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ABSTRACT

RESEARCH OBJECTIVE: This article aims to explain the results of research
obtained as part of a project carried out by PhD students at Warsaw School of
Economics in 2014-2015 within the context of work culture in business educa-
tion, including the development of attitudes of entrepreneurship.

THE RESEARCH PROBLEM AND METHODS: The main research problem is
formulated in the following, complex question: What is the teaching culture of
the teaching processes carried out by PhD students and which elements of the
processes are emphasised and which are not taken into account by them? The
research strategy was the case study, with an analysis of data gathered mostly
through observation.

THE PROCESS OF ARGUMENTATION: The analysis of empirical data is pre-
ceded by an overview of the theories of work culture in business education within
the context of the latest trends in education as a result of changes in the (busi-
ness) environment, including the changing expectations of university graduates
with business degrees in terms of their attitudes to enterprise.

RESEARCH RESULTS: The processes under analysis only marginally take into
account an education that develops attitudes of entrepreneurship, i.e. freedom of
activity, flexibility and creativity, responsibility sharing, openness to new roles, the
use of best practices and, last but not least, atmosphere of innovation.

CONCLUSIONS, INNOVATIONS AND RECOMMENDATIONS: Research shows
that contrary to expectations, the predominant approach to teaching adopted by
candidates for academic teachers is the mechanistic-passive culture model. Only
to a small degree does their teaching show features of the humanistic culture
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model, which is based on interactive forms of teaching and activating methods,
which means that the teaching process is not focused on developing the students’
attitude of entrepreneurship. In this situation, practical teaching of doctoral candi-
dates concerning innovative didactic methods, including business methods and
implementation of social competence within teaching, is of particular importance.

— KEYWORDS: UNIVERSITY, STUDENTS, ENTREPRENEURIAL
EDUCATIONWORK CULTURE IN BUSINESS EDUCATION,
ENTREPRENEURSHIP EDUCATION, EDUCATION FOR
ECONOMISTS, UNIVERSITY

Introduction

Teaching is one of the main aspects of the work of any university which
does not look on teaching as an onerous and formal obligation, but rath-
er continues to manage this aspect of its activity through its active pres-
ence in the education market and the process of creating competitive
advantage by providing its stakeholders with high-quality services while
continuing to increase their quality. This makes the process of building
teaching quality a matter of overriding importance (Chmielecka, 2015).
The key element of the quality teaching culture is teaching work culture.
The development of this work culture depends, to a large extent, on the
academic teacher and their competencies (Bugaj, 2014).

The aim of this article is to discuss the results of qualitative research
conducted in 2014-2015 as part of a grant project carried out by PhD
students at Warsaw School of Economics. The main research problem
is formulated in the following, complex question: What is the teaching
culture of the teaching processes carried out by PhD students and which
elements of the processes are emphasised and which are not taken into
account by them? (...) To what extent the processes under analysis take
into account an education that develops attitudes of entrepreneurship,
i.e. freedom of activity, flexibility and creativity, knowledge sharing (re-
sponsibility), openness to new roles, a positive attitude to diversity, the
use of best practices and, last but not least, atmosphere of innovation
(Cameron & Quinn, 2015).

The analysis of empirical data is preceded by an overview of the the-
ories of work culture in business education within the context of the lat-
est trends in education as a result of changes in the (business) environ-
ment, including the changing expectations of university graduates with
business degrees in terms of their attitudes to enterprise.
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1. Components and types of work culture in business
education at universities for economics or business

A group of university students as an organisation is similar to a busi-
ness entity, which operates according to certain rules and principles and
which works towards a certain goal. A university is an organisation where
‘special-purpose’ groups of students are established. The members of
such a group are part of a small social community whose lifetime ex-
tends over a specified period of time, usually a semester, for educational
reasons.

At universities for economics or business, such educational groups
are focused on the processes and phenomena taking place in market
economies and on the activity of business entities. Therefore, from the
teaching process perspective, the work culture in business education is
a system of ways and patterns of thinking and activities which are of im-
portance in the delivery of the teaching goals in business education for
the group concerned (Bruner, 2010). The specific criteria for identifying
work cultures may include the following components:

+ the goals and key values in the teaching processes and the delive-

ry of the goals,

« the roles, tasks, relations and responsibilities of the actors involved

in the processes,

» methodological strategies and the importance of drawing on the

student’s personal experience in the learning process.

Each of these components has its own possibilities and limitations,
relating not only to what is taught, but also to the competencies of aca-
demic teachers which also include methodical skills (Bugaj, 2014). In
the practice of teaching one can distinguish between three types of work
culture in business education (Jabtonowska, 2015). These three types
differ in quality and the capacity to develop the students’ attitudes of
entrepreneurship.

1.1. The mechanistic-passive culture as an approach
preventing the development of attitudes of
entrepreneurship

When the teaching process is managed according to the mechanistic-
passive culture model, knowledge is considered as objective and pre-
sented through unquestionable truths, assertions and scholarly theories,
developed into the form of valid and indisputable teaching programmes.
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The academic teacher plays the role of an expert who presents what is
to be taught and learnt, drawing on their resources, reputation and ex-
perience. According to the principle of encyclopaedism in education, the
role of the teacher is present ready-to-use, logically organised content,
without having to refer to or draw in the students’ experience, judgments
or opinions. Emphasis is placed on teaching, and work culture is focused
on the teacher, who is also the manager of the system. The academic
teacher as the process manager decides what is to be taught (the topic),
presents the relevant theories and models, resolves problems, gives hints
and, finally, makes sure that the students demonstrate that they have
learned what they were taught. In the end, it is the teacher who takes
on the responsibility for the outcomes of the process, and a measure of
these outcomes is the student’s ability to reproduce the knowledge.
The mechanistic-passive culture is, regardless of the form of teach-
ing, predominated by the principles of a scholarly approach to work or-
ganisation, and the focus of the efforts is made to achieve short-term
goals (Bonstingl, 2001). The teacher is not concerned about the student’s
mind, in line with the rule that psychological or mental processes do not
play any role in controlling the teaching process. In the push learning
approach, the controlled student will acquire and gather knowledge on
a “just in case” basis, which may give them a sense of security, certainty
and a peaceful mind in a setting characterised by escapism and protec-
tion, but not when faced with the ever changing market challenges.

1.2. The humanistic culture on the way to subjectivity
and the development of active reactions

In the humanistic culture, the core of educational processes is the
students, who not only demonstrate not only their cognitive aspirations,
but also — and above all - their readiness for action, who are independ-
ent and have a pragmatic mind-set. Their aspirations for personal de-
velopment, self-actualisation and the achievement of personal goals are
linked with their readiness to articulate their expectations and cause the
teaching processes to be restructured to reflect to needs and specific
character of the student group concerned. Economic knowledge is no
longer an unchallengeable structure and becomes a set of content care-
fully selected according to what is useful for the users of the knowledge.

Education is process-oriented, in accordance with the principles of
Total Quality Menagement (TQM), a major role in this process is played
by the students’ individual experiences combined with information
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flowing from the world around them. The process is based on a search-
ing strategy, and the academic teacher creates conditions for learning
by discovering and solving problems based in line with the bottom-up
strategy (Wach, 2014). This leads to the wide use of: case study and
simulations based on complex examples of business practice. Both the
students and the teacher manage the teaching process jointly on an
authority-sharing basis. The work towards the desired outcomes is the
process of making joint efforts in a balanced way, based on partnership
and responsibility-sharing.

The work culture in the humanistic approach involves a comprehen-
sive learning process that integrates the students’ intellect, competence
and emotions (Kolb, 2015). In this sense, the educational processes in
the humanistic culture emphasise the importance of building social com-
petencies as the constituents of entrepreneurship, such as critical evalu-
ation of activities within a business context; independent decisions and
initiatives; readiness for taking risks, accepting tasks and changing roles;
collaboration; effective group communication; leadership; and the taking
over of responsibility.

1.3. The critical-creative culture in developing a sense
of responsibility and creativity

In the critical-creative culture in business education, knowledge is
generally available. It is delivered on demand, at such time and in such
quantity as the person who needs the knowledge may require (the pull
learning system). The foundation of the business education process in
the critical-creative culture is an eclectic resource of sources of inspira-
tion and the students’ independence in solving problems where the solu-
tion requires creativity (Jasienski, 2012). This is helped by the students’
readiness to communicate quickly (e.g. MOOCs — Massive Open Online
Course), and freely regardless of the time, place and form, using wire-
less devices and tools such as podcasts or video repositories (Konniko-
va, 2014; Yuan & Powell, 2013; Morrison, 2003).

The culture under discussion is predominated by information tech-
nologies and the Internet, which promotes an interdisciplinary approach
and requires academic teachers, consultants and practitioners in many
fields to be included in the same teaching cycle (Gosling & Mintzberg,
2006). Under such circumstances, much of the work is done by the stu-
dents independently, as part of informal networks (e.g. on online forums)
and during freely arranged direct sessions.
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Meetings as part of an informal student group (classroom learning)
serve as consultations and their main purpose is to critically present the
information gathered by the members and their ideas formulated as a re-
sult of their independent learning with the use of carefully selected exter-
nal sources. Under such circumstances, the academic teacher plays the
role of a tutor who encourages action and provokes, but does not prevent
dialogue and critical reflection on a particular solution.

The critical-creative culture facilitates project-oriented thinking. Activ-
ity in the DT (design-thinking) process provides exceptional potential for
the development of the students’ attitudes of entrepreneurship: creativ-
ity and adaptability (Koh, Chai, Wong & Hong, 2015). It also facilitates
the search for solutions in an atmosphere of innovation to real existing
business problems within a context of the needs of customers (socie-
ty) (Leifer & Meinel, 2016). This approach to learning is based on social
competencies, their consolidation and improvement, and encompasses
actions to encourage the students’ sensitivity and ability to recognise
ethical and social issues, as well as to promote the students’ ability to
calculate market-generated changes, to draw on professional identity, to
cope with difficulties, uncertainty and critical situations. In addition, this
approach involves building a sense of responsibility as a sign of maturity
and autonomy in action. In the critical-creative culture, it is the student
that takes the greatest responsibility for the educational process.

2. Assumptions for PhD degree projects as the research
area

In the current doctoral-level education system, the practical component
of the educational process is insufficient. However, businesses, public in-
stitutions and nongovernmental organisations are noticeably involved in
scholarship / grant programmes for PhD students, which include schol-
arships offered by local government authorities.

In 2010-2015 Warsaw School of Economics joined forces with the Re-
gional Government of the Mazovian Voivodeship as part of two projects.
The project called Scholarships for Science, Development and the Ma-
zovia Region was carried out from March 2012 to November 2015. The
project attracted 29 PhD students of Warsaw School of Economics. Be-
fore that project, from February 2012 to April 2013, the project called Get
a Scholarship - for Development was open to the best Warsaw School of
Economics students (Poznanska & Kraj, 2013). The scholarship projects
were open to PhD students with outstanding performance, studying on
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a full-time or extramural basis, candidates for work in the academic com-
munity who demonstrated a high level of potential, the so-called talents.

The egalitarian approach looks on talent as a set of abilities, motives
and opportunities (Clayton, 2007). The elitist approach regards talent as
an individual's above-average qualities and abilities, reinforced with tal-
ents, above-average motivation for development, and enabling the indi-
vidual to act with exceptional efficiency (Ggska, 2013; Sienkiewicz, 2007).
This understanding of talent was adopted in the two projects described
above.

The Scholarship Rules of 19 June 2012 set out the following opera-
tional selection criteria for the projects: the candidate’s marks for exami-
nations in the subjects included in the curriculum for the PhD programme;
progress in academic and research work and writing a PhD thesis deal-
ing with an original research problem or, in the case of the Scholarships
for Science, Development and the Mazovia Region project, progress in
work related to the regional strategy for development and innovation,
including the priorities defined in the strategy; involvement in academic
teaching; taking an active part in organising the work of the university;
an assessment of the candidate’s intellectual and personal aptitude for
research and academic teaching; and having plans for future research
and academic teaching.

Both projects were expected to make academic research work more
effective and to improve the quality of the teaching provided to PhD stu-
dents of Warsaw School of Economics. With these objectives in mind,
during the projects the beneficiaries were provided with support through
a thematic seminar, a methodological and educational seminar, as well
as training in research commercialisation. A review of the project partici-
pants was conducted in each semester through half-yearly assessments
of their academic research activity and evaluation of the teaching they
provided.

3. Methods, techniques, tools and procedure
for the processes studies as part of the research

The research method, or research strategy, was the case study (Piekkari,
Welch & Paavilainen, 2009; Jabtonowska, 2011). It gave the research-
ers an in-depth insight into the teaching work culture and allowed them
to conduct a holistic analysis of the problem and to generate knowledge
contextually. This research strategy has no specific principles or limita-
tions as to research material analysis. This allowed the researchers to
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apply a descriptive and statistical analysis, with complementary qualita-
tive and quantitative methods. In addition to separable characteristics
grouping and descriptions, one-dimension and multi-dimensional con-
tingency tables were used in the analysis.

The input data for the case study analysis was gathered through
observation, as part of “inspection visits by experts”. The expert group
consisted of a specialist in the field or area concerned (an experienced
academic teacher responsible for the teaching cycle concerned), the su-
pervisor for the PhD student, a consultant on course design and teaching,
plus two representatives of the Scholarship Committee. Of the available
expert visit models, a development-oriented model with elements of the
evaluative model was selected as the most adequate approach for the
projects (Gosling, 2002; Wach-Kgkolewicz, 2015).

The procedure for the development visits by experts was divided into
the following three phases: (a) a casual pre-observation interview with
the person being evaluated, (b) the process of gathering information on
the conduct of the teacher and their students and on how the teaching
and learning processes are conducted through observation, and (c) an
post-observation interview.

The aim of the pre-observation interview (a) was to create an atmos-
phere of trust and friendly interaction. It was also an opportunity to be-
come familiar with the observation class script. Phase (b) of the obser-
vation was conducted by some of the experts in an unrestrained manner
and by some with the use of a dedicated observation questionnaire. In
each case, the methodology expert carried out the observation process
using the questionnaire (programmed observation) to record the rele-
vant indicators and related comments according to the following criteria:
the teaching objectives (specified in the teacher’s class plan), the class
structure (knowledge delivery or problem solving); proportions of theory
and practice in the process; communicativeness (verbal or non-verbal);
building relations and the class atmosphere; the methods and resources
used in the process (for knowledge-delivery or activation (to encourage
entrepreneurship) and the ability to use them; assessment of the delivery
of the teaching objectives and of how the process is managed; progress
in the teaching process (recommendations for the future). The post-ob-
servation interview (c) is the key part of this type of class inspection. De-
pending on how much time was available, the premises available and the
engagement on the part of the person being evaluated, the interview took
between several and less than an hour and involved a jointly conducted
analysis of the conduct of the class, the role of the different parts of the
process, the role of practice, the strategy employed by the teacher, the
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outcomes, the students’ reactions to the teacher’s behaviour, the avail-
able alternatives and optimisation of activities, as well as the teacher’s
strengths and competence gaps.

4. Case analysis of educational processes

The paper contains a case analysis of teaching processes conducted
in 2014 and 2015 as part of the final phase of the Scholarships for Sci-
ence, Development and the Mazovia Region project within the context of
three work cultures. The content of the teaching process under analysis
encompasses various economic sciences, e.g. management (business
management, brand management, employee management, team man-
agement, time management, conflict management), marketing, market
(labour market, real estate market, consumer market), policies (govern-
ment budget policy, social policy, international policy), statistics and lo-
gistics. A total of 17 candidates for academic work 26 were included in
the research project and 26 cases were analysed. The cases were de-
scribed according to the criteria specified in the aforementioned obser-
vation questionnaire.

In all the cases, the inspected classes were conducted on the basis of
class plans. The class plans were prepared according to a set of criteria
agreed during the methodological and educational seminar, in accord-
ance with the Bologna Process requirements. The analysis shows that
regardless of the teaching format, the PhD students find it very easy to
formulate cognitive goals, i.e. what is to be taught and learned, remem-
bered and understood, as well as the skills to be learned by the students.
There were only four cases, with the teaching format being a lecture,
where no practical skills were included the teacher’s plans, which can
be defended, but where no cognitive goals were defined, which is up-
rising. A comparison of the number of goals and how they formulated in
2015 and 2014 indicates that in 2015, the PhD students formulated sig-
nificantly more goals and included at least twice as many cognitive goals
and nearly three times as many skill-learning goals, compared to 2014
(Table 1).
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Table 1. Types and formulation of goals

Number Number
Type of times the goal Change of times the goal
of goal was identified was not identified

2014 2015 2015/2014 2014 2015

Cognitive goals 14 31 2.2 1 -
Skill-learning goals 11 32 2.9 3 1
Social competence
(attitude) 5 13 2.6 4 8

Source: own study.

Social competence-developing goals were the most difficult for the
teachers to identify and formulate. Although the number of times such
goals were identified was 2.5 times greater in 2015 than in 2014, nearly
a half of the PhD students failed to include such goals in their class plans.
Eighty percent of those class plans which included outcomes for attitude
development identified “readiness for group work.”

One aspect included in the analysis was the class structure defined
as a number of stages and their interrelations which are typical of the
methodological unit and which determine the occurrence and sequence
of the different stages (Arends, 2005). The inspected classes were, in the
class plans and the actual teaching processes, predominantly the knowl-
edge-delivery type (two-thirds of the cases), with slightly over one-third
being the problem-solving type. The proportion between the knowledge-
delivery type structure and the problem-solving type structure remained
the same in 2014 and 2015, i.e. 1.6.

An analysis of the class structure within the context of Kolb’s learn-
ing cycle (Kolb, 2015) allows for the conclusion that more than 62% of
the teaching processes began with the teacher’s presentation of a theory
supported with examples. Subsequently, where necessary, the teacher
switched from the knowledge-delivery model over to the problem-solving
model where the students were expected to solve a particular case / prob-
lem and organised a seminar to sum up the logic of the process. In more
than one-third of the cases analysed, the students began their work with
heuresis, i.e. a specific experience that reflected their openness, inven-
tiveness and multi-dimensional approach through an exchange of ideas
based on that experience, from a generalisation that conceptualised their
previous experience and reflection (the theory) and, where necessary,
practical application of the theory in a particular case.

At the knowledge-delivery stage, the teaching process was dominat-
ed by descriptions and a traditional knowledge-delivery lecture, with the
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definition of the related problems though aetiology and questions to the
students. Another method in this knowledge-delivery approach involved
one of the PhD students solving a case in front of the other students. Dur-
ing the classes where the teachers applied the problem-solving strategy,
the talent-PhD students applied made use of the following methods, which
are given here in the weakening order of their use: case study solving in
a group, problem solving in a group, situational analysis, discussion, the
question method, brain storming (drawing on the students’ knowledge
and experience in the first phase of the class), self-analysis, and exer-
cises / activities to practise the model presented by the teacher.

The processes carried out by the talents were evaluated also in terms
of their content divided into theory and practice. In all the cases includ-
ed in the analysis, theory accounted for a smaller or larger share of the
content, which seems to be of benefit to the students given the academic
nature of the teaching process, provided, however, that all other phas-
es of the work, such as the students’ drawing on their own experience,
reflection (exchanging ideas, a discussion) and practical application of
the theoretical knowledge are not ignored (Kolb, 2015). A vast majority
of the teaching processes (85%) included description of new concepts,
terms, definitions, types/classes or criteria. Socioeconomic phenomena
and systems were referred to three times less frequently, the possibilities
and scope of their practical application (including procedures, methods,
rules, principles and theses) were referred to twice less frequently.

Practice was present in 88% of the cases and this was based, in most
cases, on examples of real people or businesses with real data (70%), as
well as single-topic examples from the world of business (65%). These
were examples prepared by the teachers for the lecture. The business
examples seem to have been particular valuable, as they encouraged
the students to work actively by referring to practical business examples
they knew of. During the lectures, a half of the teachers provided gen-
eralised examples, without proper names or references to real people
from the world of business. In the problem-solving strategy, the practical
part involved the application of theoretical knowledge in an analysis of
a multi-topic example or a single-topic situation with a discussion by the
students. This method of applying theory was only occasional (Table 2).
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Table 2. Theory and practice in teaching processes

Number
s Description GLIES %
of knowledge P the type was | ”°
identified
models, 7 27
socioeconomic phenomena
Theoretical classification of the characteristics of phenomena, 22 28
knowledge concepts, definitions, types, criteria
theses, principles, rules, procedures, methods 10 39
and their application
extensive multi-topic case descriptions, case 3 13
study
. examples of real cases 16 70
Practical - -
knowledge generalised examples (without proper names or 12 50
references to real people; examples with proper
names)
short examples, single-topic examples cases 15 65

Source: own study.

In their choice of methods, the PhD students demonstrated their abil-
ity to apply the methods with ease. They are most likely to have opted
for those methods which best suited their personalities and preparation.
In addition, the teachers took care to prepare their teaching materials
properly, i.e. in accordance with psycho-pedagogical. The verbal audio-
visual was a rare occurrence. In addition to the well-prepared teaching
materials, the teachers found it very easy to use new technology and
presented visual content and the content delivered in spoken form. Also,
the teachers used non-standard methodical solutions, such as “empty
slides” during discussions. In more than a quarter of the cases included
in the analysis, the students received copied materials, which they used
in accordance with the applicable methodological principles.

In a vast majority of the cases, the candidates for work as academic
teachers found it easy to communicate with the students and demonstrat-
ed good diction and expressiveness. Semantic disfluency and anti-ca-
dence were relatively rare in the group included in the analysis, which is
indicated by the fact that the PhD students are well-prepared in terms of
subject-specific knowledge and methodology for the inspected processes
and by their ability to cope with difficult situations. In their communication
with the students, the language used by the teachers included mainly di-
rect general and personalised expressions, with a large number of polite
expressions, indicating the talents’ very good manners (Table 3).
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Table 3. Verbal communication

Number
Description of the communication of events/reactions %
observed
Attentive listening (supportive listening, dynamic 4 15
listening)
Language of expression: ease, diction, expressiveness 21 80
Direct general and personalised expressions 22 85
Personal polite expressions 11 42
Ability to establish/build contact (asking the students to 11 42
speak)
Sentence intonation - anti-cadence 4 15
Embolophrasia (semantic disfluency, syllabic disfluency) 3 12
Jargon, colloquialisms 3 12

Source: own study.

The atmosphere during the inspected classes was one of attention,
concentration and, depending on the needs of the process, openness
and ease (85%). In a vast majority of the cases (85%), the teachers were
standing up, using many gestures such as the baton gesture or cohesive
gestures (20%), but “use of the self” was observed only in isolated cas-
es.® The above indicates that the teachers whose work was inspected
were externally strong and committed to the teaching.

Conclusions

Work culture in business education is inspired by, above all, the aca-
demic teacher. It is the academic teacher that provides the students with
conditions for studying. In the cases included in the analysis, the teach-
er is a PhD student-talent who draws on, although not always realising
it — philosophical doctrines, psychological orientations and pedagogical
theories (Jabtonowska, 2014). This results in the teacher taking into ac-
count or ignoring attitudes of entrepreneurship in accordance with the
latest trends in education and what is required by the market. The re-
search shows that the teaching practice of candidates for work as aca-
demic teachers-talents is dominated by the knowledge-delivery strategy,

3 This term owes its popularity to the wide use of the Alexander Technique in edu-
cation. For more information see: http://www.somayog.pl/index.php?website=%25233.
Technika%2520Alexandra
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which means that the teaching process is based on delivering and (pas-
sively) acquiring knowledge and by the use of the theory-example-theory
teaching structure. The analysis shows that two-thirds of the processes
included in the analysis are rooted in the mechanistic-passive culture.

The critical-creative culture in business education is not present in
the teaching processes carried out by candidates for work as academic
teachers. It is at best limited to individual indicators such as the use of
materials available online or awarding the students for creative solutions.
The processes organised by the PhD students show features of the hu-
manistic culture to a small extent only. The processes are student-focused
and based on the students’ activity, inventiveness, multi-dimensional ap-
proach and readiness for anticipation, which are available if active forms
of problem-solving teaching are applied. Young academic teachers tend
to marginalise (misunderstand) a process that begins with a situational
analysis / case study and ends with a theoretical model that conceptual-
ises previous experience with an implementation proposal, i.e. a process
with the ‘example (problem to be solved)-theory’ structure. This teach-
ing style shows the features of what is referred to as flipped classroom.
In this style, the work of the student group works is focused on analysis,
evaluation and creativity, while understanding, remembering and appli-
cation take place as part of the student’s self-study work (Michatowska,
2014).

The greatest difficulty encountered by the PhD students when pre-
paring and conducting the inspected processes is the formulation of ob-
jectives in the development of attitudes. They focused on cognitive and
skill-learning goals, including with regard to tools, while demonstrating
a weaker understanding of the importance and possibilities of develop-
ing psychosocial skills within the context of what they were teaching. Af-
ter all, social skills are a pillar of attitudes of entrepreneurship.

Drawing on practice plays a major role in the PhD students’ teaching.
This includes the use of short business stories, single-topic real-life cases
of people or businesses. However, the practice presented by the teach-
ers in such a way has the features of declarative or descriptive knowl-
edge, and has little to do with the development of the students’ pro-active
attitudes.

The maijority of the PhD students found it easy to apply the meth-
ods, resources and materials they had selected and demonstrated the
ability to codify their content. In the majority of the cases included in the
analysis, the PhD students/talents as academic teachers have no diffi-
culty communicating and building contact with the students. At the same
time, the learning conditions they provided the students with encouraged
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in-class communication mainly along the teacher-student lines. The type
of communication that enhances interactions between students and which
makes the teaching process unique and encourages the development of
attitudes of entrepreneurship was limited due to the methods preferred
by the teachers and the knowledge-delivery strategy they applied.

The analysis of the cases indicates that, contrary to expectations, the

majority of the candidates for work as academic teachers repeat or copy
their own experiences from the student years, conference speeches or
meetings of university department or institute staff, without searching in-
dependently for innovative methodological solutions. Practical teaching
of doctoral candidates concerning innovative didactic methods, includ-
ing business methods and implementation of social competence within
teaching, is of particular importance.

REFERENCES

Arends, I.R. (2005). Uczymy sie nauczac. Wyd. 2. Warszawa: WSIP, 267-280,

350-360.

Bonstingl, J.J. (2001). Schools of Quality. 3rd ed. Thousand Oaks: Corwin Press,

Inc.

Bruner, J. (2010). Kultura edukacji. Wyd. 2. Krakéw: TAIWPN Universitas.
Bugaj, J. (2014). Centrum doskonalenia kompetencji nauczycieli akademickich —

przyktady praktyk niemieckich i polskich. In P. Wachowiak, & S. Winch (Eds.),
Granice w zarzgdzaniu kapitatem ludzkim. Warszawa: Oficyna Wydawnicza
SGH, 388-392.

Cameron, K.S., & Quinn, R.E. (2015). Kultura organizacyjna — diagnoza i zmiana.

Model wartosci konkurujgcych. Krakéw: Oficyna Ekonomiczna.

Chmielecka, E. (2015). Europejskie standardy i wskazowki zapewniania jakosci

w szkolnictwie wyzszym a polski model akredytacji. Edukacja Ekonomistow
i Menedzeréw. Problemy. Innowacje. Projekty, 2(36), 29-40.

Clayton, G. (2007). Fostering Talent Opportunity: Getting past first-base. Stra-

tegic Direction, 10(23), 3-5.

Gaska, . (2013). Zarzadzanie talentami — wyzwanie i szansa dla organizacji. In

S. Partycki (Ed.), Innowacyjno$c i przedsiebiorczo$¢ w warunkach kryzysu.
Lublin: KUL, 325.

Gosling, D. (2002). Models of Peer Observation of Teaching. Retrived from <https://

www.researchgate.net/profile/David_Gosling/publication/267687499_Mod-
els_of_Peer_Observation_of_Teaching/links/545b64810cf249070a7955d3.
pdf> (access: 15.03.2016).

Gosling, J., & Mintzberg, H. (2006). Management Education as if Both Matter.

Management Learning, 4(37), 419-428.

Jabtonowska, L. (2011). Metoda przypadku w zapewnieniu jakosci w ksztatceniu

menadzeréw. Edukacja Ekonomistéw i Menadzeréw. Problemy. Innowacje.
Projekty, 1(19), 81-99.

145



7%»7%7 /%WMM

Jabtonowska, L. (2014). Student Oriented Business Education Labour Culture.
In A. Zakrzewska-Bielawska, & S. Flaszewska (Eds.), Kultura organizacyjna
jako czynnik rozwoju przedsiebiorstw innowacyjnych opartych na wiedzy.
£édz: Wyd. Politechniki todzkiej, 220-229.

Jabtonowska, L. (2015). Edukacja biznesowa w obliczu nowych wymagan rynku —
ujecie modelowe. In A. Pollok (Ed.), Edukacja dla zrbwnowazonego i trwatego
rozwoju oraz spotecznie odpowiedzialnego biznesu. Warszawa: PTE, 77-89.

Jasienski, M. (2012). Edukacja menedzeréw w Polsce: wigcej heurystyki i jakoSci.
In J. Dietel, & Z. Sapijaszki (Eds.), Edukacja ekonomiczna wobec przemian
otoczenia spoteczno-gospodarczego. L6dz: FEP, 63-68.

Koh, J.H.L., Chai, C.S, Wong, B., & Hong, H.Y. (2015). Design Thinking and
Education. In Design Thinking for Education. Conceptions and Applica-
tions in Teaching and Learning. Heidelberg, New York, London: Springer
Science+Business Media.

Kolb, D.A. (2015). Experiential Learning. Experience as the Source of Learning
and Development. 2nd ed., Upper Saddle River: Pearson Education, Inc.
Konnikova, M. (2014). Will MOOCs be Flukes? The New Yorker, 7 November.
Retrived from <http://www.newyorker.com/science/maria-konnikova/moocs-

failure-solutions> (access: 15.04.2016).

Leifer, L., & Meinel, C. (2016). Manifesto: Design Thinking Becomes Founda-
tional. In H. Plattner, C.T. Meinel, & L. Leifer (Eds.), Design Thinking Re-
search: Making Design Thinking Foundational, Cham, Heidelberg, New York:
Springer IP, 1-4.

Michatowska, K. (2014). Cele ksztatcenia a taksonomia Blooma w nauczaniu
rachunkowosci. Folia Pomeranae Universitatis Technologiae Stetinensis.
Oeconomica, 75, 125-132.

Morrison, D. (2003). E-learning Strategies. How to Get Implementation and De-
livery Right First Time. West Sussex: John Wiley & Sons Ltd.

Yuan, L., & Powell, S. (2013). MOOCs and Open Education: Implications for
Higher Education. A white paper. Retrived from <http://publications.cetis.
ac.uk/2013/667> (access: 20.02.2016).

Piekkari, R., Welch, C., & Paavilainen, E. (2009). The Case Study as Disciplinary
Convention. Evidence from International Business Journals. Organizational
Research Methods, 3(12), 567-589.

Poznanska, K., & Kraj, K. (2013). Finanse, ekonomia, zarzgdzanie. Warszawa:
OW SGH.

Sienkiewicz, t.. (2007). Praktyczne rozwigzania w dziedzinie zarzgdzania talen-
tami. Edukacja Ekonomistéw i Menedzerow. Problemy. Innowacje. Projekty,
1(5), 31-45.

Wach-Kakolewicz, A. (2015). Hospitacje zaje¢ ukierunkowane na wspieranie
rozwoju kompetencji dydaktycznych nauczycieli akademickich. Edukacja
Ekonomistéw i Menedzeréw. Problemy. Innowacje. Projekty, 2(36), 77-94.

Wach, K. (2014). Edukacja dla przedsigbiorczosci: pomiedzy przedsiebiorczg
pedagogikg a edukacjg ekonomiczng i biznesowa. Horyzonty Wychowania,
28(13), 11-32.



