatnisko rakstu klasifikacija, kas veikta
pec kritiskas rakstu satura izpétes. Kas attiecas uz cit€jamibas analizi un ar1 lidzcit€§jamibas
analizi, autors atzist, ka bibliometriskam metodém ir savi ierobeZojumi, jo nav iesp&jams izdarit
kvalitativas prognozes par to, ka p&tijumi attistisies nakotng, tadejadi aprobezojoties ar iesp&ju

paradit tikai acimredzamakas tendences (Linan & Fayolle, 2015).

1.8. Petijuma periods

Sistematiska literatiras parskata, kas ir autora darba teorétiskas dalas galvenais rezultats,
pétijuma periods ir pedgjie 30 gadi, kuros ir raditas pamatos zinatniskas zinasanas par Ul un
kad ta ir strauji attistijusies (Martin, McNally & Kay, 2013). Sistematiskais literatiiras parskats
tika veikts laika posma no 2017. gada sakuma Iidz 2018. gada jtlijam. Balstoties uz vel neiz-
pétito jomu analizi un atzitu zinatnieku formulétajiem pétjjumu virzieniem, konceptualas ie-
tvarstruktiiras izstrade, ka arf aptaujas izveido$ana turpinajas lidz 2018. gada oktobrim. ST pro-
cesa laika 2018. gada augusta tika veikta sakotngja aptauja Uznémeéjdarbibas vasaras skola, lai

parbauditu izveletos jautajumus/merogu un tad€jadi atrastu veidus, ka uzlabot So aptauju.

P&tijuma primaras izpétes dala ir tiesi saistita ar aptaujas veikSanas beigam, jo pirmie
izglitojoSie pasakumi sakas 2018. gada oktobra vidi, kad sakas akadémiskais semestris Kaiser-
slauternas Lietidko zinatnu universitate. Cetru nedélu laika tika organizéti, no vienas puses,

astoni informativi izglitojoSi seminari par uznémeéjdarbibu un, no otras puses, dati tika iegti
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no septinam kontroles grupam. Kas attiecas uz izvéléto izméginajuma grupu, §1 procediira tika
atkartota nakamaja akadémiskaja semestri, lai iegiitu pec iesp&jas precizakus datus, un devini

sadi seminari tika sarikoti 2019. gada aprili.

Pirmais datu analizes periods sakas péc pirmas informativi izglitojoSo seminaru par uz-
némejdarbibu sérijas 2018. gada oktobra vidi. Otrais datu analizes periods sakas 2019. gada

junija, vienlaikus arT pabeidzot datu iegiSanu.

1.9. Pétijuma teorétiskais pamatojums

Autora promocijas darba parsvara ir ieklautas zinatniskas atzinas, kas iegtitas no vadosa-
jiem ekspertiem un atzitiem zinatniskiem Zurnaliem tadas jomas ka uznéméjdarbiba, psiholo-
gija un izglitiba un, precizak, p&tijumi par Ul ietekmi, lai izveidotu teor&tisko un metodologisko
pamatu. Saja sakard, tie§i zinatniskie raksti, ievietoti sekojo$os zinatniskos zurnalos, kalpoja
par teorétisko un metodologisko pamatu: Academy of Management Review; Academy of Ma-
nagement, Learning and Education; Education + Training; Entrepreneurship & Regional Deve-
lopment; Entrepreneurship, Theory and Practice; Journal of Applied Psychology; Journal of
Business Venturing; Journal of Personality and Social Psychology; Journal of Small Business

Management; Small Business Economics.

Lielako dalu no promocijas darba teorétiskas dalas veido sistematiskais literatliras par-
skats par pétijumiem par Ul ietekmi, sistematiz&jot un klasificgjot eso$as zinasanas, uzsverot
neizpétitas jomas un nosakot turpmako pétijumu virzienus. Ir daudzi zinatnieki, kas veltijusi
savus zinatniskos rakstus Ul, tadejadi vieSot skaidraku “Status Quo” §in1 joma (Gorman, Han-
lon & King, 1997; Katz, 2003; Kuratko, 2005; Pittaway & Cope, 2007; Martin, McNally &
Kay, 2013; Nabi et al., 2017). Konceptualus zinatniskos rakstus (piem., par definicijam un me-
todologijam) ir veltfjusi daudzi ievérojamie zinatnieki (Boyd & Vozikis, 1994; Kolvereid &
Moen, 1997; Krueger, Reilly &Carsrud, 2000; Luethje & Franke, 2003; Fayolle, Gailly & Las-
sas-Clerc, 2006b; Souitaris, Zerbinati & Al-Laham, 2007; Fayolle & Gailly, 2008; Sanchez,
2011; Lackéus, 2014). Kas attiecas uz “saikni starp uznémgjdarbibas izglitibu un pedagogiska-
jam teorijam”, kas ir svarigs aspekts attieciba uz Ul ietekmes izp&ti promocijas darba, atsevisku
zinatnieku darbi ir fundamentali (Béchard & Grégoire, 2005b; Jones & Matlay, 2011; Fayolle,
2013; Fayolle & Gailly, 2015; Nabi et al., 2017). “Macibu metozu atskiriba” ir vél viena pro-
mocijas darba dala (t.i., tradicionala un eksperimentala metode, ko pielieto, izglitojot par uzné-
mgéjdarbibu), kas ir galvenokart balstita uz zinatniskiem rakstiem (Lifidn, 2004; Mwasalwiba,

2010; Fayolle, 2013; Martin, McNally & Kay, 2013; Piperopoulos & Dimov, 2015; Rauch &
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Hulsink, 2015; Nabi et al., 2017). Visbeidzot, “izglitojoSu pasakumu efektivitate”, t.sk., nemot
veéra konkrétos kontekstualos apstaklus, saturu un studentu grupu, ir apliikota vairaku autoru
zinatniskajos rakstos (Pittaway & Cope, 2007; Wilson, Kickul & Marlino, 2007; Fayolle &
Gailly, 2008; Mwasalwiba, 2010; Oosterbeek, van Praag & ljsselstein, 2010; Jones & Matlay,
2011; Bae et al., 2014; Fayolle & Gailly, 2015; Piperopoulos & Dimov, 2015; Nabi et al., 2017).

Terminologija par uznémgjdarbibu, Ul un UN aplikota virkng zinatnisko rakstu (Gar-
tner, 1985; Carsrud & Johnson, 1989; Venkataraman, 1997; Sharma & Chrisman, 1999; Shane
& Venkataraman, 2000; Bruyat & Julien, 2001; Busenitz et al., 2003; Lifian, 2004; Fayolle,
Gailly & Lassas-Clerc, 2006b; Fayolle & Gailly, 2008; Izquierdo, 2008; Mueller, 2008;
Thompson, 2009; Jones & Matlay, 2011; Shane, 2012; Johansen & Schanke, 2013; Delanoé-
Gueguen & Fayolle, 2018).

Virkne zinatnisko darbu ir veltita parskatam par afektu un ta attiecigajam definicijam
(Gagné, 1984; Forgas, 1992; Cloninger, 1994; Clore, Gaspar & Garvin, 2001; Isen, 2001; Ba-
ron, 2004; Bosman, Sutter & van Winden, 2005; Barsade & Gibson, 2007; Schwarz & Clore,
2007; lzard, 2009; Welpe et al., 2012; Verzat, O’Shea & Jore, 2017). Tapat virkne nozimigu
zinatnisko darbu ir veltita afektam Ul, un ari Afekta iedvesmas modelim, kas ir promocijas
darba viens no teoretiskajiem stirakmeniem (Forgas, 1995; Souitaris et al., 2007; Baron, 2008;
Foo, Uy & Baron, 2009; Rivis, Sheeran & Armitage, 2009; Grichnik, Smeja & Welpe, 2010;
Zampetakis et al., 2015).

Atseviski autori savos zinatniskajos rakstos pétijusi Ul ietekmi, balstoties uz domingjoso
teoriju, Planotas uzvedibas teoriju (Fishbein & Ajzen, 1975; Ajzen & Fishbein, 1980; Ajzen,
1987, 1991; Conner & Armitage, 1998; Tkachev & Kolvereid, 1999; Krueger, Reilly &
Carsrud, 2000; Armitage & Conner, 2001; Sheeran, 2002; Luethje & Franke, 2003; Choy, Kup-
posamy & Jusoh, 2005; Gelderen et al., 2008; Lifian & Chen, 2009; lakovleva, Kolvereid &
Stephan, 2011; Siu & Lo, 2013; Schlaegel & Koenig, 2014; Kautonen, Gelderen & Fink, 2015;
Rauch & Hulsink, 2015; Steinmetz et al., 2016; Gelderen et al., 2017; Delanoé-Gueguen &
Fayolle, 2018).

Savos pétijumos, virkne autoru ir koncentrgjusies uz to, ka palielinat dispersijas, ko
skaidro ar UN, 1patsvaru kopg&ja dispersija un, jo ipasi, afekta-nodomu likumsakaribu
(Fayolle, Gailly & Lassas-Clerc, 2006a; Souitaris, Zerbinati & Al-Laham, 2007; Baron, 2008;
Sandberg & Conner, 2008, Rivis, Sheeran & Armitage, 2009, Cardon et al., 2012; Arpiainen et
al., 2013; Grégoire et al., 2015; Zampetakis et al., 2015; Krueger & Sussan, 2017; Nabi et al.,
2017). Promocijas darba pielietotas metodologiskas pieejas pamats balstas uz virkni zinatnisko
rakstu par psihologiju, kas lauj pétit minéto likumsakaribu (Watson, Clark & Tellegen, 1988;
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Thrash & Elliott, 2003; Tracy & Robins, 2007; Williams & DeSteno, 2008, 2009; Orth, Robins
& Soto, 2010; Tracy, Shariff & Cheng, 2010; Lackéus, 2014; Zampetakis et al., 2015).

Visbeidzot, kas attiecas uz pielietotajam macibu metodém, to teorétisko pamatojumu un
klasifikaciju, ka ar1 sakotn€jam zinatniskam atzinam, autors izmantoja virkni zinatnisko darbu
(Gagné, 1984; Johannisson, 1991; Kraiger, Ford & Salas, 1993; Hytti & O’Gorman, 2004,
Lifi&n, 2004; Béchard & Grégoire, 2005b; Arvanites et al., 2006; Béchard & Grégoire, 2007;
Henry, Hill & Leitch, 2007; Fayolle & Gailly, 2008; Gird & Bagraim, 2008; Nab et al., 2010;
Lifian, Rodriguez-Cohard & Rueda-Cantuche, 2011; Lorz, 2011; Blenker et al., 2012; Johansen
& Schanke, 2013; Krueger, 2015; Kozlinska, 2016; Macht & Ball, 2016; Kamovich & Foss,
2017; Kozlinska, Mets & Rdigas, 2017; Krueger & Sussan, 2017; Nabi et al., 2017; Toutain et
al., 2017; Bergmann et al., 2018). Turklat, $aja macibu metozu analizg ir nemtas veéra vairakas
teorijas, proti, Konstruktivisma teorija (Constructivist Theory) (Piaget, 1952), Sociali kulturala
teorija (Sociocultural Theory) (Vygotsky, 1962), Socialas maciSanas teorija (Social Learning
Theory) (Bandura, 1971), lzvietotas izzinas teorija (Situated Cognition Theory) (Brown, Col-
lins & Duguid, 1989), un Pieredzes apguves teorija (Experiential Learning Theory) (Kolb &
Kolb, 2005). Saistiba ar lektora autentiskumu, nozimiga promocijas darba dala ir veltita Ul
ietekmei, balstoties uz vairaku autoru darbiem (Cranton & Carusetta, 2004; Kernis & Goldman,
2006; Kreber et al., 2007; Wood et al., 2008; Kreber, McCune, & Klampfleitner, 2010; Akoury,
2013; Kreber & Klampfleitner, 2013; Wright, 2013; De Bruyckere & Kirschner, 2016, 2017).

1.10. Petijuma zinatniska novitate

Promocijas darbs rada bitisku zinatnisko novitati attieciba uz afekta-nodomu likumsaka-
ribu, izskaidrojot papildu dispersijas, ko skaidro ar UN, Tpatsvaru kopgja dispersija, kas palidz
labak izprast pasu pirmo uznéméjdarbibas procesa posmu. Pielietojot $o pieeju, promocijas
darba ir kombinéts Afekta iedvesmas modelis ar Planotas uzvedibas teoriju, tadejadi piedavajot
jaunu pétniecibas virzienu nakotnei. Papildus tam, promocijas darba ir ietvertas Sadas zinatnis-

kas novitates:

1. Tika izstradata afekta definiciju ietvarstruktiira, tadejadi radot dzilaku izpratni par
afektu un emocijam un atdalot terminologiju par citam emocionalam jatam.

2. Tika izpetiti macibu rezultati, kas gtti informativi izglitojoSos seminaros par uzné-
méjdarbibu, sekojot Lorza (Lorz, 2011) ieteikumam nemt véra So nepietiekami izp&tito
metodologisko pieeju pétijumos par Ul ietekmi, jo $adi seminari var paaugstinat

augstakas izglitibas iestadés ekonomisko efektivitati. Saistiba ar to, promocijas darba
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tika pétits divu plasi izmantotu macibu metoZu pielietojums $ados seminaros: tradi-
cionala un eksperimentala. Sis pétijums atklaj iespéjamo eksperimentalas metodes pa-
rakumu salidzinajuma ar tradicionalo macibu metodi attieciba uz studentu giitajiem
afektivajiem macibu rezultatiem, tadejadi paaugstinot Ul pasakumu efektivitati.

3. Tika izpétita Ul ietekme uz studentu no ar biznesu nesaistitam studiju program-
mam macibu rezultatiem, nemot véra sagaidamo tendenci, ka uznémgjdarbibai
arvien biezak pieversisies studenti no ar biznesu nesaistitam studiju programmam, kam
ir liels radosSs potencials.

4. Tika izvertéts lektora autentiskums un ta efekts uz studentu macibu rezultatiem,
lai varétu paaugstinat Ul pasakumu efektivitati, nemot véra lektora nozimi un Iidztekus
ar1 izveletas macibu metodes nozimi.

5. Tika noskaidroti kontekstualie faktori, kas moderé informativi izglitojoSo seminaru
par uznémgéjdarbibu efektus uz diskrétam uznéméjdarbibas emocijam un nodomiem,
tadejadi padzilinot musu zinasanas par Ul pasakumu efektivitati un noradot uz to, ka

izglitot perspektivus uznémejus.

1.11. P&tfjuma zinatniska nozimiba

Uznémejdarbibas pétnieki ir nepartraukti papildinajusi zinatniskas zinasanas, izmantojot
teorijas un atzinas no citam disciplinam, lai saprastu, ka perspektivi uznémgji apgiist zinasanas
un iesaistas uznémiga darbiba (piem., lakovleva, Kolvereid & Stephan, 2011; Mets, Kozlinska
& Raudsaar, 2017). Promocijas darba ir izmantota min&ta pieeja un ari sniegts ieguldijums uz-
némgjdarbibas pétnieciba, pielietojot atzinas no tadam zinatném ka psihologija un izglitiba
(piem., Lifidan & Fayolle, 2015). Ka uzskata atseviski zinatnieki (Gorgievski & Stephan, 2016;
Cardon et al., 2012), psihologijai ir lielas iespgjas iegtit dzilaku ieskatu par uznémigas darbibas
dzingjspekiem. Saja konteksta, galvena promocijas darba teorétiska nozime ir teorétiskajam
papildinajumam Planotas uzvedibas teorijai, kas ir svarigaka teorija pétijumiem par Ul ietekmi.
Konkrétak, promocijas darba ir formul&ts inovativs priekslikums kombinét Afekta iedvesmas

modeli (Forgas, 1995) ar Planotas uzvedibas teoriju (Ajzen, 1991).

Saja sakara nodomi, kas tiek meriti, izmantojot Planotas uzvedibas teoriju (Ajzen, 1991;
Gorgievski & Stephan, 2016) parada “cik sparigi cilvéki vélas méginat un cik daudz ptlu tie
plano pielikt, lai not€lotu savu uzvedibu” (how hard people are willing to try, of how much of
an effort they are planning to exert, in order to perform the behavior) (Ajzen, 1987, 44. Ipp.)
un norada uz “personas motivaciju, atbilsto$i savam izsvértajam planam vai lémumam, pielikt

piles, lai izspéletu savu uzvedibu” (a person’s motivation in the sense of her or his conscious
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plan or decision to exert effort to enact the behavior) (Conner & Armitage, 1998, 1430. Ipp.).
Saja gadijuma, “uzvediba” var tikt aizstata ar “uznémiga darbiba” uzpéméjdarbibas nodomu
konteksta (Lorz, 2011), jo UN ir netiess raditajs tam, ka uznémiga darbiba vélak arT tiks istenota

(Rauch & Hulsink, 2015).

Diskretas uznémeéjdarbibas emocijas, pilnigi pretgji, kalpo ka mainigie, kas pieméroti
Afekta iedvesmas modelim, jo tas veido intensivas un islaicigas afektivas sajiitas, kas vérstas
uz konkrétu mérki vai notikumu (Forgas, 1992; Clore, Gaspar & Garvin, 2001; Barsade & Gib-
son, 2007; Schwarz & Clore, 2007). Saskana ar sistematiska literatiiras parskata, ko veica Kel-
lers un Kozlinska (2019), rezultatiem, afekta un emocijas jédzieni uznémgéjdarbibas konteksta
tiek definéti vienigi plasi. Sava p&tijuma minétie autori norada uz zinatniskajos darbos trukstoso
konkrétibu, t.i., kada veida afekts vai emocijas tiek pétitas. Ta ka veikt afekta veidu un afektivo
jutu klasifikaciju un noteikt atskiribas starp tam ir sarezgiti dazadu esoso to sinonimu un defi-
niciju d&l, promocijas darba izstradata afekta teorétiska ietvarstruktiira (Keller & Kozlinska,
2019) ir otrs svarigakais ieguldijums teorija. Tas rada dzilaku izpratni par afektu un emocijam
un nodroSina terminologisko precizitati, turklat tas var kalpot citiem pétniekiem, kas p&ta Ul
ietekmi. Taja ir arT noradita terminologiska atSkiriba starp diskrétam uznéméjdarbibas emoci-
jam un citam emocionalam jatam.

Citi autori (Arpiainen et al., 2013) argumentg, ka emocijas var izraisit kontekstuali fak-
tori, kas nozimé, ka nav tikai jaizp&ta, ka emocijas un nodomi ietekmé uznémejdarbibas uzve-
dibu, bet arT padzilinati jaizprot, ka, kad un kapéc tas mainas (Grégoire et al, 2015). Sadi kon-
tekstualie faktori ir ietverti promocijas darba un tika izskaidroti jau ieprieks. ST pieeja, no vienas
puses, rada labaku izpratni par pozitivo un negativo emociju dinamiku Ul konteksta, ka to ie-
teica citi autori (Cardon et al., 2012; Arpiainen et al., 2013) un, no otras puses, sniedz dzilaku
izpratni par uznémeéjdarbibas emociju lomu — gan saistiba ar Planotas uzvedibas teoriju, gan

uznéméjdarbibas nodomu rasanos (Zampetakis et al., 2015).

Macibu metozu izpéte, balstoties uz atsevisku autoru izstradato macibu modela ie-
tvarstrukttru (Bé-Chard & Grégoire, 2005b), kalpo ka pedagogiskais pamats Ul pasakumu kla-
sificéSanai. Saja gadijuma ir vérts izpétit eksperimentalo metodi, ko izmanto U, jo ta “jopro-
jam ir salidzino$i agrina konceptualas attistibas stadija” (Robinson & Josien, 2014, 183. Ipp.).
Eksperimentala macibu metode balstas uz Pieredzes apguves teoriju (Kolb & Kolb, 2005).
Turklat ta izmanto uz studentiem verstu pieeju, nemot véra to vajadzibas un intereses, lai pozi-
tivi ietekmétu uznéméjdarbibas ambicijas (Robinson et al., 2016). ST stratégija ir diezgan lidziga

Socialas maciSanas teorijai (Bandura, 1963), kas mégina radit socialas uzvedibas pieeju, ko

86



pielietot macibu vidé (Krueger, 2007). V&l jo vairak, eksperimentala macibu metode, ko iz-
manto Ul, balstas uz Konstruktivisma modeli (Krueger, 2007, 2009, 2015), pienemot, ka zi-
nasanas attistas, un ir vajadzigs tikai pamudinoss notikums, un uz autentiskas saskanas kon-
cepciju, tadejadi méginot radit lidzibu ar realu uznémejdarbibu un atbilstibu realai uznémg;j-

darbibai (Macht & Ball, 2016).

Kas attiecas uz eksperimentalas un tradicionalas metodes, ko izmanto uznéméjdarbibas
izglitiba, salidzinajumu, atseviski autori (Fayolle, 2013, 696. Ipp.) ir noradijusi uz pétijumu
truakumu, kas salidzinatu “dazadu macibu metozu efektivitati un lietderibu, kas tiek izmantotas,
macot viena un ta paa profila studentus”. Sim kritikas jautagjumam tika pievérsta ipasa uzma-
niba promocijas darba, izp&tot eksperimentalas un tradicionalas metodes, ko izmanto Ul — tika
veikta studiju kursu, ko apgiist studenti no ar biznesu nesaistitam studiju programmam un stu-
denti no ar biznesu saistitam studiju programmam, satura izp&te. Tapec promocijas darba ir
sniegts jauns skatijums uz macibu rezultatiem, pielietojot eksperimentalo macibu metodi, ne-
mot véra kritiku, ka Ul ir javirzas prom no pielietotas uz lektoru centrétas pieejas (tradicionala
macibu metode, ko raksturo iegaumésana un atceréSanas (skat., Krueger, 2007)) uz studentu
centréto pieeju (eksperimentala macibu metode, ko raksturo gadijuma izpétes (skat. Krueger,
2007)) (Robinson et al., 2016). Nemot véra citu autoru piedavato pieeju (Fayolle & Gailly,
2015), ir skaidri janodala macibu procesa sastavdalas — tradicionala un eksperimentala, lai iz-
vairitos no rezultatiem, gatiem, pielietojot jauktas macibu metodes, kuros to raditos efektus

nevar nodalit.

1.12. Petfjuma praktiska nozimiba

Promocijas darbs dod savu ieguldijumu augstako izglitibas iestazu parvaldibas uzlabo-
Sana, atbildot uz $adiem praktiskiem jautajumiem: Ka padarit Ul pasakumus rezultativakus un
efektivakus? Ka iedvesmot dazadu disciplinu studentus rikoties uznémigi? Ka klut par sekmi-

gaku uznémeéjdarbibas disciplinu pasniedzgju?

Tapéc, noskaidrojot to, ka izglitot perspektivus uznéméjus, promocijas darba iegtitas at-
zinas ir attiecinamas ar1 uz izglitibas parvaldibu, tadejadi sniedzot praktiskus ieteikumus
augstakas izglitibas iestadés Vacija attieciba uz to, ka uzlabot Ul efektivitati un lietderibu. Tur-
klat, promocijas darbs sniedz ipasus ieteikumus, ka macit uznéméjdarbibu studentiem, kas ir
no ar uznémejdarbibu nesaistitam programmam. P&tijuma valsti, Vacija, ka arT citas pasaules
valstis biznesa administréSanas vai biznesa vadibas fakultates sastada tikai nelielu dalu (dazreiz

mazaku, dazreiz lielaku) no dazadam augstakas izglitibas iestades fakultatém, kuras var macit
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uznéméjdarbibu. Tomer izskiroSais ir tas potencials uznémeéjdarbibai, ar ko nodarbosies stu-
denti, kas ir no ar uznémgjdarbibu nesaistitam programmam un kuriem pétijumos par Ul ir
japievers lielaka uzmaniba. Saja gadijuma, plasa Ul ievieSana ar uznéméjdarbibu nesaistitas
fakultates augstakas izglitibas iestades varetu stimulét studentu, kas apgiist ar uznéméjdarbibu
nesaistitds programmas, diskrétas uznémeéjdarbibas emocijas, un tas, savukart, var veicinat to
nodomus nodarboties ar uznémeéjdarbibu. Tas var vél vairak veicinat uznémigu darbibu, jo no-
domi nodarboties ar uznéméjdarbibu ir ta netieSs raditajs (Rauch & Hulsink, 2015) — pat p&c
ilga laikposma (Lifi&n, Rodriguez-Cohard & Guzman, 2011). Iznakuma, uznémiga darbiba rada
inovacijas, ekonomisko izaugsmi un konkurétsp&ju (Baumgartner, Puetz & Seidl 2013; Am-
metller, Rodriguez-Ardura & Llados-Masllorens 2014), uzsverot promocijas darba sniegto at-
zinu nozimigumu attieciba uz afekta-nodomu likumsakaribu. Sis atzinas attiecas uz bitisku
dalu no uznémgjdarbibas procesa, jo tadejadi ir iesp&jams labak izprast pasu pirmo uznémgj-
darbibas procesa stadiju, kas 1idz ar to palidz radit pozitivus efektus uz diskrétam uznémeéjdar-

bibas emocijam, UN un uznémigu darbibu.

Nemot veéra mérki paaugstinat Ul efektivitati, vertigs petniecibas virziens var but dazadu
macibu metozu izpé&te, lai nodrosinatu lielaku efektu uz studentu diskrétam uzneémgjdarbibas
emocijam un nodomiem. Lektora autentiskuma izpg&te attiecas uz to pasu virzienu, jo tas sniedz
jaunu informaciju par pasakumiem, kas uzlabo maciSanas praksi. Lektora autentiskumam var
bt liela ietekme uz studentu macibu rezultatiem. Ka piemeru tas izmantoSanai vadibas praksé
var minét sekojoSo — augstakas izglitibas iestades varétu izmantot uzticamas novertéjuma ska-
las, ar ko izméra lektora autentiskumu, izmantojot atgriezenisko saiti no studentiem aizpildamu
veidlapu forma. Tajas biitu jaietver jautajumi/novert€juma skala, ar ko var novertét lektora au-
tentiskumu (piem., “tuvums”, “nav macibu gramatu “atgremotajs”, “dzivo, lai macitu” un “fo-
kusgjas uz tému”), ar mérki izstradat vadlinijas tam, ka ieviest dazas labakas prakses. Sis vad-
Iinijas savukart var kalpot par orientaciju lektoriem: no vienas puses, kada veida maciSana stu-
dentiem patik (piem., ja lektors sper savus pirmos solus ka pasniedzgjs un gatavo savus pirmos
macibu materialus), un, no otras puses, cik liela mera lektori [idz Sim ieveroja §is vadlinijas
(piem., ja pieredzgjusaks lektors pamana, ka ta pasniegSanas stils ir vecmodigs vai, ka ta pa-
sniegSanas metode, ieskaitot izmantotos materialus, 1sti neatbilst ceribam un studentu vajadzi-
bam). Ta ka promocijas darba rezultati parada, ka lektora autentiskums rada pozitivu efektu uz
afektivajiem macibu rezultatiem, augstakas izglitibas iestades varctu izpétit, vai $ads efekts pie-
mit arT kognitivajiem un uz prasmém balstitajiem macibu rezultatiem. Ta ka absolventu sp€jas
un panakumi ir katras augstakas izglitibas iestades Kvalitates raditajs, efektivaka macisana, iz-
mantojot lektorus ar augstaku autentiskumu, raditu augstakas izglitibas iestades konkurences

prieksrocibas.
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Turklat, promocijas darba veikta sistematiska literatliras parskata, kas lava sistematizet
un klasificet esoSas zinatniskas zinasanas par Ul, rezultati palidz petniekiem un pedagogiem
izprast atSkiribas starp apakSt€émam par Ul un rast iesp&jamo saikni starp dazadam tematiskajam

grupam.

1.13. Galveno pétijuma rezultatu prezentacija starptautiskas zinatniskas
konferences

Promocijas darba zinatnisko p&tijumu rezultatus autors ir prezentgjis tris zinatniskas kon-
ferences. Turpmakie pétijumu rezultati cita joma tika prezentéti vél viena zinatniskaja konfe-

rence.

1. 15" International Conference on Management, Enterprise and Benchmarking: Global
challenges, local answers. “Controlling in Germany from practitioners’ and students’
point of view — An Empirical Time Series Analysis.” Organised by Obuda University in
Budapest, Hungary; 28.04. — 29.04.2017.

2. 29" International Business Information Management Association (IBIMA) Conference:
Innovation Management and Education Excellence through Vision 2020. “Opportuni-
ties and Obstacles for Information Technology Start-Ups in Europe: A Comparison be-
tween Germany and Latvia.” Organised by InterCity Hotel Wien, Vienna, Austria;
03.05. — 04.05.2017.

3. 31%International Business Information Management Association (IBIMA) Conference:
Innovation Management and Education Excellence through Vision 2020. “A Research
Outlook on Learning Outcomes of Experiential Entrepreneurship Education for Stu-
dents from Different Disciplines.” Organised by NH Milano Machiavelli, Milan, Italy;
25.04. — 26.04.2018.

4. Paris Conference: The Future of Entrepreneurship: Policy and Practice. “Awakening
entrepreneurial emotions and intentions in non-business student courses through trig-
ger events: the special role of teaching methods and teacher authenticity.” Organised
by ICSB in collaboration with OECD and ICSB Global Gateway Partners, IPAG Busi-
ness School and ESSCA School of Management, Paris, France; 08.04. — 09.04.2019.
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1.14. Petijuma rezultatu publikacijas

Galvenie pétijumu rezultati tika publicéti piecos zinatniskos izdevumos. Turklat papildu

petijumu rezultati dazadas jomas tika publicéti vél divas zinatniskas publikacijas:

1.

Ruda, W. & Keller, P. G. (2017). Controlling in Germany from Practitioners’ and Stu-
dents’ Point of View — An Empirical Time Series Analysis, Proceedings of the 15%
International Conference on Management, Enterprise and Benchmarking, 365-377,
ISBN: 978-963-449-027-2.

Keller, P. G. (2017). Opportunities and Obstacles for Information Technology Start-Ups
in Europe: A Comparison between Germany and Latvia. Journal of EU Research in
Business, Vol. 2017 (2017), Article ID 422546, DOI: 10.5171/2017.422546, ISSN:
2165-9990. Indexed in Web of Science, Scopus, Engineering Village, and SJR.

Ruda, W., Keller, P. G., & Martin, Th. A. (2017). On Entrepreneurship Education as the
Supportive Approach for Students with Different Entrepreneurial Profiles. Application-
Oriented Higher Education Research, Vol. 2(3), 80-88, ISSN: 2096-2045 [Published in
Chinese].

Schonberger, M., Keller, P. G., & Maffei, F. (2018). Trends in strategic management -
Do different keyword analysis approaches induce different results? Journal of Business
Management, Vol. 15, 5-36, ISSN: 1691-5348. Indexed in Ebsco and Copernicus.

Keller P. G., & Kozlinska, I. (2018). A Research Outlook on Learning Outcomes of
Experiential Entrepreneurship Education for Students from Different Disciplines. Pro-
ceedings of the 31st International Business Information Management Association
(IBIMA) Conference, 2789-2793, ISBN: 978-0-9998551-0-2. Indexed in Web of Sci-

ence, Scopus, Engineering Village, and SJR.

Keller, P. G. (2019). Awakening entrepreneurial emotions and intentions in non-busi-
ness student courses through trigger events: the special role of teaching methods and
teacher authenticity. Proceedings of the Paris Conference on ‘The Future of Entrepre-
neurship: Policy and Practice’. ISBN: 978-1-7324980-3-7.

Keller, P. G., & Kozlinska, I. (2019). Entrepreneurial Affect and Emotions in Entrepre-
neurship Education Impact Research: A Systematic Review and Research Agenda. En-
trepreneurship Education and Pedagogy, Vol. 2(4), 281-307, ISSN: 2515-1274. In-

dexed in Web of Science and Scopus.
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1.15. Promocijas darba apjoms un struktiira

Promocijas darbs ir patstavigs pétijums, kas sastav no ievada, piecam galvenajam noda-
lam, secindjumiem un ieteikumiem, bibliografisko norazu saraksta ar 260 citétiem avotiem un
pielikumiem. Kopéjais lappusu skaits ir 177, ieskaitot 40 tabulas un 11 att€lus un neskaitot

pielikumus.

2. Galveno pétijuma rezultatu kopsavilkums

2.1. Galvenas zinatniskas atzinas — 1.nodala (teorétiskais pamatojums)

(Nodalas saturs darba aiznem 44 Ipp., kuras ietilpst 7 tabulas un 2 attéli)

Sakuma, dota nodala apliiko terminologisko bazi diviem sinergiskiem terminiem: uzné-
mgjdarbiba (entrepreneurship) un izglitiba (education). Kas attiecas uz terminu uznémeéjdar-
biba, tad skaidras robezas tam nav definétas (Venkataraman, 1997; Shane & Venkataraman,
2000; Bruyat & Julien, 2001; Gartner, 2001; Busenitz et al., 2003; Ireland & Webb, 2007,
Izquierdo, 2008; Lorz, 2011). Cits autors (Gartner, 1985) skaidrojumu par uznéméjdarbibu tiesi
saista ar jaunu (riskantu) biznesa pasakumu, turpretim daudzi citi autori (piem., Venkataraman,
1997) definicija ieklauj arT iesp&jamus alternativus rezultatus Iidztekus jauniem (riskantiem)
biznesa pasakumiem (pamatos tos sauc “iesp€jas”, t.1. “inovacijas”, un izmanto ari loti abstrakto
jédzienu “jauna veértiba”). Rezultata, sava promocijas darba autors ieskicgja izmantoto defini-
ciju bazi, un uznémejdarbibu (vai uznémeéjdarbibas projektus) interpreté ka jaunas vertibas ra-
disanas procesu esosa uznémumd vai arpus ta. Tadejadi §1 pieeja nem veéra esoso tendenci iz-
mantot plagakas uznémgjdarbibas definicijas. Saja sakara vértibu var skaidrot ka inovaciju, biz-

nesa veidoSanu vai uznéméjdarbibu.

Kas attiecas uz UN terminologisko bazi, kas ir petijumu par Ul ietekmi galvenais rezul-
tats, tad nav vienotas definicijas, jo nav skaidras uznémgéjdarbibas definicijas (Thompson,
2009). Atbilstosi ieprieks ieviestajai pasSizveidotajai uznéméjdarbibas definicijai, promocijas
darba autors nodomus nodarboties ar uznémgjdarbibu defin€ ka nolitku piedalities jaunas ver-
tibas radisanas procesa (piem., ar inovaciju palidzibu, veidojot biznesu vai nodarbojoties ar

uznémeéjdarbibu) esosa uznémuma vai arpus ta.

Kas attiecas uz Ul, promocijas darba veikta Ul ietekmes p&tijuma rezultati ir tuvi izglito-
joSu pasakumu par uznémeéjdarbibu klasifikacijai, ko izstradajis Linans (Lifidn, 2004); $adu pa-

sakumu mérkis ir “attistit izglitojamo pratu, veidot cilvéku izpratni par tadu paradibu ka uzne-
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meéjdarbiba, nodrosinat izglitojamos ar “panakumu atslégam” savai personigai attistibai un pro-
fesionalai orientacijai, ka arT pamudinat izglitojamos nodarboties ar uznéméjdarbibu” (develo-
ping learners’ minds, raising people’s awareness of the entrepreneurial phenomenon, provi-
ding them with keys to their personal development and professional orientation, and giving
them incentives to act entrepreneurially) (Fayolle & Gailly, 2008, 574. Ipp.). Lidztekus Sai de-
finicijai, citi autori (Fayolle, Gailly & Lassas-Clerc, 2006b, 713. Ipp.) sniedz ilgtsp&jigu defini-
ciju, kas attiecas uz promocijas darba pétijuma merki saistiba ar informativi izglitojoSiem pa-
sakumiem par uznémeéjdarbibu — “ieviest uznémeéjdarbibu ka iesp&jamu un alternativu izveli
studentu Kkarjerai” (introduce entrepreneurship as a possible and alternative choice of career
for the students). Tapéc pétijuma objektu “uznéméjdarbibas izglitiba” promocijas darba var de-
finét ka izpratni veidojosu izglitibu par uznemejdarbibu, kuras mérkis ir palielinat studentu
izpratni par uznemeéjdarbibu ka atsevisku temu, palidzét tiem noveértet uznemejdarbibu ka ie-
spejamo savu karjeras celu un mégindt tos iedvesmot, lai tie saktu nodarboties ar uzneméjdar-
bibu. Tadejadi, uznéméjdarbibas definicija atbilst plasakai vértibu interpretacijai (kas par-
sniedz tikai pasnodarbinatibas un uznémejdarbibas dibinasanas robezas), kas ir jau izklastits
ieprieks.

1. nodala sikak apskatiti macibu modeli, kas ir svarigi koncepcijai par Ul pasakumiem.
Saja konteksta, pieci savstarpgji saistiti jautajumi, kas ir ietverti atsevisku autoru (Fayolle &
Gailly, 2008) izstradataja macibu modeli, butiski ietekmé&ja p&tijumu $aja promocijas darba, jo
tie palidz izskaidrot kontekstualo faktorus, kas ietekmé veiktos izglitojoSos pasakumus par uz-

némgjdarbibu. Sie pieci jautajumi tika izskaidroti ar attiecigiem p&tijumiem, un ir sekojosi:
1. “Kam?” jauta par mérka auditoriju vai grupam, kam studiju kurss paredzets (skat.,
piem., Klandt & VVolkmann, 2006; Mueller, 2008);

2. “Ko?” ludz precizet studiju kursa saturu (skat., piem., Muellers, 2008; Lorzs, 2011);

3. “Kapéc?” prasa noteikt studiju kursa mérkus (skat., piem., Gagné, 1984; Johannisson,

1991; Johansen & Schanke, 2013);

4. “Ka?” jauta par pielietotajam macibu metodém un pedagogiju, kas tiek izmantota stu-

diju kursa (skat. Lifian, 2004; Béchard & Grégoire, 2005b, 2007; Blenker et al., 2012);

5. “Kadi ir macibu rezultati?” tiek jautats par studiju kursu veértgjumiem (skat., piem.,

Kraiger, Ford & Salas, 1993; Fayolle & Gailly, 2015).
Ipasi jautajums “Ka?” ir vissvarigakais attieciba uz promocijas darbu un ari vairumu pé-
tijumu Ul joma. Piem&ram, sistematiska literatiiras parskata rezultati, ko veica cits autors (To-

utain et al., 2017), aptvéra 141 rakstu par laika posmu no 1993. lidz 2016. gadam, un 58,2% no
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tiem attiecas uz minéto jomu. Kas attiecas uz jautajumu “ka iemacities”, citi autori (Béchard &
Grégoire, 2007) diferencgja tris macibu un macisanas veidus Ul konteksta: piedavajuma mode-
lis, pieprasijuma modelis un kompetences modelis. Galveno secinajumu kopsavilkums par pie-

davajuma, pieprasijuma un kompetences modeliem ir paradits nakamaja tabula.

2.1. TABULA

PIEDAVAJUMA, PIEPRASIJUMA UN KOMPETENCES MODELU RAKSTUROJUMS

Autors Piedavajuma modelis Pieprasijuma modelis Kompetences modelis
VStudentl _ka pasivi zina- Studenti ka dalibnieki Sjrud.entl ka aktivi dalib-
Béchard un Sanu sanemeji nieki
Grégoire _
(2005b) Saturu nosaka patijumi at- Saf[uru_nosakav ?tu_dentu ] S_aFulll nosak_a Prob{emu
SR vajadzibas dazadas darbi- | risinasana realas dzives
tiecigaja joma . =
bas jomas apstaklos
Izglitiba par uznéméjdar- | Izglitiba caur uznémeéjdar- | Izglitiba uznémeéjdarbibas
) bibu bibu nolukos
Hytti un
O’Gorman o S
(2004) Macibspeks nodod savas | Macibspeks ir privatsko- Macibspaks ir treneris un

zinasanas un prasmes iz-
glitojamajam

lotajs vai macisanas veici-
natajs

attistitajs

Johansen un

Pieskir studentiem tikai

Studenti uzzina, ka var
klat par uznémejiem, vei-

Studenti saskaras ar realas

Schanke - - cot konkrétus uzdevumus, | dzives jeb stam problé-

pasivu klausttaju lomu o _ —
(2013) kas saistiti ar uznémigu mam

darbibu

Blenker et al. | Studenti nepienem cita Studenti pienem tresas Studenti pienem pirmas
(2012) cilvéka skatfjumu personas skatfjumu personas skatfjumu
Kozlinska Tradicionala pieeja uzne-
(2016); Nabi =i darbib preeja uzn Eksperimentala pieeja uznéméjdarbibas maciSanai
et al. (2017) méjdarbibas macisanai

Avots: autora veidots, balstoties uz Macibu modela ietvarstruktiiru, ko izstradajis Béchard un Grégoire (2005b)

Promocijas darba nozimiga loma ir eksperimentalas macibu metodes izp&tei, lai rastu ie-
sp&jamos uzlabojumus informativi izglitojoSos seminaros par uznéméejdarbibu, t.i., vai eksperi-
mentala pieeja maciSana ir efektivaka neka tradicionala pieeja, nodroSinot labakus afektivos

macibu rezultatus.

1. nodalas tresaja apaksnodala tika raksturota Planotas uzvedibas teorija, kas veido “sva-
rigako uzvedibu noteicoso faktoru teoriju” (Conner & Armitage, 1998, 1432. Ipp.). Planotas

uzvedibas teorija tiek izmantota vairakos teor&tiskos un empiriskos darbos, kas liecina par tas
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efektivitati un nozimigumu (Lorz, Mueller & Volery, 2013; Gorgievski & Stephan, 2016; Ko-
zlinska, Mets & ROdigas, 2017). Planotas uzvedibas teorija ietver tris galvenos elementus
(Ajzen, 1987): (1) atticksme pret uzvedibu, (2) subjektivas normas un (3) uztverama uzvedibas

kontrole.

Attieksme pret uzvedibu parada pakapi, lidz kadai individs labvéligi vai nelabvéligi no-
verte noteiktu uzvedibu, un tas izskaidro aptuveni 50% no dispersijas attiecigajiem nodomiem
(Ajzen, 1987). Tapec tas norada uz saikni starp vispargjam personibas iezimém un konkréto

uzvedibu, nodarbojoties ar uznémeéjdarbibu (Luethje & Franke, 2003).

Subjektivas normas ir socialais faktors, kas norada uz sabiedribas spiedienu, kas pie-
prasa piekopt vai nepiekopt noteiktu uzvedibu (Ajzen, 1987). ST elementa pamata ir sabiedribas
uzskati, kas radusies no ceribam, ko lolo individam svarigi cilvéki, piem., gimene un draugi
(Steinmetz et al., 2016). Saskana ar metaanalitisko parskatu par Planotas uzvedibas teorijas
efektivitati, kas nemts no 185 neatkarigu pétijumu datubazes un ko veica atseviski autori (Ar-
mitage & Conner, 2001), subjektivas normas kopuma tika atzitas par instrumentu, ar ka pali-

dzibu nevar precizi prognozget individu nodomus.

Uztverama uzvedibas kontrole ir jaunakais un tresais Planotas uzvedibas teorijas ele-
ments. Tas skaidro nodomus, t.sk., to, ka tiek uztverts tas, cik viegli vai griti ir piekopt noteiktu
uzvedibu, un tadgjadi §1 teorija nem vera gan individa pagatnes pieredzi, gan paredzamos Skér-
Slus (Ajzen, 1987, 1991). Faktori, kas veicina vai traucé piekopt noteiktu uzvedibu, balstas uz
uzskatiem par sevis kontroléSanu (Baron, Mueller & Wolfe, 2016; Steinmetz et al., 2016), un
tie ietver ieks€jas kontroles faktorus (piem., informaciju un personigas prasmes) un argjas kon-
troles faktorus (piem., iesp&jas un $kérslus) (Conner & Armitage, 1998). Tap&c sim elementam,
kas skaidro nodomus, var bit tie$s efekts uz uzvedibu, jo individi var nolidzsvarot iesp&jamos

ierobezojumus ar savu sp&ju parvarét Sos ierobeZojumus (Ajzen, 1987).

Sniedzot petniekiem ieteikumus turpmakiem pétijumiem, atseviski zinatnieki (Fayolle,
Gailly & Lassas-Clerc, 2006a) ir atzim&jusi nepiecieSamibu ieviest jaunus neatkarigos maini-
gos kadam vai ar7 visiem Planotas uzvedibas teorijas galvenajiem elementiem (Ajzen, 1991).
Promocijas darba autors néma véra so ieteikumu un koncentrgjas uz jaunam pieejam, lai padzi-
linatu zinasanas par $o fundamentalo teoriju, ar mérki precizak izmérit UN. Saja sakara, atse-
viski autori (Rivis, Sheeran & Armitage, 2009) ir atzinusi afektivas Sajiitas par svarigiem radi-
tajiem, kas raksturo nodomus. Nemot véra $o priekslikumu, 1. nodalas nakamaja apaksnodala
tiek raksturotas afektivas sajuitas un to iespgjama nozime, ar Ko var precizak paredzet izmainas

nodomos nodarboties ar uznémejdarbibu.
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Promocijas darba veikta afektivo jiitu izpéte lava nonakt pie atzinas, ka socialie psihologi
médz izmantot afektu ka vispar€ju terminu, kas raksturo plasa spektra individu afektivas saju-
tas, piem., noskanojumu (Barsade & Gibson, 2007; Schwarz & Clore, 2007). Tap&c doktoranta
un ta zinatniska vaditaja kopigaja darba, Kellers un Kozlinska (2019) sistematiski izvértéja li-
terattiru par afektu un emocijam saistiba ar uznémgejdarbibu attiecigos pétijumos par Ul ietekmi

un izveidoja afekta definiciju ietvarstruktiiru:

Affect classification

1. Affect
Current Chronic
1.1 Feeling states (State emotions) = 1.2 Feeling traits (Dispositional emotions/(trait) affect)
EE
=2
Salient object No salient object =4~ Salient object No salient object
= =
E [
- 22 g(E
[N =1 =g N =1
1.1.1Di te !'l g g2 !'l g
o asere 5 1.1.2 Mood g 1.2.1 Attitude 2|5 | 1.2.2Temperament
emotions 2|E —~ 2|2
wn |2 n|e
- -

Affect classification: Definitions

1. umbrella term including feeling states and feeling traits individuals experience

Current Chronic
2 1tur r (1 3 3
1.1 short-term affective experiences (in-the-moment) =g 1.2 personality tendenr?} (1gc1ud1ng sltable feelings) to
E|S respond to situations predictably
= |3
Salient object No salient object E o> Salient object No salient object
= B
1.11 i d 1.1.2 take the fi f ) = .
conscions am = 2 € the formo 7] - = = 1.2.2 congenital
unconscious affective | <-4 a global positive 2= 1.2.1 positive or =& =
. e = = . ElE s 2l emotional
appraisals and =8 (pleasant) or negative g |a negative internal =8 - ~F
JOR = s Elz = . . g p= 8 predispositions to
subsequent |3 (unpleasant) feeling; S tendency influencing |3 : R
. . a|E : i 2 e L= s emotional stimuli that
experiences elicited gle tend to be diffuse, not the individual’s Zle . .
b . = . . . - determine habits and
v a particular target focused on a specific choice of action d
or cause cause mooas

2.1.ATT. AFEKTA DEFINICIJU IETVARSTRUKTURA

Avots: autora veidots, balstoties uz Kellers un Kozlinska (2019, 296. Ipp.)

Definiciju ietvarstruktiiras mérkis ir veidot dzilaku izpratni par afektu un paaugstinat lie-
toto terminu precizitati. Min€to autoru darbs vél vairak parada, ka afektivas sajiitas (un jo 1pasi
kuras to Tpasas apakskategorijas) var izmantot Ul izp&tes konteksta vai, lai noveérstu pasreiz€jas
nepilnibas $aja pétniecibas joma. Saja sakara, svarigs ir Afekta iedvesmas modelis (Forgas,
1995), kurs visparigi ir definéts ka “process, kura afekta stavokli iegiita informacija ietekmée
individa sprieSanas procesu un taja tiek ar1 ieklauta, tadejadi nosakot individa pardomas un galu
gala ar1 sprieSanas iznakumu” (Forgas, 1995, 39. Ipp.). Kas attiecas uz minétajam pé&tniecibas

nepilnibam saistiba ar to, ka noskaidrot uz emocijam balstitus ietekmé&josos faktorus, kas no-
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saka izmainas Planotas uzvedibas teorijas galvenajos elementos un UN, Afekta iedvesmas mo-
delis var kalpot ka teoretisks pamats, jo tas parada saikni ar Planotas uzvedibas teoriju. Planotas
uzvedibas teorija koncentréjas uz uzvedibu, savukart Afekta iedvesmas modelis uz sprieSanas
iznakumu, kas patiesiba ir nodoms un kas arT nosaka uzvedibu. Pagaidam Afekta iedvesmas
modelis nav balstits uz empiriskiem datiem uznéméjdarbibas konteksta (Grichnik, Smeja &
Welpe, 2010), bet viens no promocijas darba mérkiem ir sniegt ieguldijumu $T iztrukstosa em-

piriska aspekta noversana.

Nakamaja posma, promocijas darba autors mekl&ja atbildi uz sekojosu jautajumu — Kuri
uz emocijam balstitie mainigie var kalpot par pamatu Afekta iedvesmas modela parbaudei Pla-
notas uzvedibas teorijas un su informativi izglitojosSu seminaru konteksta. lespgjamo neatka-
rigo mainigo atlase tika izmantoti divi galvenie veértéSanas aspekti: no vienas puses, vai maini-
gos var klasificet ka stavokla emocijas, kas pastav attiecigaja bridi (islaicigi un mainigi jitu
stavokli) un nav hroniskas (kas izpauzas jau ka noteiktas stabilas rakstura ipasibas), jo pedgjas
jau ir ietvertas Planotas uzvedibas teorija; no otras puses, vai mainiga noveértéjums atbilst
Afekta iedvesmas modelim. Rezultata tika izvéleti sekojosi mainigie: iedvesma, (patiess jeb
autentisks) lepnums, afektivo jutu prognozes (pozitivas un negativas) un pozitivs un negativs
afekts (PANAS). Saja sakara, promocijas darba autors sniedza arl pamatojumu izvélétajiem
mainigajiem.

Visbeidzot, 1. nodala ir analizéta termina lektora autentiskums precizitate. Tas bija sva-
rigs solis, jo nav vienotas definicijas §im terminam (Kreber et al., 2007; Kreber & Klampfleit-
ner, 2013). Sada definicija biitu svariga daudzam zinatnes jomam, veidojot $o terminu ka vis-
aptveroSu un daudzdimensionalu, kas rada dazada veida izpratni. Sakot jau ar paSu autentis-
kuma jédzienu, atseviski autori (Kernis and Goldman, 2006, 344. Ipp.) ir defingjusi $o jeédzienu

o ¢¢

ka “netraucétu sava patiesa “es” jeb savas patiesas biitibas ricibu ikdienas uznémiga darbiba”.
Ir daudz empirisku pétijumu par savas ricibas autentiskuma pasnovertgjumu (Wood et al.,
2008). Kas attiecas uz citu cilveku autentiskas uzvedibas novért&jumu, trikst empirisku péti-
jumu, 1pasi kvantitativu petijumu un tadu, kas veikti maciSanas konteksta (Wood et al., 2008).
Apvienojot autentiskumu un macisanu, t.i., koncentr&joties uz lektora autentiskumu, promoci-
jas darba autors salidzinaja tris kvalitativus petijumus (Cranton & Carusetta, 2004; Kreber &
Klampfleitner, 2013; De Bruyckere & Kirschner, 2016) un secinaja, ka tie parada saiknes un
lidzibas, kas pastav starp autoru atklatajam autentiskuma dimensijam. Promocijas darba kon-

ceptualaja ietvarstruktira tika nemti veéra tikai identificétie kvantitativas pieejas elementi (De

Bruyckere & Kirschner, 2017), jo tiem ir dots lidzigs lektora autentiskuma raksturojums, ja
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salidzina ar trim kvalitativajiem p&tijumiem, kuros kvantitativa p&tijuma objektivitate tika no-
vertsta ka augsta. Sie tris elementi, kas var izmérit lektora autentiskumu, ir: (1) “tuvums”, (2)
“dzivo, lai macttu” un (3) “nav macibu gramatu “atgremotajs™” (De Bruyckere & Kirschner,
2017). “Tuvums” nozimég, ka lektoram piemit tadas Tpasibas ka godigums, ciena un sp&ja mij-
iedarboties ar studentiem, ka arf tas, ka lektoram ir personigs maciSanas stils (De Bruyckere &
Kirschner, 2017). Kas attiecas uz otro elementu jeb “dzivo, lai macitu”, autentisku maciSanu
studenti attiecina uz tadu lektoru, kas pieliek ievérojamas piiles sava darba, ka ar1 dzivo sava
darba dgl, pateicoties patiesai motivacijai un personigai interesei par t€mu (De Bruyckere &
Kirschner, 2017). Tresa clementa gadijuma jeb “nav macibu gramatu “atgremotajs””, lektors
klausttajiem atklaj personigas pieredzes stastus no savas dzives (De Bruyckere & Kirschner,

2017).

2.2. Galvenas zinatniskas atzinas — 2.nodala (sistematisks literatiiras
parskats par petijumiem par uznéméjdarbibas izglitibas ietekmi)

(Nodalas saturs darba aiznem 15 Ipp., kuras ietilpst 6 tabulas un 1 attéls)

Promocijas darba otraja nodala ir ieklauts sistematisks literatiiras parskats, kura galvena
uzmaniba tika pieversta p&tijumiem par Ul ietekmi un kuras mérkis ir, pielietojot sistematisku
un caurspidigu pieeju, identific€t galvenos pétijumu virzienus, kuros var nodrosinat pétijuma
atkartojamibu (Pittaway & Cope, 2007). Saja sakara, tika veikta sekojosa atbilsto$u zinatnisko
rakstu atlase, lai talak veiktu citéjamibas un lidzcit€jamibas analizi:

2.2. TABULA

METODOLOGIJA ZINATNISKO RAKSTU PAR Ul ATLASEI UN TALAKAI CITEJAMIBAS ANALIZEI

AtbilstoSu literatiiras avotu atlases process

Datubaze Academic | toc~o | Ersevier | €999 | jsTor | Research | Science

OneFile Scholar Gate Direct Scopus

Entrepreneurial emotion, Entrepreneurial intention, Entrepreneurship education, Experien-
Atslégvards tial, Learning outcomes, Lecturer authenticity, Teaching method, Teaching model, Theory
of Planned Behaviour.

Objektivi Zinatniska zurnala rangs saskana ar Chartered Association of Business Schools’ Academic
kvalitates Journal Guide 2018, autora(u) h-indekss, publicéSanas gads.

kriteriji

Subjektivs Nosaukuma, atslégvardu un kopsavilkuma novert&jums par ta atbilstibu petijumiem par Ul
kvalitates ietekmi.

kritérijs Nr.1

Potencialo literatiiras avotu skaits citéjamibas analizei: 144
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Datu Citesanas pareizibas atkartota parbaude (gads, autors(-i), nosaukums, zinatniskais Zurnals,
attiriSana lappuses), dokumentu atkarto$anas noversana (4).

Subjektivs Visa dokumenta kritisks izvert€jums par ta atbilstibu petjjumiem par Ul ietekmi un ta zinat-
kvalitates niska [imena izvertgjums.

kriterijs Nr.2

Citejamibas analizeé izmantoto avotu skaits: 79. Noraidrto avotu skaits: 65.

Avots: autora veidots, balstoties uz Kellers un Kozlinska (2019)

Atlases rezultata, turpmakajai cit€jamibas analizei zinatnisko rakstu skaits sasniedza 79.
Pirmais analitiskais solis attieciba uz Siem 79 zinatniskiem rakstiem bija to citéjamibas apre-
kins, izmantojot to cit€§jamibas indeksu ka raditaju, kas raksturo visietekmigakos zinatniskos
rakstus, kas ir veidojusi attiecigo pétniecisko jomu (Acedo & Casillas, 2005; Xi et al., 2015).
Sim noliikam tika veikta citéjamibas analize, kas sastavéja no sekojosiem posmiem: (1) katram
atlasitajam 79 zinatniskajam rakstam tika aprékinats citgjumu skaits; (2) $o cit§jumu summu
attiecinaja pret maksimalo cit€§jumu skaitu rakstam $aja 79 rakstu paraugkopa (nemot véra to,
cik no 79 atlasitajiem zinatniskajiem rakstiem tika publicéti pirms dota p&tijuma, kas attiecigi
samazinaja kopgjo iesp&jamo cit&jumu skaitu), tadejadi nodrosinot $o zinatnisko rakstu salidzi-
namibu; (3) visietekmigako zinatnisko rakstu augs$ejas tresdalas (N = 26) atlase turpmakai lidz-

cit€jamibas analizei (lai noteiktu saites un apakslaukus).

Nakamaja posma, nemot véra atsevisku autoru ieteikumu (Lifian & Fayolle, 2015; Xi et
al., 2015), tika veikta savstarpgjo cit§jumu analize Siem 26 ViSietekmigakajiem zinatniskajiem
rakstiem, kas tika atlasiti galvenaja Ul lauka, lai identificétu [idzigu t€ému grupas, klasificétu
zinatniskos rakstus $ajas grupas un noskaidrotu visietekmigakos rakstus $ajas grupas. Saja ga-
dijuma, lidzcit€jamibas analize kalpoja par instrumentu, ar ko identificé intelektualas saites
starp 26 visietekmigakajiem zinatniskajiem rakstiem par Ul, ka arT o saiSu nozimigumu, par
ko liecina citg§jumu skaits (Shafique, 2013). Lai dzilak izpétitu cit€jumu saites un iedalitu tas
grupas, ieskaitot visietekmigakos zinatniskos rakstus, tika veikts kritisks to satura izvert€jums
(Lifian & Fayolle, 2015). Balstoties uz $o kvalitativo novertéjumu, 26 labakos zinatniskos rak-
stus par Ul ietekmi vargtu klasificét piecas noteiktas grupas, atkariba no t€mas. Pirmaja grupa
“Status quos” ietilpst metaanalizes un literatiiras parskati, kas apkopo eso$as zinasanas no pé-
tijumiem par Ul un sniedz ieteikumus turpmakiem pétijumiem. Otra grupa “konceptualie rak-
sti” kombing tas zinasanas, kas ieglitas, izmantojot definicijas, metodologijas, dazadus mérogus
un ietvarstrukttras. Tresa grupa ir raksti par “Ul sasaisti ar pedagogijas teorijam”, it seviski
tie, kas balstas uz macibu modela ietvarstruktiiru, ko ir izveidojusi atseviski autori (Béchard &
Grégoire, 2005b), un kuru mérkis ir paaugstinat izglitibas programmu efektivitati un lietderibu
(skat., piem., Piperopoulos & Dimov, 2015). Raksti par at§kiribam starp macibu metodém,

galvenokart balstoties uz macibu modela ietvarstruktiiru, ko ir veidojusi atseviski autori
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(Béchard & Grégoire, 2005b), ir ceturta rakstu grupa, kura uzmaniba tiek veltita p&tijumiem
par Ul ietekmi un tiek analizéti konkréti Ul rezultati. Piektaja grupa ir raksti par izglitojoSu
pasakumu par uznéméjdarbibu efektivitati, un tajos ir izceltas vai raksturotas specifiskas Ul
pasakumu atskiribas un nevis dazadas macibu metodes, piem., macibu saturs vai noteikta stu-

dentu grupa(s).

Visbeidzot, promocijas darba apkopoti pétijumu tritkumi Siem 26 vislabakajiem rakstiem
par Ul, un tadgjadi paraditi potencialie p&tijumu virzieni attieciba uz (1) studiju kursa saturu,
(2) precizu macibu metodiku un (3) mainigo atlasi. Galvenie §1 kritiska parskata secinajumi

attieciba uz turpmako veicamo empirisko p&tijumu ir sekojosi:

e Jaizmanto pirmsaptauja Un pécaptauja, lai pieraditu iesp&jamo uznéméjdarbibas no-
domu un emociju dazadibu.

e Mazak jaizmanto obligatie kursi, lai mazinatu subjektivismu, atlasot Sos obligatos
kursus, ta vieta ieteicot studentiem apgiit kadu kursu, jo ta saturs ir ietverts ar7 eksa-
mena, un dot studentiem pozitivus stimulus apgiit kadu kursu (bonusa punkti).

e Jaizmanto informativi izglitojoSi seminari ka pamats [émumu pienemsanai par no-
darboSanos ar uznémeéjdarbibu vai otradi, piem., apsverot atSkiribas uznémeéjdarbibas
nodomos vai uznémeéjdarbibas emocijas.

e Jaizpéta, kuras macibu metodes dod pozitivus macibu rezultatus, sadalot izmégina-
juma grupu apaksgrupas, kuras pielieto dazadas macibu metodes.

e Jaizpéta, ka izglitojosi pasakumi var novest pie atSkirigiem macibu rezultatiem atka-
11ba no studentu apgiistama studiju virziena.

e Jaizpéta likumsakariba starp uznéméjdarbibas emocijam un nodomiem nodarbo-
ties ar uznémeéjdarbibu, izmantojot Afekta iedvesmas modeli un Planotas uzvedibas
teoriju ka teorétiskos pamatus, ar mérki papildinat Planotas uzvedibas teoriju un pa-
lielinat dispersijas, ko skaidro ar uznéméjdarbibas nodomiem, ipatsvaru kopgja disper-
sija.

e Jaizpéta, vai paraugmodeli (uznémeji) ar augstu autentiskuma limeni palielina po-
zittvo efektu uz studentu uznéméjdarbibas emocijam un nodomiem nodarboties ar uz-

némeéjdarbibu.

2.3. Galvenas zinatniskas atzinas — 3.nodala (konceptuala ietvarstruk-
tira)

(Nodalas saturs darba aiznem 10 Ipp., bez tabulam, ar vienu attélu)
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Lai ar turpmakie pétijumi par Ul ietekmi ir nozimigi, 2. nodala formul&tie p&tijumu tr-
kumi kalpoja arT ka promocijas darba konceptuala ietvarstruktiira un metodologijas pamats.
Konceptuala ietvarstruktiira var tikt sadalita divas dalas: afekta-nodomu likumsakaribas izpéte,
kombingjot Afekta iedvesmas modeli un Planotas uzvedibas teoriju (attéla augséja dala) un
ietekm&joso kontekstualo faktoru izpéte (attéla apak$dala). Papildus tam, konceptuala ie-
tvarstruktiira ietver arT kontroles mainigos (kas netika paraditi att€la), lai izp&titu papildu efektu
uz Siem mainigajiem, ieveérojot atsevisku autoru ieteikumus (Krueger & Carsrud, 1993; Johan-
sen, 2014). Sie kontroles mainigie ir: “apmierinatiba ar studiju kursu”, “sagatavo§anas izglitiba

uznéméjdarbiba”, “dzimums” un “vecaku nodarboSanas”. Talak ir paradita min&ta konceptuala

ietvarstruktira:

1.dala: Nostajas-nodomu likumsakariba, kombing&jot AIM modeli un TPB teoriju

Medigjosie mainigie
H1

Neatkarigie mainigie Atkarigais mainigais

[

Diskigtas uznemgjdarbibas
emocijas

Uzskatu kopumi. kas
pastavgja pirms TPB teorijas

Uztverama uzvedibas
kontrole
Attieksme pret uzvedibu

Uzvedibas varbitiba

ITedvesma

Uznéméjdarbibas nodomi
Uz nostaju balstita
prognozesana

Pozitivas un negativas

SubjektTvas normas

diskratas emocijas

'
'
'
'
'
'
'
'
'
'
'
'
'
'
'
'
: Autentiskais lepnums
'
'
'
'
'
'
'
'
'
'
'
'
'
'
'
'
'

2.dala: Kontekstualo faktoru ietekmes izpéte

EE ietekme Neatkarigie mainigie Moderéjosiemainigie Medigjosie mainigie Atkarigais mainigais

Konteksts

Macibu metode

Studentu grupa

Uzskatu kopumi. kas
pastavgja pirms TPB teorijas

Uztverama uzvedibas
kontrole

Attieksme pret uzvedibu ———>  Uzjémgjdarbibas nodomi

Lektora autentiskums

+ lﬂs

Pozitivas diskietas

5 uznémejdarbibas emocijas
EE
_ . 'H4
pasakumi
Negativas diskrétas

uznéméjdarbibas emocijas

Subjektivas normas

H3

2.2.ATT. PROMOCIJAS DARBA KONCEPTUALA IETVARSTRUKTURA

Avots: autora veidojums.
Promocijas darba tika parbauditas desmit hipotézes, kuras var sadalit divas galvenajas
paraditajas konceptualas ietvarstruktiiras dalas: afekta-nodomu likumsakariba, kombingjot

Afekta iedvesmas modeli un Planotas uzvedibas teoriju, kas ietver ¢etras hipotézes un kontek-

stualie faktori ietekmes pétijuma, kas ietver vél sesas hipotézes. Minétas hipotézes ir sekojosas:

l.dala: Afekta-nodomu likumsakariba, kombingjot Afekta iedvesmas modeli un

Planotas uzvedibas teoriju
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H1: Diskretas uznéméjdarbibas emocijas palielina dispersijas, ko skaidro ar uznpémé;j-
darbibas nodomiem, ipatsvaru kopeja dispersija papildus tam dispersijas ipatsvaram, ko

skaidro Planotas uzvedibas teorijas tris galvenie elementi.

ST hipotéze parada Afekta iedvesmas modela saistibu ar Planotas uzvedibas teoriju, iz-
mantojot diskrétas uznéméjdarbibas emocijas, jo tas pierada Afekta iedvesmas definiciju, ka art
Planotas uzvedibas teorijas galveno elementu pienémumus, kas lauj precizak paredzét nodomus

nodarboties ar uznéméjdarbibu (dispersiju attiecigajiem nodomiem).

H2a: Planotas uzvedibas teorijas elements “attiecksme pret uzvedibu’ medié diskréto Uz-

némejdarbibas emociju efektu uz uzneméjdarbibas nodomiem.

H2b: Planotas uzvedibas teorijas elements “subjektivas normas” medié diskréto uznée-

méjdarbibas emociju efektu uz uznéméjdarbibas nodomiem.

H2c: Planotas uzvedibas teorijas elements “uztverama uzvedibas kontrole” medié dis-

kreto uznémejdarbibas emociju efektu uz uzpémejdarbibas nodomiem.

Atseviski autori (Fayolle, Gailly & Lassas-Clerc, 2006a) ir pamanijusi, ka trukst zinaSanu
par to, ka paradijas Planotas uzvedibas teorijas galvenie elementi. Tapéc $ie autori ir ieteikusi
ieklaut jaunus neatkarigos mainigos 3ajas teorijas. Saja gadijuma, promocijas darba autors iz-
velgjas izvirzit hipotézi par medigjoso efektu arT tapec, ka Planotas uzvedibas teorijas galvenie
elementi raksturo afektivas un konjunktivas paradibas, kas saistitas ar individa izzinas procesu.
Diskréetas uznémeéjdarbibas emocijas kalpo ka afektiva atgriezeniska saite, kas, iesp&jams, ie-
tekme cilvéka izzinas procesu, 1idzigi ka tas ir Afekta iedvesmas modeli un ka to nosaka afekta
darbibas princips (Forgas, 1995; Clore, Gaspar & Garvin, 2001; Welpe et al., 2012). Ming&tas
hipotézes nosaka, ka diskrétas uznémejdarbibas emocijas vispirms ietekmé Planotas uzvedibas
teorijas galvenos elementus un, tikai caur tiem, arT nodomus nodarboties ar uznémeéjdarbibu.
Iemesls tam ir pien@mums, ka diskrétas uznémejdarbibas emocijas, kas ir 1slaicigas, nelauj pie-
tiekami labi paredz&t nodomus nodarboties ar uznémeéjdarbibu, ja neizmanto Planotas uzvedi-

bas teorijas galvenos elementus.
2.dala: Kontekstualie faktori ietekmes pétijuma

H3: Dalibai informativi izglitojosos seminaros par uznéméjdarbibu nav biitiska efekta uz

studentu nodomiem nodarboties ar uzneméjdarbibu.

Galvenais iemesls, kapéc tiek izvirzita hipotéze, ka novadito Ul pasakumu ilgumam nav
butiska efekta, ir tas, ka informativi izglitojosi seminari ilgst tikai tris stundas. Nodomi nodar-

boties ar uznémeéjdarbibu, pilnigi pretgji, nozime dzilu, uz izzinu balstitu parliecibu, kas ietekmée
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turpmako uzvedibu (Thompson, 2009). Lidz ar to, islaicigs izglitojoSs pasakums nespgj radit

bitiskas izmainas nodomos nodarboties ar uznéméjdarbibu.

H4a: Daliba informativi izglitojosos seminaros par uznéméjdarbibu uzlabo studentu po-

zitivas diskretas uznémejdarbibas emocijas.

H4b: Daliba informativi izglitojosos seminaros par uznémejdarbibu mazina studentu ne-

gativas diskrétas uznéméjdarbibas emocijas.

Hipotéze par pozitivu efektu uz pozitivajam diskrétam uznémgjdarbibas emocijam tiek
izvirzita, jo pamudino$i notikumi varétu biit pietieckami, lai izraisitu pozitivu emocionalo efektu
uz studentiem, ka to apgalvo atseviski autori (Lorz, 2011; Fretschner & Weber, 2013; Kozlin-
ska, 2016). Turpretim hipotéze par negativo diskréto uznémejdarbibas emociju mazinasanos
tiek izvirzita, jo ta saskan ar argumentaciju par ieks€jo Sk&rslu un nenoteiktibas samazinasanu
(Luethje & Franke, 2003; Graevenitz, Harhoff & Weber, 2010; Stamboulis & Barlas, 2014;
Lifidn & Fayolle, 2015), kas, iesp&jams, mazina arT negativas sajiitas (Cardon et al., 2012; Ar-

piainen et al., 2013).

H5a: Pielietota macibu metode moderé diskréto uznémejdarbibas emociju efektu uz trim

Planotas uzvedibas teorijas galvenajiem elementiem.

ST hipotéze tika formuléta tapéc, ka uz eksperimentalo pieeju balstita Ul lauj studentiem
pienemt uznémeja ka tresas personas vai ka pirmas personas skatijumu (skat., piem., Mason &
Arshed, 2013), kas, iesp&jams, ir vairak emocionala neka uz tradicionalo pieeju balstita Ul

(skat., piem., Mueller, 2008), kas sastav no klasiskam lekcijam un macibu gramatu lasiSanas.

H5b: Studentu grupa moderé diskreto emociju efektu uz trim Planotas uzvedibas teorijas

galvenajiem elementiem.

Studentu grupa ir vél viens iesp&jamais moder&joss faktors, jo dazi pieradijumi liecina,
ka Ul 1pasi labi iedarbojas uz studentiem, kuriem ir neliela saskare ar uznémeéjdarbibu jeb stu-
dentiem, kas drizak apgiist ar uznémeéjdarbibu nesaistitas studiju programmas. Konkrétak, atse-
visku autoru pétijumi (Fayolle, Gailly & Lassas-Clerc, 2006a; Lorz, 2011; Fayolle & Gailly,
2015) pieradija, ka studenti ar viszemako UN Iimeni (pirma kvartile) uzradija ievérojamu $o
nodomu pieaugumu, turpreti istenoto izglitojoso pasakumu efekts uz studentiem ar visaugstako
UN Iimeni (ceturta kvartile) bija ievérojami negativs. Ta ka So studentu apgtistama studiju pro-
gramma ir ciesi saistita ar uznémeéjdarbibu, Siem studentiem piemit nopietnaki sakotng&jie no-
domi nodarboties ar uznémejdarbibu neka tiem studentiem, kas apgiist ar uznémejdarbibu ne-
saistitas studiju programmas (Kuckertz, 2013; Bergmann et al., 2018), kas arT apstiprina $o hi-
potézi.
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H5c: Lektora autentiskums moderé diskréto emociju efektu uz trim Planotas uzvedibas

teorijas galvenajiem elementiem.

Atseviski autori (Wright, 2013; Kreber & Klampfleitner, 2013) argumentg, ka uzticami-
bas lektoram trikuma dél studentu uzmaniba ir mazaka, savukart autentisks lektors ar pieredzi
Saja joma, kur§ zina, par ko runa (piem., uznémejs, kur§ runa par uznémeéjdarbibas uzdevu-
miem), var pozitivi ietekmét studentus (piem., pamudinot tos klausities uzmanigak). Tadgjadi
maciSanas efektivitate butu augstaka autentiska lektora gadijuma. Lidz ar to, Sis pieneémums

noved pie iepriekSminé&tas hipotézes.

2.4. Galvenas zinatniskas atzinas — 4.nodala (metodologija)
(Nodalas saturs darba aiznem 17 Ipp., bez tabulam, ar trim attéliem)

Promocijas darba 4. nodala ir raksturotas izmantotas p&tijumu metodes, koncepcija par
informativi izglitojoSiem seminariem par uznéméjdarbibu un kvantitativa pétjjuma dizains.
Promocijas darba kvantitativas metodologijas konteksta, aptaujas dalibniekiem tika izplatitas
aptaujas anketas gan pirms (ex-ante), gan péc (ex-post) informativi izglitojoSiem seminariem
par uznéméjdarbibu, lai iegiitu skaitliskus datus. Izmantojot $adu divkarSu aptauju, var novertet
informativi izglitojoSu seminaru par uznéméjdarbibu tieSo ietekmi; proti, dispersiju katram mai-
nigajam (Athayde, 2009). Lidz ar to, izv€létais metodologiskais pétijuma dizains lauj noskaid-
rot rezultatu c€lonsakaribas. Turklat, promocijas darba tika pielietots kvazieksperimentals pe-
tljuma dizains laboratorijas apstaklos, izmantojot macibu telpu ka kontrol&tu vidi parasto
laboratorisko eksperimentu veikSanai (eksperiments macibu telpa) (Hsu, Simmons & Wieland,
2017). Talak, promocijas darba ir izmantots pirmstesta un péctesta divplismu pétijjuma dizains
(Cohen, Manion & Morrison, 2007), sadalot studentus divas izm&ginajuma grupas: vienai gru-
pai ir vadits uz tradicionalo pieeju balstits Ul pasakums, bet otrai grupai — uz eksperimentalu

pieeju balstits Ul pasakums. Sads pétijuma dizains tika izvéléts ta trTs stipro pusu d&l:

1. Tas ievérojami samazina iesp&€jamo subjektivitati, veicot atlasi (skat., Menzies & Pa-
radi, 2002).

2. Kvazieksperimentalie dizaini tiek uzskatiti par labako veidu, ka noteikt veikto izgli-
tojoSu pasakumu ietekmi (Lorz, 2011).

3. Kontroles grupu izmantosana kvazieksperimenta lauj iegiit precizus datus un palidz
noskaidrot c€lonsakaribas, jo tas dod iesp&ju salidzinat atskiribas starp izm&ginajuma

un kontroles grupas atbildém (skat., Piperopoulos & Dimov, 2015).
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Kas attiecas uz koncepciju par Ul pasakumiem, visi organizétie informativi izglitojosi
seminari ilga tris stundas, un tos vadija pieredz€jis uznémejs, kuram bija arT akadémiska iz-
glitiba. Informativi izglitojoSie seminari bija ieklauti dazadu studiju limenu lekciju ciklos vien-
reiz ziemas semestrt 2018./2019. akadeémiskaja gada vai vasaras semestri 2019. gada ka atse-
viSks pasakums, nevis Tsts studiju kurss. Lai nodroSinatu lielu studentu skaitu, kas apmekletu
seminaru un izvairitos no pasatlases subjektivisma, tika izmantoti divi stimuli: eksamenos, bei-
dzot lidzigos studiju kursus, bija ietverts papildus jautajums un/vai tika pieskirti papildu punkti
eksamena tiem, kas piedalijas visa informativi izglitojo$a seminara. S1 pieeja bija veiksmiga, jo
informativi izglitojo$os seminaros piedalijas arf daudz to studentu, kuri bija tie§saiste? registré-
jusies studiju kursam (89%), tapéc pasatlases subjektivitates potencialo efektu var uzskatit par

nelielu.

Gan uz tradicionalo, gan uz eksperimentalo pieeju balstitie Ul pasakumi tika novaditi
gan biznesu studéjosu studentu grupam, gan citas jomas studéjosu studentu grupam. Uz
tradicionalo pieeju balstitaja Ul pasakuma ieklava klasiskas lekcijas ar Microsoft PowerPo-
int slidradi, kura lektors deva ieskatu uznémeéja dzivé. Uz eksperimentalo pieeju balstitaja Ul
pasakuma studentiem tika dots uzdevums domat par savam (inovativajam) biznesa idejam un
istenot $o ideju biznesa modeli, izmantojot biznesa modela kanvu (Business Model Canvas —

BMC).

Kopsavilkuma, nemot véra piecus savstarpgji saistitos macibu modela ietvarstruktiiras,
ko izstradajusi atseviski autori (Fayolle & Gailly, 2008), jautajumus, var sniegt Sadas atbildes,

lai raksturotu abus Ul pasakumu veidus:
— Kam?

Ul pasakumi bija paredzeti bakalaura grada kandidatiem vismaz studiju otraja semestrT,
un tie ietvéra tadus studiju kursus ka lietiskas dzivibas zinatnes, uznémgjdarbibas vadiba, in-

formacijas tehnologijas, inZenierzinatnes, logistika un farmacija.
- Ko?

Abu Ul pasakumu nosaukums bija “Uznémeéjdarbiba ka potencials karjeras cels”. Uz tra-
dicionalo pieeju balstito Ul pasakumu saturs, no vienas puses, ietvéra tadus jautajumus ka uz-
némgéjdarbiba, uznémiga nodarbinatiba (intrapreneurship), korporativa uznémeéjdarbiba un ino-

vacijas, un, no otras puses, attiecas uz tadam t€mam ka kopégjie riski un iesp&jas kliit par uzne-

2 §1 ir obligata prasiba studentiem, lai iegiitu informaciju par kursiem un papildinformaciju par kursiem e-studiju
platformas.
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méju, biznesa ideju rasanas, teorétiskas zinasanas par komandas izveidoSanu, tirgus un konku-
rences analize, koncepcijas pamatojums, minimali dzivotsp&jigs produkts, riska analize, biz-
nesa struktiira, biznesa plans, finansé$anas iesp&jas un petijums par svarigiem aspektiem attie-
ciba uz veiksmigi uzsaktiem uznémumiem. Uz eksperimentalo pieeju balstitie Ul pasakumi sa-
stavéja no BMC seminara, kura vispirms deva definiciju un skaidrojumu tadiem jédzieniem ka
biznesa ideja un BMC, un tad studenti sanéma uzdevumu izstradat BMC un izvéléties savu

koncepciju.
— Kapec?

Abu Ul pasakumu veidu mérkis bija paradit studentiem, ka uznémgjdarbiba ir to iesp&ja-
mais karjeras celS. Tomér uz tradicionala pieeju balstitos Ul pasakumos drizak tiek méginats
paaugstinat kompetences “zinat, ko” (know-what), turpreti uz eksperimentalo pieeju balstitos

Ul pasakumos drizak tiek méginats palielinat “zinat, kapeéc” (know-why) kompetences.
- Ka?

Abus pasakumu veidus var klasificét ka informativi izglitojosus par uznéméjdarbibu pa-
sakumus (Lifidn, 2004), kuru mérkis ir papildinat izglitojamo zinasanas par uznémeéjdarbibu,
ietekmeét to attieksmi un galu gala to nodomus 1sa laika posma. Uz tradicionala pieeju balstitos
Ul pasakumus raksturo klasiska lekcija, balstoties uz atsevisku autoru izstradato piedavajuma
modeli (Béchard & Grégoire, 2005b). BMC seminars atbilst uz tradicionalo pieeju balstitam Ul
pasakumam; $aja gadijuma macibu pieeja balstijas uz pieprasijjuma modeli (Béchard & Grégo-
ire, 2005b).

— Kadi ir macibu rezultati?

Izskatot ieteikumus, kas palidz skaidri noteikt Ul pasakumu mérki (Fayolle & Gailly,
2015), promocijas darba tika noteikts mérkis kvazieksperimentam — sekmét studentu izzinu par
uznémgjdarbibu, lai tie apsver to vismaz ka iesp&ju, nemot vera atsevisku autoru ieteikumus
(Kuehn, 2009). Tadgjadi, pielietojot $o pieeju, tika méginats studentu pratos radit pozitivas
afektivas sajiitas pret uznémeéjdarbibu (ja uznémejdarbiba ieprieks nebija prata), izmantojot au-
tentisku lektoru, kas sniedz studentiem stastus par realas dzives pieredzi, tai pat laika kalpojot
ari par paraugmodeli (Izquierdo, 2008; Kuehn, 2008; Boissin et al., 2011). ST pieeja balstas uz
Konstruktivisma modeli (Krueger, 2009, 2015).

Kas attiecas uz kvantitativa pétijuma dizainu, kas izklastits metodologijas sadalas tresaja

dala, Saja promocijas darba izmantoti sekojosi mainigie:

e Autentisks lepnums: parveidots, nemot no citiem autoriem (Tracy & Robins, 2007);
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e ledvesma (V1): parveidota, nemot no citiem autoriem (Souitaris, Zerbinati & Al-La-
ham, 2007);

e ledvesma (V2): parveidota, nemot no citiem autoriem (Thrash & Elliott, 2003);

o Afektivo jitu prognozesana: parveidota, nemot no citiem autoriem (Zampetakis et
al., 2015);

e Pozitivas un negativas diskrétas emocijas: parveidotas, nemot no citiem autoriem
(Watson, Clark & Tellegen, 1988);

e Lektora autentiskums: parveidots, nemot no citiem autoriem (De Bruyckere & Kirs-
chner, 2017);

¢ Planotas uzvedibas teorijas galvenie elementi: parveidoti, nemot no citiem autoriem
(Lifian & Chen, 2009);

e Nodomi nodarboties ar uznémeéjdarbibu: parveidoti, nemot no citiem autoriem
(Lifdn & Chen, 2009);

¢ Kursa novertéjums (pasizveidoti elementi): grupas lielums, macibu telpas lielums,
laika grafiks, seminara kvalitate, saistiba ar praksi, grutibas pakape, “Tas man bija loti
mazsvarigs/svarigs”, “Kas man 1pasi patika”, “To var€tu uzlabot”, “Es ieteiktu semi-
naru (ja/né/varbiit)”;

e Personiga veésture (paSizveidoti elementi): vecums, dzimums, macibu semestru

skaits, studiju programma, uznéméji gimeng, uznémgji socialaja vide.

Dati tika vakti 24 reizes, un ta rezultata izveidojas $adas studentu grupas un attiecigie

grupu lielumi:
Seminari/grupas: 24 | Aptaujas: 938
13 | 386 11 | 552
- ( T~ \antrolesgrupa\ 7y _K_g_ntrelesgrupa
T1:10 | 160 ‘ T1:7] 216 ‘
T2:10 | 141 ) T2:7| 182 SR
Tradicionala ) N Tradicional3 .
macibu macibu )
metode " L metode -~ .
T1:3| 66 T1:7 | 94 T1:2| 122 T1:5]|94
T2:3| 55 T2:7 | 86 T2:2 | 89 T2:5)| 93

2.3. ATT. DERIGU APTAUJAS ANKETU UN IEGUTO DATU SADALIJUMS PA APAKSGRUPAM

Avots: autora veidojums.
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Sos grupu lielumus var izmantot, lai salidzinatu ar etalonu, kas norada uz iegiito rezultatu
reprezentativitati Vacijas augstakas izglitibas iestades. Lai aprékinatu paraugkopas lielumu,

tika izmantota $ada formula (McClave, Benson & Sincich, 2008):

z>Xpx (1 —=p)

SS = c?
72X px(1—p)
> -1

1+ ¢
pop

Kur:  SS = nepieciesamais paraugkopas lielums; z = z-vértiba (1,96 pie ticami-
bas [imena 95%); p = skaits, procentos, kas izdara attiecigo izvéeli (kon-
stante 0,5 nepiecieSama paraugkopas lieluma aprékiniem); € = ticamibas

intervals; pop = generalkopa.

2018./2019. akadémiska gada ziemas semestra sakuma Vacijas augstskolas (Statista,
2019) tika uznemti 2 867 586 studenti (generalkopa) (Statista, 2019). Balstoties uz to un nemot
ticamibas ltmeni 95% (kas ir z-vértiba = 1,96), ka ar1 ticamibas intervalu = 5 (c, kas ar1 definéts
ka “kladas robeza”), var aprekinat, ka reprezentativas paraugkopas lielums ir 384. Sis etalons

tika sasniegts visam grupam, kuras aptaujaja vai salidzinaja sava starpa:

e studentu grupas no ar uznémegjdarbibu saistitam programmam (386),
e studentu grupas no ar uznémgjdarbibu nesaistitam programmam (552),
e izm&ginajuma grupu dalibnieku kopskaits un kontroles grupa semestri T1 (615),

e izmé&ginajuma grupu dalibnieku kopskaits un kontroles grupa T2 semestri (562).

2.5. Galvenas zinatniskas atzinas — 5.nodala (p€tijjuma rezultati)
(Nodalas saturs darba aiznem 41 Ipp., kurdas ietilpst 27 tabulas un 4 atteli)

5. nodala sakas ar mainigo testiem. Sis analizes posma sakuma, dati tika parskatiti ar
histogrammu, frekvencu un lodzinu diagrammu palidzibu, pirms tika parbaudita to normalitate,
linearitate, korel€josu kliidu neesamiba (autokorelacija), homoskedasticitate un multikolinari-

tates neesamiba. So testu metodologija un rezultati ir sekojosi:

e Normalitates tests tika veikts, izmantojot histogrammas, ka arf asimetrijas un ekscesa
testi tika veikti. Rezultati paradija, ka visu novérojumu sadalijums ir aptuveni normals.
e Linearitates testa, veicot izkliedes diagrammu vizualo apskati, tika analizétas divu

mainigo likumsakaribas starp visiem neatkarigajiem mainigajiem un atkarigo mainigo
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— uznéméjdarbibas nodomiem, lai noteiktu, vai pastav nelinearas likumsakaribas. Re-
zultata, Sajas izkliedes diagrammas vargja saskatit pamatos linearas likumsakaribas
visiem mainigo pariem.

Autokorelacija tika parbaudita ar Durbina-Vatsona testa palidzibu. Sis tests tika veikts,
izmantojot gan regresijas modeli, p&tot likumsakaribas starp neatkarigo mainigo un
atkarigo mainigo, gan arT Durbina-Vatsona testu, kas ir pieejams SPSS (Statistical Pa-
ckage for Social Sciences). Rezultata iegtita Durbina-Vatsona vértiba 1,984 bija loti
tuvu 2, kas neliecina par autokorelaciju.

Homoskedasticitate tika parbaudita, vizuali att€lojot standartiz&tos atlikumus (y ass)
un standartiz&to atkarigo mainigo (X ass). lzkliedes diagramma tika izveidota gan stu-
dentu grupai no ar uznémeéjdarbibu saistitam programmam, gan studentu grupai no ar
uznémgéjdarbibu nesaistitam programmam, nemot vera, ka modergjosais mainigais ir
raksturigs dotajai studentu grupai, kas, iesp&jams, ietekmé ar rezultatus. Standartiz&tie
atlikumi bija vienmerigi izklied&ti studentu grupai no ar uznémeéjdarbibu saistitam pro-
grammam, noradot uz homoskedasticitati (Field, 2013). Tacu izveidotaja izkliedes dia-
gramma studentu grupai no ar uznémeéjdarbibu nesaistitam programmam var€ja saska-
tit rombveidigu figiiru. Tomér §1s nelielas homoskedasticitates iezimes (skat. Field,
2013) nevar uzskatit par kritiskam.

Daudzkolinearitates testa ietvaros tika parbaudita korelacija starp mainigajiem, kas
lauj prognozet (neatkarigie mainigie), izmantojot SPSS funkciju “kolinearitates diag-
nostika”. Saja diagnostika tika generéts dispersijas inflacijas koeficients, kas visiem
neatkarigajiem mainigajiem bija zemaks par 5,0. legiitais rezultats parada, ka promo-

cijas darba daudzkolinearitate nav janem veéra.

Nakamaja 5. nodalas sadala tika veikti mérijumu deriguma un ticamibas testi. Pirmais

tests tika veikts, izdarot devinas faktoru analizes (Galveno komponentu analizi). PEd&jais tests

tika veikts, izmantojot Kronbaha alfa koeficientu. Rezultati bija apmierinosi, kas paradija no-

zimigas Keizara-Meijera-Olkina (Kaiser-Meyer-Olkin) raditaju veértibas, augstus dispersijas

patsvarus, ko var skaidrot ar visu faktoru ietekmi, iznemot negativas diskrétas emocijas, un

pienemamas paraugkopas izvéles atbilstibas raditaju vertibas. Turklat atsevisku elementu iz-

slégsana tika veikta tikai lektora autentiskuma faktoru analize.

Koncepciju raditaju ticamibas novért&jums tika ietverts deriguma un ticamibas testu ot-

raja dala, ko veica, izmantojot Kronbaha alfa koeficientu ka datu ticamibas raditaju (Litwin,

1995; Bell, Bryman & Harley, 2018). Visiem faktoriem, kas ieprieks§ noraditi faktoru analizes
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konteksta, tika atkartoti aprékinats Kronbaha alfa koeficients, izmantojot SPSS. Rezultata, iz-
mantojot jebkuru mérijjumu skalu, tika iegiits Kronbaha alfa koeficients 0,7 vai augstaks, tapéc
var pienemt, ka visas skalas ir iek$gji saskanigas (Cohen, Manion & Morrison, 2007; Hair et
al., 2013; Bell, Bryman & Harley, 2018). Visuma, icgutas vértibas parsvara bija no 0,82 lidz
0,94, noradot, ka skalas ir loti uzticamas, kas nodro$ina ar1 vélak veiktas regresijas analizes
rezultatu ticamibu (Cohen, Manion & Morrison, 2007; Hair et al., 2013; Bell, Bryman & Har-
ley, 2018).

5. nodalas tresaja dala ir ietverti apraksto$as statistikas raditaji. Vispirms, tika analiz&ts
studentu veért€jums par informativi izglitojoSiem seminariem par uznéméjdarbibu. Rezultata,
studenti novért&ja grupas lielumu, telpas lielumu, laika grafiku, seminara kvalitati, saistibu ar
praksi un griitibas pakapi ka loti apmierinosu. Iznakuma, abas koncepcijas par informativi iz-
glitojoSiem seminariem par uznémgéjdarbibu ieguva diezgan augstu novértéjuma limeni — tradi-
cionalo pieeju novertgja ar 1,66 un eksperimentalo pieeju ar 1,71 no maksimali 2 punktiem (0
= “Es neieteiktu”; 1 = “Es varbit ieteiktu”; 2 = “Es ieteiktu”). Tas norada uz lielu studentu
apmierinatibu ar seminariem, kas ir pozitivs rezultats. Dazi autori (Rae & Woodier-Harris,
2012) norada, ka studentu apmierinatiba izraisa pozitivu efektu uz to macisanas rezultatiem.
Aptauja tika ietverti arT Cetri atverti jautajumi, un no sniegtajam atbildém varg&ja noskaidrot, ka
“teortiskais un praktiskais ieskats” un “biznesa plans”, no studentu viedokla, bija svarigakie
seminara aspekti. Turklat “draudziga un mieriga atmosfeéra” un “lektora atgriezeniska saite/ap-
maciba/motivacija” bija tas, kas studentiem 1pasi patika seminaros. “Juridiskas formas” un “te-
orija” bija vismazsvarigakie seminaru aspekti. Ta¢u abi mingtie aspekti tika pieminéti tikai pie-
cas reizes un tikai attiecas uz tradicionalo pieeju balstitajiem Ul pasakumiem. Visbeidzot, stu-
dentu ieteikumos ipasi uzsvéra nepiecieSsamibu péc “liclakas lektora mijiedarbibas ar studen-
tiem”. Un atkal Sis ieteikums tika attiecinats uz tradicionalo pieeju balstitajiem Ul pasakumiem,

kas nav parsteidzosi.

Nakamaja sadala, kas ietver aprakstosas statistikas raditajus, tika mekl&tas nulles pakapes
korelacijas visiem mainigajiem, veicot regresijas analizi un aprékinot aprakstosas statistikas
raditajus. Kas attiecas uz korelaciju, tad vairuma gadijumu Sie raditaji bija nozimigi lielumi, un
neatkarigajiem mainigajiem pat augsti, bet neparsniedzot kritisko veértibu 0,7 (Hair et al., 2013).

Nakamaja posma, izmantojot divu grupu diskriminanto analizi, tika noskaidrotas atskiri-
bas starp abam studentu grupam. Saja gadijuma, uznéméjdarbibas zinasanu, lepnuma, uztvera-
mas uzvedibas kontroles un diskréto pozitivo emociju vidgjas aritmétiskas vertibas bija ievero-

jami augstakas studentu paraugkopai, kas bija no ar uznémeéjdarbibu saistitam programmam.
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Turklat vidgja vertiba attieciba uz dzimumu studentu paraugkopa, kas bija no ar uznémejdar-
bibu saistitam programmam, bija ievérojami augstaka neka ta, kada bija studentu paraugkopa,
kas bija no ar uznéméejdarbibu nesaistitam programmam, noradot, ka sievieSu Ipatsvars bija
augstaks pirmaja paraugkopa. Turklat, vidgjais studiju ilgums studentu paraugkopai, kas bija
no ar uznémeéjdarbibu nesaistitam programmam, bija ievérojami lielaks neka studentu paraug-
kopali, kas bija no ar uznémgjdarbibu saistitam programmam, noradot uz pieredzgjusakiem stu-

dentiem Saja grupa.

5. nodalas pédgja sadala ir veikta hipotéZu parbaude. Promocijas darba kopsavilkuma
hipotézes tiek defin€tas pirms izmantotas analizes metodes to parbaudei, un iegiitie rezultati

tiek izskaidroti.

H1: Diskrétas uznéméjdarbibas emocijas palielina dispersijas, ko skaidro ar uznémeéjdar-
bibas nodomiem, ipatsvaru kopg&ja dispersija papildus tam dispersijas ipatsvaram, ko skaidro

Planotas uzvedibas teorijas tris galvenie elementi.

Sis tests ietver pakapenisku multilinearas regresijas analizi, lai prognoz&tu nodomus no-
darboties ar uznéméjdarbibu. Pirmkart, Saja regresijas analiz€ né€ma vera tikai Planotas uzvedi-
bas teorijas galvenos elementus un ari diskrétas uznéméjdarbibas emocijas. Aprékinu rezultati
paradija, ka R? (izskaidrotas dispersijas Tpatsvars) palielinajas par 3,7%. Tapéc sakotngji tika
rasts pieradijums H1 hipotézei. Lai pamatotu So pieradijumu, atkal tika veikta ta pati pakape-
niska multilineara regresija ar kontroles mainigo kopu. Jaatzimé, ka atkal bija novérojams ie-
vérojams R? palielinajums par 2,6% péc tam, kad modeli, kas sastav&ja no kontroles mainiga-
jiem un trim Planotas uzvedibas teorijas galvenajiem elementiem, tika nemtas véra diskrétas
uznéméjdarbibas emocijas. Sis palielinajums attiecas ari uz korigéto R2. Td rezultata var rast

pieradijumu H1 hipotezei.

H2a: Planotas uzvedibas teorijas elements “atticksme pret uzvedibu” (attitude toward the

behaviour) medié diskréto uznémgjdarbibas emociju efektu uz uznémejdarbibas nodomiem.

H2b: Planotas uzvedibas teorijas elements “subjektivas normas” (subjective norms) me-

die diskréto uznéméejdarbibas emociju efektu uz uznémejdarbibas nodomiem.

H2c: Planotas uzvedibas teorijas elements “uztverama uzvedibas kontrole” (perceived
behavioural control) medié diskréto uznéméjdarbibas emociju efektu uz uznémejdarbibas no-

domiem.

Promocijas darba tika méginats rast iesp&jamo mediaciju, ko varétu sniegt Planotas uz-
vedibas teorijas galvenie elementi, likumsakaribai starp diskrétam uznémeéjdarbibas emocijam

un nodomiem nodarboties ar uznémégjdarbibu, izmantojot pakapenisko multilinearo regresiju,
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ko ieteica atseviSki autori (Baron & Kenny, 1986). Vispirms tika pétits diskréto uznémejdarbi-

bas emociju tiess efekts uz nodomiem nodarboties ar uznémgjdarbibu, veicot pirmo regresijas

analizi, izmantojot atpakalejoSas izslégSanas principu, lai modelis biitu vienkarsaks:

2.3. TABULA

REGRESIJAS MODELIS DISKRETU UZNEMEJDARBIBAS EMOCIJU UN UN IZPETEI, IZMANTOJOT ATPAKALEJOSAS

IZSLEGSANAS PRINCIPU

H2a-c (1. posms)

Atkarigais mainigais: uznémeéjdarbibas nodomi

Galigais modelis (8. mo-

1. modelis Izslég8anas process delis)
Neatkarigie mainigie: B Std. klada B Std. klada
PozitTvas prognozes 0.262™  0.053 0.232™  0.048
Negativas prognozes 0.066* 0.036 0.055* 0.033
ledvesma 0.485™ 0.049 0.483™ 0.046
Lepnums -0.051 0.050 Izslégts 6. modelt
Pozitiva diskréta emocija 0.144™  0.060 0.139™  0.053
Negativa diskréta emocija -0.031 0.049 Izslégts 4. modelt
gfﬂn\f;;l studgjoss students 14493 (ogg Izslagts 7. modelt
Vecums 0.008 0.017 Izslegts 2. modelt
Dzimums -0.283™  0.086 -0.226™  0.078
Studiju ilgums -0.010 0.020 Izslégts 3. modeli
Vecaki ir uznémeji 0.128 0.095 Izslegts 8. modelt
Uznémgji socialaja vide 0.027" 0.012 0.031™ 0.011
Zinasanas par uznéméjdarbibu | -0.059 0.068 Izslégts 5. modelt
Pieredze uzneméjdarbiba 0.261™  0.062 0.246™  0.051
X;g?gu“"darboms ar uznemej- | a6 g 059 0.240%  0.055
(Konstante) | -1.374 0.468 -1.415 0.250
N | 627 627
F-vértiba | 71.491 146.951
p-limenis | 0.000 0.000
R?|0.637 0.633
kor. R?|0.628 0.629

Piezimes: *p<0.10; "p<0.05; “p<0.01.

Ka redzams, modeli tika veiktas septinas izslégSanas, un ¢etram diskrétam uznémeéjdar-

bibas emocijam ir bitisks efekts uz nodomiem nodarboties ar uznémgjdarbibu. Otraja posma

tika nemti vera tikai atlikuSie nozimigie pirma regresijas modela mainigie (Baron & Kenny,

1986). Saja posma tika parbaudita likumsakariba starp neatkarigajiem mainigajiem, kontroles

mainigajiem un iesp&jamiem medigjosiem mainigajiem (Baron & Kenny, 1986), un rezultati ir

paraditi nakoSaja tabula:
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2.4. TABULA

REGRESIJAS MODELIS DISKRETU UZNEMEJDARBIBAS EMOCIJU UN PLANOTAS UZVEDIBAS TEORIJAS GALVENO
ELEMENTU IZPETEI, IZMANTOJOT ATPAKALEJOSAS IZSLEGSANAS PRINCIPU

H2a-c (2. posms)

Atkarigais mainigais:
attieksme pret uzve-

Atkarigais mainigais:
subjektivas normas

Atkarigais mainigais:
uztverama uzvedibas

dibu kontrole
Galigais modelis Galigais modelis Galigais modelis
(3. modelis) (6. modelis) (4. modelis)
Neatkarigie mainigie: B Std. klida | B Std. klida | B Std. klada
Pozitivas prognozes 0.344™ 0.034 0.299™ 0.031 Izslegts 4. modelt
Negativas prognozes -0.077" 0.023 Izslegts 6. modeli Izslegts 2. modeli
ledvesma 0.234™ 0.032 Izslegts 4. modelt 0.360™ 0.039
Pozitiva diskréta emocija 0.253™ 0.038 Izslegts 3. model 0.123™ 0.045
Dzimums Izslegts 3. modelt Izslegts 5. modelt -0.166" 0.074
Uznémgji socialaja vide 0.014* 0.008 0.024" 0.011 0.017* 0.011
Pieredze uzneéméjdarbiba Izslegts 2. modeli 0.141™ 0.051 0.616™ 0.048
ngé‘%iarb‘m“ aruznes—1g.112" 0.039 Izslegts 2. modeli Izslegts 3. modelt
(Konstante) | 0.733 0.173 3.655 0.168 0.075 0.155
N 716 77 740
F-vertiba | 269.708 45.668 141.667
p-limenis | 0.000 0.000 0.000
R?|0.695 0.151 0.491
kor. R? | 0.693 0.147 0.488

Piezimes: *p<0.10; “p<0.05; “p<0.01.

Atkal tika izmantota atpakalejoSa izslégSana, Iidz palika tikai nozimigakie mainigie. Tie

ar1 nosaka galigos regresijas modelus, un tie ir paraditi 5.2. tabula.

TreSaja un pedeja posma tika pielietoti tris regresijas modeli. Tajos ietilpst gan nozimi-

gakas diskrétas uznémejdarbibas emocijas, gan otra posma kontroles mainigie, gan ari attiecigie

Planotas uzvedibas teorijas tris galvenie elementi (atticksme pret uzvedibu, subjektivas normas

un uztverama uzvedibas kontrole), tadejadi sniedzot pieradijumus izvirzitajam H2a, H2b un

H2c hipotézém. Rezultati ir apkopoti un paraditi nakamajas tris tabulas:

2.5. TABULA

REGRESIJAS MODELIS DISKRETU UZNEMEJDARBIBAS EMOCIJU, ATB UN NODOMU NODARBOTIES AR UZNE-
MEJDARBIBU IZPETEI

Atkarigais mainigais:
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H2a (3. posms) UN
1. modelis

Neatkarigie mainigie: B Std. klada
Attieksme pret uzvedibu 0.543™ 0.049
Pozitivas prognozes 0.042 0.047
Negativas prognozes 0.079" 0.031
ledvesma 0.389™ 0.044
Pozitiva diskréta emocija -0.001 0.050
Uznéméji socialaja vide 0.037™ 0.010




méjdarbibu

Velme nodarboties ar uzne-

(Konstante) | -1.630 0.227

N | 713
F-vértiba | 203.074
p-limenis | 0.000

R?|0.668

kor. R? | 0.665

0.196™ 0.050

Piezimes: *p<0.10; "p<0.05; ~p<0.01.

2.6. TABULA

REGRESIJAS MODELIS DISKRETU UZNEMEJDARBIBAS EMOCIJU, SUBJEKTIVO NORMU UN NODOMU NODARBO-

TIES AR UZNEMEJDARBIBU IZPETEI

Atkarigais mainigais:

H2b (3. posms) UN
1. modelis
Neatkarigie mainigie: B Std. klada

Subjektivas normas
Pozitivas prognozes
Uznémgji socialaja videé

Pieredze uznémejdarbiba

0.100™ 0.039
0.679™ 0.036
0.049™ 0.012
0.412™ 0.055
(Konstante) | -1.109 0.231
N | 777
F-vertiba | 175.400
p-Iimenis | 0.000
R20.476
kor. R2 | 0.473

Piezimes: *p<0.10; "p<0.05; “p<0.01.

DOMU NODARBOTIES AR UZNEMEJDARBIBU IZPETEI

Atkarigais mainigais:

H2c (3. posms) UN
1. modelis
Neatkarigie mainigie: B Std. klada

Uztverama uzvedibas kontrole
ledvesma

Pozitiva diskréta emocija

Dzimums
Uzneméji socialaja vide
Pieredze uznémejdarbiba
(Konstante)
N
F-vertiba
p-limenis
R2
kor. R2

0.367™ 0.037
0.486™ 0.042
0.215™ 0.045
-0.187" 0.074
0.028™ 0.011
0.046 0.052
-0.664 0.153
736

224811

0.000

0.649

0.646

Piezimes: *p<0.10; “p<0.05; "p<0.01.
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2.7. TABULA

REGRESIJAS MODELIS DISKRETU UZNEMEJDARBIBAS EMOCIJU, UZTVERAMAS UZVEDIBAS KONTROLES UN NO-



Tad 2.5., 2.6. un 2.7. tabulu rezultati tika salidzinati ar 2.3. tabulas rezultatiem, un péc
tam tika izmantots Sobela tests, lai noteiktu iesp&jamo medigjoso efektu nozimigumu (Sobel,
1982).

Attieksmes pret uzvedibu testa gadijuma tika iegiti sekojosi rezultati:

e Pozitivas prognozes un diskrétas uznémejdarbibas emocijas kluva mazak nozimi-
gakas, noradot tikai uz netieSu mediaciju (pilniga mediacija) (Zhao, Lynch &
Chen, 2010);

e ledvesmas beta koeficients samazinajas, bet nozimigums saglabajas, noradot uz
papildinosu mediaciju (daléja mediacija) (Zhao, Lynch & Chen, 2010);

e Negativo prognozu beta koeficients pieauga, noradot uz konkurgjosu mediaciju
(kas butiba nesniedz nekadu mediaciju) (Zhao, Lynch & Chen, 2010).

Rezultata, ta ka divos gadijumos tika giita pilniga medidcija, vienda gadijumda daléja me-
diacija un viena gadijuma nebija medidcijas, var secindt, ka H2a hipoteze ir daléji apstiprina-
jusies, noradot, ka Planotas uzvedibas teorijas elements “attieksme pret uzvedibu” spéj mediét

diskréto uznéméjdarbibas emociju efektu uz nodomiem nodarboties ar uzneméjdarbibu.

Kas attiecas uz Planotas uzvedibas teorijas elementu subjektivas normas, vienigajai no-
zimigajai diskrétajai uznémeéjdarbibas emocijai — pozitivajam prognozém bija augstaks beta
koeficients, ja salidzina ar 5.1. tabula ietvertajiem datiem, noradot uz konkurgjosu mediaciju
(nav mediacijas) (Zhao, Lynch & Chen, 2010). Lidz ar to, neapstiprinas H2b hipoteze, kura
norada, ka Planotas uzvedibas teorijas elements “subjektivas normas” spéj mediét diskreto

uznémejdarbibas emociju efektu uz nodomiem nodarboties ar uzneméjdarbibu.

Uztveramas uzvedibas kontroles gadijuma, beta koeficients abam nozimigakajam diskre-
tajam uznémeéjdarbibas emocijam bija vél lielaks, noradot uz to, ka dotajos gadijumos nav me-
diacijas (Zhao, Lynch & Chen, 2010). Tadgl, neapstiprinas H2c hipoteze, kura norada, ka
Planotas uzvedibas teorijas elements “uztverama uzvedibas kontrole” spéj mediét diskréto uz-

neméjdarbibas emociju efektu uz nodomiem nodarboties ar uznémejdarbibu.

H3: Dalibai informativi izglitojo$os seminaros par uznéméjdarbibu nav biitiska efekta uz

studentu nodomiem nodarboties ar uznéméjdarbibu.

H4a: Daliba informativi izglitojoSos seminaros par uznéméjdarbibu uzlabo studentu po-

zitivas diskrétas uznémeéjdarbibas emocijas.

H4b: Daliba informativi izglitojoSos seminaros par uznéméjdarbibu mazina studentu ne-

gativas diskrétas uznémeéjdarbibas emocijas.
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3. un 4. hipotéze tika parbauditas vienlaicigi, izmantojot atSkiriba-atskiribas pieeju (skat.
Osterbeek et al., 2010; Lorz, 2011). ST pieeja nem véra T1 un T2 studentu grupu uzradito re-
zultatu at$kiribas un salidzina tas ar rezultatu atSkiribam starp izmé&ginajuma un kontroles

grupu, ka ari starp izméginajuma grupam.

Kas attiecas uz hipotézi H3, studentu nodomi nodarboties ar uznémejdarbibu butiski ne-
mainijas, ja salidzina T2 un T1 grupas. Tas pats bija novérojams ar1 attieciba uz informativi
izglitojosu seminaru par uznéméjdarbibu ietekmi, ja salidzina izm&ginajuma un kontroles

grupu. Tadejadi, H3 hipoteze apstiprinas.

Salidzinot vidgjos raditajus, kas tika aprékinati promocijas darba ¢etram pozitivajam dis-
krétajam uznéméjdarbibas emocijam, biitisks pieaugums netika konstatéts — ne salidzinot izme-
ginajuma grupas starp T1 un T2, ne arT salidzinot izm&ginajuma grupu T2 semestri un kontroles

grupu semestr1 T1. Tadé], iegiitie rezultati parada, ka H4a hipoteze ir janoraida.

Turpreti bija vérojams loti biitisks negativo diskréto uznémejdarbibas emociju samazina-
jums (PANAS skala). Tomér nebija efekta uz negativam prognozém. Ta ir interesanta zinat-
niska atzina, jo PANAS méra pasreizgjas sajutas, kuras studentiem ir, ja tie doma par uznémg;j-
darbibas uzvedibu, un negativas prognozes méra to, Ko tie izjiit, iedomajoties, ka nakotne varétu
piedalities kada uznémejdarbibas projekta. Lidz ar to, studentu negativas Sajiitas var saskanét
ar laika aspektu (pasreiz&jais/prognoze). Tapéc nepastayv tikai viena vieniga atbilde attieciba uz

negativajam diskrétajam uznéméjdarbibas emocijam, un H4b hipotéze apstiprinas daléji.

Hb5a: Pielietota macibu metode moderé diskréto uznémejdarbibas emociju efektu uz trim

Planotas uzvedibas teorijas galvenajiem elementiem.

Likumsakaribas starp diskrétam uznéméjdarbibas emocijam un Planotas uzvedibas teori-
jas trim elementiem ietvaros, macibu metodes modergjosa loma tika izpétita, izmantojot 18
multilinearas regresijas modelus. Pielietojot So pieeju, tika aprekinati jauni mainigie, kas ietver
katra mainiga, kas raksturo diskrétas uznémeéjdarbibas emocijas, izmainas laika gaita, un kas ir
ietverti arT Planotas uzvedibas teorija, T1 semestrT iegitas atbildes atnemot no T2 semestrT ie-
gitajam atbildém. Tas bija nepiecieSams, jo macibu metodes iesp&jamo moder&joso efektu ir
jega petit tikai attieciba uz izmainam (A) diskrétajas emocijas un Planotas uzvedibas teorijas
galvenajos elementos. Turklat, lai varétu interpretét modergjoso efektu, tika izmantotas grupe-
tas izkliedes diagrammas. Nemot véra to, ka Aattieksmé pret uzvedibu ir modela atkarigais
mainigais, nakamaja tabula ir apkopoti rezultati, kas iegliti no seS$am multilinearas regresijas

analizém:
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2.8. TABULA

MACIBU METODES MODERACIJAS PARBAUDE ATTIECIBA UZ DISKRETO EMOCIJU EFEKTU UZ ATB

Hb5a (attieksme pret uzvedibu) Atkarigais mainigais: A attieksme pret uzvedibu

Neatkarigie mainigie: t-vertiba Sig. Rezultats
Macibu metode x A Pozitivas prognozes 0.935 0.350 Nav moderacijas
Macibu metode x A Negativas prognozes -2.692 0.007 Ir moderacija
Macibu metode x A Iedvesma 0.516 0.606 Nav moderacijas
Macibu metode x A Lepnums 0.334 0.739 Nav moderacijas
Macibu metode x A Pozitiva diskréta emocija 1.836 0.067 (Ir moderacija)
Macibu metode x A Pozitiva diskréta emocija -0.295 0.768 Nav moderacijas

Ka izpéte paradija, eksperimentala macibu metode rada specigaku negativu prognozu
efektu uz attieksmi pret uzvedibu. Turklat ir vaji empiriski pieradijumi tam, ka eksperimentala
macibu metode pastiprina likumsakaribu starp pozitivajam diskrétajam emocijam un attieksmi
pret uzvedibu. 7a ka moderéjosais efekts netika atklats katrai diskrétai uznéméjdarbibas emo-
cijai, attieksmes pret uzvedibu elementa konteksta var uzskatit, ka H5a hipotéze daleji apstip-
rinds.

Kas attiecas uz subjektivo normu elementu, macibu metode neradija nekadu modergjosu

efektu, un H5a hipotézi var noraidit saistiba ar subjektivam normam.

Kas attiecas uz uztveramas uzvedibas kontroles elementu, samazinot negativas diskrétas
uznémgéjdarbibas emocijas, izmantojot eksperimentalo macibu metodi, uztverama uzvedibas
kontrole pariet uz augstaku Iimeni, salidzinot ar tradicionalo macibu metodi, tadejadi H5a hi-

potéze dal€ji apstiprinas saistiba ar uztveramo uzvedibas kontroli.

H5b: Studentu grupa moderé diskréto emociju efektu uz trim Planotas uzvedibas teorijas

galvenajiem elementiem.

Parbaudot H5b hipotézi, tika izmantota ta pati metodologiska pieeja ka H5a hipotezes
gadijuma, tikai macibu metodes vieta izmantojot studentu grupu ka moder&josu mainigo. Re-

gresijas analizes rezultati ir sekojosi:

o Attieksmes pret uzvedibu gadijuma, pozitiva likumsakariba starp lepnumu un at-
tieksmi pret uzvedibu ir izteiktaka studentu paraugkopa no ar uznéméjdarbibu ne-
saistitam programmam, un samazinatas negativas diskrétas emocijas T2 semestr1
paaugstina biznesu studgjoso studentu attieksmi pret uzvedibu vairak, neka to stu-
dentu attieksmi pret uzvedibu, kas ir no ar uznéméjdarbibu nesaistitam program-
mam.

e Subjektivo normu gadijuma, lepnuma izmainas studentu grupa no ar uznéméjdar-

bibu nesaistitam programmam Saskan ar augstakam pozitivam subjektivo normu
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izmainam, atskiriba no studentu grupas no ar uznémeéjdarbibu saistitam program-
mam, Un samazinatas negativas diskrétas emocijas T2 semestrT paaugstina biznesu
studgjoso studentu subjektivas normas vairak, neka to studentu subjektivas normas,
kas ir no ar uznémejdarbibu nesaistitam programmam.

e Uztveramas uzvedibas kontroles gadijuma, samazinatas negativas diskrétas emoci-
jas T2 semestrT paaugstina biznesu studéjoSo studentu uztveramo uzvedibas kon-
troli vairak, neka to studentu uztveramo uzvedibas kontroli, kas ir no ar uznémgj-

darbibu nesaistitam programmam.

Rezultata var secinat, ka H5b hipoteze ir daléji apstiprindjusies saistiba ar visiem Pla-
notas uzvedibas teorijas trim elementiem: attieksmi pret uzvedibu, subjektivam normam un

uztveramo uzvedibas kontroli.

H5c: Lektora autentiskums moderé diskréto emociju efektu uz trim Planotas uzvedibas

teorijas galvenajiem elementiem.

Kas attiecas uz H5c hipotézes parbaudi, tika izmantota ta pati metodologiska piceja ka
H5a hipotézes gadijuma, izmantojot lektora autentiskumu ka modergjosu mainigo. Ta ka $is
mainigais sastav no Cetriem faktoriem, tika aprékinati nevis 18, bet gan 72 regresijas modeli.

Rezultati ir Tsuma apkopoti zemak:

e Augsti lektora autentiskuma faktora “dzivo, lai macitu” rezultati pazemina izteikti
negativo prognozu negativo efektu (T2-T1>0) uz attieksmi pret uzvedibu;

e Augsti lektora autentiskuma faktora “fokus€jas uz tému” rezultati paaugstina iz-
teikti negativo diskréto uznémeéjdarbibas emociju pozitivo efektu (T2-T1<0) uz at-
tieksmi pret uzvedibu;

e Augsti lektora autentiskuma faktora “tuvums” rezultati pazemina izteikti negativo
prognozu negativo efektu (T2-T1>0) uz attieksmi pret uzvedibu;

e Augsti lektora autentiskuma faktora “nav macibu gramatu “atgremotajs” rezultati
pazemina izteikti negativo prognozu negativo efektu (T2-T1>0) uz attieksmi pret
uzvedibu;

e Augsti lektora autentiskuma faktora “nav macibu gramatu “atgremotajs” rezultati
paaugstina izteikti negativo diskréto uznémejdarbibas emociju pozitivo efektu (T2-

T1<0) uz attieksmi pret uzvedibu.

Lidz ar to var skaidri apgalvot, ka augsts lektora autentiskuma Iimenis nodrosina apmie-
rinoSus macibu rezultatus; t.i., lektora autentiskuma modergjosais efekts paaugstinaja attieksmi

pret uzvedibu Iimeni T2 semestrT katra nozimigaja gadijuma.

117



At8kiriba no novérota lektora autentiskuma moder€josa efekta attieksmes pret uzvedibu
gadijuma, modergjosus efektus nevargja noveérot, izmantojot Asubjektivas normas un Auztve-
rama uzvedibas kontrolé ka regresijas modela atkarigos mainigos. Tapéc, izvirzita H5c¢ hipo-
teze, ka lektora autentiskums moderé diskréto emociju efektu uz Planotas uzvedibas teorijas
trim galvenajiem elementiem daleji apstiprinas attieksmes pret uzvedibu gadijuma un neap-

Stiprinds subjektivo normu un uztveramas uzvedibas kontroles gadijumos.

Secinajumi un priekslikumi

Promocijas darbs sniedz noderigas atzinas par to, ka uzlabot informativi izglitojosSus se-
minarus par uznéméjdarbibu efektivitates un lietderibas zina un padzilina miisu zinaSanas par
dzingjspekiem uznémejdarbibas uzvediba, tadgjadi sniedzot ieguldijumu uznémejdarbibas va-
diba un izglitibas parvaldiba. Talak ir apkopots §1 promocijas darba teorétiskais un metodolo-
giskais ieguldijums, ka arT nozimigakas empiriskas atzinas. Balstoties uz minétajam atzinam,
Saja sadala tiek doti ieteikumi praksei, nemot véra pétijuma ierobezojumus. Promocijas darbs
beidzas ar ieteikumiem turpmakiem pétfjumiem, kurus nosaka ieprieks noraditie pétijuma iero-
bezojumi.

Teoretiskais un metodiskais ieguldijums:

1)  Promocijas darba veiktaja literatiras parskata tika noskaidrots, ka tadu terminu definicijas
ka uznémgjdarbiba, uznémgjdarbibas izglitiba, uznémejdarbibas nodomi, afekts un emo-
cijas ir nepilnigas. TieSi terminiem afekts un emocijas, promocijas darba autors ir izstra-
dajis terminologisko ietvarstrukttiru par afektu, kas palidzes pétniekiem labak saprast
afektu un emocijas, jo ietvarstruktiira ir nodalitas dazadas afektivas sajttas. Dotaja gadi-
juma, galvena teorija pétjjumiem par uznémgejdarbibas izglitibas ietekmi — Planotas uz-
vedibas teorija— tika kombinéta ar Afekta iedvesmas modeli, kas noradija uz jaunu posmu
uznémgjdarbibas joma un sniedz ieguldijumu $aja joma — dzilaku ieskatu uznémigas dar-
bibas dzingjspekos, kas ir saistits arT ar vienu no galvenajiem uznémeéjdarbibas vadibas
mérkiem: ka iedro$inat individus Uz uznémigu (uznémigaku) darbibu. Bez tam, promoci-
jas darbs ir pamats jauniem teorétiskiem un empiriskiem pétijjumiem, kas saistiti ar
afekta-nodomu likumsakaribu.

2)  Macibu metozu, kas balstas uz atsevisku autoru izstradato macibu modela ietvarstruktiiru
(Béchard & Grégoire, 2005b), izpéte un salidzinajums informativi izglitojoSu seminaru
konteksta ir vél neizpétita joma. STjoma promocijas darba tika izp&tita empiriski, tadejadi

sniedzot jaunu ieskatu macibu rezultatos, kas iegiti informativi izglTtojoS0S seminaros

118



3)

4)

par uznémgéjdarbibu, izmantojot tradicionalo un eksperimentalo macibu metodi. Veikta
petijuma rezultati pamato kritiku, ka uznémgjdarbibas izglitibai ir javirzas no pielietotas
uz lektoru centrétas pieejas (tradicionala) uz studentu centréto pieeju (eksperimentala),
tadejadi kalpojot par svarigu ieguldijumu tam, lai saprastu, ka perspektivi uznémeéji varétu
sekmigak apgiit nepiecieSamas zinaSanas un lidz ar to sniegtu noderigu ieskatu uznémé;j-
darbibas vadiba un izglitibas parvaldiba.

Promocijas darba metodologijas dala autors pamato pielietoto kvazieksperimentalo péti-
juma dizainu laboratorijas apstaklos, izmantojot macibu telpu ka kontrol&tu vidi parasto
laboratorisko eksperimentu veik3anai (eksperiments macibu telpa). Sadai izveletajai pe-
tljuma metodologijai ir prieksrocibas, salidzinajuma ar tam metodologijam, kas izmanto-
tas tajos nozimigakajos p&tijumos par uznéméjdarbibas izglitibas ietekmi, kuri ir analiz&ti
(un kritiz€éti) autora veiktaja sistematiskaja literatiiras parskata (skat. 2. nodalu). Rezul-
tata, promocijas darba autors uzsver metodologijas precizitati, kas nepiecie$ama turpma-
kiem pétijumiem par uznémeéjdarbibas izglitibas ietekmi, un ari mégina paaugstinat sava
promocijas darba izmantotas metodologijas precizitati. Tatad, tas var atstat pozitivu
efektu uz metodologijas izvéli, ko veiks citi p&tnieki.

Promocijas darba veikta sistematiska literatiiras parskata rezultati, kas lava sistematizet
un klasific€t esos$as zinatniskas zinasanas par uznémeéjdarbibas izglitibu, palidz p&tnie-
kiem un pedagogiem izprast atSkiribas starp apak$t€émam par uznémejdarbibas izglitibu
un rast iesp&jamo sasaisti starp dazadam tematiskajam grupam un atklat vél neizpétitas

jomas.

Ieguitas empiriskas atzinas:

1)

2)

Ta ka hipotéze H1 (‘Diskrétas uznémeéjdarbibas emocijas palielina dispersijas, ko skaidro
ar uznémejdarbibas nodomiem, Tpatsvaru kopéja dispersija papildus tam dispersijas Tpat-
svaram, ko skaidro Planotas uzvedibas teorijas tris galvenie elementi’) apstiprinajas, pro-
mocijas darba tika iegiitas jaunas zinaSanas par uznémeéjdarbibas uzvedibas paredzeéSanu.
Konkrétak, Afekta iedvesmas modela un Planotas uzvedibas teorijas kombinésana lauj
pétniekiem precizak paredzet uzvedibu, tadejadi petniekiem ir iesp&ja turpmak veikt dzi-
lakus pétfjumus, sasaistot Afekta iedvesmas modeli un Planotas uzvedibas teoriju. Ap-
stiprinata H1 hipotéze sniedz atbildi uz ievada izvirzito jautajumu — diskrétas uzne-
méjdarbibas emocijas patiesam ietekmé nodomus nodarboties ar uznéméjdarbibu
un palielina ipatsvaru izskaidrotajai dispersijai par 2,6% (no 70,7% lidz 73,3%0).

Dalgji apstiprinajusies H2 hipotéze sniedz empiriskas zinaSanas par likumsakaribu starp

esosajam un hroniskam sajiitam un to, ka tas mijiedarbojas ar nodomiem. Proti, promo-
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3)

4)

cijas darba iegitie rezultati lauj labak izprast Planotas uzvedibas teorijas galvenos ele-
mentus, jo Tpasi attieksmi pret uzvedibu: apzinot cilvékam piemttosas diskrétas emocijas,
ir iesp&jams paredzét attieksmi pret uzvedibu (izmainas taja). To var uzskatit par nozi-
migu zinatnisku atzinu, nemot véra to, ka Planotas uzvedibas teorija ir nozimiga vairakas
disciplinas.

Zinatniskas atzinas, kas tika iegttas saistiba ar H3 un H4 hipotézém, papildina misu zi-
nasanas par informativi izglitoSu seminaru par uznémeéjdarbibu radito efektu, kas ir ne-
pietiekosi izpétita pieeja uznémejdarbibas izglitiba. Promocijas darba izvirzitajas hipote-
z8s (3. nodala) tika pienemts, ka 1sais seminaru laiks nav savienojams ar macibu mérki
“veicinat studentu nodomus nodarboties ar uznéméjdarbibu”, jo nekadas biitiskas izmai-
nas studentu nodomos netika novérotas (H3). Informativi izglitojosus seminarus par uz-
némejdarbibu drizak ir jauzskata par pamudinoSiem pasakumiem studentiem, kas apgiist
dazadu jomu studiju programmas un kam ir bijusi maza iepriek$€ja saskarsme ar uzné-
mgjdarbibu, ar mérki iedvesmot studentus, lai tie kadreiz saktu nodarboties ar uznémgj-
darbibu un atmodinat studentos drosmi izv€leties uznémeéjdarbibu ka savu iesp&jamo kar-
jeras celu. Nemot véra to, ka hipotézes H4a (‘Daliba informativi izglitojoSos seminaros
par uznémejdarbibu uzlabo studentu pozitivas diskrétas uznémejdarbibas emocijas’) un
H4b (‘Daliba informativi izglitojoSos seminaros par uznéméjdarbibu mazina studentu ne-
gativas diskrétas uznémeéjdarbibas emocijas’) neapstiprinajas, $adi pamudinosi pasakumi
var samazinat negativas uznémeéjdarbibas emocijas, nevis uzlabot pozitivas uznémejdar-
bibas emocijas. No teorétiska skatupunkta, zinatniskas atzinas saistiba ar hipotézi H4 at-
tiecas uz teorétiskiem aspektiem par afektu (kas ietverti Afekta iedvesmas modeli) — afek-
tivas sajiitas, kas kalpo ka informacijas avots par apspriezamo jautajumu, pec definicijas,
var bitiski mainities, ja individs piedalas dazados pamudinoSos pasakumos.

Visbeidzot, hipoteze H5, kas dal€ji apstiprinajas, parada, ka tadi kontekstualie faktori ka
macibu metode, studiju joma, ko apgiit studenti un autentisks lektors sp&j izmainit infor-
mativi izglitojo§u seminaru par uznéméejdarbibu radito efektu. Sie rezultati tadejadi
sniedz atbildi uz jautajumu par to, ka efektivi organizet informativi izglitojoSus se-
minarus par uznéméjdarbibu. Precizak, eksperimentala macibu metode lauj gt laba-
kus rezultatus salidzinajuma ar tradicionalo macibu metodi. Rezultata, informativi izgli-
tojoSu seminaru par uznémeéjdarbibu efektivitati var paaugstinat, izmantojot pirmo me-
todi. Kas attiecas uz studentu apgiistamajam dazadajam studiju jomam, tad $Tm dazada-
jam disciplinarajam jomam nav iesp&jami izskirosas nozimes koncepcija par uznémejdar-

bibas izglitibas pasakumiem. Turklat, lektora autentiskums vél vairak palielinaja miisu
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izpratni par efektiviem uznémgéjdarbibas izglitibas pasakumiem: neskatoties uz atskiriga-
jiem rezultatiem attieciba uz to nozimigumu, kopgja tendence liecina par augsta lektora
autentiskuma Itmena pozitivu efektu uz studentu gitajiem afektivajiem macibu rezulta-
tiem. Tas nozimé, ka lektora autentiskums paaugstina maciSanas efektivitati pat ja izgli-
tojosa pasakuma ilgums ir tikai tris stundas. Izdarot kopsavilkumu, var secinat, ka HS
rezultati var palidz&t mainit pasreizgjo izglitibas praksi, lai sekmigak noskanotu individus

uz uznémejdarbibu informativi izglitojosu pasakumu ietvaros.

leteikumi praksei:

Promocijas darba rezultati sniedz teorétisku ieguldijumu izglitibas parvaldibas un uzne-

m¢éjdarbibas vadibas uzlabosana un praktiskus ieteikumus augstakas izglitibas iestadém Vacija.

Ta empiriskie rezultati sniedz noderigus ieteikumus par to, ka uzlabot uznéméjdarbibas izgliti-

bas pasakumu efektivitati un lietderibu.

1)

2)

3)

4)

Empiriskie rezultati paradija, ka informativi izglitojosi seminari par uznéméjdarbibu var
butiski ietekmét individa diskrétas uznéméjdarbibas emocijas. Tas nozimég, ka augstakas
izglitibas iestades var ietaupit resursus, ja t0 uzmanibas centra ir afektivie macibu rezul-
tati, padarot $adus seminarus efektivakus, salidzinot ar uznémeéjdarbibas izglitibas pasa-
kumiem, kas ilgst, pieméram, vienu semestri. Turklat, rezultati attieciba uz afekta-no-
domu likumsakaribu sniedz jaunu ieskatu ne tikai uznéméju, bet art menedzeru vai tadu
uznéméju izglitoSana, kuriem uznémuma attistibas agrinaja posma ir jaapvieno gan me-
nedzera, gan uznéméja loma, jo ir iesp&jams labak izprast pasu pirmo uznéméjdarbibas
procesa posmu, ja tiek raditi pozitivi efekti uz diskrétam uznéméjdarbibas emocijam, uz-
némgéjdarbibas nodomiem un uznémigu darbibu.

Izmantojot informativi izglitojosus par uznémgjdarbibu seminarus, nevis lekciju s€riju,
rodas iesp€ja ieklaut atseviskus pasakumus studiju kursos, iznemot kursu Biznesa admi-
nistracija. Izglitojot par uzneémeéjdarbibu studentus no ar uznémejdarbibu nesaistitam pro-
grammam var pozitivi ietekmét to uznémgjdarbibas uzvedibu vélak. Saja sakara, atse-
visku autoru (Lange et al., 2011) pé&tijumi paradija, ka tie studenti, kuri nojaus, ka ir iein-
teres€ti uznémejdarbiba, mégina ar to ari vélak nodarboties.

Augstakas izglitibas iestades, kas censas Tstenot informativi izglitojoSus par uznémeéjdar-
bibu seminarus, jaizmanto eksperimentala macibu metode, jo $T metode salidzinajuma ar
tradicionalo metodi nodroSina labakus macibu rezultatus, ka art augstaku efektivitati.
Klut par autentisku lektoru nozimé atbildét uz jautajumu par to, ka bt efektivakam lek-

toram tiesi disciplinas par uznéméejdarbibu. Saja sakara pétfjuma rezultati paradija, ka
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5)

augsti novertéts lektora autentiskums noved ar pie labakiem macibu rezultatiem. Lai sa-
sniegtu augstu(-aku) lektora autentiskuma Iimeni, augstakas izglitibas iestades vajadzetu
icklaut lektora autentiskuma noveértéjuma skalas, kas izmantotas promocijas darba, veid-
lapas, kuras studenti var novértét pasniegto studiju kursu. Studentu atbildes tad var iz-
mantot ka labakas prakses vadlinijas, kas var kalpot ka orientieris lektoriem — no vienas
puses, kada veida macisana studentiem patik (piem., ja lektors sper savus pirmos solus ka
pasniedzgjs un gatavo savus pirmos macibu materialus), un, no otras puses, cik liela mera
lektori I1idz §im ieveroja §1s vadlinijas (piem., ja pieredz€jusaks lektors pamana, ka ta pa-
sniegSanas stils ir vecmodigs vai ka ta pasniegSanas metode, ieskaitot izmantotos materi-
alus, 1sti neatbilst ceritbam un studentu vajadzibam).

Ir vairak jariko uznémejdarbibas izglitibas pasakumi studentiem no ar uznémejdarbibu
nesaistitam programmam, jo tas var radit pozitivu efektu gan pétitaja valsti, Vacija, gan

ari citas valstis pasaulg.

Pétijjuma ierobeZojumi:

1)

2)

3)

Promocijas darba tikai afektivie macibu rezultati tika pétiti empiriski. Tomér, ta ka izzinas
un uz prasmeém balstitie macibu rezultati ar7 var bt iesp&jamie izp&tes objekti, Saja gadi-
juma pastav pétijuma ierobezojums. Neskatoties uz to, afektivie macibu rezultati parasti
ir vislabak pieméroti to parbaudei informativi izglitojoSu par uznéméjdarbibu seminaru
laika, bet to 1sais laiks nelauj pilnvertigi izpétit izzinas un uz prasmém balstitos macibu
rezultatus (Johansen & Schanke, 2013). Turklat, pastav vél viens ierobezojums saistiba
ar afekta-nodomu likumsakaribu. Saja gadijuma, pétitas diskrétas uznéméjdarbibas emo-
cijas ir tikai viena iesp&jama afekta-nodomu likumsakaribas sastavdala.

Ta ka uznémejdarbibas izglitibas pasakumi tika veikti tikai Vacija, iegtitos rezultatus ne-
var visparinat uz citam valstim, kas nozimé to, ka to visparinamiba ir jauzlabo, un ari
kulttiras veértibu loma netika pétita. Vismaz Vacijas gadijuma, reprezentativi dati tika ie-
giiti.

Atskiriba no citiem pétijjumiem par uznéméjdarbibas izglitibas ietekmi (piem., Lorz,
2011), promocijas darba autors atturgjas no turpmaku aptauju veikSanas, kas art ir péti-
juma ierobezojums. Jo Tpasi interesants p&tijumu priekSmets ir kontroles un eksperimen-
talo grupu personiga attistiba attieciba uz to, kada biis to veélaka uznémejdarbibas uzve-
diba. Pieméram, vai dazus gadus velak eksperimentalo grupu dalibniekiem ir izteiktaka
uznémejdarbibas uzvediba neka kontroles grupu dalibniekiem. Tomer §1 koncepcija tika
noraidita, lai neparslogotu studentus, veicot tris aptaujas informativi izglitojosa seminara

ietvaros, kas ilgst tikai tris stundas.
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4)

IerobeZzojums, kas saistits ar izvéléto metodologisko pieeju sistematiska literaturas par-
skata veikSanai. Pirmkart, subjektivais aspekts, izv€loties literatiiras avotus turpmakai Ci-
tejamibas analizei, nav apstridams. Tap&c promocijas darba autors néma veéra objektivos
kvalitates kritérijus, lai ierobezotu So subjektivo aspektu. Otrkart, izveidota zinatnisko
rakstu klasifikacija joprojam ir visai subjektiva. Treskart, bibliometrisko metozu pielie-
toSana, tapat ka cit§jamibas un lidzcit€jamibas analizes gadijuma, rada ierobezojumus.
Saja sakara var aprakstit tikai acimredzamakas tendences, jo nav iesp&jams efektivi pare-

dzet, kada virziena attistisies zinatniskie p&tijumi nakotng.

Ieteikumi turpmakiem pétijjumiem:

1)

2)

3)

Informativi izglitojosi seminari par uznémé&jdarbibu, kam nav nepiecieSams daudz re-
sursu, biitiba ir pasakumi, kas pamudina studentus, kas ir no ar uznémeéjdarbibu nesaisti-
tam programmam, velak izvEléties uznéméjdarbibu ka savu karjeras celu. Ka paradija
hipoté€zu parbaude, iedvesma studentos palielinajas it 1pasi eksperimentalo uznémejdar-
bibas izglitibas pasakumu ietvaros, kuri, savukart, rada pozitivu efektu uz attieksmi pret
uzvedibu un uznémégjdarbibas nodomiem. Tapéc turpmakajos pétijumos galvena uzma-
niba japievér$ efektivas politikas istenos$anai, kas augstakas izglitibas iestades stimulé
biezak istenot informativi izglitojoSus seminarus par uznémgjdarbibu (ipasi studiju kursos
tiem studentiem, kas ir no ar uznémgjdarbibu nesaistitam programmam).

Attieciba uz $ada veida pétijumiem, ir loti ieteicams izmantot p&captaujas (piem., péc
pieciem gadiem), lai izp&titu informativi izglitojoSos seminarus apmekl&juso studentu,
kas ir no ar uznémejdarbibu nesaistitam programmam, vélaku uznémeéjdarbibas uzvedibu,
salidzinot ar tiem, kuri tos neapmeklgja. Saja sakara, promocijas darba autors iesaka at-
kartot konceptualizetos informativi izglitojoSos seminarus par uznémeéjdarbibu.

Kas attiecas uz afekta-nodomu likumsakaribu, kas tika pétita promocijas darba, tad pé&ti-
jumos par uznémgéjdarbibas izglitibas ietekmi varétu izmantot vairak diskrétas uznémg;j-
darbibas emocijas ka peétamos mainigos. Promocijas darba tika galvenokart izmantotas
daudzvienibu skalas, ar kuru palidzibu varg€ja izmérit pozitivas diskrétas uznémejdarbibas
emocijas (iedvesma, lepnums), tapéc biitu ieteicams izmérit specifiskas negativas diskre-
tas uznémejdarbibas emocijas (piem., bailes) nevis ar PANAS, bet arT ar daudzvienibu
skalu palidzibu. Turpmakajos p&tijumos, papildus diskrétam uznémgjdarbibas emocijam,
varétu pétit to, ka garastavoklis un temperaments ietekmé cilvékus, kas apsver uznémgj-

darbibu ka savu iesp&jamo Karjeras celu. Papildus sados p&tijumos, kas p&ta uznéméejdar-
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4)

5)

bibas procesu pirms individa 1stenotas konkrétas uznémejdarbibas uzvedibas, turpmaka-
jos pétijumos var koncentréties arT uz afekta izp&ti konkrétas uznémejdarbibas uzvedibas
letvaros vai ari péc izmainam taja.

P&tijums par to, ka macibu metode un lektora autentiskums var ietekmét studentu uz
prasmeém balstitos macibu rezultatus, ir vél viens ieteikums turpmakajiem petijumiem. Ka
jau tas tika uzsvérts rezultatu sadala, eksperimentala macibu pieeja un augsts lektora au-
tentiskuma Itmenis noveda pie labakiem afektivajiem macibu rezultatiem (salidzinajuma
ar tradicionalo macibu pieeju un zemu lektora autentiskuma limeni). Tomér, ka jau tika
minéts petijuma ierobezojumu konteksta, promocijas darba tika nemti véra tikai pozitivie
macibu rezultati. Tapec augstakas izglitibas iestades ir loti svarigi izmantot eksperimen-
talas macibu pieejas un augsta lektora autentiskuma limena potencialo efektu uz prasmém
balstitajiem macibu rezultatiem, jo tas var radit konkurences prieksrocibas.

Ka pretpasakumu iepriekSminétajam pétijumu ierobeZzojumam, promocijas darba autors
iesaka konceptualiz&tos informativi izglitojosus par uznéméejdarbibu seminarus atkartot
kada starptautiska pétijuma ietvaros, lai noskaidrotu, vai iegiitic empiriskie rezultati ir
atSkirigi. Ka uzskata atseviski autori (Lifidn & Chen, 2009), kulttiras vértibas var mainit
to, ka studenti uztver uznémeéjdarbibu, tadgjadi varetu noskaidrot to, ka tas ietekmée Stu-
dentu nodomus nodarboties ar uznémgejdarbibu. Saja sakara, citi autori (Wu & Wu, 2017)
ierosina paplasinat attiecigo pétjjumu lauku par uznéméjdarbibas izglitibu no Amerikas
un Eiropas regiona uz Azijas - Klusa okeana regionu, lai iegiitu jaunu ieskatu pétamaja
probléma, jo, lai arT attiecigo pétTjumu skaits par Azijas regionu pieaug, tas joprojam bii-
tiski atpaliek no nepieciesama. Lidz ar to, atkartojot promocijas darba veikto kvaziekspe-

rimentu $adas valstis, iesp&jams, varétu iegit Tpasi vertigus rezultatus.
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