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Objective: to understand emotional resilience based on the perspective of entrepreneurial 
education from an experience of entrepreneurial education in Arts. Methodology/approach: 
This qualitative, inductive, and narrative study used several sources of information (documents, 
direct observation, videos, and semi-structured interviews) and analysis of narratives. Main 
results: Conceptual elaboration of four emotionally challenging educational contexts and 
five educational practices to develop emotional resilience. Theoretical/methodological 
contributions: We propose new reflections about entrepreneurial education contexts and 
practices and specific discussions for entrepreneurial education in the Arts, promoting a 
more updated, sophisticated, and comprehensive entrepreneurial education that prioritizes 
emotional resilience. Relevance/originality: Despite the importance of emotional resilience 
for entrepreneurship, the topic has been underestimated in research on entrepreneurship 
education. Social contributions: By stimulating the conceptual refinement of entrepreneurial 
education based on the concept of emotional resilience, we contribute to advancing research 
on entrepreneurship, the practice of artistic entrepreneurship, and the development of the 
creative economy.

Abstract

Palavras-chave:  Emoção. Educação empreendedora. Resiliência emocional. 
Empreendedorismo artístico.

Objetivo: Entender a resiliência emocional na perspectiva da educação empreendedora a 
partir de uma experiência de educação empreendedora nas artes. Metodologia/abordagem: 
Metodologia qualitativa, indutivo e narrativa. Uso de diferentes fontes de informações 
(documentos, observação direta, vídeos e entrevistas semiestruturadas) e da análise de 
narrativas. Principais resultados: Elaboração conceitual de quatro contextos educacionais 
emocionalmente desafiadores e cinco práticas educacionais para o desenvolvimento da 
resiliência emocional. Contribuições teóricas/metodológicas: Propomos novas reflexões 
acerca dos contextos e suas práticas no âmbito da educação empreendedora, bem como 
reflexões específicas para o campo da educação empreendedora nas artes, promovendo uma 
educação empreendedora mais atual, sofisticada e abrangente, através da qual a capacidade 
de ser emocionalmente resiliente torne-se uma prioridade. Relevância/originalidade: 
Apesar da importância da resiliência emocional para o empreendedorismo, até então, o tema 
encontra-se subestimado pelas pesquisas sobre educação empreendedora. Contribuições 
sociais: Ao estimular o refinamento conceitual da educação empreendedora, a partir 
do conceito de resiliência emocional, contribuímos para o avanço das pesquisas sobre 
empreendedorismo, para a prática do empreendedorismo artístico e para o desenvolvimento 
da economia criativa.

Resumo

Emotional resilience in entrepreneurial education: The educational 
practice of artistic entrepreneurship

Emoção na educação empreendedora: Resiliência emocional na 
prática educacional para o empreendedorismo artístico
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INTRODUCTION 

Academic production on entrepreneurial education and 
entrepreneurship education (EE) has grown rapidly in recent 
decades (Elmuti et al., 2012; Katz, 2003). The various topics in 
these studies include debates on the influence of EE on students’ 
entrepreneurial intention (Bastos & Peñaloza, 2006; Almeida et 
al., 2008; Krueger & Sussan, 2017), pedagogies for teaching and 
learning entrepreneurship, their effectiveness in the educational 
process (Katz, 2003; Küttim et al., 2014; Neck et al., 2014) and 
program content (Dornelas, 2015).

Emotions are a topic of great relevance but rarely explored in 
EE academic production. Although some studies have concerned 
themselves with emotions (Arpiainen et al., 2013; Jones & 
Underwood, 2017; Puni et al., 2018), this production remains 
occasional and incipient, especially empirical research (Keller 
& Kozlinska, 2019). At least two important reasons exist for 
furthering our knowledge of this topic in EE. The first one concerns 
the centrality of emotions in entrepreneurship (Franco & Sanches, 
2016; Patzelt & Shepherd, 2011; Shepherd & Patzelt, 2018), 
considered to be an extremely emotional activity (Goss, 2008), in 
which those involved experience intense affective relationships 
(Cardon et al., 2005). The second reason is that, regardless of 
the field of research, emotions permeate educational processes  
(Pekrun, 2006). Rather than a peripheral element, emotion belongs 
to the essential basis of the educational process (Vigotsky, 2010) 
and represents an important motivational source (Canopf et al., 
2018).

Among the few studies dedicated to emotions in EE, one type 
of skill that is rarely discussed refers to emotional resilience (ER). 
ER can help entrepreneurial individuals manage their emotions 
when facing adversity and failure while maintaining relatively 
stable emotional functioning (Corner et al., 2017). Thus, the 
ability to be emotionally resilient is essential for entrepreneurs to 
address their emotional challenges and satisfactorily conduct their 
projects (Chadwick & Raver, 2018; D’Andria et al., 2018). In short, 
ER is so relevant to the performance of entrepreneurs that it is 
one of the most recurrent topics in research on entrepreneurship 
and emotions (Ávila & Davel, 2019). However, more consolidated 
research on ER as an emotional skill is yet to be found in EE research.

To discuss the importance of ER in entrepreneurship education, 
we have situated our research in the educational practice of 
artistic entrepreneurship, i.e., entrepreneurship education in the 
Arts (EEA). We chose this segment for our discussion based not 
only on the strong emotionality associated with artistic activities  
(Witkin, 1974), but also on the emotional resilience usually shown 
by artists in the face of the challenges they usually encounter on 
their entrepreneurial journey. Moreover, artistic entrepreneurship 
is recognized as an essential catalyst for the creative economy 
(Toscher, 2020; Varbanova, 2017), transforming creative ideas into 
tangible artistic and cultural goods and services (Phillips, 2010).

Thus, our research problem asks, “How does EE contribute 
to the development of students’ ER in the practice of EEA?” 
Therefore, this study aims to understand emotional resilience 
from the perspective of entrepreneurship education based on an 
entrepreneurship education in the Arts experience. For this, it 
adopted a qualitative, inductive, and narrative methodological 
approach and diverse sources of information: documents, direct 
observation, videos, and semi-structured interviews. The narrative 
analysis of these sources generated the following results: (a) four 
emotionally challenging educational contexts and (b) five practices 
that proved to be sources for the development of emotional 
resilience. Finally, we discuss our results and suggest new avenues 
of research. 

This research is relevant as it enables researchers and educators 
to reflect on a more updated, sophisticated, and comprehensive 
entrepreneurial education that prioritizes the development of 
emotional resilience priority in training processes. The conceptual 
elaboration of four challenging educational contexts and five 

educational practices for developing resilience underpin this 
contribution to advance research on Entrepreneurship. Moreover, 
this study contributes to broadening and consolidating discussions 
on EEA. This debate is necessary since many artists and educators 
still show little or no interest in artistic entrepreneurship despite 
its importance (Gangi, 2014; Kolb, 2015).

ENTREPRENEURSHIP, EMOTION, AND
EMOTIONAL RESILIENCE

We define entrepreneurship based on two broad theoretical 
conceptions (Albashrawi & Alashoor, 2017; Biniari, 2012): (a) 
economic and (b) substantive. Based on the economic conception, 
entrepreneurship is associated with the creation of companies or 
simply the search for self-employment. This case characterizes 
entrepreneurs as economically motivated agents (Jayasinghe et 
al., 2008; Martí & Fernández, 2015), who can be represented by 
both large entrepreneurs and small business owners who seek 
opportunities in diverse sectors (Amankwah-Amoah et al., 2018; 
Gielnik et al., 2015; Shepherd et al., 2009). The substantive 
conception, in turn, deems forms of entrepreneurship, among 
which other noneconomic motivations, as essential. In this 
case, entrepreneurs are driven by a series of issues, such as self-
realization, personal development, and a taste for independence  
(Mortan et al., 2014). This concept includes, for example, social or 
artistic-cultural ventures (Li et al., 2017; Roundy, 2014).

Emotions are related to different processes that support 
entrepreneurship. The emotional element is known to enhance 
crucial aspects for entrepreneurs, such as motivation (Patzelt 
& Shepherd, 2011), engagement (Cardon et al., 2009) and the 
strengthening of a positive entrepreneurial identity (Markowska 
et al., 2015). Emotions also influence some important aspects of 
venture creation. For example, emotional states such as joy and 
fear influence the evaluation and exploration of entrepreneurial 
opportunities (Welpe et al., 2012). In turn, decision-making — 
especially that related to starting a business — is affected by 
insecurity and anxiety (Franco & Sanches, 2016). Finally, emotions 
directly influence the communication process in an entrepreneurial 
context. Social entrepreneurs, for example, when trying to convince 
stakeholders, use narratives that can generate positive emotional 
responses in their audience (Roundy, 2014).

In addition to the influence of emotions, as a rule, theory 
points to the unique importance of emotional resilience (ER) 
in the context of entrepreneurship. Resilience is the ability to 
respond, adapt, and restart after adversity (D’Andria et al., 2018). 
Specifically, emotional resilience can be conceptually framed 
in different ways. It can be defined as the ability to recover from 
negative emotional experiences and flexibly adapt to the changing 
demands of stressful experiences (Block & Kremen, 1996; Lazarus, 
1993). This ability can also be considered a positive behavioral 
adaptation after a negative event (Genet & Siemer, 2011; Gross, 
2007). For Corner (2017), resilience is the “capacity or ability to 
maintain relatively stable and healthy levels of psychological and 
emotional functioning despite the experience of severe trauma or 
loss” (Corner, 2017, pp. 690). 

ER is an essential skill so entrepreneurs can handle the various 
emotional obstacles they face and even learn how to turn them 
into opportunities (Chadwick & Raver, 2018). Studies show that 
entrepreneurs are more likely to succeed if they are resilient in 
their journeys (Davidsson & Gordon, 2016; Jenkins et al., 2014). 
Thus, due to the adversities and frustrations they encounter in 
the entrepreneurial environment (characterized by high levels 
of uncertainty), individuals must develop emotional resilience to 
satisfactorily conduct their projects (D’Andria et al., 2018). 

Among the types of emotional challenges inherent in 
entrepreneurship, the strong negative emotions from business 
failures can cause depression and discourage people from 
attempting new entrepreneurial experiences (Shepherd et al., 2009; 
Ucbasaran et al., 2013). By emotional resilience, entrepreneurs 
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can learn to manage their negative emotions (Patzelt & Shepherd, 
2011) while maintaining relatively stable emotional functioning 
even if they experience severe trauma or loss during their journeys  
(Corner et al., 2017). 

Using failure as a source of knowledge and empowerment 
is a positive strategy for entrepreneurs to exercise resilience 
(Timmons, 1999). Frustrations generated from failure can serve as 
experience (Amankwah-Amoah et al., 2018), if used constructively 
as a form of growth (Shepherd et al., 2009). Even when failures 
occur, entrepreneurs can learn from mistakes and thus increase 
their chances of success in their next venture (Minniti & Bygrave, 
2001).

Overall, two psychological mechanisms seem to explain 
resilience: the regulation of emotion (emotional resilience) and the 
flexibility of thought (cognitive resilience) (D’Andria et al., 2018). 
Emotional and cognitive resilience are related to the emotional and 
cognitive adaptations entrepreneurs develop to overcome their 
difficulties. Emotional resilience is linked to emotional flexibility 
(Genet & Siemer, 2011; Gross, 2007) and can be considered a 
positive behavioral adaptation after a negative event (Hayward et 
al., 2010). Cognitive resilience (Genet & Siemer, 2011) is based 
on Fredrickson’s (2001) theory of amplification and construction 
of positive emotion. Positive emotions enable cognitive flexibility, 
access to information, and the exploration of new possibilities 
(Fredrickson & Branigan, 2005; Genet & Siemer, 2011), improving 
resilience in a virtuous cycle (Sutcliffe & Vogus, 2003).

Research on entrepreneurship finds that emotions suffer from 
sociocultural influences (Biniari, 2012; Goss, 2005, 2008), but there 
are few explanations on the relation between sociocultural aspects 
and emotional resilience. Despite its limited specific and in-depth 
information, some studies indicate that certain entrepreneurs 
cope with the emotional difficulties from unexpected situations 
by drawing on their social capital. Social networks composed of 
friends and family, for example, help individuals to remain resilient 
in the face of adversities (Bowey & Easton, 2007; Danes, 2013). 

Artistic entrepreneurship and resilience

Artistic entrepreneurship is considered as an important catalyst 
for the development of the creative economy. The concept of 
creative economy has been related to that of creative industries, 
i.e., industries originating from individual creativity and talent 
(Comunian et al., 2014), the products and services of which show 
great symbolic value and the potential to produce nonmonetized 
wealth and social benefits (Bass et al., 2015; Davies & Gauti, 2013; 
Figueiredo & Jesus, 2020; Mendes & Almeida, 2016; Oliveira et al., 
2016). Because of the role it plays in transforming artistic creation, 
as an input, into tangible economic and social value (Phillips, 
2010; Varbanova, 2017), artistic entrepreneurship is a central 
phenomenon in this context.

The environment in which entrepreneurial artists operate 
requires a special capacity for emotional resilience. Artistic 
entrepreneurship is subject to great unpredictability because it is 
subjective and anchored in symbolic values. Thus, in this context, 
entrepreneurs must handle high doses of risk and the uncertainty 
inherent to this type of activity (Menger, 2014; Toscher, 2020). 
Moreover, when undertaking ventures, many artists face personal 
conflicts (Ballereau et al., 2015). Artists may deem the activity of 
entrepreneurship as limiting and unethical for artistic creation  
(Gangi, 2014; Kolb, 2015). This tension between art and commerce  
(Khaire, 2017; Lawrence & Philips, 2002) establishes a rather 
peculiar emotional challenge within artistic entrepreneurship. 
Emotional obstacles tend to be heightened for artists due to the 
extremely fine line these individuals draw between personal 
life and work (Marins & Davel, 2020; Scherdin & Zander, 2011). 
Entrepreneurial artists invest enormous emotional energy in 
their projects (Svejenova et al., 2011), blending their personal 
singularities with the promotional strategies of their creative 
products (Eikhof & Haunschild, 2006). This fusion between 

individual emotions and ventures enable such individuals to 
experience great personal satisfaction but exposes them to deep 
emotional challenges.

Entrepreneurial education and
entrepreneurial education in the arts

The various topics EE studies have discussed in recent decades 
include debates on the influence of EE on students’ entrepreneurial 
intention (Bastos & Peñaloza, 2006; Almeida et al., 2008; 
Krueger & Sussan, 2017), pedagogies for teaching and learning 
entrepreneurship, their effectiveness in the educational process 
(Katz, 2003; Küttim et al., 2014; Neck et al., 2014), and program 
content (Dornelas, 2015). The most current production in EE has 
also consolidated the understanding that EE must be anchored in 
practical experiences. Some research emphasizes a critical view of 
the EE landscape, highlighting that one of the main shortcomings of 
the programs refers to the mismatch between theory and practice 
(Lima et al., 2015; Souza & Saraiva, 2010). In line with this finding, 
Neck et al. (2014) argue that it is necessary to evolve the scope of 
EE by making it accessible to all types of students, using a method 
based on actions and grounded in a set of practices (Neck et al., 
2014).

The term ‘entrepreneurial education’ and what Neto, 
Emmendoerfer, and Corrêa (2020) call ‘entrepreneurship 
education’ differ between each other. For the authors, EE would be 
a broader concept that encompasses entrepreneurship education 
and relates to the development of entrepreneurial behaviors from 
improving an entrepreneurial mindset or capacity. This study 
uses the term entrepreneurial education (EE) to also include 
entrepreneurship education. Thus, rather than just referring to 
preparing future entrepreneurs to set up businesses, it constitutes 
an education that enables people to “assimilate skills and capacities 
and develop talents to meet the demands of the knowledge age”  
(Neto et al., 2020, pp.409).

Regarding the concept of entrepreneurial education in the 
Arts (EEA), there is no consensus on the term in related research. 
However, we highlight the most recurrent themes and important 
points of convergence. Regarding learning content, some EEA 
programs advocate the importance of developing technical skills  
(Ballereau et al., 2015; Strasser, 2015), finding that entrepreneurial 
artists should have knowledge of finance (Damásio & Bicacro, 
2017), draw up business plans and specific tasks (such as designing 
websites) and promote them on social media (Friedrichs, 2018). 
Other programs focus on behavioral skills (Pollard & Wilson, 
2014), related, for example, to the development of recognition of 
opportunities (Wyszomirski & Chang, 2015), flexibility (Bass et al., 
2015), and adaptation to the environment (Ballereau et al., 2015).

A theme often found in these studies refers to the importance 
of developing an entrepreneurial mindset in students (Verzat et 
al., 2017; White, 2021). Discussions on EEA greatly focus on the 
importance of studying entrepreneurship as a tool for managing 
careers and artistic projects (Damásio & Bicacro, 2017; Rapisarda 
& Loots, 2021). This applies to the fact that entrepreneurial skills, 
according to some authors, help in the successful construction of 
a portfolio career or one based on temporary and independent 
projects, as is often the case in the Arts (Bennett & Bridgstock, 
2015; Svejenova et al., 2011).

Emotion and emotional resilience in
entrepreneurial education

Although scarcely anything is known about the emotional 
influence on entrepreneurial education (Verzat et al., 2017), some 
research has addressed the subject. Jones and Underwood (2017) 
understand the role of emotions in entrepreneurial education 
by considering other fields, such as neuroscience, psychology, 
and education. A review of research addressing entrepreneurial 
emotions (Keller & Kozlinska, 2019) shows some production on 
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the subject of entrepreneurship research but confirms the scarcity 
of EE studies as it only found four studies (Arpiainen et al., 2013; 
Souitaris et al., 2007; Stamboulis & Barlas, 2014; Von Graevenitz et 
al., 2010). Among these, the most relevant contribution refers to 
Arpiainen et al. (2013), which reported some sources of emotions 
and dynamic patterns in the process of entrepreneurial learning 
based on practical activities. The other three studies superficially 
addressed emotions, more greatly emphasizing the issue of 
students’ entrepreneurial intention, which occurs in a similar way 
in Puni et al. (2018), which focused on students’ entrepreneurial 
intention and self-efficacy.

Brazil also lacks research on EE with a specific focus on 
emotions. Although some research discusses emotions in EE to 
some extent, it tends to superficially deal with the topic, focusing 
on aspects that occur in international studies, such as the influence 
of EE on entrepreneurial intention, the identification of business 
opportunities, and the used methodologies (Fontenele et al., 2015; 
Júnior & Sato, 2019; Krakauer et al., 2015; Krüger et al., 2019). 
Other authors direct their discussions to theoretical foundations 
(Salusse & Andreassi, 2016) or specific audiences, such as basic 
education students (Carvalho & Silva, 2022) and civil servants 
(Neto, 2020). Only a few recent Brazilian studies focus on more in-
depth and specific discussion of emotions in EE (Araujo & Davel, 
2020; Ávila & Davel, 2022).

Despite the central role of ER in the trajectory of entrepreneurs, 
within the small academic production focused on emotions and 
EE, very little is discussed about this emotional ability. However, 
although the concept of emotional resilience is not explicitly 
discussed as the main focus of research, the emotional development 
of students is a topic of interest to researchers in the field. Some 
pedagogies aim to prepare learners to emotionally handle failures 
and conflicts (Shepherd, 2004) and acquire emotional self-control 
(Cheung & Au, 2010). Zampetakis and Kafetsios (2010) suggest 
that anticipating future negative emotions to be experienced in 
entrepreneurship can be considered an emotional learning strategy. 
Other researchers argue that simulating contexts similar to those 
in which entrepreneurs operate can also serve as an important 
emotional exposure opportunity for students’ development 
(Pittaway & Cope, 2007). 

For some time, emotional resilience was considered an innate 
ability, a rare and extraordinary trait that only some would possess  
(Bonanno, 2012; Corner et al., 2017). Entretanto, alguns estudos 
apresentam um contraponto a esse entendimento, conceituando 
a resiliência como uma habilidade que pode ser aprendida e 
desenvolvida ao longo do tempo (D’Andria et al., 2018; Vries & 
Shields, 2006). Indeed, it is assumed that individuals can learn to 
cope with stress and problems associated with traumatic events  
(Corner, 2017).

Shepherd (2004) suggests some strategies for teaching students 
to emotionally handle failure. Firstly, he recommends using texts 
that show the existence of an emotional relationship between 
entrepreneurs and their businesses, offer statistics on business 
failure, and emphasize that defeats represent an opportunity for 
learning. Secondly, he suggests guest speakers who can articulate 
their ideas on business failure and ways of handling it, recounting 
their personal experiences. His third suggestion includes case 
studies, which would stimulate a discussion about entrepreneurs’ 
likely negative emotional reaction to the decline of their business 
and the ways in which they would handle the evoked negative 
emotions. Finally, the author suggests offering students simulations 
as an opportunity to process the emotions that may arise from this 
process.

RESEARCH METHODOLOGY

Following a qualitative, inductive, and practice-based 
methodological approach (Gherardi, 2019), this empirical research 
was based on the educational practice of artistic entrepreneurship 
by a curricular component in an undergraduate course of a 

Brazilian federal university. Its focus on the Arts is justified by the 
importance of EEA for developing artistic entrepreneurship and 
the resilience of entrepreneurial artists in the face of the emotional 
challenges that often arise. As a representative of the Arts, the music 
sector was chosen, which can also be explained by some special 
reasons. Regarding entrepreneurship, musicians often have to act 
entrepreneurially when faced with the challenge of mobilizing 
and managing resources to make their creative productions 
viable (Bridgstock, 2013). Moreover, the music industry holds 
great economic potential and can be considered one of the most 
profitable of the creative industries (IFPI, 2021).

In total, five educational experiences were carried out, each 
lasting one semester, as part of an artistic entrepreneurship 
subject in an undergraduate music course. These experiences are 
identified as E1, E2, E3, E4, and E5. The profile of the students who 
took part in the course was quite varied in all semesters. Most were 
aged from 20 to 30 years, although some experiences involved 
students aged above 35 years. Participants included male, female, 
Black, Mixed-race, and White students. With a few rare exceptions, 
the students came from middle- or lower-middle-class families. As 
for experience with entrepreneurship, some students had worked 
as entrepreneurs in their careers, whereas others had had no kind 
of entrepreneurial experience. Regarding prior knowledge on the 
content of the subject, most students neither had formal education 
in entrepreneurship nor were aware of most of the theoretical 
content presented. 

The teacher-researcher worked with classes averaging 15 
students, identified in this text by the code EstX-Ey, in which X is a 
letter identifying the student (Est) and y is the number identifying 
the pedagogical experience (E) in which they took part (e.g., A1 
= student A from experience 1). These classes were divided into 
parts called work units (WUs). The WUs were not called groups 
as they could consist either of any number of students, including 
WU with only one member. Nonindividual WUs (made up of more 
than one student) usually ranged from two to four members. Once 
formed, each of these WUs would be responsible for creating an 
innovative musical experience (IME). IMEs are types of musical 
products or projects created during the semester by the students. 
Over the course of the five educational experiences, 23 IMEs were 
created, developed, and presented. They include, for example, an 
instrumental group that mixed Afro-Baiana percussion and jazz 
and a duet that interpreted traditional sambas with arrangements 
based on electronic music. In addition to these artistic attractions, 
other students individually created products aimed at teaching, 
such as a course showing specific recording techniques for 
guitarists and an online eletric bass method in music from Bahia.

Na experiência pedagógica, a criação da EMI e sua posterior 
materialização, divulgação e apresentação foi a própria experiência 
de empreender. Ao longo do semestre, os estudantes aprenderam 
a planejar, criar, materializar e divulgar as EMIs, participando 
assim, de uma experiência empreendedora na prática. Por fim, o 
componente curricular culminou com a apresentação das EMIs 
criadas ao final de cada semestre em um evento especial. Assim 
como as aulas, este evento foi realizado, a princípio presencialmente, 
sendo adaptado a partir de 2020 para um formato de LIVE, devido 
às restrições impostas pela pandemia de Covid-19. 

In the pedagogical experience, the creation of IMEs and its 
subsequent materialization, dissemination, and presentation 
belonged to the entrepreneurial experience itself. Throughout the 
semester, students learned how to plan, create, materialize, and 
publicize their IME, thus participating in a practical entrepreneurial 
experience. Finally, the curricular component culminated in 
presenting the IMEs created at the end of each semester at a special 
event. As with the classes, this event was initially held in person 
but was adapted from 2020 to a livestreaming format due to the 
restrictions imposed by the COVID-19 pandemic.
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To obtain a convincing result, we opted for a practical 
pedagogical experience. Based on the entrepreneurial actions 
suggested by Neck et al. (2018) as essential for entrepreneurial 
educational practices, we suggested the following as practices to 
be carried out by students: (a) create, (b) plan, (c) materialize, (d) 
collaborate, and (e) disseminate. These practices were suggested 
throughout the semester in the form of tasks. Each task included 
one or more of these practices. Thus, the following tasks were 
proposed: T1 (create and plan), T2 (experiment), T3 (collaborate), 
T4 (disseminate), T5 (materialize), T6 (present), and T7 (reflect). 

Task T1 (create and plan) involved creating the IMEs in 
written form and then organizing them into an action plan with a 
predefined timetable. Task T2 (experiment) consisted of creating 
a pilot project in video format, which would act as an initial 
prototype of students’ ideas. Task T3 (collaborate) aimed to 
encourage collective collaboration by constructive criticism of the 
previous pilot projects. While executing task T4 (disseminate), 
students developed the skills needed to disseminate an artistic 
venture, drawing up and applying the IME dissemination plan. Task 
T5 (materialize) involved carrying out all the actions developed 
during planning and the consequent materialization of the IMEs. 
Task T6 (present) involved presenting the IMEs during a musical 
event. This activity aimed at an in-practice experience of presenting 
an original musical piece to a real audience.

Task T7 (reflect) gave students the opportunity to reflect on all 
the other tasks. To do this, students had to take notes throughout 
the semester in a diary and answer some questions that would 
summarize what they had learned as entrepreneurship students. 
This task involved a detailed weekly report and a final summary. 
In a weekly report, the students were asked about their learning 
about entrepreneurship and their emotional experiences by 
questions such as: “What did you learn most this week about being 
an entrepreneur?”; “Describe the main emotions you experienced 
during your week as an entrepreneur, telling us how and when 
they manifested themselves”; “Do you think emotional resilience 
is necessary in this challenge of learning to undertake in practice? 
In what way?” In their final summary, students had to narrate, 
based on their weekly notes: three main emotions and three main 
learnings they had experienced during the semester. The T7 task 
was to be handed in full at the end of the semester, but the notes 
made in the report were also discussed in class when the teacher-
researcher provided weekly feedback.

Throughout the course, students received guidance on the tasks 
at hand. As theoretical support, during each semester in which 
we carried out the educational practices, we included content 
such as the Canvas method, project management techniques, and 
appreciation of inspiring videos of musical ventures in the lesson 
plans. Regarding emotional resilience, in addition to reading texts 
about the importance of this skill for entrepreneurs, we suggested 
exercises whose results were discussed in class and reported in 
individual diaries (task T7). The suggested exercises included, 
for example, replacing negative thoughts that arose during the 
execution of the tasks with positive ones and writing down the 
results of this practice based on Fredrickson et al.’s (2003), 
understanding the potential of positive emotions to undo the effects 
of negative emotions or deliberately reversing a failure rather than 
accepting it, trying to identify opportunities behind adversities 
[based on Andria’s (2018) assertions about the entrepreneurial 
capacity to find positive aspects in adversity and turn difficulties 
into opportunities].

Sources of narratives

To understand RE from the perspective of EE based on an EEA 
experience, several sources of information were used: documents 
produced by participants, direct observation, videos, and semi-
structured interviews. The documents produced by the participants 
were divided into two categories: (a) emotional learning and (b) 
contextual learning. The emotional learning documents provided 

information about what students learned and experienced 
regarding emotional resilience during EE. We used two types of 
emotional learning documents: reflective logbooks and instant 
messages via WhatsApp.

Reflective logbooks were chosen because they enable the 
written and narrative recording of emotions related to activities 
carried out within a certain period of time, as well as their suitability 
for qualitative research aimed at interpreting subjects’ subliminal 
motivations (Alaszewski, 2006; Symon, 2004; Zaccarelli & Godoy, 
2010). The logbooks belonged to task T7 (reflect — explained 
above), in which the students made both weekly notes and a final 
summary of their learning and emotional experiences. We can 
classify the type of used diary as a solicited diary — according to 
the categorization in Plummer (2001) — since we asked students 
for narratives about specific moments in the educational process to 
obtain narratives for scientific purposes (Plummer, 2001).

Various types of emotions were recounted, and many 
were associated with the concept of emotional resilience. The 
instructions in the form of a task (T7), with specific instructions 
for writing the diaries, were useful for guiding students by the 
topics of interest to the research so they would take notes for a 
reason (Alaszewski, 2006). Moreover, collecting the narratives in 
the diaries throughout the process and as a final synthesis enabled 
the obtention of narratives at different times but in a defined 
chronological order, thus monitoring possible changes in students’ 
perceptions during this study (Mittelmeier et al., 2021). WhatsApp 
instant messages (text and audio) between students and teacher 
spontaneously emerged during the semester. Given their richness 
and deeply emotional and revealing narratives, these dialogues 
became important data sources. In general, when referring to the 
collected empirical material, we use pseudonyms to protect the 
identity of participants.

The contextual documents, which correspond to the T1, T2, T3, 
T4, T5, and T6 tasks, provided narratives about what the students 
learned during the course regarding specific topics and the contexts 
in which this learning took place. In general, students learned a 
lot about how to think of an entrepreneurial project not just as 
artistic work but as something they needed to link to a goal and 
a target audience. Moreover, they learned how to test their offers, 
receive (and provide) constructive feedback, and improve their 
projects based on this feedback. Students also learned important 
skills, such as creating and following up a project with well-defined 
objectives, producing videos, personally talking to an audience, and 
professionally using social media. Ultimately, even students who 
were disinterested in pursuing solo careers or developing projects 
have learned to think and act more entrepreneurially.

Direct observation can capture moments and details such as 
words, gestures, body movements, and sounds (Emerson et al., 
1995). We developed two types of observation: focused direct 
observation and extended direct observation. Focused direct 
observation was used to identify and narrate as much information 
as possible about the emotional aspects related to the EE process. 
Extended direct observation systematized narratives about contexts 
and teaching and learning processes. Students were observed 
for two hours a week, totaling 28 hours of direct observation per 
semester. The 15 face-to-face classes, plus the final presentation, 
totaled 32 hours of direct observation. During the observations, 
we recorded our first impressions and reactions, which we then 
transformed into narratives during the analysis process (Creswell, 
2007).

Videos were used as we wanted to explore verbal and non-
verbal communication (Elias et al., 2018; Jones & LeBaron, 2002). 
Videos enabled us to see and review moments (Jones & LeBaron, 
2002) and capture micro behaviors (Johnson et al., 2007) and 
emotional expressions (Cohen, 2010) and expand on insights from 
other sources of information (Flick, 2009). The videos evinced facial 
expressions of, for example, enthusiasm or boredom, as well as 
details about specific body movements and voice intonation, which 
were key to interpreting emotional manifestations. Videos were 
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organized into three categories: online class videos (recordings 
of classes), performance videos (recordings of the presentations 
of the final products on stage or on live digital format), and post-
performance videos (interviews conducted by a journalist after the 
performances).

Collective, semi-structured interviews were conducted at 
the end of each educational practice. These interviews further 
developed and articulated the narratives in other sources, such 
as documents and videos (Silva et al., 2020). The semi-structured 
interview scripts were made without losing sight of the need to be 
guided by the research objectives and questions (Silva et al., 2020). 
Therefore, the script asked specific questions about emotional 
resilience and other related aspects, such as the ability to overcome 
emotional adversity, emotionally challenging moments, and how to 
address them. Its questions invited students to produce answers 
in the form of narratives about their experiences. They generally 
returned to some of the reflections promoted in task T7. However, 
they aimed to address the topic by other forms of questions or 
aimed to find if anything had changed after the whole process 
(Do you feel that you are better able to act in a resilient way after 
our entrepreneurial experience? What were the main emotional 
learnings you identified during our semester? etc.).

The interview script was used as a flexible guide, giving room 
for probing and follow-up questions to be improvised on the 
spot. The interviews were recorded and transcribed to enhance 
subsequent information analysis (Creswell, 2007). As they were 
carried out after the presentation of the created products (IMEs), 
the interviews provided a retrospective narrative of the entire 
educational process, complementing the narratives obtained in 
real-time.

Narrative analysis

Narrative analysis seeks to understand the meanings that exceed 
concrete messages, better analyzing human experiences and 
certain complex phenomena that are inherent to them (Kim, 2016). 
Narratives are not just descriptions of past events, they provide 
insights into thoughts and emotions and can suitably explore 
sensitive phenomena (Byrne & Shepherd, 2015), especially when 
we want to understand “how” these phenomena occur (Larty & 
Hamilton, 2011). The narratives made it possible to excavate and 
re-evaluate memories that might have been fragmented, chaotic, or 
almost invisible before they were narrated (Riessman, 2008). Thus, 
it was possible to describe emotional experiences in the form of 
logical and coordinated narrated stories. 

Narrative analysis was carried out in different stages. Each 
stage included the analysis of the narratives obtained from the 
experience in that semester, enriching the results of the previous 
experience. In other words, analysis was carried out during 
five educational experiences (E1, E2, E3, E4, and E5) within the 
curricular component of the music degree course. Each experience 
lasted one academic semester (from four to five months). At the 
end of each educational experience, the narratives were analyzed 
and then compared with the analysis in the previous educational 
experiences. In other words, the results of experiment E1 were 
added to the results of experiment E2 and so on.

In each experience, the narratives from the documents 
(produced by the students and the teacher) and the interviews 
were analyzed based on the analytical axes of teaching and 
learning, resilience, and emotions. At the end of all the experiences 
in the five semesters, a new analysis was made of the set produced 
to address the final result of this research. During the process of 
comparatively analyzing the narratives between semesters, coding 
and categorization emerged from the search for patterns and 
results relevant to our objective.

Data analysis was based on existing and commonly accepted 
procedures (Creswell, 2007; Liu & Maitlis, 2013), following 
predetermined analysis steps to ensure good reliability. Despite 
the common subjectivity in qualitative research, we used criteria 

that contributed to increasing the transparency of this study. We 
sought to apply diachronic reliability criteria due to the stability of 
observations over time and synchronic ones due to the similarity 
of different observations from the same period (Júnior et al., 2011; 
Kirk & Miller, 2011).

Moreover, the triangulation technique was applied to compare 
information from the different used sources. Overall, two 
researchers carrying out analyses enabled the obtention of results 
from different points of view (Flick, 2009; Júnior et al., 2011). 
Although analyses were non-linear (we often alternated between 
stages of analysis), we were guided by the following steps:

1. We collected all the documents produced by the students into 
a folder. The written tasks that were used as documents, such 
as reflective logbooks, were already in text format. The analyzed 
WhatsApp instant messages were in audio format and were 
therefore transcribed before analysis. While transcribing the 
WhatsApp instant messages, we interpreted vocal signals that 
we considered important in some passages, describing them 
alongside the transcribed text with expressions such as “said with 
enthusiasm” or “increasing the volume of their voice.” Moreover, we 
compiled the notes taken by the teacher-researcher during class 
observations into a more organized text, thus finalizing the textual-
narrative content to be analyzed.

2. We started reading the texts, highlighting important narratives, 
and looking for signs of relations between emotional aspects and 
the educational process of artistic entrepreneurship. To guide our 
analysis, we kept in mind the question: “How does EE contribute to 
the development of students’ ER in EAS practice?” as well as other 
questions such as: “What are the practices that can contribute to 
the development of ER? What are the biggest emotional challenges 
faced by students? What are the points of dialogue with the related 
theory?” At this stage, based on the perception of some recurring 
or similar narratives, we came up with some codes and the first 
outline of categories (the categories we will mention in this section 
will be explained in detail throughout this study). For example, we 
would highlight students’ difficulties balancing artistic aspirations 
with the objectivity needed to create entrepreneurial projects. 
These perceptions would generate what we later categorized as a 
“context of tension between art and entrepreneurship.”

3. We rewatched the video lessons to capture new insights and 
improve the organization of the narratives. The analysis was carried 
out first by the first author and then by the second author. The two 
authors then discussed the convergences and divergences of these 
analyses. The discussion from different points of view helped us 
to refine our analytical results and the process of analyzing the 
narratives. Some insights observed during the first analysis stage 
were confirmed after evaluating the videos, which gave rise to new 
ideas. For example, the tension between art and entrepreneurship 
was highlighted when analyzing some students’ facial expressions 
and gestures when they referred to the effort required to try to 
balance their aesthetic preferences with the characteristics of a 
product aimed at a particular audience. The satisfaction shown in 
the videos regarding the execution of the pre-planned actions also 
gave us the perception of how planning made them more confident, 
which would be refined and transformed into the category 
“practicing daily planning.”

4. We added new documents produced by the students and notes 
taken from the observations, analyzing this material in conjunction 
with the previously evaluated data. By comparing the results, we 
confirmed and refined some preliminary categories. During this 
stage, we also began to develop reflections on the influences of 
passion on students’ emotional resilience, which would later be 
categorized as “practicing artistic passion.”

5. We used new theoretical references to inspire the creation of new 
categories and further refine some of the existing categories. This 
procedure helped us to mature some impressions, which at first 
were not perceived as important but which were reconsidered after 
further reading and reflection. For example, we noticed that some 
students understood the importance of learning from mistakes and 
gradually achieving their goals. The results in this stage include 
“practicing the mindset of learning from failure” and “practicing 
gradual progress.”
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6. In the final stage, a new analysis was carried out based on the 
triangulation of several sources, thus ensuring reliability in the 
final results of this research. We used triangulation by comparing 
different sources of information (documents, observations, and 
videos) to confirm or contradict our interpretations (Eisner, 
1991). We also added the content of the interviews conducted 
with students at the end of the academic semesters. Thus, a first 
impression obtained by analyzing a document produced by a 
student, for example, could be confirmed by analyzing that student’s 
facial expressions by videos or interviews. We developed the final 
version of our coding and categorization based on examining the 
raw narratives. Although this study includes no graphs or pictures, 
they were used as visual aids throughout analysis to help shape 
emerging ideas, narratives, and connections that still necessitated 
explanation.

RESULTS

Educational contexts for emotional resilience in artistic 
entrepreneurship

The process of analyzing the empirical material, especially the 
experiences of entrepreneurial education in the arts, led to the 
conceptual elaboration of four emotionally challenging educational 
contexts that emerged from the analytical process: the context 
of practice, the context of the unknown, the context of tension 
between art and entrepreneurship, and the context of challenging 
emotions. 

The first educational context refers to practice. Experiencing 
the challenges of entrepreneurial activity in practice demanded 
a very resilient attitude from students. In general, we noticed 
that the proposed practices (especially creating, planning, and 
materializing) generated emotionally challenging situations. When 
they started the practical tasks, some things seemed to “not flow,” 
which generated various “negative thoughts and fears and doubts 
(G3).” For example, the practice of creating is not only related to free 
creative actions, it is also associated with choosing and discarding 
ideas, which generated a lot of frustration for the creative minds of 
the music students. The reports show that, in practice, defining and 
delimiting a theme or idea was considered a difficult task. According 
to student A5, “the process of measuring more abstract and 
subjective ideas and making them more concrete and objective was 
quite challenging.” In some cases, the various creative possibilities 
generated a “flurry of ideas” that was often “unclear,” leading to 
students to know not “how to unify them or deal with them (C5).” 
Tasks related to planning were also considered sources of anxiety. 
We observed that defining actions in advance becomes stressful 
when one is “aware that things are subject to sudden changes (A4).” 
The practice of materialization was perhaps the most challenging 
of all. For most students, the project seemed much easier and more 
promising when it was only on the level of ideas. It took a lot of 
emotional resilience for students to address the various difficulties 
or impossibilities that arose. 

One of the critical moments was learning to deal with the 
materialization of the product amidst numerous difficulties. The 
group work was carried out at a distance, a lack of equipment, and 
the emotional aspect. All these issues made me think about dropping 
out of the course but, with the help of my group members, I found the 
strength to go further and not give up (Student F3).

The second challenging educational context refers to facing 
the unknown. By being asked to handle a series of activities they 
had never encountered, they were taken out of their comfort zones 
very provocatively. Handling technological tools, speaking in public, 
and recording videos were some of the novel proposed tasks. These 
tasks caused some students “emotions that were not good (G3).” The 
tasks that required thinking and writing skills were also considered 
laborious. Most students were more familiar with everyday music 
activities (playing, creating arrangements, etc.). Thus, the challenge 
of reading, writing, and reflecting was considered “quite difficult 

as it involved activities that required a type of experience they 
didn’t have (F1).” Reports such as those from student B5, according 
to whom “one of the things that required the most emotional 
resilience was the pressure to honor the timetable of the subject,” 
and from student G1, who claims to have faced “problems meeting 
the deadlines for the activities” show that fulfilling the tasks within 
the established deadlines (something quite distant from the reality 
of many creative artists) also offered a completely new challenge.

The third educational context involves the tension between 
art and entrepreneurship. Finding the balance between art and 
entrepreneurship was a complex task for many students. The 
entrepreneurial activity required a series of actions, reflections, 
and choices that conflicted with some students’ artistic pretensions. 
From the beginning of creating their products, students felt torn 
between “something more artistic and more functionalist ideas 
(A5)” for their personal projects. Often, the task of “taking musical 
practice seriously” affected their “conception of an easygoing style 
of living (E5)” with which some related. This tension between the 
creative artist and the entrepreneur who must organize, execute, 
and even create under limitations brought out certain emotional 
conflicts throughout the educational process.

The fourth educational context involves challenging emotions. 
Within the educational process of artistic entrepreneurship, we 
found a context in which certain challenging emotions such as fear 
(students C1, A2, B4, and E5), insecurity (students A5 and B4), 
despair (students A1 and D3), and frustration (students A4 and 
B5) were mentioned with great frequency. Anxiety constituted the 
emotion students cited most often. Student B5’s account shows 
that, in a certain week, despite having obtained a satisfactory 
result, he felt “negatively anxious when thinking about the future 
of the project (B5).” This emotion also emerged in the words of 
student A2, who confessed feeling so anxious to reach the end of 
the project that he even “neglected classes, opting instead to work 
on materializing his product (A2).”

Educational practices to develop emotional resilience for 
artistic entrepreneurship

During the procedural analysis of the various sources of narratives, 
we conceptually elaborated five educational practices for developing 
emotional resilience (categories that emerged during the process of 
analyzing the empirical material): practicing solidarity, practicing 
artistic passion, practicing mindset and learning from failure, 
practicing gradual progress, practicing daily planning.

Practicing solidarity. The support of colleagues, relatives, 
friends, and the teacher-researcher was essential to build students’ 
emotional resilience. The collaborative criticism of the people they 
lived with during their educational practice helped them face their 
emotional challenges. This constructive feedback was considered 
“invigorating (B5).” Despite the challenges, having friends “made 
the process more enjoyable and greatly improved the experiences 
(B4).” Solidarity was essential in facing the difficulties. In general, 
this confirms the impression of student D3, who considered it of 
great importance to work with “wonderful colleagues and friends, 
who always gave each other strength and ended up making an 
important contribution to the materialization of the projects (D3),” 
we can see that the help offered mutually between the students 
was a very important practice in coping with emotional challenges. 
Student B3’s statement clearly exemplifies this perception.

In the group work with my friends, we used each other’s support a 
lot to complete our project, even though (at times successfully) we 
thought about giving up due to the demands of social distancing and 
the atypical semester (student B3).

Practicing artistic passion. In the educational process of 
artistic entrepreneurship, we found that artistic passion encouraged 
students to be resilient in facing the emotional challenges 
that arose. This emotion was sometimes mentioned explicitly 
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(students’ diaries and field observations). In other moments, it was 
interpreted based on behaviors, facial expressions, and references 
to emotional states considered close to or bordering on passion 
(love for something, excitement, euphoria, happiness) according to 
different models of emotion coding (Baum & Locke, 2004; Cardon 
et al., 2009; Russell, 1980; Liu & Maitlis, 2013; Russell & Barrett, 
1999; Watson et al., 1988). In these cases, passion for art enabled 
the will to move forward, even in an environment characterized by 
risk and uncertainty. We can glean this from student D3’s statement: 
“This happiness, for me, is the reason for continuing on this very 
uncertain road. Touching someone with a positive message that 
makes them feel like they’re in a wonderful, unprecedented place 
(entrepreneurial diary, D3)”; the passion for art, being moved, and 
moving others with his music not only made this student decide to 
continue with his musical career, but also made him more resilient 
in the face of all the challenges of the artistic entrepreneurship 
discipline.

The passionate way in which the students dedicated themselves 
to the musical products kept them firm in facing the difficulties, 
even in the most challenging moments. It was the passion “for the 
musical instrument (E5)” or “for what the artistic project represents 
(H3)” that moved them to “overcome the daily challenges (E5).” 

However, despite making students more resilient in the face 
of emotional challenges, artistic passion can also throw them 
off balance. Student A4, for example, says that acting in a less 
passionate way helped her achieve greater objectivity when 
analyzing scenarios. She finds necessary to rein her passion for art 
so it avoids “blinding” her as she seeks a satisfactory professional 
outcome for her artistic endeavor.

Practicing the mindset and learning from failure. Learning from 
failure was a strategy students used on their journey as apprentice 
entrepreneurs. Firstly, classroom observations made apparent 
that students were motivated by cases that told the story of 
entrepreneurs who were able to face adversity, taking advantage of 
failures (and even losses) to become stronger as a result. Moreover, 
the mistakes and limitations of the pilot projects students carried 
out (task T2) served as an important source of learning. They used 
the criticisms from their classmates and the teacher-researcher 
(questions about the alignment between the pilot project and the 
objectives of the IMEs, lack of differentials capable of adding value, 
etc.) as an opportunity to improve the final project they presented 
at the end of the course.

Some of the accounts written in the diaries or transcribed 
from the videos show how practicing the mindset and learning 
to fail helped students to be emotionally resilient. Student A1, for 
example, learned that “we can extract motivation from a moment 
when something doesn’t go according to plan.” Students showed 
that they had learned that problems can be “opportunities to learn 
(D5)” as long as they develop the ability to “learn from mistakes 
(E5).” The examples of entrepreneurs who refused to give up after 
failing one or more times also contributed to teaching students 
emotional resilience. Student D1 recounts having learned in class 
that “we should keep trying after failing because businesses that 
fail can turn into others (entrepreneur diary D1).”

Practicing gradual progress. Gradual progress served as a 
resilience tool in the EAS experience. The success achieved during 
the intermediate challenges faced in the pedagogical process 
generated positive emotions or impressions that strengthened 
students. It was possible to see the confidence and strength some 
of them acquired amidst the setbacks they faced when they realized 
the “repeated feeling that they were climbing steps and conquering 
spaces (D1).” These small advances made students more resilient 
despite facing difficulties. For student A4, “achieving goals and 
analyzing the results helped to make me more emotionally 
resilient, calm my thoughts, and achieve the best results (A4).” 
With each small victory, perceived by the clear goals proposed 
in the course, the difficulties affected students less, and they felt 
stronger to carry on in the face of adversity. The “happiness felt 

at each stage completed (A2)” or the confidence boosted by the 
“emotion of seeing the work partially finished (B2)” were some of 
the statements that confirmed this conclusion.

Practicing daily planning. From our observations in this study, 
we found that previously organized daily planning, followed by 
effective execution, tended to bring a sense of efficiency, control, 
and security, which helped students to cope, for example, with 
insecurity and anxiety, two emotional challenges they frequently 
mentioned. Outlining a plan “made it easier to carry out and 
visualize the project in general and made it clearer to define the 
next steps (A4),” which helped them feel less anxious and insecure.

According to student C1’s account, it was clear that the more 
he organized, planned, and carried out the activities in practice 
guided by the chosen strategy, the greater the “feeling of efficiency 
and security.” In a way, we observed that some of the challenging 
situations that are typical of artistic entrepreneurship, such as the 
clash between creativity and efficiency in executing these creative 
ideas, failed to even arise or were considerably alleviated. Thus, 
we believe that the practical application of this strategy had a 
palliative effect on the problems and a preventative one. Student 
C1’s statement clearly illustrates this idea: “The organization of 
the activities helped us, especially when we started to play and put 
into practice what was planned in the meetings. Everything flowed 
creatively and without much effort because we already knew what 
to do and didn’t waste time choosing which direction to go in (C1).”

Curiously, although it helped addressing emotional challenges, 
the very task of defining and following a plan was also considered 
emotionally challenging. According to student A4, this type of task 
generates “expectation and anxiety since things are always subject 
to change.” Other students reinforced this perception by suggesting 
that defining a plan of activities all at once can “scare people a bit, 
who aren’t used to managing their activities (C3)” and that thinking 
about meeting so many deadlines “almost made them give up (C5).” 

DISCUSSION

The results of this research provide a new understanding of the 
relation between emotional resilience and EE. In educational 
practice for entrepreneurship, we observed some important 
contexts regarding emotional challenges (the contexts of practice, 
the unknown, the tension between art and entrepreneurship, and 
challenging emotions). We also found five educational practices 
for developing emotional resilience (practicing solidarity, artistic 
passion, failure mindset and learning, gradual progress, and daily 
planning). Table 1 systematizes these results.

Emotion and emotional resilience in entrepreneurial 
education

This study offers an important step forward for studies in 
entrepreneurial education by broadening discussions about 
emotions in the field, emphasizing the importance of developing 
emotional resilience. Based on the obtained results, new 
perspectives may emerge in the theory of entrepreneurial education 
regarding ER. At least three new reflections suggest development, 
which could also generate new challenges for future research.

The first reflection concerns the influence of different 
challenging contexts on the development of emotional resilience 
in entrepreneurial education. The first context we highlight is the 
context of practice. The chosen pedagogical approach brought all 
sources of emotional resilience in this study to light as anchored 
in practice. By practicing (artistic passion, failure mindset and 
learning, gradual progress, and daily planning), we discovered 
the ways in which students managed to be emotionally resilient. 
Even when we used theoretical pedagogical resources, such as 
case studies in videos or texts, we understood that the prospect 
of practical application enhanced reflections on the importance of 
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emotional resilience. Thus, this study focused its attention on the 
relation between the context of practice and the development of 
the previously lacking emotional resilience in EE.

Understanding the context of practice for developing emotional 
resilience can further entrepreneurial education. Authors such as 
Gherardi (2019) — by his contribution to practice-based studies — 
and Neck et al. (2014) — who highlight the importance of practice 
for training entrepreneurs —, can enrich the discussion on the 
context of practice and the development of emotional resilience in 
entrepreneurship education. 

Shepherd (2004), focusing on activities that prepare learners to 
emotionally handle failures, makes another important contribution 
for this topic. However, although the author used a less theoretically 
anchored methodology, that study remains limited to suggesting 
activities such as lectures or, at most, simulations. An important 
next step in advancing the theme proposed in this study involves 
discussing in greater depth, for example, how other pedagogical 
activities based on practice — in addition to those carried out in 
this study or inspired by the authors cited above — can contribute 
to developing students’ emotional resilience.

The second context we highlight is that of challenging emotions. 
In addition to the few studies on emotions in entrepreneurship 
education, even less is known about specific emotions. Our study 
points out, for example, that anxiety was one of the most impactful 
factors in the carried out educational experiences, confirming the 
theory that points to this emotion as one of the most challenging in 
entrepreneurship (Albashrawi & Alashoor, 2017; Franco & Sanches, 
2016). Thus, a deeper understanding of anxiety in the context of 
entrepreneurship can enrich our understanding of its impact on 
entrepreneurial education. The same logic can be applied to try 
to better understand how other specific negative emotions that 
impact entrepreneurship — such as fear (Welpe et al., 2012) guilt 
(Martí & Fernández, 2015), and shame (Doern & Goss, 2014) — can 
be better managed in the educational process. 

The second reflection points to the possibility of further 
developing our understanding of the specific practices 
that stimulated students’ emotional resilience during the 
entrepreneurship education process (practicing solidarity, artistic 

passion, failure mindset and learning, gradual progress, and daily 
planning). We understand that these practices constitute different 
sources of emotional resilience in entrepreneurship education.

Solidarity as a source of emotional resilience. The practice 
of solidarity proved to provide emotional resilience. Solidarity 
occurred during collective work throughout task T3 (collaborate), 
even benefiting individual UTs. This finding supports some 
previous findings by Arpiainen et al. (2013), who consider 
collaborative learning (teamwork) as a support against emotionally 
difficult moments in entrepreneurial education. We applied this 
understanding of solidarity not only regarding the tasks carried 
out as a team but to the whole positive context that could be 
established in the educational environment via encouragement and 
constructive criticism from teachers or classmates outside a team. 

Although certain solidarity practices contributed to greater 
resilience, it remains unclear what can actually explain this finding. 
It is important to question whether solidarity support can impact 
certain aspects of entrepreneurship affected by emotions, such 
as motivation and engagement, and to what extent this can be 
related to building a more resilient attitude. This reflection opens 
up an opportunity to develop new pedagogies based not only on 
improving the practice of teamwork, but also on using collaborative 
criticism as an educational tool. Students can share their difficulties 
and doubts with their colleagues, receiving emotional support and 
constructive evaluative feedback in return.

Passion as a source of emotional resilience. Our study provides 
an important reflection by showing how passion can influence 
individuals coping with minor failures in the experience of 
entrepreneurship in an educational context. Consistent with 
studies on entrepreneurship — according to which passion is 
a driving fuel for entrepreneurs (Cardon et al., 2009) that can 
motivate them to persist in the face of obstacles (Chen et al., 2009), 
our reflections point to this emotion as a resource that proved to 
be effective for entrepreneurship students to face the emotional 
challenges to which they were subjected. A dialogue with the 
theory on entrepreneurial passion — defined as a set of “intense 
positive feelings, consciously accessible, experienced by engaging in 
entrepreneurial activities associated with roles that are significant 
and salient to the entrepreneur’s self-identity” (Cardon et al., 2009, 
pp. 517) — can broaden discussions about the positive potential of 
this emotion in educational trajectories. 

The positive influence of passion on the development of 
emotional resilience in the context of EE also inspires other valuable 
points to be better understood. For example, we are unaware 
whether the positive impacts of passion on the ability to be resilient 
would also manifest themselves with non-artistic students, even if, 
as in our study, the addressed themes were meaningful to them or 
offered the possibility of their identification with them.

Furthermore, we remain unaware to the extent to which other 
emotions, apart from passion, can make students more resilient in 
the face of entrepreneurial failures and challenges. Future research 
toward this would meet the need in Corner (2017) empirically 
exploring the role of positive emotions in the trajectories of 
emotional and psychological functioning after the failure of 
ventures. A relevant starting point regarding this could dialogue 
with authors who highlight the potential of positive emotions to 
undo the effects of negative emotions and even consider them as 
one of the main bases of emotional resilience (Fredrickson et al. 
2003).

We also suggest the elaboration of the discussion on the possible 
negative potential of passion for developing ER in entrepreneurial 
education. Our study confirms the passionate relationship 
certain entrepreneurs have with their ventures (Svejenova et al., 
2011), often establishing relationships similar to those between 
parents and children (Cardon et al., 2005). However, such a deep 
relationship can exceed the limits of reason, making students who 
experience entrepreneurship in practice more fragile in the face 
of emotional challenges. A useful reflection regarding this shows 
that it is often necessary for entrepreneurs to exercise detachment 

Table 1
Contexts and practices of emotional resilience in EE
Dimensions Elements Description
Challenging 
educational 
contexts for 
emotional 
resilience

Practice Experiencing the emotional challenges of 
entrepreneurial activity in practice requires 
students to be resilient.

Unknown Students were taken out of their comfort zones 
to handle activities they had never encountered 
before.

Tension 
between art and 
entrepreneurship

The challenge of finding the emotional control 
to balance the tension between the world of art 
and entrepreneurship.

Challenging 
emotions

Some emotions are particularly challenging 
and recurrent.

Educational 
practices for 
developing 
emotional 
resilience

Solidarity Support from colleagues, relatives, friends, and 
the teacher-researcher is an essential practice 
in building students’ emotional resilience.

Artistic passion Students’ artistic passion encourages them to 
develop the resilience needed to face emotional 
challenges.

Mindset and 
learning from 
failure

Learning from failure helps students to be 
emotionally resilient in their journeys as 
entrepreneurial learners.

Gradual progress The success achieved during the intermediate 
challenges faced in the pedagogical process 
generates positive emotions or impressions 
that strengthen students toward developing 
resilience to face adversities.

Daily planning Regular and continuous planning produces a 
sense of efficiency, control, and security that 
helps students to develop resilience to cope 
with their insecurities and anxieties.

Note: Elaborado pelos autores (2022).
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regarding their future ventures (Corner, 2017) to become more 
emotionally resilient. Thus, becoming resilient is a goal that can 
be related to the ability to manage one’s own emotions, something 
that brings us back to the concept of emotional intelligence  (Cole 
et al., 2018; Dua, 2016), a construct that can enrich this debate in 
future studies.

Mentality and learning from failure as a source of emotional 
resilience. Failure has been perceived as an opportunity to develop 
emotional resilience. Despite the negative emotions failures usually 
generate (Ucbasaran et al., 2013), this experience can lead to 
learning (Shepherd et al., 2009). It is essential to be able to face 
problems frankly so they can be analyzed and met with plans to 
overcome them and learn from them (Amabile & Kramer, 2013). 
In fact, being able to learn from failures and even turn them into 
opportunities is considered a characteristic of emotional resilience  
(Chadwick & Raver, 2018). Despite the considerable number of 
dropouts, they occurred in the first few weeks of each semester if 
we consider the five semesters of the study. In general, we consider 
that, among approved students, many could develop a growth 
mindset (Neck et al., 2018) and, instead of being overcome by the 
negative emotions of failure, they learned positively from them. 
A relevant aspect to be questioned in future studies would be the 
longevity of this mindset.

As this study was unable to follow its students for a longer 
period of time, we are unaware if some of the lessons they learned 
for developing resilience persisted after the end of the course (for 
example, if the ability to be resilient reoccurred in other situations 
in their lives).

To theoretically further develop some of these reflections, 
researchers and educators could turn to the ideas of Shepherd 
(2004). O autor propõe que as teorias sobre como empreendedores 
e organizações empreendedoras gerenciam o luto, a fim de 
melhorar a aprendizagem com o fracasso, podem ser usadas em 
sala de aula por educadores para ajudarem os estudantes. Uma 
outra contribuição interessante de Shepherd é o conceito de ‘falha 
inteligente’ (Shepherd et al., 2009), according to which it is possible 
to handle mistakes to avoid them becoming so traumatizing that 
they discourage future projects, turning them into a source of 
encouragement.

Gradual progress as a source of emotional resilience. Students’ 
perception of gradual progress was important in developing 
emotional resilience during the educational process. Progress 
triggers satisfaction, joy, and happiness, positive emotions that can 
ward off bitter thoughts (Amabile & Kramer, 2013), an important 
resilience tactic. Just as it is suggested that managers can rely on 
the principle of progress to encourage and motivate employees 
(Amabile & Kramer, 2013), it would be valid to understand how 
educators can adopt this strategy to stimulate students’ resilience.

An aspect on which we can reflect regarding progress refers to 
the role of goals. Amabile and Kramer (2013) state that goals are 
catalysts for progress, exemplifying that a large part of the success 
of games is due to constant progress indicators (meeting the goals 
set at each stage), encouraging players to continue facing the 
challenges. In our study, recognizing the satisfactory fulfillment of 
goals by classmates and the teacher made students more confident 
and emotionally stronger to continue with their projects. These 
results align with the idea that certain goals affect persistence and 
can lead people to devote greater effort to achieving them (LaPorte 
& Nath, 1976), thus making them more resilient. Another reflection 
that can be developed on goals and gradual progress refers to 
constructing students’ self-efficacy, understood, according to 
Bandura’s social cognitive theory, as the self-confidence to perform 
specific tasks (Bandura, 1986). 

Assigning challenging goals positively influences self-efficacy 
since it translates into an expression of confidence (Salancik, 
1977). On the other hand, self-efficacy increases commitment to 
goals (Latham & Locke, 1991), and (especially when it comes to 
self-determined goals) individuals with developed self-efficacy 
tend to accept more difficult goals and use better strategies to 

achieve them (Locke & Latham, 2002). Thus, understanding the 
relation between goals, progress, and building resilience still offers 
very fertile ground for further studies. 

Daily planning as a source of emotional resilience. We believe 
that effective planning works as an important source of resilience 
in the educational process. Well-designed and subsequently 
executed planning guided learners across the uncertain practice of 
entrepreneurship, giving them greater security and making them 
more emotionally prepared to face the challenges. Planning, rather 
than working as a tool to prevent mistakes, in fact means, among 
other things, predicting failures, which may have helped students 
to be readier to handle unforeseen events. Waugh et al. (2008) 
this support perception, according to whom anticipating potential 
failure corresponds to resilient behavior. 

As anxiety and insecurity configure two of the most common 
challenges in entrepreneurship (Albashrawi & Alashoor, 2017; 
Franco & Sanches, 2016) and that good planning has been 
perceived as an effective source of coping with these challenges, 
a better understanding regarding this may be promising in future 
reflections. Although the strategy of an enterprise requires a certain 
amount of flexibility (Whittington & Vaara, 2012), we understand 
that a guideline for daily practices can in fact contribute to a certain 
emotional stability in educational practice.

Since clear objectives create a buffer against stress  (Fredrickson, 
2003), they can act as a source of preventative emotional resilience. 
Moreover, the absence of clear guidelines can contribute to 
entrepreneurs’ inability to choose a path to follow due to the lack 
of defined boundaries (Eisenhardt & Sull, 2001), further enhancing 
emotional instability.

Deliberate planning can remedy a specific problem 
(disorganization or lack of clear guidelines) and generate emotional 
setbacks. This type of resilient behavior aligns with the type of 
emotional coping Lazarus and Folkman (1984) define as problem-
focused coping, which refers to directly managing or changing 
a problem that can generate stress (Lazarus & Folkman, 1984). 
Thus, it is useful to understand the extent to which planning can be 
configured as a form of problem-focused coping in a preventative 
way, such as a way of softening emotional distress before it occurs. 
Action (in this case, planned execution) can be interpreted as an 
effective principle by which entrepreneurs can modify emotionally 
challenging aspects rather than accepting the situation (D’Andria 
et al., 2018). 

While we emphasize the importance of well-structured 
planning as fundamental to creating more comfortable emotional 
conditions, we also stress the importance of discussing this 
planning in articulation with authors concerned with important 
guidelines for teaching entrepreneurship in different contexts. This 
articulation can help to refine the pedagogical proposal, making it 
more appropriate.

The third reflection relates to the sociocultural influence 
on emotional resilience. This study provides a new perspective 
on existing theory in EE by highlighting the influence of social 
and cultural factors on coping with emotional challenges during 
the pedagogical practice of entrepreneurship. The influence of 
social interactions was substantially relevant during its several 
practices, evincing sources of emotional resilience. The practice 
of passion, which made students more resilient in the educational 
process, was enhanced by the pleasure of the social sharing of this 
passion (for music). Passion can be contagious (Cardon, 2008) 
Thus, sharing artistic practices with the public and being infected 
by fellow entrepreneurs’ passion made this emotion even more 
overwhelming. The practice of solidarity between students also 
showed the influential power of social interactions in building 
emotional resilience. Just as the theory points out family, friends, 
and stakeholders as agents that can emotionally strengthen 
entrepreneurs (Danes, 2013; Markowska et al., 2015; Treffers et 
al., 2019), peer support exerted a relevant influence in building 
emotional resilience.
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Entrepreneurship studies have highlighted the relevance of the 
sociocultural aspect of emotions (Biniari, 2012; Goss, 2005, 2008) 
but this remains a rather immature discussion in EE. A perception 
of emotions based on organizational and sociocultural studies 
(Elfenbein, 2007; Fineman, 2006; Harré, 1986; Le Breton, 2019; 
Lupton, 1998; Shott, 1979) could enrich the debate we have started 
in this study. According to the perspective these studies have 
provided, emotions are socially constructed (Harré, 1986; Torres, 
2009) and shaped by the moral values and meanings of each cultural 
system (Brown, 2000; Harré, 1986). thus, although emotions occur 
by a process that undergoes the influence of individual differences, 
they are acquired by experience (Harré, 1986) and are strongly 
shaped by social group norms (Elfenbein, 2007). In light of this 
sociocultural perspective, it is possible, for example, to refine our 
understanding of the influence of the relationship between teachers 
and students and the sociocultural context regarding emotional 
resilience in entrepreneurial education.

Emotion and emotional resilience in entrepreneurial 
education in the arts 

The results of this study could also benefit research into 
entrepreneurial education in the Arts (EEA). We suggest two 
main reflections for the field. The first reflection concerns 
the tension between art and entrepreneurship and the role of 
developing emotional resilience in tackling this issue. Although 
artistic entrepreneurship requires a strong capacity for emotional 
resilience due to its high degree of uncertainty  (Menger, 2014; 
Toscher, 2020), the tension between art and entrepreneurship — 
which characterized one of the contexts during our analysis — adds 
a specific emotional challenge. The clash between entrepreneurial 
artists’ more idealistic vision and the reality faced in the process 
of entrepreneurship generates emotional discomfort, which can 
quite hinder the training process. Studies on EEA find the need to 
develop certain skills that are important for students’ emotional 
empowerment, such as persistence, adaptation to the environment, 
and flexibility (Ballereau et al., 2015; Kooyman & Jacobs, 2015; 
Wyszomirski & Chang, 2015). However, they have said little about 
the importance of developing emotional resilience, especially 
regarding coping with these tensions. Thus, entrepreneurial 
education in the arts should pay special attention to the need for 
emotional resilience of potential entrepreneurial artists regarding 
the personal conflicts they usually face when undertaking.

Understanding certain specificities of artistic entrepreneurship 
can enrich discussions on how to make students more resilient 
and prepared to handle these emotional dilemmas. As some types 
of entrepreneurs are more driven by personal needs or a taste for 
independence (Mortan et al., 2014), artists are individuals largely 
driven to entrepreneurship by non-economic motivators (Shepherd 
& Patzelt, 2018). The logic of entrepreneurship for artists is more 
based on the identities and characteristics of the artistic work 
(Marins & Davel, 2020). Entrepreneurial artists often seek more 
fulfillment from their artistic expression than financial support 
(Eikhof & Haunschild, 2007). 

Our second reflection reaffirms the importance of the context 
of practice. In the case of EEA, we highlight the specific relevance 
of artistic practice. As artists’ entrepreneurial mindset strongly 
responds to the need to create something new and authentic 
(Aggestam, 2007), studies argue that an EEA integrated with 
artistic practice can make the educational process more stimulating 
(Ballereau et al., 2015; Essig, 2009). Thus, pedagogies aimed at 
teaching artistic entrepreneurship based only on conventional 
methods, such as business plans (Araujo & Davel, 2019), can 
alienate students who are usually interested in their own creative 
practices (Pollard & Wilson, 2014). 

CONCLUSION

This study aimed to discuss how EE can help students develop 
ER based on an educational practice of artistic entrepreneurship 
by a qualitative, inductive, and interpretive methodological 
approach. The results obtained by analyzing narratives include four 
emotionally challenging educational contexts and five practices 
that showed possible sources for developing emotional resilience. 
For entrepreneurial education, we suggest new reflections to 
be developed on (a) the importance of challenging contexts for 
developing emotional resilience in entrepreneurial education, 
(b) a deeper understanding of the practices that stimulated 
students’ emotional resilience during the educational process, 
and (c) the relevance of sociocultural influence for developing 
emotional resilience. We also propose two specific reflections 
for entrepreneurial education in the arts (EEA): (a) the tension 
between art and entrepreneurship and the role of developing 
emotional resilience in tackling this issue and (b) the importance 
of the context of practice with an emphasis on artistic practice.

As a limitation of this study, we point out that we were unable 
to focus on the cases of students who dropped out of the course, 
which made it impossible to understand in depth what led 
them to drop out and how they handled failure, anxiety, or their 
inability to cope with other emotional difficulties. This could also 
have offered an opportunity to contrast the results of this group 
with the students who achieved a satisfactory result during the 
pedagogical experiences. Despite these limitations, we believe that 
our study contributes to existing theory by offering an opportunity 
for researchers and educators to reflect on a more up-to-date, 
sophisticated, and comprehensive entrepreneurial education that 
not only focuses on training business creators, but also envisages 
the development of individuals who have an entrepreneurial 
attitude and emotional resilience. Thus, we hope this research 
will pave the way for future research to continue investigating 
emotional resilience as an essential component of EE.
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