
163 
 

 

Designing Entrepreneurship Education with ChatGPT: The 
Appeal of its Use, Cognitive Standardisation, and the Risk of 

Context Loss. 

 

 Ilia TAKTAK-KALLELa1  

 
aÉcole Supérieure de Commerce de Tunis (ESC Tunis), Manouba University, ThEMA Laboratory 
Campus universitaire de La Manouba, Tunis, Tunisia. 
 

Article Info Abstract 

 
Keywords:   
Entrepreneurship 
Education; 
Contextualisation; Higher 
Education Course Design; 
Large Language Models 
(LLMs); ChatGPT; 
Artificial Empathy; Tunisia 

 
 

 

 

JEL Classification : 

L26, N3, O18 

 
 
 
Received 21 January2026 
Accepted 12 March2026 
Published 14 March 2026 

As large language models (LLMs) become increasingly widespread in 
higher education—including among instructors—their rapid 
diffusion coincides with a growing prioritisation of  entrepreneurship 
education, which many countries promote as a response to youth 
unemployment. This convergence raises important questions for the 
design of  pedagogical content in a field that is highly context-
dependent and closely linked to local economic environments. This 
article examines the capacity of  LLMs to support the design of  
context-sensitive pedagogical content at the university level, 
particularly in developing countries. The study is based on a 
discourse analysis—conducted both manually and using the Tropes 
and Hyperbase-Web software—of  a teacher–machine interaction 
(ChatGPT) focused on designing an entrepreneurship course in a 
Tunisian business school. The analysis reveals a neutral and 
supportive “Advisor” rhetorical posture, a tendency to subtly orient 
responses towards recurring pedagogical options, and the 
predominance of  relatively superficial forms of  empathy. These 
findings suggest that the growing reliance on AI-based tools may 
contribute to the standardisation of  pedagogical approaches in 
entrepreneurship education, potentially undermining the 
effectiveness of  a highly context-dependent form of  teaching and 
weakening the distinctive positioning of  business schools.  
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Introduction 

 
Artificial intelligence (AI) has increasingly permeated the tertiary education sector, reshaping 
learning methods, course design, and research practices. In doing so, it is transforming 
universities’ operating models, internal functioning, and even their broader societal mission. In 
this context, higher education institutions are called upon to clarify and justify their uses of AI in 
order to safeguard academic legitimacy, institutional standing, public reputation, and the trust of 
their stakeholders. This requires striking a careful balance between modernity—associated with 
the adoption of emerging technologies—and academic integrity, rooted in the preservation of 
core scholarly values and standards. 
At the same time, entrepreneurship has become a key lever for youth employability, socio-
economic revitalisation, and innovation, positioning entrepreneurship education as a strategic 
component of university curricula. Yet entrepreneurship education is inherently situated: it must 
be adapted to learners’ cultural specificities and to the economic, technological, and institutional 
conditions of its context. The generalisation of AI-augmented entrepreneurship education is 
therefore not self-evident and may even prove counterproductive when it weakens human 
interaction within the teacher–student relationship. 
The design of education in general—and entrepreneurship education in particular—lends itself 
well to the design-thinking process, especially when students are placed at the centre of course 
design and creative pedagogical approaches are developed. Such approaches take into account 
learners’ attitudes, values, and mindsets, as well as the educational, institutional, economic, and 
social environments in which learning occurs. This embedded and user-centred orientation is 
likely to enhance the social acceptability and relevance of entrepreneurship education. 
Within the widely recognised Design Thinking model, the Empathise phase constitutes the first 
and most decisive step, as it conditions problem definition and the design of subsequent 
pedagogical responses. At this stage, designers seek to understand users’ perspectives across 
bodily, emotional, cognitive, social, and cultural dimensions (Vial, 2010). In the design tradition, 
empathy is regarded both as a guarantor of process effectiveness and credibility (Thiel, 1977, as 
cited in Stephan, 2023), and as a driver of inclusiveness and broader sustainability concerns 
(Stephan, 2023). 
Applied to entrepreneurship education, the use of AI tools—particularly large language models 
(LLMs)—thus presupposes a dual empathic process: first, the teacher’s ability to empathise with 
students in order to adapt pedagogical content to their expectations; and second, the AI tool’s 
capacity to grasp the teacher’s intentions and, indirectly, students’ needs. Despite advances in 
affective computing, AI’s ability to demonstrate genuine empathy when shaping highly 
contextualised pedagogical content remains a significant challenge. 
This study therefore focuses on LLMs’ empathic capacity in the early stages of designing an 
entrepreneurship course. While the benefits of AI-enhanced Design Thinking in education have 
been widely documented—particularly in supporting brainstorming, creativity, and critical 
thinking (Kim, 2023; Saritepeci & Yildiz Durak, 2024; Rana et al., 2025)—persistent challenges 
have also been identified, including limited sensitivity to nuance (Gau et al., 2024) and risks of 
over-reliance on AI-generated outputs (Malik et al., 2024).  
In entrepreneurship education—an inherently contextualised and institutionally embedded 
domain—research on the use of LLMs remains relatively scarce. The few empirical studies 
available largely approach AI integration from a pedagogical effectiveness perspective. George-
Reyes et al. (2024), for instance, report statistically significant improvements in students’ 
perceived knowledge after using ChatGPT within a structured learning model. Likewise, 
Vecchiarini and Somià (2023) and Saur-Amaral et al. (2025) emphasise students’ positive 
perceptions in terms of efficiency, ideation support, and engagement when refining business 
models or innovation projects with AI assistance.  
However, two important gaps remain. 
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First, a knowledge gap: prior studies focus on perceived learning gains and usability, yet they do 
not examine whether LLMs can meaningfully engage with culturally embedded expectations, 
institutional constraints, or the socio-economic specificities that shape entrepreneurial education. 
Perceived student performance does not necessarily translate into the development of situated 
entrepreneurial competencies. Furthermore, the educator’s epistemic responsibility—assessing 
whether AI-generated proposals genuinely align with contextual realities and pedagogical 
intentions—remains largely unexplored. 
Second, a methodological gap: existing research predominantly relies on surveys, pre/post-tests, 
and perception-based measures. While these approaches capture satisfaction and short-term 
outcomes, they provide limited insight into the discursive mechanisms through which LLMs 
shape educators’ course design reasoning. In particular, little attention has been paid to the 
interactional dynamics between teachers and AI tools during the Empathise phase of Design 
Thinking, where contextual understanding is central. 
Addressing these gaps, this research investigates how, and to what extent, LLM-augmented 
design in the Empathise phase responds to teachers’ expectations and students’ needs in 
entrepreneurship education. More specifically, it assesses the capacity of LLMs—particularly 
ChatGPT—to meaningfully empathise with a human teacher and generate useful insights when 
designing a contextualised entrepreneurship course. 
Accordingly, the study addresses the following research questions: 
RQ1. What discursive patterns does ChatGPT employ when proposing courses of action 
presented as tailored to a user’s stated needs within the context of designing a situated 
entrepreneurship course? 
RQ2. What do these discursive patterns reveal about ChatGPT’s empathic capacity and its 
potential to support the design of context-specific pedagogical content? 
To answer these questions, we conduct an in-depth discourse analysis of ChatGPT’s responses in 
a simulated co-design scenario focused on entrepreneurship education within a specific cultural 
and institutional context. 
The remainder of the article is structured as follows. Section 1 reviews the literature on 
contextualisation in entrepreneurship education and on the empathic capacities of LLMs in 
pedagogical design, and presents the analytical framework underpinning the study—the Theory 
of Enunciation. Section 2 situates the interaction with ChatGPT contextually and 
methodologically and analyses the tool’s responses using a combination of intuitive interpretation 
and software-assisted discourse analysis (Tropes and Hyperbase-Web). Section 3 discusses the 
findings in relation to the research questions. The conclusion outlines the main theoretical and 
managerial implications and suggests directions for future research. 
Primarily situated within the field of entrepreneurship education, this study also engages with 
debates in AI in Education—particularly regarding the role of ChatGPT in pedagogical design—
and contributes to Critical Management Studies by interrogating the implications of algorithmic 
mediation in knowledge production and course design within higher education. It is therefore 
relevant to educators, researchers, and higher education decision-makers concerned with 
integrating AI tools while maintaining pedagogical rigor and contextual sensitivity. 
 
1. Literature Review and Analytical Framework 
1.1. Entrepreneurship education and the importance of contextualisation 
As entrepreneurship plays an increasingly central economic and social role, entrepreneurship 
education has gained a prominent place in university curricula, while simultaneously challenging 
practitioners and researchers to refine it so that it effectively stimulates students’ interest in 
entrepreneurial activity. Despite the fragmentation of entrepreneurship education and ongoing 
debates surrounding its definition, there is broad consensus regarding its objectives, namely 
educating for, about, or in entrepreneurship. These respectively involve fostering entrepreneurial 
intentions and preparation for business creation and management, transmitting knowledge about 
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entrepreneurship and business, and developing pro-entrepreneurial attitudes and values (Lackéus, 
2015). Grounded in the view that entrepreneurship can address key economic challenges—
particularly employment—entrepreneurship education seeks to influence attitudes, values, and 
collective culture in order to encourage business creation, self-employment, job generation, 
knowledge development, and skills acquisition. Many scholars therefore emphasize the need to 
innovate in the design of entrepreneurship training modules and to move beyond traditional 
teaching methods (Mwasalwiba, 2010). 
Just as entrepreneurship is now widely understood as a contextualized phenomenon (Welter, 
2011), embedded within social, ecological, and economic systems (Carayannis et al., 2012), 
entrepreneurship education must similarly be adapted to diverse economic environments and 
learner contexts (Mwasalwiba, 2010) to enhance students’ identification, motivation, and learning 
effectiveness. This contextualisation includes sensitivity to cultural and institutional settings 
(Arasti et al., 2012; Nabi et al., 2017) across micro, meso, and macro levels (Roomi & Harrison, 
2010), to cultural and gender dynamics (Hassan et al., 2020), as well as to students’ backgrounds, 
values, and aspirations (Fayolle & Gailly, 2015), specific needs (Sirelkhatim & Gangi, 2015), self-
efficacy beliefs (Piperopoulos & Dimov, 2015), and prior experiences (Hahn et al., 2017; 
Boldureanu et al., 2020). 
A key dimension of contextualisation therefore lies in determining—often through innovative 
approaches (Browne et al., 2015)—appropriate curriculum content, pedagogical strategies, and 
teaching methods that resonate with diverse student profiles (Blenker et al., 2014), while aligning 
training with the competencies required in the relevant entrepreneurial context and reflecting 
real-world challenges (Wu & Wu, 2017). 
In this regard, while many studies have highlighted the value of LLMs—and more specifically 
ChatGPT—in design-related courses, content development, and pedagogical innovation, notably 
in terms of productivity, learning outcomes, and inclusiveness (Malik et al., 2024; Santamaria-
Velasco et al., 2025), they have rarely questioned LLMs’ capacity to design effective 
entrepreneurship courses—particularly those intended to foster the appeal of venture creation. 

1.2. Assessing the Human-Like Characteristics of LLMs and Their « Empathic » 
Capacities in design situations 

Human empathy is a cornerstone of social connection. It has been framed as bodily attunement, 
imaginative transposition, and shared transformation, underscoring its embodied nature (Hollan 
& Throop, 2011). Empathy is also part of Theory of Mind (ToM), enabling individuals to infer 
others’ beliefs, intentions, and desires (Savoie & Mendonça, 2018). Since the 1970s, it has become 
central in design practices, evolving into a methodological tool for understanding and typifying 
users’ needs (Stephan, 2023). 
The integration of AI into design processes and the rise of so-called “artificial empathy” mark a 
significant shift in how user needs are approached. The growing use of AI tools—such as data-
driven analysis, sentiment detection (Smart, 2022; Kaplan, 2024), and natural language processing 
(NLP) (Masure, 2017)—signals a move toward “empathy at scale” (Kaplan, 2024). This evolution 
distances empathy from its passive, embodied, and experiential foundations (Stephan, 2023). 
Moreover, as intelligent agents’ ability to fully grasp the evolving and potentially infinite meanings 
of future contexts remains questionable (Lassègue, 2019), the capacity of AI-based design 
practices to generate genuinely valuable insights into users’ needs can be critically questioned. 
Recent advances in AI nevertheless show increasing capacities for reasoning and forms of 
empathic and intuitive functioning, particularly through the rise of large language model (LLM) 
agents such as OpenAI’s ChatGPT, which achieves near-human performance across many 
language tasks (Au Yeung et al., 2023) and, in some respects, exceeds human performance in 
knowledge breadth, plausibility, and speed (Brabant et al., 2023). Its release marked a turning 
point in the widespread adoption of LLMs (Moussaoui, 2023). While debates over machine 
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cognition persist, they are increasingly secondary to performance-based engagement (Kosinski, 
2024). Recent versions of ChatGPT approximate human communication and ToM-like 
capacities, possibly as an unintended by-product of language modelling (Kosinski, 2024) or of 
intrinsic properties of human language (Harnad, 2024). 

1.3. Analytical Framework: The Theory of enunciation 

The growing anthropomorphization of intelligent agents and their increasing discursive 
autonomy may profoundly transform how we perceive and relate to reality (Tisseron, 2015), and 
lead us to entrust them with ever greater control over different aspects of our lives, thus gradually 
narrowing spaces for human judgment (Sadin, 2021).  
In this respect, the Theory of enunciation offers a valuable analytical lens. The notion of 
utterance has occupied philosophers and linguists since Aristotle (Lepetiuk et al., 2022) and was 
most prominently formalized in modern linguistics by Émile Benveniste in Problems of General 
Linguistics (1966, 1974), where enunciation was established as a foundational concept in 
contemporary linguistics, semiotics, and discourse analysis. Benveniste defines enunciation as the 
“putting of language into operation by an individual act of use” (1974, p. 80), manifested in 
discourse. From this perspective, meaning arises from the specific conditions in which an 
utterance is produced, and analytical attention focuses on the act of enunciation as a situated 
expression of subjectivity embedded in social interaction and carrying potential influence and 
power. 
Building on Benveniste, Kim (1997) operationalizes enunciation by identifying three additional 
structuring dimensions: intersubjectivity, as every utterance presupposes an addressee; reference, 
which links discourse to reality; and predication, through which meaning and temporality are 
constructed. These dimensions are made observable through enunciative markers such as 
personal pronouns, verb tense, and deictic expressions, in contrast with structural approaches 
that treat language as a closed system of signs governed by shared rules. 

Unlike Aristotle’s universalist linguistics, which closely links language and logic, Benveniste’s 
approach better captures discursive influence in human–machine interaction. Aristotle’s 
conception aligns with rule-based expert systems and supervised machine learning (Jorion, 1996), 
but is less compatible with deep and reinforcement learning, which rely on adaptive training and 
exploratory interactions and underpin recent advances in LLMs. 

The Theory of enunciation provides a central theoretical foundation for discourse analysis. In the 
context of this research, it is mobilized to examine human–machine interaction in the design of 

an entrepreneurship course through a discursive lens. 

2. Exploring the “Empathic” Capabilities of ChatGPT in Designing Contextualized 
Entrepreneurship Teaching: Context, Methodology and Key Findings 
2.1. Context 

In Tunisia—where openness coexists with risk aversion and entrepreneurial traditions remain 
weak—studies indicate that entrepreneurship education, despite being a national strategic 
priority, has limited effectiveness in stimulating concrete entrepreneurial intentions and actions. 
More precisely, as entrepreneurship education normalizes the principles of market competition 
and self-entrepreneurship (Lessard, 2021), it may, in this specific context, be perceived as 
challenging the traditional protective model of achievement associated with the welfare state—
one typically centred on stable, upwardly mobile, lifelong employment. This tendency also 
extends to the broader entrepreneurial ecosystem which, although rich and active, remains 
relatively ineffective in fostering new business creation among young people.  
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In this regard, several academic studies have highlighted the modest effectiveness of 
entrepreneurship education in the Tunisian context, directly or indirectly attributing this outcome 
to insufficient contextualisation of pedagogical approaches and course content. For instance, 
Zouari and Mabrouki (2023/2024) show that socio-cultural background and students’ 
sociodemographic characteristics are more decisive than university entrepreneurship courses 
themselves in shaping entrepreneurial intentions. Similarly, Alaref et al. (2020) demonstrate that 
while entrepreneurship education may generate short-term positive effects on business ideas and 
nascent entrepreneurial activity, it does not produce sustained impacts on self-employment in the 
medium term. Premand et al. (2016) further underscore that entrepreneurship education does not 
significantly affect overall employment rates and yields mixed effects on entrepreneurial traits and 

personality. 

In this context—characterised by specific institutional, curricular, and pedagogical dynamics and 
constraints—teachers are expected to regularly revisit and adapt their practices by critically 
questioning what students are actually learning and how. The insights gained through such 
reflective processes, combined with educators’ prior training and teaching experience, are then 
reinvested into subsequent pedagogical practice (Balas Chanel, 2013). 

At the same time, the appeal of using large language models (LLMs) for course and content 
design is rapidly increasing among educators. In the Tunisian context, this trend coincides with a 
growing tendency toward homogenised frameworks for entrepreneurship education promoted by 
the Ministry of Higher Education. The widespread use of LLMs in course design may therefore 
legitimately raise concerns about reinforcing additional layers of homogenisation and 
decontextualisation in entrepreneurship education. This makes it particularly important to assess 
the extent to which LLMs—especially ChatGPT—are able to capture teachers’ specific concerns, 
both as course designers and as mediators of students’ needs, and to generate insights that are 
genuinely relevant and context-sensitive. 

2.2. Methodology 

The approach adopted is exploratory and qualitative, aiming to analyse discourse produced by 
ChatGPT and to generate insights relevant to entrepreneurship education practice. 

The empirical material consists of an extended co-design interaction with ChatGPT conducted 
during the design of a contextualised entrepreneurship course for students in a Tunisian business 
school. The exchange comprises sequences of prompts, responses, reformulations, argumentative 
moves, and strategic adjustments, and is treated as a discursive corpus analysed qualitatively in 
line with established traditions in discourse studies. 

The study adopts a Single-Case Discourse Analysis approach. The focus on a single extended 
interaction is intentional: analytical depth allows the identification of recurring discursive 
structures, argumentative patterns, positioning strategies, and empathic framings. The selected 
interaction is theoretically relevant insofar as it unfolds within a culturally specific educational 
setting and involves explicit attempts to operationalise empathy in pedagogical design. In line 
with qualitative case study traditions that privilege analytical depth over statistical generalisation 
(Yin, 2018), single-case designs, when conducted rigorously and reflexively, are well established in 
discourse analysis and can reveal meaning-making mechanisms that may remain invisible in large-
scale quantitative approaches. This approach enables detailed examination of how contextual 
elements are progressively interpreted and incorporated into the model’s responses. Given the 
exploratory orientation of the research and the processual character of empathy in pedagogical 
design, sustained interaction permits close attention to the micro-dynamics of meaning 
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construction. Methodological rigour is ensured through explicit documentation of interactional 
conditions (prompt structure, objectives, sequencing), allowing transparency and analytical 

traceability. 

The analysis does not attempt to infer internal states or intentions of the model. Consistent with 
critical discussions on the epistemic limits of large language models (Bender et al., 2021), the 
study refrains from attributing cognition or intentionality to the system and instead focuses on 
ChatGPT’s discursive performance—the observable linguistic and rhetorical strategies through 
which the system enacts understanding, alignment, contextual sensitivity, and normative 
positioning. Drawing on Benveniste’s theory of enunciation (1966/1974), the analysis examines 
how subject positioning and alignment are constructed within the interaction. It also considers 
reformulation, contextual framing, argumentative structuring, and the handling of socio-
institutional constraints in investigating how empathy is discursively enacted in the pedagogical 

co-design process. 

Although still developing and scattered across disciplines, recent studies have begun to treat 
human–LLM exchanges as legitimate objects of empirical inquiry. In computational linguistics 
and language sciences, AI-produced dialogues are analysed as corpora (Bender et al., 2021; 
Sandler et al., 2024; Tudino & Qin, 2024). In Human–Computer Interaction and Communication 
Studies, user–AI exchanges are conceptualised as sites of meaning negotiation and relational 
construction (Guzman & Lewis, 2020; Liao et al., 2023; Shneiderman, 2020). In critical discourse 
and sociolinguistic research, LLM-generated texts have been examined for their role in 
knowledge production, ideological framing, and power dynamics (Ahmed & Mahmood, 2024). In 
Critical Management Studies, the structuring effects of algorithmic systems on organisational 
reasoning and norm production are increasingly explored (Kellogg et al., 2020). Together, these 
strands indicate that methodological engagement with human–LLM interaction is gaining 
recognition across fields, even if not yet theoretically consolidated. 

Within this perspective, the study seeks to identify recurrent discourse patterns through which 
AI-mediated interaction participates in educational meaning-making in entrepreneurship course 
design—particularly within the Empathise phase of Design Thinking. 

A simulation of a course-design situation was conducted using ChatGPT-4 to explore potential 
improvements aligned with my objectives—namely, adapting entrepreneurship teaching to the 
Tunisian cultural and institutional context. The simulation did not involve additional human 
mediation, nor did it extend to later stages of formalising or testing pedagogical content. As a 
researcher, I therefore occupied a dual role as designer and analyst. Rather than constituting a 
bias to be eliminated, this positioning is recognised as part of the interactional conditions under 
examination, since empathic meaning emerges through contextual co-construction between 
interlocutors (Hancock & Ickes, 1996). Because empathic postures are ultimately perceived and 
interpreted by users, the study adopts an interpretivist epistemological stance foregrounding 
situated meaning-making. 

Within this dual role, the researcher’s posture is threefold: as a reflective practitioner of 
entrepreneurship education, as a disciplinary expert assessing contextual relevance, and as a 
potential end user of the insights generated. This positioning enables both the translation of 
students’ receptivity into pedagogical adjustments and evaluation of the tool’s responses in 
relation to their cultural and institutional setting. 

The simulation was conducted on 17 November 2024 and lasted approximately 20 minutes. 
Despite its limited duration, the density of the exchange generated a substantial corpus of 34 
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pages. The interaction was archived in full and analysed through iterative close reading. At the 
outset, I expressed frustration regarding the limited effectiveness of my courses in stimulating 
students’ interest in entrepreneurship. The analysis considers both the substantive content of 
ChatGPT’s recommendations and the discursive mechanisms through which they are framed and 
aligned with the speaker’s expectations. 

Accordingly, the study addresses two research questions: 

RQ1. What discourse patterns does ChatGPT employ when proposing courses of action 

presented as tailored to a user’s stated needs? 

RQ2. What do these discourse patterns reveal about the tool’s capacity to demonstrate empathy? 

Prompts emphasised frustration and highlighted the sociocultural particularities of teaching 
entrepreneurship in a Tunisian business school. The interaction generated dense responses 
forming the analysed corpus. 

The corpus was analysed using discourse analysis centred on enunciative activity, relying on 
endogenous textual criteria to identify salient moments (Coulomb-Gully, 2002). Analysis was first 
conducted manually, then complemented by two tools. Tropes (v8.5) segments discourse into 
propositions and identifies narrative structure, recurring motifs, and figures of speech (Wolff & 
Visser, 2005). Hyperbase-Web (v1) enables lexicometric analysis, including co-occurrences and 
stylistic contrasts (Vanni, 2016; Polguère, 2003), while its Discovery module highlights salient 
lemmas and themes (Mayaffre, 2013). These tools support identification of enunciative shifts, 
thematic clustering, and rhetorical structuring within the corpus, articulating discourse structure 
with lexical organisation. 

 
2.3. Key Findings 
2.3.1. Overview of the Interaction with ChatGPT and Early Impressions 

I introduced myself as a lecturer and researcher in entrepreneurship at a business school in Tunis, 
Tunisia, with over two decades of experience, and expressed frustration regarding the limited 
impact of my courses on students. ChatGPT acknowledged these concerns, attributing them to 
factors such as insufficient real-world application, excessive theorisation, or misalignment with 
student expectations, before proposing strategies aimed at improving pedagogical effectiveness. 
Emphasizing the importance of engaging and contextually relevant practices, it suggested 
methods broadly aligned with current trends in entrepreneurship education. 

The interaction followed a repeated exchange structure: I reiterated my frustrations, referred to 
unsuccessful past initiatives, or oriented the exchange toward themes such as cultural and societal 
norms, institutional constraints, familial influences, and the characteristics of Tunisian youth. In 
response, ChatGPT reformulated my prompts in its own terms, expanded upon them, proposed 
actionable recommendations, and invited feedback. Its tone remained consistently measured, 
positive, and forward-looking, systematically validating my inputs while downplaying negative 
affect. 

Over the course of the exchange, I identified nine distinct sequences of recommendations, the 
main elements of which are summarized in Table 1.  
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Table 1. Main sequences of recommendations provided by ChatGPT (manual processing) 

1st sequence of  

recommendations 

2nd sequence of  

recommendations 

3rd  sequence of  

recommendations 

4th sequence of  

recommendations 

5th sequence of  

recommendations 

6th sequence of  

recommendations 

Final sequence of  recommendations 

* 

1.  Put theory into 

practice.  

2.  Integrate innovation 

and creativity. 

3. Embrace learning 

through failure. 

4.  Utilize digital tools 

and interactive learning 

platforms. 

5.  Encourage 

entrepreneurial spirit 

beyond the academic 

program. 

6.  Implement 

alternative evaluation 

methods. 

7.  Contextualize 

teaching to the local 

reality. 

8.  Support 

entrepreneurial spirit 

throughout the 

educational journey. 

 

1. Cultivate a culture 

of  constructive 

failure. 

2. Provide 

personalised support 

and active 

mentoring. 

3. Embody the 

entrepreneurial spirit 

within the 

institution. 

4. Establish stronger 

connections with the 

local market. 

5. Incorporate 

elements of  

introspection and 

personal 

development. 

+ Acknowledgement 

of  the central role of  

mindset and culture 

in student 

engagement. 

1. Leverage social and 

solidarity-based 

entrepreneurship. 

2. Create an 

entrepreneurial 

environment within the 

school. 

3. Support the 

development of  

practical skills from the 

outset. 

4. Foster resilience and 

the ability to navigate 

uncertainty. 

5. Raise awareness of  

innovation in a local 

context (e.g., in tourism 

and culture, the green 

economy, digitalisation, 

and FinTech). 

6. Reduce cultural and 

familial barriers. 

+ Encourage a shift 

towards the role of  

facilitator in the 

necessary 

transformation of  

mindsets. 

1. Learning through 

action. 

2. Implementing local 

challenges and projects 

connected to real-life 

situations. 

3. Creating a "virtual 

entrepreneurial 

ecosystem." 

4. Utilizing gamification 

and immersive 

simulations. 

5. Engaging students in 

hands-on 

entrepreneurship with 

local stakeholders. 

6. Peer-to-peer student 

mentoring. 

7. Developing an 

"incubated" project in 

collaboration with the 

school. 

+ Emphasis on the 

importance of  initiating 

mindset shifts and 

actionable steps. 

1. Start small: implement 

projects with local and 

practical impact. 

2. Integrate progressive 

approaches to 

gamification and 

simulations. 

3. Incorporate gentler 

approaches to social 

entrepreneurship. 

4. Collaborate with local 

businesses: adopt a field-

based approach. 

5. Provide gradual 

support and mentorship. 

6. Ensure flexibility and 

implement progressive 

transformation in the 

pedagogical approach. 

7. Take small steps and 

achieve incremental 

successes. 

+ Conclusion on the 

necessity of  a progressive 

yet realistic 

transformation, 

contextualised and 

adapted to local 

expectations. 

1. Rethink education to 

encourage creative 

thinking. 

2. Strengthen problem-

solving skills. 

3. Create innovation spaces: 

incubators, hackathons, 

and makerspaces. 

4. Encourage partnerships 

with industry and local 

entrepreneurs. 

5. Use technology to 

stimulate innovation. 

6. Develop a culture of  

social and sustainable 

entrepreneurship. 

7. Change the mindset and 

perception of  

entrepreneurship. 

8. Strengthen the role of  

media and social networks. 

+ Recommendation for a 

multidimensional and 

contextualised approach to 

innovation. 

1. Reform education to support 

entrepreneurship grounded in reality 

(integrating entrepreneurship into 

school and university curricula; 

continuing education and coaching). 

2. Create localized and inclusive 

entrepreneurial ecosystems 

(accessible incubators and fab labs; 

regional entrepreneurial 

communities; intergenerational 

collaboration). 

3. Facilitate access to funding 

(microcredit and crowdfunding; 

entrepreneurship grants and 

competitions; tax incentives and 

public-private partnerships). 

4. Promote an entrepreneurial culture 

and a positive approach to risk 

management (changing perceptions 

of  failure; valuing local 

entrepreneurs). 

5. Leverage digital and innovation 

opportunities (development of  digital 

entrepreneurship; socially 

responsible start-ups). 

+ Conclusion: Emphasis on the need 

to take action on multiple fronts 

simultaneously. 

 

*Note: Two earlier sequences addressed Tunisian youth culture and barriers to entrepreneurship but are not reported in the table, as they did not involve the formulation of specific 

courses of action. 
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Despite the apparent richness of these proposals and the display of empathic engagement, the 
tool frequently recycled a limited set of core ideas, rephrased with rhetorical sophistication and 
slight contextual adjustments. My inputs were regularly reformulated in ways that conveyed 
attentive listening, yet the substantive recommendations largely converged around a small 
number of dominant themes. Although ChatGPT occasionally referenced academic or 
professional sources when prompted, the contextualisation I sought remained superficial, 
addressing cultural and institutional barriers in broad terms without yielding genuinely novel or 
finely tailored insights. 

To move beyond this intuitive assessment, the following subsections present the results of the 
discourse and lexicometric analyses conducted using the Tropes and Hyperbase software tools. 

2.3.2. Discursive Structure and Enunciative Configuration (Tropes Analysis) 

 
General style of the text and type of narrative structure 
The Tropes analysis indicates a predominantly argumentative discourse, structured around a 
narrator-led delivery and composed of 313 notable propositions distributed across 11 episodes. 
The overall narrative remains descriptive rather than prescriptive. 
Verb usage is dominated by factive (56.5%) and stative forms (23.1%), with no performative 
verbs detected. This configuration reflects a non-directive discourse that discusses and 
reformulates rather than explicitly advising or encouraging action. Connective markers are largely 
additive (55.8%) and disjunctive (18.3%), while opposition and causality remain marginal. As a 
result, the discourse accumulates options and perspectives without strong argumentative tension 
or clear causal articulation. 
Modalization is primarily driven by intensity markers (44.4%), signalling tentative and weakly 
asserted solutions. References to place and time (both 15.9%) frequently simulate contextual 
anchoring rather than providing concrete grounding. Strong affirmation or negation is rare, 
reinforcing a measured tone that suggests flexibility but also avoids commitment. 
Lexically, adjectives are mainly objective, complemented by a substantial proportion of subjective 
qualifiers. Frequently recurring terms such as entrepreneurial, local, social, real, and concrete contribute 
to an appearance of situated relevance, yet their repetition also serves a rhetorical function, 
reinforcing plausibility without introducing operational specificity. Substantive usage concentrates 
on a limited core vocabulary (entrepreneurship, student, project, young, Tunisian), while pedagogical 
terms explicitly highlighted in the prompts (teaching, methods, approaches, school) do not appear 
among the most frequent nouns, pointing to a gap between discourse and pedagogical 
implementation. 
Pronoun distribution is marked by the predominance of it, you, and they, while I remains less 
frequent. This pattern reflects the speaker’s partial effacement and the construction of an 
advisory posture oriented toward the interlocutor and students. The frequent use of impersonal 
formulations (“it is common to,” “it is interesting to”) contributes to a distanced and 
depersonalized enunciative position, reinforcing neutrality while limiting dialogical engagement. 
Taken together, these analyses suggest discourse patterns typical of an Advisor posture, 
characterized by a supportive, apparently neutral, and cautious tone. However, the tool subtly 
orients the interlocutor toward specific courses of action through the reiteration of certain ideas, 
particularly by emphasizing inclusivity, sustainability, and collective concerns, as reflected in 
recurrent references to social entrepreneurship. 

Analysis of Core Propositions 

Using the “remarkable propositions” and “text contraction” functions of Tropes, the 313 notable 
propositions were reduced to 11 core propositions, as presented in Table 2. 
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Table 2. The 11 core Key Propositions identified by Tropes 

1) Collaboration and allow students to experience real entrepreneurial situations. 3 Learning through failure. 
Entrepreneurship. 

2) In Tunisia, this could mean involving students in social and solidarity entrepreneurship projects. 

3) As in many other countries, several factors can influence this dynamic. 1. The culture of  safety and limited 
risk In many societies. 

4) The absence of  local figures who embody success can create a lack of  inspiration. 2. A lack of  self-
confidence and confidence in the future Among many students. 

5) Issues such as waste management, access to education, youth integration into the job market, or support for 
sustainable agriculture are sectors where entrepreneurship can have a major impact. 

6) And to become aware of  the direct impact of  entrepreneurship on Tunisian society. 2. Creating an 
entrepreneurial environment in the school One of  the major obstacles to entrepreneurship in Tunisia is the 
absence of  a sufficiently developed entrepreneurial ecosystem in certain regions. 

7) So that this teaching produces greater effects among business schoolstudents? 

8) Because the teachers themselves are not always entrepreneurship practitioners. 

9) Or because the incubation structures are not aligned with the specific needs of  the Tunisian market. 

10) By having access to concrete resources to get started. 4. Changing the perception of  entrepreneurship 
Entrepreneurship as a legitimate path. 

11) The lack of  a true mentorship network and public-private partnerships in the entrepreneurial sector is a 
major obstacle to the growth of  projects led by young people without family or institutional support. 4. Access 
to a culture of  failure. 

Note:These propositions were generated using the ‘remarkable propositions’ and ‘text contraction’ functions of the 
Tropes software. 

Except for Proposition 7—reflecting my reformulations and emphasis on context—the other 
propositions cluster around four themes: overcoming fear of failure, practical learning, 
social/solidarity entrepreneurship, and ecosystem development. Yet they remain broad, seldom 
engaging with institutional or pedagogical specifics. The repeated focus on solidarity 
entrepreneurship and sustainability suggests a rhetorical effort to steer the interlocutor toward a 
particular course of action rather than genuinely adapting to context. 

 

Analysis of the Reference 'Teaching': Actants and Acted-upon Entities 

In the “References Used” feature, the software identified 53 terms linked to Teaching—notably 
programs, models, and support. The resulting Aires Graph (see Figure 1) maps their relationships. 
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Figure 1. Aires graph of “Teaching” reference 

 

Note: Generated with Tropes software’s Aires Graph feature (Actor Area Graph), which maps actants (agents of  
action) and acteds (recipients or outcomes) to analyse their relationships with the reference “Teaching.” Node size 
reflects frequency; edge thickness indicates co-occurrence strength. 
Source: Author’s analysis using Tropes Software. 

 
The graph shows a proliferation of terms clustered around the keyword Teaching but without 
strong central concentration. A thematic grouping emerges around mentoring, startup, and success, 
while Failure—cited 64 times—appears most directly tied to teaching, reflecting both ideas of a 
learning strategy and cultural resistance to risk. At the micro-level, the graph highlights methods 
and mentoring, whereas meso- and macro-level terms (ecosystem, culture, technology, competitions) 
remain loosely connected. Interestingly, Teaching is distant from contextual terms such as reality, 
need, local, and system, suggesting a lack of conceptual precision and limited pedagogical focus. 
 
Overall, the Tropes analysis corroborates the preliminary observations derived from the close 
reading of the interaction. It confirms the repetition of a limited set of themes, cautious 
modalisation, and limited operational elaboration of pedagogical structures. 
 
2.3.3. Lexical Recurrence and Rhetorical Patterning (Hyperbase-Web) 

The Hyperbase-Web analysis further clarifies recurrent linguistic configurations. 

Recurrent Lemma: “students can” 

Table 3 shows how the recurrent lemma “students can” is utilized in key phrases. 
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Table 3.Key phrases identified/ 1. "LEM:students can" 
 

Left part Pivot Right part 

Many programs integrate simulation tools 
where 

students 
can 

virtually manage a company, make 
strategic decisions, and 

succeed. * Creation of a safe environment 
where 

students 
can 

take risks without fear of sanction. This 
allows them to 

in-person teaching with digital resources 
where 

students 
can deepen subjects or access expert courses 

entrepreneurs: Create or support extra-
academic initiatives where 

students 
can test their ideas, organize events, and meet 

set up or collaborate with incubators 
where 

students 
can 

transform their ideas into concrete 
projects and test their viability 

an obstacle arises. * Peer assessments: 
students 
can 

evaluate their peers on aspects such as 
creativity, 

failure: If failure is poorly perceived, 
students 
can be reluctant to take risks or to fail. 

, business incubators, individualized 
support), 

students 
can feel that their ideas are 'taken seriously' 

. o Set up practical workshops where 
students 
can 

launch small projects with constant 
support 

enewable energy is a promising sector in 
which your 

students 
can 

play a pioneering role. * Digitalization and 
FinTech 

digital within the business school where 
students 
can 

interact with entrepreneurs, investors, 
mentors, and 

Virtual incubation platform: Create a 
platform where 

students 
can 

submit their project ideas, receive 
feedback, 

Local: The 'Do it Yourself' spirit. 
students 
can 

be invited to actively engage in the 
economic reality 

local or by collaborating with community 
organizations, 

students 
can 

feel that they are contributing to a greater 
cause, 

helps establish a climate of trust, where 
students 
can 

ask questions without judgment. * 
Progressive support: 

concentrated in certain regions and sectors 
of activity. 

students 
can 

thus perceive these options as unreliable 
or inadequate for 

, entrepreneurship may seem even riskier. 
students 
can feel that it is difficult to find the 

conferences, workshops, or mentoring. 
students 
can 

thus become aware of the real challenges 
faced by 

Note: This table presents the first lemma identified intuitively by the Hyperbase-Web software along with its 
position in the sentences. 

 
This construction positions students as potential actors while maintaining advisory distance from 
the teacher’s direct agency. Suggested actions cluster around a few recurring themes: aligning 
education with real-world practice, fostering mentoring, and de-dramatizing risk and failure. The 
modal framing emphasises possibility rather than obligation. 
Additionally, the Concordance Search shows that ‘where’ (où) appears 70 times, co-occurring nine 
times with ‘LEM:student can’ and displaying the highest specificity index in the corpus (4.47; p = 
0.00000647). This pattern suggests that ‘where’ contributes to discursive contextual framing by 
simulating context (place), while it does not necessarily correspond to detailed modelling of 
concrete institutional settings. 
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Recurrent Pattern: “more … in” 
 
Table 4 shows how the recurrent lemma “more??? In” is utilized in key phrases. 

 
Table 4.Key phrases identified/ 2. "LEM:more??? In" 

Left part Pivot Right part 

succeed in an entrepreneurial 
environment. This may be even 

more 
pronounced 
in 

a country like Tunisia, where students 
face 

students to overcome cultural obstacles 
and to embark 

more 
confidently 
on 

the entrepreneurial adventure. Your role 
as a teacher 

in the local culture. Social 
entrepreneurship is often 

more 
accepted in developing societies, as it responds to 

traditional. The labor market is often 
perceived as 

more secure 
in 

the public and private sectors, limiting 
the willingness to 

industries and services. This dynamic is 
all the 

more 
prevalent in 

a country where economic structures are 
still largely dominated 

Note: This table presents the second lemma identified intuitively by the Hyperbase-Web software along with its 
position in the sentences. 

 
This second recurring pattern relies on graded comparison rather than categorical assertion. The 
repeated use of “more” and “in” produces comparative contextualisation without corresponding 
elaboration of institutional mechanisms. The intensification of adjectives reinforces evaluative 
nuance, while maintaining a broadly framed discursive orientation. 
 

Key Theme: Social Entrepreneurship 
 
The following table (Table 5) summarises the occurrences of the theme of social 
entrepreneurship in the analysed discourse. 
 

Table 5. Key theme identified/ "Social Entrepreneurship" 

Column1 Column2 Column3 

this could mean involving students in 

social [or 
solidarity] 
entrepreneurship  projects, which address local issues. 

local: o Involve students in 
social 
entrepreneurship 

projects or local initiatives, in 
connection with the challenges 

students and the market: 1. Capitalize 
on 

social [and 
solidarity] 
entrepreneurship . In Tunisia, as in many countries 

, as in many developing countries, 

social [and 
solidarity] 
entrepreneurship 

can offer concrete solutions to 
economic challenges 

Softer Approaches to Social 
Entrepreneurship The idea of 

social 
entrepreneurship 

can be an excellent compromise, as it 
emphasizes 

while remaining realistic and rooted in 
the local culture. 

social 
entrepreneurship 

is often more accepted in developing 
societies, 

can be a powerful way to stimulate 
their creativity.  

Social 
entrepreneurship 

, which emphasizes positive impact 
rather 
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Note: This table presents the main theme identified intuitively by the Hyperbase-Web software along with its 
position in the sentences. 

This finding confirms the consistent orientation of the responses toward social and solidarity-
based entrepreneurship. 

Across the Tropes and Hyperbase analyses, a consultative discursive configuration emerges that, 
while restrained in tone, channels the interaction toward a limited thematic repertoire. References 
to institutional and cultural settings are mobilised and reformulated at the discursive level, yet 
remain weakly embedded in pedagogical and organisational specification. Cultural, institutional, 
and pedagogical constraints are acknowledged, but they are not translated into differentiated 

curricular modelling. 

3. Discussion 

As a reminder, this research assesses the capacity of LLMs—specifically ChatGPT—to 
meaningfully empathise with a human teacher and to generate useful insights when designing a 
contextualised entrepreneurship course. The discussion is therefore structured around the 
findings related to the two dimensions explored: discourse structure and discourse content, the 
latter being intended to reflect the tool’s empathic capacities. 

3.1. Discourse Structure 

As previously indicated, the discourse structure resembles that of a neutral advisor subtly taking a 
position and guiding the interlocutor towards specific avenues—particularly those emphasising 
collective values such as inclusiveness and social or solidarity-based entrepreneurship. 

These findings converge with those reported by Jiang and Hyland (2025), who show that, 
although ChatGPT produces structurally coherent and logically organised essays, its texts contain 
fewer interactional metadiscourse markers than human writing, resulting in a comparatively more 
impersonal tone. They suggest that this pattern reflects the model’s algorithmic orientation 
towards clarity and formal coherence, and conclude that AI and human writers therefore fulfil 
complementary roles in text production. Some authors further regard the discursive neutrality of 
LLMs as a stabilising factor in public debate. For instance, Fan and Xu (2025) identify two 
mechanisms through which LLMs appear to moderate discourse: first, they consistently exhibit 
emotional neutrality, displaying significantly less polarised sentiment than human users; second, 
they maintain lower levels of emotional intensity across contexts, thereby generating a stabilising 
effect in conversations. On this basis, the authors suggest that LLMs may possess inherent 
moderating capacities capable of improving the quality of public discourse on controversial 
issues. 

While such findings highlight the stabilising and moderating potential of LLM-generated 
discourse, this configuration may also be interpreted differently when viewed through the lens of 

innovation. * Theories of social 
capital and 

social 
entrepreneurship 

: The works of Seymour M. Lipset 
and Jean-Baptiste Say 

the works of Seymour M. Lipset and 
Jean-Baptiste Say on 

social 
entrepreneurship 

guided my reflection on the 
importance of innovation 

large scale. It can take various forms: 
social 
entrepreneurship 

, cooperative, or even solidarity-
based. Teaching should 

dedicated financing and through 
specific training programs in 

social [and 
sustainable] 
entrepreneurship 

. Conclusion: Turning dreams into 
actions 
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recent pragmatic research. Garassino et al. (2024) show that ChatGPT-generated texts—
particularly on controversial topics—display a high density of implicit communication and 
contain, on average, more questionable presuppositions than texts produced by human speakers. 
They further observe that these presuppositions exhibit different distributional patterns and 
discourse functions, which may partly derive from architectural characteristics of ChatGPT, 
notably its tendency to generate verbose and repetitive outputs in longer texts. From this 
perspective, LLM outputs may carry persuasive—and potentially manipulative—effects not 
through overt argumentative radicality, but through implicit discursive mechanisms embedded in 
their structural organisation. The combination of presuppositional density and recurrent framing 
patterns may reinforce particular interpretative orientations without explicitly asserting them. 

Although the interaction analysed here does not involve polarising rhetoric, the Tropes and 
Hyperbase analyses reveal recurrent structural features: thematic stability, modal caution, repeated 
framing devices, and contextual simulation without detailed institutional modelling. These 
characteristics suggest that persuasive potential may operate less through the force of individual 
claims than through the reiteration of discursive configurations. Such recurrence does not imply 
intentional manipulation. However, through cumulative framing effects, it may contribute to the 
normalisation of a limited thematic repertoire. When users are repeatedly exposed to structurally 
similar argumentative scaffolds—emphasising empowerment, resilience, social entrepreneurship, 
and ecosystem narratives—these frames may progressively appear self-evident or naturalised. In 
this sense, the persuasive capacity of LLMs may lie less in ideological extremity than in the 
gradual stabilisation of interpretative patterns. The concern, therefore, is not radicalisation but 
convergence. 

This interpretation resonates with recent critical discourse research suggesting that ChatGPT’s 
responses can reflect dominant ideological discourses while marginalising alternative frames. 
Ahmed and Mahmood (2024), for example, show that, when responding to ideologically charged 
questions, ChatGPT tended to reproduce established discursive formations—privileging capitalist 
frameworks over alternative perspectives. Their analysis indicates that power relations may be 
embedded in generated knowledge and that LLM outputs can inadvertently reinforce existing 
structures of meaning and authority. 

In the interaction analysed here, the recurrent orientation towards social and solidarity-based 
entrepreneurship does not sufficiently account for the concrete constraints affecting its 
implementation in a context characterised by limited cultural receptivity, scarce dedicated 
funding, narrow and low-margin markets, and weak prospects for collaboration with large 
firms—conditions often essential to its viability. Although the model could, in principle, mobilise 
and triangulate information from the vast textual resources on which it has been trained, its 
recommendations did not reflect such contextual differentiation. This pattern points to a 
simplified and homogenising representation of reality, which may progressively shape users’ 
interpretative frameworks as reliance on ChatGPT increases. Irrespective of the normative value 
attached to these orientations, the tendency of LLMs to favour socially acceptable 
formulations—likely shaped by alignment and moderation objectives embedded in their training 
processes—may constrain their capacity to generate context-sensitive insights. By privileging 
modes of reasoning that align with broadly accepted discursive norms, LLM outputs may 
introduce additional constraints on creative exploration beyond those already internalised by 
individuals, potentially fostering a subtle form of self-limitation. 

3.2. Interpretation of Discourse Content with Regard to Empathic Capabilities 

Beyond discourse structure, the content of ChatGPT’s responses offers further insight into the 
model’s capacity to display empathic engagement and generate contextually relevant 
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recommendations. ChatGPT produces rich, detailed, and apparently comprehensive responses, 
systematically explaining the proposed courses of action. However, these responses frequently 
reiterate similar ideas through varied formulations, often invoking general principles such as 
“adapting to context” without translating them into concrete, actionable methods. The specific 
issue under discussion—namely, the design of an entrepreneurship course within a Tunisian 
business school—remains only marginally addressed. Consequently, the central challenge is 
insufficiently explored, and the discussion tends to gravitate towards generic considerations 
rather than genuinely context-sensitive solutions. 

At the interactional level, the tool’s responses are characterised by politeness, correctness, and 
attentiveness. These features, combined with explicit validation of the interlocutor’s concerns, 
create a strong impression of empathic, human-like interaction. For example, when asked after a 
pause whether it had reflected further on the issue, the tool affirmed that it had done so and 
presented what appeared to be new insights, although much of the content largely repeated 
previously expressed ideas. Such responses reproduce recognisable conversational cues—
empathy, reformulation, and reflective tone—commonly associated with human dialogue. This 
simulated empathy is particularly visible in statements such as: “I completely understand your 
scepticism, especially if you have already spent several years trying to implement these proposals 
without seeing concrete results. Frustration can be even greater when attempting to reform a 
system or introduce innovative practices, only to encounter persistent obstacles (…).” 

More broadly, the tool frequently adopts a perspective-taking stance, often aligning itself with the 
interlocutor’s concerns and the directions steered in the conversation. It also displays pedagogical 
qualities by clearly explaining ideas and maintaining coherence with previously introduced 
concepts. In addition, the responses incorporate elements of the user’s own language and 
contextual cues, suggesting an awareness of the interlocutor’s academic background. Taken 
together, these features create a form of discursive plausibility that may encourage 
anthropomorphisation and lead users to over-attribute moral understanding or genuine empathy 
to the system. 

A closer examination of the content, however, reveals a different underlying pattern: the apparent 
empathic engagement is largely sustained through the reiteration of similar ideas, with only minor 
variations, rather than through substantive contextual exploration. The system does not seek 
clarification regarding the specific institutional constraints, pedagogical practices, student profiles, 
or structural challenges of the business school in question. Consequently, the empathy displayed 
remains largely simulated, relying on broadly applicable formulations rather than on differentiated 
contextual understanding. 

This observation aligns with the risks identified by Delikoura et al. (2025) regarding the use of 
LLMs in educational contexts, including the production of superficially plausible content, limited 
robustness of recommendations, and potential cognitive effects such as reduced intellectual effort 
or diminished learner autonomy. In such situations, models may encourage surface-level 
engagement rather than sustained analytical reflection. Similarly, Perret (2025) warns that the 
integration of AI tools into design processes may contribute to the standardisation of creative 
outputs, producing solutions that often lack originality or reproduce cultural biases embedded in 
training data. 

Nevertheless, the reception of ChatGPT’s simulated empathy may vary depending on users’ 
backgrounds and expectations—for instance, between novice teachers and experienced educators 
with strong domain expertise. As shown by Suh et al. (2025), the empathy perceived in LLM 
interactions depends on contextual factors such as users’ expectations, emotional states, and 
profiles; it is therefore not an intrinsic property of the model itself. Less experienced users may 
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therefore be more susceptible to the persuasive appearance of empathic alignment. Despite this 
variability, the discourse analysis conducted here highlights the strong discursive power and 
persuasive potential of such systems. As these tools continue to spread and increasingly acquire 
the status of authoritative sources of “best practices,” they risk promoting oversimplification, 
uniformity, and standardisation in the design of pedagogical content. 

In the Tunisian context, these dynamics raise particular concerns. Entrepreneurship courses 
already operate within a relatively homogeneous regulatory framework imposed by the Ministry 
of Higher Education. The widespread use of LLMs in pedagogical design may therefore 
introduce an additional layer of homogenisation, potentially weakening the distinctive pedagogical 
identities of business schools. Given that their approach to entrepreneurship education 
constitutes a key differentiating feature, excessive reliance on generative tools may gradually 
erode this specificity. 

Consequently, two possible trajectories may emerge. On the one hand, reliance on LLMs could 
intensify, contributing to the homogenisation of educational practices and potentially reinforcing 
the limited effectiveness of entrepreneurship education, as Western-centred visions of 
entrepreneurship are implicitly reproduced in contexts where they may not fully resonate with 
local socio-economic realities. On the other hand, this trend may prompt a growing awareness of 
the need to more carefully contextualise pedagogical approaches and to design learning content 
that is more closely aligned with learners’ characteristics, values, and expectations. In this second 
perspective, academic research—particularly locally grounded qualitative research—has a critical 
role to play. By exploring the aspirations, mindsets, and value systems shaping Tunisian youth, 
such research could help capture the diversity of entrepreneurial representations and identify 
pedagogical levers better adapted to local realities. 

 

Conclusion 
 
Can the use of ChatGPT support entrepreneurship educators in designing pedagogical content that is genuinely 
creative and tailored to learners’ specific characteristics within particular cultural, institutional, and curricular 
contexts? This question encapsulates the core issue addressed in this study. Drawing on the 
linguistic Theory of Enunciation, we analysed ChatGPT’s responses in a simulated course-design 
situation and examined their rhetorical structure. 
The analysis—both intuitive and software-assisted—reveals a dominant “Advisor” register, 
characterised by a supportive yet subtly directive discourse that orients the interlocutor toward 
specific value frameworks, notably social and solidarity-based entrepreneurship. While framed in 
empathetic language, the tool’s responses remain largely generic, relying on the reformulation of 
predefined solutions rather than producing contextually grounded insights. As a result, meaning 
does not genuinely evolve throughout the interaction. These findings echo prior work 
highlighting AI’s tendency to standardise thought and constrain creativity in educational design 
(Razouki et al., 2025; Adinda et al., 2025). 
 
In terms of theoretical implications, the findings of this study contribute to the emerging debates 
on the cognitive and discursive effects of LLMs in educational environments. Within 
constructivist theories of learning, it is widely acknowledged that the production and structuring 
of knowledge rely on exposure to a form of cognitive tension or disequilibrium, which stimulates 
critical reflection and the reconfiguration of conceptual frameworks. This principle is central to 
constructivist approaches to learning, which emphasise that knowledge is progressively 
constructed through processes of cognitive adjustment and social interaction (Piaget, 1977; 
Vygotsky, 1978). Applied to the work of educators and curriculum designers, this principle 
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implies that the design of pedagogical frameworks often emerges from the confrontation with 
divergent perspectives, conceptual contradictions, or contextual constraints that stimulate 
pedagogical innovation. However, the discursive analyses conducted in this study suggest that 
responses generated by LLMs tend to produce stabilised formulations that may reduce this 
cognitive tension during the phases of pedagogical design. In the field of entrepreneurship 
education, this dynamic may contribute to the diffusion and normalisation of dominant 
entrepreneurial scripts, often inspired by standardised business creation models originating in 
Western contexts. LLMs may therefore encourage the reproduction of relatively homogeneous 
entrepreneurial frameworks, potentially limiting the exploration of more situated or contextually 
embedded forms of entrepreneurship. 
 
Regarding the practical and managerial implications of this research, the findings suggest that the 
integration of LLMs into teaching practices should not lead to the delegation of the conceptual 
structuring of pedagogical content to such tools. Their pedagogical value may lie more in their 
capacity to support the logical and reflective reasoning processes of educators rather than in 
directly providing the content to be taught. In this perspective, LLMs could be used as 
exploratory tools that help structure questions, formulate hypotheses, or compare alternative 
pedagogical options, while leaving educators responsible for contextualising and selecting the 
most relevant conceptual frameworks. Moreover, relying extensively on content generated by 
these systems may encourage the design of programmes based primarily on causal entrepreneurial 
logics structured around predefined objectives, standardised business plans, and dominant 
venture creation models. Yet, as Sarasvathy (2001) has shown, entrepreneurship often follows 
effectual logics, in which opportunities gradually emerge from available resources, interactions 
with stakeholders, and the exploration of uncertain environments. Excessive reliance on 
frameworks generated by LLMs may therefore limit students’ ability to identify or construct 
entrepreneurial opportunities grounded in their local environments. 
 
From this perspective, it appears particularly relevant to prioritise pedagogical approaches 
grounded in experimentation and engagement with real-world situations. Entrepreneurship 
education could therefore rely more extensively on situated projects enabling students to develop 
initiatives connected to the needs of their socio-economic environment. Such projects may 
include low-capital micro-entrepreneurial initiatives addressing local problems, frugal 
entrepreneurship solutions based on resource-efficient innovation, initiatives supporting women’s 
entrepreneurship, or intrapreneurial projects within existing organisations—career pathways that 
are often particularly relevant for young people in contexts such as Tunisia.Consequently, LLMs 
should be mobilised as a pedagogical complement that enriches the cognitive frameworks of 
educators and students by exposing them to diverse entrepreneurial situations across cultural 
contexts.Rather than replacing human intervention and pedagogical guidance, they may function 
as benchmarking or exploratory support tools that broaden perspectives and stimulate critical 
reflection on the plurality of entrepreneurial pathways. However, meaningful entrepreneurship 
education—particularly when the objective is to foster entrepreneurial mindsets—requires close 
engagement with learners, sustained dialogue, and forms of empathetic human interaction that 
allow educators to better understand what motivates and inspires students. 
 
This study has several limitations, notably the limited generalisability of its findings—as is often 
the case in qualitative research, particularly single-case studies—and the difficulty of replicating 
discursive interactions. Nevertheless, it reaffirms that simulated “empathy” cannot substitute for 
situated human insight in design processes (Liu, 2024). Future research could adopt a 
comparative perspective to examine how entrepreneurship educators with different profiles 
interpret, appropriate, and use identical LLM-generated responses. In particular, studies could 
investigate whether factors such as teaching experience, disciplinary background (e.g., 
management, economics, engineering), age, or gender influence how instructors evaluate the 
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relevance and credibility of recommendations generated by such systems. Qualitative research 
could then analyse how these different interpretations translate into pedagogical choices in the 
design of entrepreneurship courses. Such an approach would make it possible to explore whether 
the professional profile and background of educators exert a stronger influence on their 
interaction with LLM outputs than concerns related to contextualisation and the practical 
effectiveness of the proposed recommendations. 
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