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Experiential learning is increasingly being recognized as the preferred teaching method in entrepreneurship 

education, with particular emphasis on students’ ‘real-world’ experience.  This paper critically examines the 

adequacy of using work-integrated learning (WIL) pedagogy for the purpose of entrepreneurship education.  A 

novel approach is presented for achieving learning through entrepreneurship, referred to as supervised 

entrepreneurial work-integrated learning (sEWIL).  The rationale and pedagogical considerations for sEWIL are 

discussed using a case study that is based on an internship-based entrepreneurship course offered at a major 

Canadian university.  As part of the course, students learn about entrepreneurship through a combination of in-

class experiential learning activities and a WIL component in the form of an internship with early-stage start-ups, 

which provide the work environment.  Using formative and summative reflections, students critically examine 

their understanding and belonging to entrepreneurship, leading to personal growth and emerging self-awareness.   
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The increasingly accepted role of universities in offering entrepreneurial experiences to students has 

led to a proliferation of curricular and extra-curricular offerings, both globally and in Canada 

specifically (Ibrahim & Soufani, 2002; Sá, et al., 2014).  While, as Kuratko (2005) noted “the question of 

whether entrepreneurship can be taught is obsolete” (p. 580), the debate about the nature of 

entrepreneurship education is far from being resolved (Haase & Lautenschläger, 2011; Pittaway & 

Cope, 2007).  Even more so, the legitimacy of entrepreneurship education and its research has been 

recognized to be lacking, partially due to the lack of criticality and rigorous methodology (Fayolle, 

2018).  Within the academic discussion about how to best teach entrepreneurship in higher-education, 

two particular aspects of entrepreneurship education have received significant attention (Fayolle, 2018; 

Haase & Lautenschläger, 2011; Pittaway & Cope, 2007).  First, is the question about the purpose of 

entrepreneurship education, which can be either the pursuit of knowledge, the acquisition of 

entrepreneurial skills, or the development of an entrepreneurial attitude.  The different goals of 

entrepreneurship education as categorized by Pittaway and Edwards (2012) are: 

 Teaching about entrepreneurship, where entrepreneurship is perceived as a body of knowledge 

that is to be transmitted 

 Teaching for entrepreneurship, where entrepreneurship is perceived as a vocation that requires 

the mastery of certain skills; and 

 Teaching through entrepreneurship, where entrepreneurship is perceived as an attitudinal 

approach that needs to be developed. 

Second is the question of learning approaches and pedagogy in order to achieve the desired objectives, 

where consensus is building around the use of experiential learning as the preferred choice of pedagogy 

(Haase & Lautenschläger, 2011; Krueger, 2007; Kuratko, 2005; Mason & Arshed, 2013; Sá, 2018).  

Adapting Kolb’s (1984) frequently referenced experiential learning cycle, entrepreneurship learning is 
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understood as a process of learning in which students engage with an experience, reflect on their 

experience, conceptualize their learning, and actively test their learning.  The choice of the experience 

is therefore of great importance as it forms the foundation for the learning that will take place in 

subsequent steps.  Different experiential learning activities have been proposed to achieve the various 

learning objectives of entrepreneurship education.  Examples include: 

 Case studies about entrepreneurs and their decision-making, that are used to teach about 

entrepreneurship 

 Developing and pitching a business idea for a new venture, which is used to teach for 

entrepreneurship; and 

 Launching a new venture, which is used to teach through entrepreneurship. 

In the Canadian context, only a handful of papers have examined the role of experiential education 

pedagogy in the service of entrepreneurship education.  Vincett and Farlow (2008) shared their 

experience in designing and delivering a pair of courses that offer “highly experiential” (p. 275) learning 

opportunities in Wilfrid Laurier University’s School of Business program, where students learn through 

entrepreneurship.  The first course, referred to as a workshop, includes individualized mentoring of 

students as they develop their ideas for new ventures, while the second course, referred to as an 

incubator, allows students to launch their new venture.  This, the authors suggest, offers students a 

realistic entrepreneurial experience rather than the traditional unreal learning experiences that rely on 

business plan writing alone.  Wielemaker et al. (2010) describe the development of a new 

entrepreneurship program at the University of New Brunswick that includes four separate courses.  

Three courses are taken concurrently in a single term, with the fourth course in the following term.  

While the extent to which experiential learning pedagogy is used throughout the courses varies, 

students work in teams throughout the program, where each group of students is teamed up with a 

client, a person with genuine intentions to launch a new venture.  The authors argue that it is the fact 

that students are working with “clients with business ideas” (p. 569) that constitutes the experiential 

learning opportunity.  Malach and Malach (2014) describe an entrepreneurship course that has been 

offered at the University of Calgary for well over two decades, where the objective “is to provide both 

a tangible and a tacit learning experience that is directly transferrable to future entrepreneurial activity” 

(p. 177).  Experiential learning is used in reference to both in-class activities as well as a culminating 

Start Your Own Business assignment, where students are expected to operate an actual business and 

report on their earnings.   

While experiential learning is often presented as the preferred pedagogy for entrepreneurship 

education, there is very little discussion about the particular choice and the specifics of such experiential 

learning pedagogy.  Authors often simply assert the need for a real or authentic entrepreneurial 

experience but fall short on qualifying these terms.  Therefore, it is the purpose of this paper to describe 

a particular experiential learning pedagogy, namely work-integrated learning (WIL) pedagogy 

(Stirling, et al., 2016), as applied in the service of entrepreneurship education, which henceforth will be 

referred to as Entrepreneurial WIL (EWIL).  As a pedagogy, WIL purposefully places students in a real 

or simulated working environment, as part of the students’ academic activities.  Therefore, a WIL 

experience requires the interaction of the academic staff, the students, and a host organization.  It is the 

latter of the three stakeholders that differentiates WIL pedagogy from most other experiential learning 

pedagogies, due to its focus on a real-world, well-defined working environment for them to interact 

with and to reflect upon.   
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Reviewing the literature reveals only a handful of occasions where authors explicitly referred to WIL 

pedagogy in the context of entrepreneurship, though not consistently for entrepreneurship education 

as a discipline.  The earliest of such examples is that of Dhliwayo (2008) who proposed a conceptual model 

for the implementation of WIL pedagogy for entrepreneurship education in South Africa’s universities.  

Although thorough in its conceptual framing, the paper is limited to theoretical considerations.  De Villiers 

Scheepers et al. (2018) describe a credit-bearing course that uses a proposed experiential entrepreneurship 

WIL model, where students work in teams to develop a new venture idea.  In lieu of a designated supervisor 

or mentor, students are introduced to a supportive professional community through an intensive 

entrepreneurship focused weekend workshop.  While offering a novel approach to WIL pedagogy, the 

authors’ learning outcomes are less clear with respect to the purpose of entrepreneurship education, as 

entrepreneurship is treated as a mindset rather than a disciplinary focus.  Andrade et al. (2018) examined 

how entrepreneurship, namely the creation of start-up companies, has impacted the availability of WIL 

placement sites, particularly for the co-operative education program at the University of Waterloo.  While 

the authors noted that some students used their co-operative work term to start their own business, their 

analysis focused on the economic impact rather than the pedagogical considerations of the students as 

entrepreneurs or the nature of the working experience.  A recent review of innovative approaches for WIL 

pedagogy in Australia identified that “WIL activities linked to start-ups and incubators and focused on 

entrepreneurship are occurring, but not in great numbers and appear to be more aspirational at this stage.” 

(Kay, et al., 2019, p. 411).  Finally, Pretti et al. (2020) examined the role that WIL experiences had on students' 

entrepreneurial mindset.  Although one of the study’s subjects did report having participated in an EWIL 

program, the paper does not explore pedagogical specifics of such programs and restricts its reference to 

EWIL as those WIL programs where students develop their own ideas into new ventures.   

In the EWIL programs described above, the WIL pedagogy is applied to entrepreneurship by allowing 

students to start a company, essentially gaining WIL experience inside their own start-up.  This means 

that they do not have access to a work environment defined by a host organization.  Students do the 

work by themselves, from either their own private homes or from co-working spaces that offer desk 

space to entrepreneurs.  In the absence of a host organization, however, the use of WIL pedagogy for 

the purpose of teaching through entrepreneurship becomes harder to capture and define, as the students 

lack the direct guidance and feedback of a workplace supervisor.   

ENTREPRENEURIAL WORK-INTEGRATED LEARNING  

Unlike the more common forms of WIL opportunities (e.g., co-operative education, internships, 

apprenticeships), where the student is directed by an experienced supervisor, in entrepreneurship 

education students are often expected to create their own venture (Vincett & Farlow, 2008; Malach & 

Malach, 2014).  Therefore, the simple transference of WIL pedagogy into entrepreneurship education as 

EWIL risks having the students essentially acting as their own supervisors.  While it is commonplace 

for students to report to either course facilitator or industry mentor while engaged in experiential 

entrepreneurship activities (Dhliwayo, 2008; Vincett & Farlow, 2008), the relationship between student 

and mentor is distinct from the relationships that are found in traditional WIL placements, where 

students report to a direct supervisor.  In this sense, implementing EWIL pedagogy, where the students 

are self-directed would-be entrepreneurs, presents a unique learning context that is distinct from other 

more traditional WIL opportunities.  It should be noted that certain attributes of WIL pedagogy are 

missing in such self-directed EWIL opportunities.  First is the vagueness of the working environment.  

Whereas an established company has a well-defined physical working space, new ventures are 

typically created in people’s own homes and/or in coffee shops.  Only at a later stage do new ventures 

occupy a physical space within incubators or co-working spaces.  Second is the fundamentally different 

nature of accountability that exists between student entrepreneurs and their mentors or course 
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facilitator, as compared with the accountability between students and their workplace supervisors.  

Lastly is the fact that the direct professional feedback that is afforded in traditional forms of WIL 

experiences is not guaranteed for EWIL.   

In this paper, a novel approach for EWIL is introduced, termed supervised-EWIL (sEWIL), that teaches 

through entrepreneurship and focuses on students’ experience with new ventures.  Here, students are 

directly supervised by entrepreneurs who have recently launched start-up companies.  Placing students 

within such early-stage new ventures can be seen as a particular variant of internships, a traditional 

and common type of WIL experience.  Essentially, students who are participating in a sEWIL program 

assume the role of interns within existing early-stage start-up companies.  The distinction between 

sEWIL and other traditional forms of internships is attributed to two main elements: first is the choice 

of placement site, and second is the nature of the working experience within such placement sites.  It 

should be noted that in this paper, the term start-up is used in the wider sense of the word, which also 

includes non-profit companies, as well as projects that have yet to be legally incorporated.  The focus 

of the currently presented model is on the activities of the start-up, such as understanding product-

market fit, developing the market and communication materials, etc., rather than the exact legal status 

of the organization.   

When choosing a placement site for students, traditional WIL programs are less sensitive to the nature 

of the company within which students are placed, as long as the quality of work experience and the 

supervision are guaranteed.  In contrast, since the sEWIL program’s objective is to teach through 

entrepreneurship, it is required that the participating placement companies match the specific 

characteristics of entrepreneurship as defined by the sEWIL program facilitator.  Regarding the nature 

of the working experience, traditional WIL programs offer students the opportunity to apply their 

disciplinary knowledge and skills within a real working environment.  Therefore, the choice of 

placement site is directed by the nature of the work that will be offered to the students.  In contrast, 

entrepreneurship is characterized by a dynamic working environment, and therefore there is less 

emphasis on particular functions for the students at the placement sites.  Rather, it is the dynamic and 

evolving nature of the working environment that directs the choice of the placement sites, thereby 

affording students the opportunity to experience the entrepreneurial nature of early-stage start-ups.   

EXPLORING NEW VENTURES 

Beginning in the 2013-2014 academic year, the course Exploring New Ventures, has been offered in the 

faculty of arts and science at the University of Toronto.  The course, an sEWIL opportunity, was 

designed to facilitate learning through entrepreneurship, as was explained in the previous section.  The 

course was part of the ecosystem of activities managed by the University of Toronto’s Impact Centre, 

an extra-departmental unit within the faculty of arts and science and was made possible by the presence 

of start-up companies being incubated by the centre.  Through this course, undergraduate students 

were matched with early-stage start-up companies that were connected to the Impact Centre.  The 

course was offered in two different lengths.  The shorter version, being a half-course at the University 

of Toronto, spanned 12 weeks and included 100 hours of working hours internship at the placement 

start-up company.  The longer version, being a full-course, spanned 24 weeks and included 200 hours 

of placement.   

In order to fulfil the course objective that students learn experientially through entrepreneurship, two 

integrated components were used: in-class bi-weekly lectures and the weekly internship hours at the 

early-stage start-up placement site.  Class topics covered both entrepreneurship and personal 
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development, including professional communication within the company environment, common 

entrepreneurship concepts and tools such as the business model canvas and the value proposition, 

communication skills and negotiation, and goal-setting tools, to name a few.  In-class activities were 

guided by experiential learning principles in which students reflected and shared their personal 

experiences and tasks at their placement companies through small group activities, discussions and 

presentations.  Critical reflection was also used for both formative and summative assessment 

purposes, which included individual meetings with the teaching staff, midway and final oral 

presentations, and a final report.  The presentations, in addition to their use as formative assessment, 

also gave students a much bigger view of the start-up world since each student’s placement activities 

were unique.  Therefore, listening to the experiences of others, indirectly exposed students to a wider 

range of start-up environments and activities.  The final report required students to critically examine 

their experience at the placement site, and the meaning of that experience, considered within the context 

of their personal professional development path.   

Individual meetings of each student with the course staff formed a significant component of the course 

activities, and also served as a formative assessment.  The main purpose of these meetings was to 

facilitate students’ reflection on their contribution and their learning at the company, as well as to 

ensure that the activities students were asked to perform at the company were meaningful and 

appropriate for their learning objectives.  Moreover, these meetings ensured that students did not fall 

too far behind on their assigned company tasks, by providing an opportunity to proactively resolve 

challenges that students faced at their internship.  In essence, these individual meetings with the 

students served a dual purpose: quality assurance of the internship experience offered by the placement 

companies, and a formative assessment of the students’ learning through critical reflective practice.  In 

addition to individual meetings with students, the course staff also met individually with the 

entrepreneurs who were supervising the students at their internships.  The meetings with company 

supervisors also served two purposes.  First, they allowed course staff to learn about issues that the 

student might be struggling with.  Second, they provided an opportunity to mentor the company 

representatives on supervisory and managerial skills.  Due to the early-stage nature of the placement 

companies, company supervisors typically had little experience managing teams.  Therefore, individual 

mentorship of the supervisors was often necessary and beneficial for both supervisors and supervisees 

alike.  The meetings with students and supervisors were done separately, in order to provide students 

with a safe environment for them to speak up about potential problems.  While these individual 

meetings required a large time investment for the course staff, they were an essential component to 

facilitate the students’ learning process by recognizing the meaningful learning that is afforded by their 

experiences at their internships.   

DISCUSSION 

Between 2013 and 2020 a total of 380 students participated in the course, and a total of 84 early-stage 

start-ups, at various stages of growth, have provided placement opportunities.  Enrolment per 

academic year varied from nine students, during the first year, to close to 100 students.  In total, female 

students accounted for 57% of the participants, and male students accounted for 43%.  While it is 

beyond the scope of the current paper, it is worth noting that women have historically been under-

represented in entrepreneurship (Women Entrepreneurship Knowledge Hub, 2020). Therefore, the 

over-representation of women in this current program is noteworthy and warrants further 

investigation.  Traditionally, entrepreneurship courses are most commonly offered within schools of 

business, followed by schools of engineering (Mirkovic et al., 2019; Sá et al., 2014). With the course 

Exploring New Ventures being offered within a faculty of arts and science, student participation was 
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overwhelmingly represented by non-business students, with only 30% of students from the commerce 

undergraduate programs.  Of the remaining 70%, the most represented programs of studies were 

economics (16%), statistics (16%), mathematics (9%), human biology (7%), computer science (5%), 

psychology (3%), cognitive science (2%), immunology (2%), and physiology (2%).  Close to 60 additional 

programs of studies have been represented by students participating in the course, with each program 

accounting for less than 2%, from as little as a single student from some programs to as many as 11 

students from the East Asian studies program.  While some start-up companies participated in only a 

single course session and have taken only a single student intern, others have participated in over 10 

sessions throughout the years and had over 40 students working with their company.  Startup 

companies were restricted in the number of placement students they were allowed to supervise at one 

time, capped at a ratio of up to three students for each direct supervisor, in order to maintain the quality 

of supervision and guidance by the entrepreneurs.  Start-up companies were also required to have an 

office, so that the students could be placed in an authentic working environment.  Companies that were 

run from the founders’ homes were not allowed. 

The Impact Centre catered to companies that often chose a bootstrapping financing model (Lahm & 

Little, 2005), which is associated with a slower and more organic growth, as compared with raising 

venture capital investments.  Following the bootstrapping model is particularly advantageous for 

companies started by graduate students, since the slower growth of the company allowed the founders 

to complete their studies at the same time as launching their new venture.  It was also a good learning 

experience for the undergraduate students in their placements, who could experience all activities of 

the company, since bootstrapped companies are not divided into departments.  The incubated 

companies at the Impact Centre participated in Techno, an intensive program offered annually over a 

few weeks in the summer (Bogart, 2014; McDermott, 2017).  The Techno program was specifically 

designed for students, typically from science and engineering disciplines, to focus on the formation of 

science-based start-ups (Zhu, 2014).  Once the intensive training was completed, these Techno 

companies continued to be mentored at the Impact Centre.  Part of this mentoring involved strategies 

to expand the team, which included the possibility to offer placements for undergraduate students.  

While the companies were typically science-based, the undergraduate students who participated in the 

course came from all disciplines within the arts and the sciences, as noted above, thereby enriching the 

start-up companies with unique perspectives and skills which were missing in the team of founders.  

Essentially, the sEWIL program is modeled after the general practice in the industry, where technology 

companies rely on contributions from many diverse disciplines, including the social sciences and the 

humanities (Shah, 2017).   

Although students’ disciplinary backgrounds were quite varied, early-stage start-up companies’ needs 

tended to be more uniform, as they mostly came from STEM fields.  Most often, students were assigned 

roles relating to business development, including market research, marketing activities, and, for the 

more advanced companies, even engaging in sales.  Regardless of the particular role students assumed 

within their placement company, lectures were devoted to understanding entrepreneurship as a 

human-centric process, where the needs of potential customers serve to drive the creation and growth 

of the start-up.  Therefore, students’ working experiences at their placement companies provided them 

with an opportunity to integrate their leaning and understanding of entrepreneurship into their 

particular role within the start-up company.  Applying a sEWIL pedagogical model allows students to 

deepen their understanding of entrepreneurship by learning through entrepreneurship, yet without the 

stress that is associated with searching for, and attempting to execute, their own idea for a new venture.  

Supporting the entrepreneurs who are their placement supervisors, students engage with 



EISENSTEIN, GOH, ISTRATE: Supervised entrepreneurial WIL 

 International Journal of Work-Integrated Learning, Special Issue, 2021, 22(3), 413-422  419 

entrepreneurship in an authentic and meaningful way, while avoiding the risks that are inherent to 

entrepreneurial endeavors.   

Oftentimes, the students’ assigned tasks were different from their disciplinary background.  Focusing 

on tasks outside of their core area of expertise encouraged students to take a more multi-disciplinary 

approach to their work, which is an important skill for entrepreneurs to develop (Robinson & Malach, 

2004).  Most entrepreneurs feel that a multidisciplinary approach is important for their success.  The 

majority of the companies were technology-based (STEM businesses) working to commercialize a 

scientific or engineering discovery, or some technical know-how, while the students came from all the 

disciplines of the arts and sciences, as well as from commerce programs. This allowed students to learn 

to collaborate with people of vastly different backgrounds, an important career skill for them to 

develop, even if they do not pursue a career in entrepreneurship.  At the same time, the young start-up 

companies learned how to collaborate with people of diverse disciplines, and how to manage a team 

with members of diverse backgrounds.   

Unlike traditional WIL programs, such as co-operative education, where students work full-time at 

their placement, the sEWIL course presented in this paper was taken alongside other courses.  This 

meant that students had limited amounts of times available to devote to the placement.  This is similar 

to the other aforementioned Canadian examples of experiential entrepreneurship education (Malach & 

Malach, 2014; Vincett & Farlow, 2008; Wielemaker et al., 2010).  For the sEWIL course it was observed 

that the amount of time that students spent at the placement directly influenced the types of tasks they 

were asked to complete.  Students who participated in the full-course version of the sEWIL course were 

generally assigned tasks that were more central to the companies’ activities, which in turns resulted in 

a more intimate understanding of the process of launching a company.  The availability of a longer time 

with the placement start-up company also meant that the company could invest more effort into 

training the students with the intricacies of their company and of their line of business, which led to a 

more meaningful experience for the student.  Moreover, as students’ availability fluctuated throughout 

the academic term, significantly reducing during mid-term and approaching final exam periods, the 

required time flexibility exerts competing pressures on the students’ time and were often the subject of 

discussion during the individual meetings with course staff.  In particular, course staff usually advised 

the company supervisors on how to manage such time flexibility requirements and the students on 

how to manage their time during the placement.  Time management for both entrepreneurs acting as 

manager assigning tasks, and for students being responsible and accountable for their work, was 

recognized as an important learning outcome for the sEWIL program.   

When reflecting on their work at the placement, students highlighted a diverse range of skills that they 

developed.  They mentioned professional skills quite often, which included professional 

communication, time management and collaborations across the disciplines.  Students appreciated 

increasing their self-reliance, including the ability to make decisions with ambiguous information, 

ability to work independently, expressing their creativity, and learning the importance of planning.  

Many supervising entrepreneurs have given students large amounts of freedom in their work, which 

they appreciated, but which also made them realize the value of direct, timely feedback.  When it comes 

to understanding their own work ethics, students brought up the need for persistence and hard work 

to overcome difficulties, while also remarking on the pride and excitement resulting from this work.  

Students were happy to practice working with real-life data, collecting information from a variety of 

sources and analyzing it.  The students engaged very strongly with the company, often reporting 

frustration and disappointment when their placement company failed to meet certain goals, in sales, 

website traffic, etc.  They reported that the internship helped them get out of their comfort zone and to 
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learn more about their work style.  Finally, students appreciated the value of this opportunity, 

sometimes by motivating their future studies and placing them into a better perspective, sometimes by 

serving as a bridge between their academic studies and the business world, and sometimes even by 

receiving employment offers from the same start-up company upon completion of the placement 

period.   

Overall, students’ experiences with the course have been overwhelmingly positive.  In teaching 

evaluations, close to 95% of participating students indicated they mostly or to a great deal agree to 

recommend the course to other students (corresponding to 4 and 5 scores on a 5-point Likert scale, 

respectively).  Similarly, over 80% of students indicated in their course evaluations their agreement, 

either mostly or to a great deal, with the fact that the course stimulated their thinking about the world.  

Working intimately with early-stage start-ups provided students with an unparalleled opportunity for 

self-discovery.  As many students indicated in their final oral presentations and written reports, 

working within an entrepreneurial environment offered them an insiders’ perspective on what 

entrepreneurship is like.  While for most students, such experiences served as either confirmation or 

encouragement to consider working in a start-up environment in their future professional life, for other 

students such experience resulted in an emerging recognition that working in a dynamic, high-

pressure, and at times uncertain working environment, is not compatible with their own working style.  

Whether leaving with a sense of compatibility or incompatibility with the start-up world, students 

acknowledged the value of their learning experience, a lesson learned experientially.   

CONCLUSION 

It is commonly stated that entrepreneurship is not a spectator sport.  This sentiment is confirmed by 

the adoption of experiential learning by entrepreneurship education programs worldwide.  There is a 

gap to be filled, however, between the traditional classroom-based learning about entrepreneurship and 

the contemporary start-your-business approach for teaching through entrepreneurship.  In this paper, 

an intermediate approach for entrepreneurship education utilizing work-integrated learning pedagogy 

was described, based on a successful implementation at the University of Toronto.  Through their 

participation in supervised placements with early-stage start-up companies, a pedagogy termed 

supervised-EWIL (sEWIL), students benefit from learning experientially in an authentic real-world 

entrepreneurial working environment, fulfilling the learning objectives of learning through 

entrepreneurship.  They essentially get an insider's look into start-up companies, yet without the risks 

and very large time investment of starting their own venture.  Students who participated in the sEWIL 

program indicated gaining an awareness of their attitudes towards entrepreneurship, one that is 

founded on their own lived experience, rather than external sources with their biases and hypes.  

Students also recognized their preferences for working environments, whether entrepreneurial or 

traditional.  Using sEWIL pedagogy, students not only developed an understanding of 

entrepreneurship, they also gained the experience to judge their aptitudes for working in such 

environments and their interests to seek such opportunities in the future.   

It is important to understand that an sEWIL course such as the one presented in this paper depends on, 

and must contribute to, a local entrepreneurship ecosystem.  Local start-up companies provide the 

working environment and direct supervision that is essential for a WIL pedagogy.  In turn, 

entrepreneurs benefit from the contributions made by students and the course staff, leading to a win-

win situation.  The presence of the students allows start-up companies to develop their team 

management skills, for which they benefit from the guidance of course staff.  Both students and start-
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up companies grow as a result of the synergy that is created by the relationship between the university 

and the start-up community. 
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