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ABSTRACT 

 Guided by reflections on situated learning settings, training programs for women 

entrepreneurs should address their specific learning behavior by offering learning situations that 

focus on the practical problems of the business sector and, at the same time, provide networking 

opportunities for women entrepreneurs to interact with, and learn from, external consultants. 

The current paper examines learning-transfer orientations of eight interviewed women 

entrepreneurs after their participation in the ‘Women Entrepreneurs: The Education and 

Training for Success Programme’, which is a four-month training program tailored to the target 

group of female entrepreneurs from Germany and Ireland within the Horizon 2020 European 

Union initiative. The Documentary Method is used for reconstructing different sense-genetic, 

relational and socio-genetic typecasts of learning-transfer orientations of women entrepreneurs 

in a situated learning setting. The main objective of the paper is to give a comprehensive account 

of learning-transfer orientations of the interviewed women entrepreneurs. Furthermore, the 

paper aims to contribute hypothesized implications for future women entrepreneurs training 

programs. 

Keywords: Women Entrepreneurs, Learning-Transfer, Situated Learning, E-Learning Behavior, 

Documentary Method. 

INTRODUCTION 

 Entrepreneurial education and training are factors which are supposed to support early 

stage women entrepreneurs by increasing their performance and growth potential (Schneider, 

2017). However, despite an intensification of the scientific discourse on the effectiveness of 

traditional and modern, digital, continuing vocational education and training (Tonhäuser, 2017), 

a research gap can be identified with regard to the learning-transfer analysis of e-learning 

formats in entrepreneurship education for the target group of female entrepreneurs (Betters-Reed 

et al., 2007; Byrne, 2010).  

 To enhance the capacities of early stage women entrepreneurs, and to increase their 

overall entrepreneurial success, the women entrepreneurs project, supported by the Horizon 2020 

framework of the European Union, designed a blended-learning approach towards the training of 

female company owners of micro- and small enterprises from the service sector in Germany and 

Ireland (Proskunina et al., 2018; Schneider, 2017). The assumption that the entrepreneurial 

identity plays an important role as regards the enhancement of entrepreneurial skills and 
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behavior (Hoang & Gimeno, 2010; Murnieks et al., 2014) is an important aspect of the 

theoretical model upon which the program relies (Schneider & Albornoz, 2018). A situated 

learning approach (Lave & Wenger, 1991) had therefore been selected as the basic didactic 

design to cover the special needs and requirements of the target group.  

 In accordance with the thoughts of Greeno et al. (1993) on the transfer of situated 

learning, the current paper presents the results of a praxeological approach (Nohl, 2012) to 

reconstruct patterns of orientation-frameworks of the German training program participants as 

regards the issue of learning-transfer after their participation.  

 In the following sections, we will outline the survey’s theoretical framework, as well as 

its subject of investigation, in detail. Furthermore, we will present the methodological approach 

of problem-centered interviews (Witzel & Reiter, 2012) as a survey instrument, and the 

documentary method (Bohnsack & Nentwig-Gesemann, 2010) as an evaluation method. Finally, 

the discussion of the findings and their implications will conclude the article.  

THEORETICAL FRAMEWORK 

 Learning in adulthood has three main characteristics: it is activity-orientated and 

preferably self-directed; it is based on cognitive, social and practical tools close to the workplace 

and is essentially situated. An important theoretical approach to the development, 

implementation and evaluation of constructivist learning settings is the theory of situated 

learning, which focuses on the context-related nature of knowledge acquisition (Gerstenmaier & 

Mandl, 2001).  

 The theoretical background of the women entrepreneurs training program is based on 

Jean Lave’s Theory of Situated Learning in communities of practice (Lave, 1993; Lave & 

Wenger, 1991). As the participants come from different professions, the concept of Communities 

of Practice is understood very broadly within the framework of the training programme. The 

focus is on the aspects of situational, collaborative and multimedia learning as well as the 

importance of the social role and identity as an entrepreneur. 

 Lave questions the assumptions of traditional cognitive science and poses a strong 

oppositional stance against learning-transfer as a mechanical re-applying of inert concepts on 

different situations (Gruber et al., 1995; Lave, 1993). In contrast to these approaches, Lave poses 

a decentered view of the locus and meaning of learning, in which learning has to be reconsidered 

in social, cultural, and historical terms, and that it has to be recognized as a “[…] social 

phenomenon constituted in the experienced, lived-in world, through legitimate peripheral 

participation in ongoing social practice […]” (Lave, 1993). Her proposed view of situated social 

practice emphasizes the relational interdependency of agent, world, activity, learning and 

knowing, and suggests an analytic perspective on learning in respect of the production, 

transformation and change in the identities of individuals, knowledgeable skills in practice, and 

communities of practice which are realized in the engagement in everyday activity (Lave & 

Wenger, 1991).  

 Lave and Wenger conceive situated learning with the help of the term “legitimate 

peripheral participation” and, with this term, examine kind of social, situated activity and 

accordingly also the relationship between learning and community. It is not just a matter of 

linking learning content to the most complex examples possible in order to facilitate transfer in 

the later application situation-Lave and Wenger also address this aspect-but it initially remains a 

bridge in their paradigm-shift from learning as a cognitive process, to situational learning as an 

individual, situationally-integrated action, as well as to the view of learning as a fundamentally-
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subordinate action to social practice (Grotlüschen, 2002). Learning is seen as a social activity, 

whereby social does not solely mean activity within a group in a specific situation. Activities are 

situational because they are defined by the perception of the agent’s own role within a social 

fabric (Clancey, 1995).  

 Thus, Lave commends a combination of theories of situated activity, and theories on the 

production and reproduction of the social order, for exploring their integral, constitutive relations 

in a framework of social practice. More to the point, Lave advocates a move away from the 

learning-transfer genre to a social theory by which dialectic relations among persons, their 

environments and activities implicate the successes and failures of the portability of learning 

skills across situations (Gruber et al., 1995). Distinct from cognitivist or behaviorist approaches, 

the concept of situated learning provides an appropriate format for the needs and requirements of 

early-stage entrepreneurs. Learning-transfer in the sense of situated learning claims that, in 

practice, structure and experience mutually generate each other by applying the learned 

knowledge in the concrete situation interrelated with participation in communities of practice 

(Lave, 1993). Lave stresses, that “[…] the structure of the social world as a whole is both 

constituted and reflected in the structures of its regions, institutions, and situations, so that they 

are neither isolated from one another, nor composed of unconnected relation.” (Lave, 1993). 

Situated learning, in the sense of Lave and Wenger, sees social practice as the main reason for 

learning: Learning objects only become relevant through participation in social practice. Only 

through the situation does learning emerge or, in other words, learning is an instrument for 

expanding participation in communities of practice.  

 Situated learning is not a teaching method, but a way of understanding the development 

of learning motivation and learning content: Learning content is generated from the desired 

participation in the shared practice; the desire for participation generates the willingness to 

acquire the necessary skills and abilities (Grotlüschen, 2005). 

 With this theoretical background, we designed a learning environment which is basically 

driven by the implications of situated learning, namely that individuals learn particularly 

successfully if learning tasks are tailored to the individual’s life situation, and if they can tie-in 

with existing knowledge and experience backgrounds when processing the learning content 

(Tonhäuser, 2017). Knowledge is understood as the interconnection of individually-distributed 

and socially-shared knowledge (Gerstenmaier & Mandl, 2001). Successful learning-transfer 

requires a constructivist, situated learning environment with learning situations which are as 

authentic as possible and cover realistic problems (Anderson et al., 1996; Bergmann & Sonntag, 

1999).  

 The focus of situated learning is the construction of common knowledge in collaborative 

groups in exchange with distributed individual knowledge. That means that collaborative 

learning, refers to learning environments where people of equal status work together to enhance 

their individual acquisition of knowledge and skills (Anderson et al., 1996).  

 In this perspective, knowledge is not invariant and to be used in any situation, but seen as 

an ability to interact with things and other individuals in different ways (Greeno et al., 1993).  

 Regarding the transfer in situated learning environments, Greeno et al. stress that “if a 

learned activity is to transfer, then it has to be learned in a form that is invariant across changes 

in the situation, or can be transformed as needed, and transfer also depends on the ability to 

perceive the affordances for the activity which is in the changed situation” (Greeno et al., 1993). 

 Greeno et al. (1993) describe an activity as an interaction of an individual or a group 

(agents) with material in a specific situation. The activity is defined by the attributes of the 
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material, as well as by the agents’ characteristics. The support of specific activities, depending 

on the relevant attributes of the material in a situation, is defined as “affordance”; the agents’ 

characteristics to empower him or her to participate in activities are called “abilities” (Greeno et 

al., 1993). These affordances, and the extent of their constraints, are understood as important 

characteristics of learning environments. Following the concept of attunement to affordances and 

constraints (Greeno, 1998), learning is defined as the extent to which agents adapt (attunement) 

to the affordances and restrictions of the material and social systems in which they interact. 

 The perception of the agent is therefore crucial for how affordances and constraints are 

constituted within a situation, and which feature is invariant for it. This, in turn, is based, inter 

alia, on his or her previous experiences and his or her social role. To conclude, if transfer means 

the ability to participate successfully in one situation does affect the ability to participate in other 

activities in various situations, “the issue of transfer is social in a fundamental way” (Greeno et 

al., 1993). 

SUBJECT OF INVESTIGATION AND RESEARCH APPROACH 

 Guided by reflections on situated learning settings, training programs for women 

entrepreneurs should address their specific learning behavior by offering learning situations that 

focus on the practical problems in the business sector whilst, at the same time, providing 

networking opportunities for women entrepreneurs to interact with, and learn from, external 

consultants (Ekanem, 2015). Such activity-orientated, self-directed learning processes are often 

complex and must be supported by instructional assistance (Proskunina et al., 2018) within the 

framework of suitable learning environments. In line with this, we designed a blended-learning 

training program for the special target group of early-stage women entrepreneurs, that consists of 

e-learning activities, which could be used via an online Moodle platform, and guided by student 

tutors; there would be three face-to-face meetings at the beginning, middle and end of the 

program duration, as well as possibilities for networking in personal contacts or via (video-) 

chats, blogs or forums on the online-platform (Schneider, 2017).  

 The subject of the current analysis is the second round of the women entrepreneurs 

training program which took place from February to May 2018 after the program’s validation 

and adaptation in its pilot version. The learning program is being maintained by the Chair of 

Adult Education at the Friedrich-Schiller University Jena (Germany). To measure the learning-

transfer of the participants after their attendance in the program, as regards the conceptual 

background of situated learning, we had to distance ourselves from classical cognitivist or 

behaviorist learning-transfer models. As Lave argues, learning-transfer should not treat life and 

learning situations as “unconnected lily pads” (Lave, 1993), but rather think of learning-transfer 

taking place in communities of practice which are located interstitially in various settings. By 

reconstructing the social environment of our participants, we had to consider that there are no 

situations, other than in their individual entrepreneurial practice in their own respective 

companies, in which they could transfer the learned knowledge, skills and networking activities. 

Everything that takes place in the training program is always related to the participant’s everyday 

professional context.  

 Following the remarks on transfer by Greeno et al. (1993) that the perception of 

affordances and constraints of an activity are tremendously important for a successful transfer, as 

well as highly dependent on the individual’s perception, we want to examine the learning-

transfer orientations of the program’s participants. 
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 Thus, we had to find an evaluation method for the learning-transfer which would allow us 

to develop a systematic understanding of the structure of meaning beyond the subjectively-

intended explanations of the participants, while retaining an empirical and analytical focus on the 

knowledge of the participants themselves (Bohnsack & Nohl, 2003).  

 This study examines the learning-transfer orientations of eight interviewed women 

entrepreneurs two months after attending the described women entrepreneurs training program. 

The aim of our research is to broaden current knowledge about the learning-transfer orientations 

of female entrepreneurs and, furthermore, to contribute hypothesized implications for future 

women entrepreneurs training programs. The following research question guides our analysis as 

to which learning-transfer orientation-frameworks for women entrepreneurs can be reconstructed 

after participating in the women entrepreneurs training program? 

METHODOLOGY 

 As regards the theoretical background described above, it is appropriate to choose a 

research style which is embedded in the reconstructive paradigm (Nohl, 2012). As Evers (2009) 

states in her study, theoretical knowledge is not used for the deduction of models and hypotheses 

therefrom, but to create a theoretical sensitivity which ensures that the construction and analyses 

of data does not remain at the description stage. Theoretical knowledge has to be adopted 

intensively before the beginning of the research, and influence the course of the empirical 

research. This approach is supposed to lead the findings of the data to the stage of subject-related 

theory construction.  

 To conduct the data and examine the learning-transfer orientations, we have chosen an 

interactive and discursive method which sees the survey participants as experts in their 

orientations and actions–the Problem-Centered Interview (PCI) developed by Witzel (1982). 

“The PCI is a methodological suggestion to reconstruct the interactively-constituted knowledge 

in the social world in an interactive process between interviewer and respondent” (Witzel & 

Reiter, 2012). An interview guideline is used and the interviewer’s requests are given an active 

exploration function which helps to shape the conversation (Mey & Mruck, 2010). The 

Documentary Method by Bohnsack (2001) has been conceptualized as a recognized research-

practical and methodologically-sound survey and evaluation procedure of qualitative social 

research in empirical education sciences. It serves to reconstruct the practical experiences of 

individuals and groups, in milieus and organizations, provides information about the orientations 

of action that are documented in the particular practice, and thus opens up access to the practice 

of action (Bohnsack & Nohl, 2003). As Bohnsack had originally conceptualized this method for 

group discussions, Nohl adapted the Documentary Method to individual interviews, which leads 

our evaluation approach. With this survey procedure, not only perspectives and orientations can 

be expressed, but also the experiences from which these orientations emerged (Nohl, 2012). 

 What convinces with the Documentary Method is that not only that which is literally and 

explicitly communicated in interview texts is important for empirical analysis but, above all, the 

meaning that is underlying and implicit in such statements has to be reconstructed. The 

Documentary Method therefore differentiates between two levels of meaning: the “object 

sense”, which refers to what is described and intended by the subject, and the “document sense”, 

which refers to the social context that exists beyond the intentions of the actors. In other words, 

the “document sense” describes how a text or action is respectively constructed and in which 

orientation-framework a problem is dealt with (Nohl, 2005). In research practice, the 

methodological considerations are reflected in three steps of documentary interpretation: the 
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formulating interpretation (consisting of a detailed paraphrasing of the themes mentioned in the 

interview-statements); the reflecting interpretation (to work out how the themes are presented at 

a linguistic level), and the typecast formation, which is guided by a case-internal and a cross-case 

comparison (Evers, 2009; Nohl, 2007).  

 Nohl argues that the analysis and reconstruction of cases can only be done in comparison 

with other cases and lead into the creation of theories and typecasts. Hence, comparative analysis 

does not serve the end in itself, but rather reconstructs orientation-frameworks linked to 

experience dimensions. The contrast in the similarities is a fundamental principle of the 

generation of individual typologies and is termed tertium comparationis. The differentiability of 

two typologies can be most clearly worked out in (at least) two cases, which show similarities in 

relation to one typology, but contrast in relation to another typology (Nohl, 2007). In other 

words, all the cases that share a tertium comparationis with the same orientation-framework are 

combined into one type (Evers, 2009). Initially, if only a theme-related tertium comparisonis is 

applied in the comparative analysis, the reconstructed orientation-frameworks can be used to 

form sense-genetic typecasts. A more complex comparative analysis, within which the tertium 

comparisonis is varied, is the prerequisite for multidimensional socio-genetic typecasts (Nohl, 

2012).  

 Moreover, Nohl developed a typecast model to identify orientations that can be attributed 

to a multivariate sense-genetic typecast, but not to established social backgrounds or 

organizational contexts, which he named relational typecasts (Nohl, 2013). In our evaluation of 

learning-transfer orientation-frameworks, we were able to reconstruct all of these typecast 

models. 

RESULTS 

 In the analysis of the interviews, two noticeable sense-genetic typologies in terms of 

learning-transfer orientations have been located. On the one hand, it has become apparent that, in 

respect of the networking strategies, three different orientations occurred. On the other hand, 

three different orientations have been evolved in terms of business-related learning priorities. In 

the following case description, the essential reconstructed elements are summarized and 

exemplified by quotations from assigned cases (Table 1). 

Table 1 

SENSE-GENETIC TYPECASTS OF LEARNING-TRANSFER ORIENTATIONS 

Typology Type Case 

Networking 

a) Empowerment Networker A, B, G 

b) Efficient Networker F, H 

c) Careful Skeptic C, D, E 

Business-Related Learning Priorities 

a) Entrepreneurial Identity Reflection A, B 

b) Entrepreneurial Activity Reflection F, G, H 

c) Direct Change Actions C, D, E 

Networking 

 The typology networking management manifests itself in the sequences whose starting 

point was the interviewer’s question about the impact of networking on professional practice. 

This typology includes the network strategic-orientation patterns of the participants in the 
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learning program. The common orientation-framework of all the participants within this 

typology is that great importance is attached to exchanges with other female entrepreneurs, 

although this is valued differently in terms of modalities and benefits. Within this spectrum, three 

types of focusing can be detected; the efficient networker, the empowerment networker and the 

careful skeptic. 

 Empowerment networker: Women entrepreneurs of this type are focused on 

communication aimed at increasing self-esteem and mutual empowerment. They therefore talk 

about similar fears, doubts and concerns and note that other female entrepreneurs have the same–

mostly self-esteem related–problems as they do. This shared crisis experience encourages these 

women to perceive themselves as part of a women entrepreneur’s community. They do not have 

a preference for industry-specific communication. This type prefers cross-sectoral 

communication and also tends to proactively organize face-to-face meetings with other 

participants to intensify existing contacts. 

 “[…] Exactly so you didn't feel so alone then, you just noticed ... You always have the feeling that with the 

others it works better or it's easier, but they have the same worries and that was such a motivation boost that you 

noticed that many women haven't given up yet […]” Case G, 61–64. 

 Efficient networker: The efficient networker considers networking as an opportunity to 

optimize his or her own business. Women entrepreneurs, who think in this way, therefore use 

networking possibilities as chances to create and establish new co-operation connections and 

sales channels for their products or services. Concurrently, women entrepreneurs of this type 

prefer a sector-specific communication with other entrepreneurs from the same business area and 

pursue an exchange based on generating new perceptions and ideas. For that purpose, they tend 

to proactively organize face-to-face meetings with other participants to intensify existing 

contacts.  

 “[…] I already have a network, but I believe that, as the professors have said in the past, reserve them and 

the people from the university and they don't have to have be very nice now but, maybe remember what a 

specialization they had. And this is also something that this program brings […]” Case F, 159–163. 

 Careful skeptic: The careful skeptic is primarily defined through his or her low level of 

trust in online communication. They either do not participate in chats, forums and blogs, or they 

are very cautious regarding the information they reveal. The explanation for this can be found in 

the topics of data protection and the disclosure of business secrets. However, the contact and 

exchange is highly appreciated when it comes to face-to-face interaction within small groups or 

individual partners.  

 “[…] But we only discussed this at the end, because it was difficult for me and for her to tell a complete 

stranger what one cannot do. You don't necessarily open up to someone you don't know […]” Case C, 40–42. 

Business-Related Learning Priorities 

 The typology of learning-orientation manifests itself in the passages about the 

experiences with the learning programme and the effects on professional practice. In all cases, 

there is a review of the changes during and after the training program. These take place at the 

level of reflection or direct implementation of activities. Three types can be identified; the 

activity reflection, the entrepreneurial identity reflection, and the direct change activities. 

 Entrepreneurial identity reflection: This type of woman entrepreneur takes advantage 

of the learning program to reflect on her own role and identity as an entrepreneur. Hence, she 
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uses the time structure of the program as an opportunity for self-reflection, as well as to 

contemplate the female characteristics of her entrepreneurial acting; this is accompanied by her 

reflecting on her individual responsibility for being successful in her work, as well as regarding 

any structural inequalities as a female entrepreneur. 

 “[…] Well, because I think that's also so typically female, so "Ah, no, I can't do this! I've never done that 

before! And that was then (...), that was great. So the exercise, I thought, was really, really good. […]” Case B, 72–

75. 

 Entrepreneurial activity reflection: Women entrepreneurs of this type incline towards a 

meta-level reflection of their entrepreneurial activities. They therefore focus on a refinement of 

their business strategy and a configuration of their entrepreneurial acting. Thus, they highlight 

the time schedule of the learning program as a structuring aid and emphasize the unlimited 

availability of the learning materials for adapting their entrepreneurial modifications over a 

longer period. 

 “[…] But now it has again been such a good contouring point to highlight things more clearly and more, 

for me, it was the whole time the way to crystallize things out that are important to me and that just helped me once 

again […]” Case F, 197–199. 

 Direct change actions: Women entrepreneurs of this type are focused on direct 

implementations and realizations of entrepreneurial activities mediated by the learning program. 

Thus, they tend to directly apply the learning material to their own enterprise and initiate 

concrete company-related changes. For these actions, the course material is used as a guideline. 

In comparison to the activity reflection type, they are also interested in an overall reflection of 

their business, but their focus is on the specific need for changes they have already identified. 

 “[…] And, yeah, it focused that way again, didn't it? So that I now have the flyers ready faster, now in 

September I want to send them when (...) in the holiday season they will not arrive so targeted, and yes that I then 

start again with marketing more intensively, has also led to the fact that I have dealt with the creation of the flyer a 

little more intensively again with what should it say, how to reach the target group, etc. […]” Case D, 89–93.  

 In the formation of the socio-genetic typecasts, we could identify a classification based 

on the entrepreneurial status of the interviewed women entrepreneurs. Women entrepreneurs, 

who are situated in a foundation phase: (1) have not officially founded their own business. Thus, 

at the moment, by participating in the interviews, these women are working towards the official 

foundation of their company, e.g. by working on their business plan. Early-stage, (2) women 

entrepreneurs have already officially founded their businesses and are engaged in consolidating 

their companies. In some cases, they are still working part-time, in order to finance their living. 

Women entrepreneurs who are established, (3) have been working as self-employed 

entrepreneurs for at least three years and have already consolidated their business in a way that 

they can live entirely from the income generated by their company (Table 2). 

Table 2 

SOCIO-GENETIC TYPECASTS 

Typology Type Case 

  1. Foundation A, G 

Entrepreneurial Stage 2. Early-Stage E, B, C, H 

  3. Established F, D 
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Formation of Relational & Socio-Genetic Typecasts 

 There are several learning-transfer orientation-frameworks which can be reconstructed 

from the problem-centered interviews. The visual representation of the multivariate combination 

of the identified sense-genetic typecasts, which are summarized by the model of relational 

typecasts (Nohl, 2013), and the assigned socio-genetic typecasts for the different cases, is shown 

in Figure 1.  

 Three kinds related to learning-transfer orientations can be reconstructed from the 

interviewed women entrepreneurs. Entrepreneurs, who use networking with an efficiency-

orientated focus, tend to orient themselves on learning priorities related to entrepreneurial 

activity reflection. Empowerment-orientated networking-types have a tendency to orient 

themselves on learning priorities related to entrepreneurial identity reflection. The careful skeptic 

types tend to orient themselves on direct change actions in their businesses. 

 In these reconstructed different kinds of relational typecasts, socio-genetic variations on 

learning-transfer orientation-frameworks become visible based on the collective experience of 

the entrepreneurial status. Derived from these variations, we can state the following hypothesis: 

The more advanced female entrepreneurs are in their entrepreneurial status, the more their 

learning-transfer orientations tend to move from a focus on individual-centered orientations 

towards business-related orientations, with a concentration on direct problem-orientated actions. 

In detail, this includes that the more situated the interviewed women entrepreneurs are at the 

beginning of their entrepreneurial careers, the more they tend to orient themselves towards 

empowerment-orientated networking and learning priorities related to entrepreneurial identity 

reflection. 

 

FIGURE 1 

FORMATION OF RELATIONAL & SOCIO-GENETIC TYPECASTS OF LEARNING-

TRANSFER ORIENTATION-FRAMEWORKS 
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 The more advanced the surveyed women entrepreneurs are at the stage of their 

entrepreneurial status, the more they tend to orient themselves on efficiency-orientated 

networking and learning priorities related to a reflection of their entrepreneurial activities. These 

women entrepreneurs, who were most advanced in their entrepreneurial status, tend to be 

skeptical about online-networking and orient themselves towards direct, business-related change 

actions.  

DISCUSSION 

 As regards the situated learning approach of our training program, and its three factors of 

collaborative learning settings in communities of practice, the use of interactive, multimedia 

tools and a learning environment with learning situations which are as authentic as possible, we 

consider that the interviewed participants tended to orient themselves on those learning-transfer 

orientation-frameworks which are directly related to their actual needs and requirements. These 

needs differ, depending on the entrepreneurial status. In accordance with Greeno et al. (1993), it 

becomes clear that the perception of affordances and the abilities of the participants differ within 

our sample in line with their entrepreneurial situation. The role as an entrepreneur has an impact 

on the learning and networking strategies, and this leads to the fact that training programs need 

to take the assessment of this status into account for their content and networking-related 

planning. For future training programs tailored to the target group of women entrepreneurs with 

a situated learning approach, this paper shows the relevancy of communities of practice, which 

can be demonstrated through the reconstructed connection between networking-orientations and 

learning priority-orientations.  

 From the outcome of our study, it is possible to conclude that, firstly, the orientation, as 

regards the learning priorities, is interrelated with the orientation in networking behavior and, 

secondly, these orientations depend on the entrepreneurial status. Hence, different forms of 

networking and social interaction have to be chosen with regard to the different types of 

activities, as well as participants and their entrepreneurial status. For example, for more 

advanced women entrepreneurs, it could be more appropriate to interact in smaller groups, or 

with partners from the same sector, in face-to-face settings based on topic-centered tasks, 

whereas female founders might prefer cross-sector communication in bigger groups with 

identity-reflecting exercises. In accordance with this, learning content and training tasks need to 

be more related to these implications to fit the identified learning-transfer orientations, as well as 

the technological and social forms of learning support through multimedia learning activities. 

 The main limitation of our research lies in the low case number of our interviews. Despite 

the fact that the number of adult learners who participate in online learning has grown in the last 

two decades, the drop-out rate is a broad phenomenon of e-learning programs (Park & Choi, 

2009). For our problem-orientated interviews, we could include eight participants who 

completely finished the training program. Although these eight participants represent more than 

60% of all the participants who completed the program, only cautious conclusions can be drawn 

for the target group of female entrepreneurs. Another potential criticism of our findings is 

embedded in the situated learning setting of our program. As we state that we have distanced 

ourselves from cognitivist and behaviorist learning-transfer approaches, we can only suggest 

implications for those decidedly situated learning environments which consider, and include, the 

special characteristics mentioned above. The entire conceptual set of situated learning serves the 

analysis of learning events, not a pedagogical or didactic strategy. We cannot state that the 

learning processes of women entrepreneurs should be embedded socially, or that they should 
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work with social contexts. In our study, we operate in the reconstructive paradigm. Thus, we 

refer to an analysis which focuses on the comprehension and recognition of rules, patterns and 

structures which transcend the level of subjective meaning and are, therefore, no longer 

conscious of the actors, but which nevertheless have a momentous significance for their actions 

(Krüger, 2009).  

 Nevertheless, our study gives a detailed insight into the constructions of the learning-

orientations of women entrepreneurs in different phases of their entrepreneurial careers. 

Networking opportunities and learning contents are used with different focuses, depending on 

the entrepreneurial status of the participants. Summing up the results, it can be concluded that, 

for the target group of women entrepreneurs, learning settings based on situated learning could 

fit the needs and requirements of this special clientele. This approach highlights the importance 

of authentic situations which need to be offered and should enable a learning construction of 

different knowledge. In situated approaches, the ‘situation’ in the sense of communities of 

practice is far more important: it is the main reason for learning activities. Didactic approaches, 

such as Anchored Instruction (Scharnhorst, 2001), therefore correspond best with this concept 

when they help learners to participate in a shared practice. If they were simply offered to the 

learners out of real situations, no advantage of this method over other methods could be derived 

from the theoretical situation. Its strength lies in its capacity to absorb the real problems of the 

learners (Grotlüschen, 2002).   

CONCLUSION 

 The main objective of the paper is to give a comprehensive account of learning-transfer 

orientations of the interviewed women entrepreneurs. Moreover, the paper aims to contribute 

hypothesized implications for future women entrepreneurs training programs. Our paper presents 

an innovative view of learning-transfer research for the special target group of women 

entrepreneurs by examining their orientations. The study contributes to learning transfer research 

by investigating the transfer beyond the cognitivist perspective to orientation patterns in 

constructivist learning settings. 

 Due to the fact that, for this clientele, a situated learning approach was the learning 

setting of the surveyed training program, we were able to reconstruct a coherent formation of 

learning-transfer orientations from the interviewed participants two months after attending the 

program. The combination of problem-centered interviews and the Documentary Method 

allowed the reconstruction of learning-transfer orientation-frameworks based on sense-genetic, 

relational and socio-genetic typecasts. Our findings provide the basis to state that, in terms of 

networking behavior and learning priorities, the learning-transfer orientations of women 

entrepreneurs are interrelated and determined by their entrepreneurial status. Referring to this, 

we could conclude that the more situated the interviewed women entrepreneurs are at the 

beginning of their entrepreneurial careers, the more they incline to focus on strengthening their 

entrepreneurial identity, and to use networking for individual and mutual empowerment. The 

more advanced the interviewed women entrepreneurs are in their entrepreneurial status, the more 

they tend to engage in efficiency-orientated networking and to focus on reflection of their overall 

entrepreneurial activities. The women entrepreneurs, who are most advanced and consolidated in 

their entrepreneurial careers, tend to be skeptical about online-networking and e-learning and are 

more focused on direct, business-related change actions. Based on these results, we have valid 

reasons to conclude implications with practical relevance for future training programs tailored to 

the target group of female entrepreneurs in a situated learning setting. Clearly, further research 



Journal of Entrepreneurship Education   Volume 22, Issue 3, 2019 

                                                                                   12                                                                                1528-2651-22-3-370 

will be required to validate our hypothesized implications for training programs tailored to 

women entrepreneurs. 
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