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Abstract

Internships offer the opportunity to gain experience and skills by working in organi-
sations or to establish a professional network, and there is empirical evidence of the
positive effects of practical experience in higher education. However, there are only
a few studies on the characteristics of workplace tasks that facilitate learning during
internships. In this paper, we address this research gap by conducting a diary study
to examine students’ work tasks at the beginning and end of an eight-week busi-
ness internship period, their perceptions of the tasks, and the influence of task char-
acteristics on self-perceived learning. Analyses of approximately 2,000 work tasks
documented by 51 students show that the frequencies of different work tasks did
not differ substantially between the first and last week of the business internship. At
both times of data collection, many students were engaged in organisational routine
and administrative tasks, especially those with a domain-specific focus. However,
the values for the assessment of task characteristics (such as challenge/difficulty)
were higher at the beginning of the internship than towards the end. Causal analy-
ses revealed that task characteristics such as novelty or feedback (from colleagues
or supervisors) were positive predictors of self-perceived learning during both
weeks, whereas the predictive power of other task features changed. For example,
help received (from colleagues or supervisors) was a significant predictor in the first
week of the internship but not in the last; the opposite was the case for autonomy.
From these results, we derive implications for both future research and the active
design of internships in the higher education context.
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Introduction

It has been argued that internships in higher education (HE) have several positive
effects for students, employers, and higher education institutions (for a review in the
context of business internships, see Vélez & Giner, 2015). Internships offer the oppor-
tunity to gain experience and skills by working in organisations or to establish a profes-
sional network (Goller et al., 2020; Stewart, 2021; Zopiatis, 2007). They also enable
participants to apply their theoretical knowledge from the classroom to a real work-
place and hence bridge the gap between theory and practice (Ambrose & Poklop,
2015; Zopiatis, 2007). Empirical studies indicate that students in HE develop their job-
specific skills (e.g., Chen et al., 2011; Nghia & My Duyen, 2018), social skills (e.g.,
Chen et al., 2011; Losekoot et al., 2018; Nghia & My Duyen, 2018; Zehr & Korte,
2020), work-readiness (e.g., Kapareliotis et al., 2019) and employability (e.g., Jackson
& Bridgstock, 2021; Jackson & Tomlinson, 2022) through work experience. While
there is evidence of the overall positive effects of HE internships for students, micro-
level research on which workplace characteristics are particularly conducive to learning
during internships is scarce (Goller et al., 2020). However, in order for supervisors to
select and sequence appropriate activities and thus make the most of the opportunities
offered by internships (e.g., in the course of designing a workplace curriculum, Billett,
1999, 2006), such knowledge is essential.

Moreover, when researching the effects of work characteristics on learning in the
workplace, retrospective self-reported data based on surveys or interviews are often
subject to bias due to the nature of informal learning (Rausch et al., 2022). Much of
the everyday learning in the workplace is an unnoticed by-product of working (Eraut,
2004; Marsick & Watkins, 1990; Watkins & Marsick, 2023), and therefore remains
partly unconscious and difficult to remember. We addressed the outlined research gap
and methodological challenges by using diaries during the first and last week of an
eight-week internship. With this approach, we first aimed to gain insights into the work
tasks students are assigned during their placement (RQ 1). Besides this, we focus on
students’ perceptions of task characteristics. Therefore, several task characteristics such
as autonomy, challenge/difficulty or self-perceived learning were considered (RQ 2). In
a third analytical step, the effect of different task characteristics on self-perceived learn-
ing was examined (RQ 3). To answer the research questions, the information provided
by the students in their work diaries at the beginning and end of the internship is used
and compared.

First, we address the theoretical background of the study and outline the state of
research. In the method section, we provide information on the sample, the proce-
dure of data collection and both qualitative and quantitative data analysis. The follow-
ing results section is organised along the three research questions. The final section
includes a discussion of the main findings, the limitations of our study, and addresses
implications for internship design as well as future research.
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Theoretical Background
Internships as a Measure of Work-Integrated Education

There is a great variety of measures that provide practical experience in HE. A clas-
sification proposed by Jackson and Tomlinson (2022, see Fig. 1) focuses on activi-
ties that enhance employability in the HE context and distinguishes three categories:

Extra-curricular activities (beyond degree requirements; not administered by uni-
versities),

Co-curricular activities (not formally part of study program; administered by
universities), and

Curriculum-based activities (formally embedded into studies; for-credit).

Curriculum-based activities, which are the focus of this study, comprise meas-
ures such as student exchanges, study tours, or work-integrated learning (WIL)
(Jackson & Tomlinson, 2022). WIL can be seen as an “umbrella term for a range
of approaches and strategies that integrate theory with the practice of work within a
purposefully designed curriculum” (Patrick et al., 2008, p. iv) and can be integrated
into degree programs in various ways, such as internships (for other forms such as
cooperative education or sandwich programs, see Cooper et al., 2010). Cooper et al.,
(2010, p. 38) outline characteristics of internships as a WIL format: Internships
extend over a long period of time and can be paid or unpaid. They are supervised
by more experienced practitioners and they must be part of a course of study and
earned as credits to be classified as a WIL format.! However, using WIL to describe
the provision of experiential (tertiary) education programmes can be misleading:
Billett (2019, 2024) therefore suggests using the term work-integrated education to
refer to the provision of experiences in work and educational settings, sometimes
with deliberate efforts to integrate them. He argues that work-integrated learning
actually refers to individual learning and personal processes of how students con-
struct and build knowledge from what they experience. We follow this line of argu-
ment and continue to use the term work-integrated education to refer to the integra-
tion of workplace-based experiences into higher education.

Internships as arrangements for performing work within businesses or organisa-
tions are associated with goals such as gaining experience, skills and contacts (Stew-
art, 2021). Findings from empirical studies analysing the impact of participation in
(business) internships indicate mainly positive effects, including enhanced student
employability, increased job-related and social skills (e.g., Knouse & Fontenot,
2008; Vélez & Giner, 2015). In their review, Dressler and Keeling (2011) distinguish
between academic benefits (e.g., improved capacity to reflect), personal benefits
(e.g., increased autonomy), career benefits (e.g., increased employment opportuni-
ties), and work-skill development benefits (e.g., increased competence). While WIE

! Accordingly, not all variants of internships can be categorised as curriculum-based (e.g., Jackson,
2018; Maertz et al., 2014; Schubarth et al., 2016).
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refers to the organisational embedding of practical experiences in academic contexts
(see above), the perspective of workplace learning research focuses the antecedents,
processes, and products of informal learning processes in the workplace (Tynjila,
2013).

Informal Learning as Part of Work-integrated Education

While internships in the context of WIE are considered as a formal part of study
programs, much of workplace learning (in internships) itself is rather informal.
Workplace learning (learning processes) can be categorised based on the level of
formalisation, its intention, and the level of consciousness, although the strands of
argument are not without overlap.

A widely used classification in workplace learning research is the distinction
between informal and formal learning, which can be seen as the ends of a continuum
of formality (rather than two distinct types) (e.g., Eraut, 2004). Characteristics of
the informal end are implicit, unintended, opportunistic, and unstructured learning
and the absence of an instructor (Eraut, 2004, p. 250), while (rather) formal learn-
ing activities are usually institutionalised, classroom based and highly structured
(Marsick & Watkins, 1990; see also Eraut, 2000, 2004; Manuti et al., 2015; Mar-
sick & Watkins, 1990). Billett (2013) criticises the use of levels of formality to cat-
egorise learning through practice for a number of reasons. For example, he points
out that the term ’informal’ suggests a lack of structure and organisation, which is
not the case for most workplace learning. Instead, workplace experiences are shaped
by workplace norms and practices, and this structuring is central to the potential of
workplaces as learning environments (p. 131). While acknowledging this argument
and the prevalence of structures in the workplace, we continue to refer to informal
learning activities in this article because the learning processes focused on in the
article share several of the characteristics outlined in Eraut’s (2004) underpinning,
for example, as the learning processes addressed are not purposefully structured or
accompanied (e.g., by an instructor or a colleague).

A line of argument that has been used especially in the German VET context
highlights the construct intention (of an activity) as a criterion for differentiation
between learning and working activities. Work-related learning activities tend to
be self-directed and are aimed at developing one’s own competences, i.e., acquir-
ing knowledge, skills and abilities to cope with future work activities. Work-related
activities, on the other hand, are environment-orientated and are aimed at coping
with current work requirements (Achtenhagen et al., 1992; Dulisch, 1994; Kell,
1989). In practice, however, there is often an overlap or oscillation between learning
and working (Kell, 1989). Work situations and activities, while often not associated
with learning at first glance, are potentially of relevance to learning. For example,
Billett (1999, 2011a) emphasises that learning occurs in everyday work activities
such as observing or listening. Therefore, although work processes are directed
toward work goals, they bring about an intended or unintended, conscious or uncon-
scious, positive or negative change in the acting person (Rausch & Schley, 2015).
In his typology of informal learning, Eraut (2004) also uses intention as a criterion
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for differentiation, but also considers different levels of consciousness: Deliberative
learning includes deliberate learning, which is linked to a learning goal and time,
as well as engagement in deliberative activities such as planning and problem solv-
ing. Reactive learning is also intended, but takes place directly in the context of an
action (with little time to think) (p. 250). The third form is labelled as implicit learn-
ing, which Reber (1993, p. 5) defines as “the acquisition of knowledge that takes
place largely independently of conscious attempts to learn and largely in the absence
of explicit knowledge about what was acquired”. Rather unconscious learning pro-
cesses are also referred to as incidental learning. Marsick and Watkins (1990, p. 12)
define incidental (as a subcategory of informal learning) as a by-product of another
activity (such as task accomplishment, trial-and-error experimentation, or even for-
mal learning) which almost always takes place in everyday experience, with people
not always conscious of their learning. While implicit and incidental learning are
often used synonymously, some researchers refer to differences between the terms:
For example, Kelly (2012, p. 1517) points out that in incidental learning, knowledge
acquisition occurs unconsciously, but unlike implicit learning, this knowledge does
not remain largely inaccessible to conscious awareness (for more details on this dis-
tinction, see Marsick et al., 2006). However, awareness of one’s learning is thought
to improve learning and reach more/better learning outcomes in the future. One
possibility to (partly) become aware of unconscious learning processes is reflection
(Simons, 2012). Here, it is helpful if people can reflect on their learning (processes)
in relation to concrete situations/outcomes (Eraut, 2000).

Altogether, much of the learning within internships — the focus of this paper — is
likely to be placed at the informal end of the continuum (formalisation), is mainly
environment-oriented and is aimed at coping with current work demands (intention).
Regarding the third classification criterion, it seems plausible that learning during
the work tasks was both unconscious and conscious (level of awareness), but aware-
ness may have been promoted by reflection when reporting the tasks and their crite-
ria in the diaries.

Work Task Characteristics Fostering Learning

Work activities and interactions with inherent characteristics that support learning
can be referred to as pedagogically rich activities (Billett & Noble, 2020). As out-
lined by Rausch (2013), there are several characteristics of (work) tasks that can be
understood in terms of educationally rich activities and are considered significant
for learning in the workplace. In some approaches, work task characteristics are also
referred to as job characteristics (e.g., Hackman & Oldham, 1976; Karasek, 1998;
McKnight et al., 2009). Parker (2014, 2017), on the other hand, refers to the concept
of work design, which is concerned with the content and organisation of work tasks,
activities, relationships and responsibilities (Parker, 2014, p. 662) and includes simi-
lar aspects to those included in overviews of work task or job characteristics. This
seems plausible, as Parker (2017) points out that the terms job/work characteristics
are commonly used to describe work design.
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Some frameworks further distinguish between different dimensions of work
(design) characteristics. In the Work Design Questionnaire (WDQ), Morgeson and
Humphrey (2006) differentiate between task characteristics (which primarily relate
to how the work itself is done; e.g., autonomy), knowledge characteristics (knowl-
edge, skills, abilities required to do a job; e.g., complexity of the job) and social
characteristics (extent to which a job provides opportunities for guidance/advice and
support/help from others; e.g., social support). Other listings do not further subdi-
vide the included characteristics (e.g., Parker, 2017 or Rausch, 2013). In the fol-
lowing sections of the paper, we will restrict ourselves to task characteristics as a
collective term for the characteristics of work tasks, which includes both task char-
acteristics in a narrow sense (task characteristics in the WDQ) and in a broader
sense (knowledge and social characteristics in the WDQ).

Work tasks differ in the extent to which they require and trigger reflection and
learning. Overall, work tasks “constitute the micro-level interface between the
organisation and the individual and, therefore, are the most important variables in
daily work” (Rausch, 2013, p. 59). Hence, they determine the opportunities to learn
in the workplace (Gijbels et al., 2012, p. 54). The effects of task characteristics on
learning have been discussed in models on workplace learning. The demand-con-
trol model (or job strain model) was originally developed to predict mental strain
but is also frequently used to explain (workplace) learning (Karasek, 1979, 1998).
According to the (job) demand-control model, jobs/tasks are conducive to learn-
ing when workers engage in highly demanding tasks (job demands) that also offer
sufficient degrees of freedom (job control). The extended demand-control-support
model by Johnson and Hall (1988) added social support as an additional dimension.
Other models dealing with the influence of task characteristics on workplace learn-
ing include the job characteristics model (JCM; Hackman & Oldham, 1976), the
Work Design Growth Model (Parker, 2017), a meta-synopsis summarising several
theoretical and empirical works by Rausch (2013) or the Work Design Question-
naire (WDQ) (Morgeson & Humphrey, 2006). In order to provide a better picture
of the different (work) task characteristics, a table comparing the outlined models is
provided below (Table 1).

Several studies at different educational stages and in various domains support the
importance of task characteristics for workplace learning processes (e.g., Brodsky
et al., 2019; Froehlich et al., 2019; Goller et al., 2020; Rausch, 2013). For some
task characteristics, results show similar tendencies: For example, feedback or sup-
port/assistance from others are significant positive predictors of learning potential
in several studies (e.g., Brodsky et al., 2019; Froehlich et al., 2019; Rausch 2013).
In the case of characteristics such as the novelty of a task, results differ (signifi-
cant positive predictor in a study by Rausch, 2013, insignificant in a similar study
by Brodsky et al., 2019). In their review of the relationship between learning ante-
cedents (various task characteristics), learning processes (e.g., meta-cognitive pro-
cesses), and learning consequences, Wielenga-Meijer et al. (2010) found both direct
(e.g., positive relationship between feedback frequency and learning consequences)
and mediated effects (e.g., the relationship between autonomy and learning conse-
quences is mediated by motivational processes) of task characteristics on learning

@ Springer



A. Brodsky et al.

440

arreuuonsang) USISA JI0AN AU} WOIJ UOISUAWIP (D) SINSLIAORIRYD

[eNIX9JU0D) AY) SPN[OUT JOU PIP oM ‘SYSB) SIom oP1oads 0) paje[ar A[IO2IIp 10U SI )T Sy "SONSLIAORIRYD) [BIO0S DS ‘SONSIIdIoRIRYD) 95pa[mouy] DY ‘SonsLIdOeIRy) JSel, D

(DS) S1PYIQ WOl yorqPad]

29
uonezIuesIo ay) 9pIsinQ UONOBIAU]

(DS) 2ouspuadapiajuy
(DOS) 1oddng 1008 suondniiouy Jo 90uasqQy
(O3] uonesiferdadg Kouaredsuel], SoNSLIgIORIBYD) JIOA IOYIO
(O3 Kotrep 1IDIS Apiqrxapg sy, SoLIBIOYaUSY (IIM 1OBIU0T
(O3]) SurAjos wopqoig NoeqPad]  1ovIu0)) [B100S/110ddng [e100S
(D) Surssao01g uoneWwIOJU] QouedyIusIg Yorqpas qor
(O3 Anrxerdwo) qor Anuapy ysey, Kyorrep ysel, JorqPad]
(DL) Amuapy ysey, uonovIAUL Anuapy ysey, Kwouoiny
(D) 2oueoyIusIg yse], Kyorrep SpuBW( JLIPOIN Q0UBOYIUSIS YSB], 110ddng Te100S
(D) Korep ysey, uonoy jo adoog Kyixerdwo)/e3usrey) qor Knuapy ysel, [onuo) qof
(DL) Awouoiny a8usyreyd Awouoiny/[onuo)) qof K)oLIep oS puewa( qof
(9L61 ‘wrey (6L61 “oserey
(900t “Aoryduny 29 uos (L10T “ed)  -PIO % UBURORH) [SPOIN ‘8861 ‘TIeH 29 UoSUYOf[) [9POIN
-a3101N) 21reuuonsan() uSIso( oA (£10T ‘yosney]) sisdoukS-e1ojAl  [OPOJN Yimoln) uiso( oM sonsLsloRIRY)) qOf (310ddng -) jonuo)-spuewaq qof

SOTISLIR)IRIRYD) JSBT, JIOA JO suonesien)doouo)) Jo MIAIATOAQ | d|qeL

pringer

AQs



Informal Learning in Business Internships in Higher Education... 441

consequences.” Since work tasks are defined subjectively depending on the person
who takes them on (Rausch, 2013, p. 58), the perception of task characteristics
may also vary from person to person. For instance, the perceived challenge associ-
ated with a work task may be related to a person’s previous educational and work
experiences.

Workplace Curricula and Guidance

A workplace curriculum describes the sequencing of work tasks within the learning
trajectory of novices. In educational settings, a curriculum is an “interrelated set of
plans and experiences which a student completes under the guidance of the school”
(Marsh, 1997/2016; Marsh & Stafford, 1988; Marsh & Willis, 2007). From a work-
place learning perspective, curricula can emphasise teaching or learning: While
teaching curricula are designed for the instruction of newcomers, learning curricula
consist of situated opportunities for the improvisational development of new prac-
tices (Lave, 1990, as cited in Lave & Wenger-Trayner, 1991, p. 97). Learning cur-
ricula can be seen as a means of organising and enacting learning experiences in
practice settings such as workplaces (Billett, 2011b, p. 17) and “define, when and
how novices are confronted with new tasks and activities at work™ (Goller et al.,
2019, p. 69). Billett (2016) emphasises that workplace curricula include arranging
access to workplace experience in order to progressively secure the skills to prac-
tise effectively. Such pathways usually start with tasks where the consequences of
making errors are not serious and continue with tasks where the consequences of
errors are more severe (p. 128). Three different types of (workplace) curricula can
be distinguished: The infended (what is intended to occur), the enacted (what actu-
ally happens when a curriculum is enacted), and the experienced curriculum (what
learners experience, interpret, and learn as a result of the enactment) (Billett, 2006).
While an ideal intended curriculum comprises both pathways towards full participa-
tion (within a social practice as a learning outcome) and the support that is required
for learning, the enacted and experienced curricula are not necessarily congruent
with it. For example, the intended learning content may not be adequately translated
into the practical context (enacted curriculum) due to workplace constraints (Billett,
2006). In many workplaces, it is not necessary to consciously organise the overall
structure of a learning curriculum, as it may already exist. Nevertheless, it might be
worthwhile to outline the pathway to make sure that it is explicit and understood and
also try to make its progression more structured (Billett, 2011b, pp. 26-27). Goller
et al. (2019) stated that workplace curricula can be very specific to particular work
domains and the specific circumstances of a certain job (and underlines this by sum-
marising central workplace curricula studies). Therefore, the authors argue that it
is important to empirically investigate whether curricula exist for different domains
and how they are structured.

2 As the authors mention, in many cases, the direction of the effects could not be clearly established due
to the chosen research designs. Consequently, this problem also carries over to the review.
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The individual characteristics of newcomers and skilled colleagues also shape the
curriculum. On the part of the newcomers, work agency (in the sense of the "ability and
tendency to make intentional decisions, initiate actions based on those decisions, and
exercise control over the self and the environment in work-related contexts", Goller,
2017, p. 87) plays an important role. While some students (relatively) new to a work-
place may be more passive, others may engage in challenging activities earlier and
more deliberately. In an interview study on expertise development in the workplace,
German sales experts referred to these behaviours as ‘jumping in at the deep end’
(Kohler & Rausch, 2022). Skilled colleagues who guide newcomers differ in the extent
to which they assign challenging tasks and provide guidance in terms of explanations
before, assistance during, and feedback after task completion. They often experience
time pressure and need to balance their own work obligations with guiding newcomers
(Rausch, 2011). Intuitively, they often sequence the experiences of the learners simi-
larly to (more pedagogically reasoned) practices within educational settings (Billett,
2006). Typically, the initial guidance decreases over time as described by the concepts
of scaffolding and fading (Collins et al., 1989; Mikkonen et al., 2017). The investment
on the part of skilled workers is based on a conscious or unconscious cost—benefit trade-
off because after an initial investment in guidance, the newcomer’s contribution to the
department’s workflows pays off. A typical approach of minimising effort by setting
challenging tasks without proper guidance is perceived by novices as being ‘thrown in
at the deep end’ but can nevertheless prove effective in retrospect (Rausch et al., 2022).
It seems plausible that supervisors who have personally experienced intensive supervi-
sion in the course of their professional career, e.g., as part of their training, feel more
committed and are therefore more willing to pass this on to new trainees and interns.
However, it also seems plausible that less time is invested in the supervision of trainees
who have only been with the company for a relatively short time.

Based on theoretical frameworks and prior research on informal learning in the
workplace, the influences of task characteristics including perceived guidance during
tasks and the sequencing of tasks within workplace curricula, we conducted a diary
study with business students in higher education. A semi-standardised diary was used
to collect data on task characteristics, received guidance and self-perceived learning
during the first and the last week of an eight-week business internship. The following
research questions are addressed below:

RQ1:What tasks are students entrusted with at the beginning and the end of an
eight-week internship? (= enacted curriculum)

RQ2: How do students perceive the tasks at the beginning and the end of the
internship? (= experienced curriculum)

RQ3:Which task characteristics predict self-perceived learning from a work
task?
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Method
Sample

The study focuses on informal learning during curriculum-based internships in HE.
The sample consists of Business Education students (Bachelor of Science) from a
German university, most of whom had just completed the fourth semester of the
program. As part of their academic curriculum, students are required to complete
a module that combines an academic lecture with a company internship of at least
eight weeks. Due to the overall focus of the degree program, many students com-
plete their internship in Human Resource departments. In their internship reports,
participants can choose from several research approaches to collect data on work-
place learning during their internship, one option being to participate in a diary
study focusing on work tasks. The participants are requested to record three to six
typical work tasks each day during their first and last week of the internship.

Data for the present study were collected in two consecutive academic years. A
total of 51 students documented 1,984 tasks, distributed roughly evenly between the
first and last week of the internship. Of the 51 participating students, 37 were female
and 14 were male. While most students completed their internship primarily on-site
at the internship company, some participants worked primarily from home or did not
provide specific information regarding their work location.

Procedure

To collect data in situ, we used standardised diaries (Rausch, 2014; Rausch et al.,
2022). Students were asked to document® three to six work tasks during the first five
as well as during the last five working days of the internship, resulting in a total of
approximately 50 recorded tasks. Since the focus of the study is on incidental learn-
ing from the students’ own work tasks, participants were requested to only record
work tasks and to not include activities such as instructions given by others or pas-
sive observations of colleagues. Each entry in the diary had to relate to exactly one
task, which could last from a few minutes to several hours. Additionally, students
were asked to select the work tasks in a way that provides a representative picture of
their working day.

The diary is structured as follows: After providing some information about the
date, time and duration of the task, participants describe the task in a short free text
and rate several task characteristics on a four-point Likert-scale from O (=disagree)
to 3 (=agree). The following items were included in the work diary:

— Novelty (Item: “The task was new to me”),
— Explanation received (Item: “The task was explained to me in detail in advance”),

3 In this study, the primary purpose of the diary was to serve as a data collection method. In addition,
(learning) diaries can be used to reflect on learning processes (e.g., Glaser-Zikuda & Hascher, 2007).
Therefore, the diaries used in this study may also have promoted reflection among the surveyed students.
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— Finding out for oneself (Item: “I had to find out for myself how to accomplish the
task™),

— Challenge/Difficulty (Item: “The task was challenging for me”),

— Autonomy (Item: “T had a lot of autonomy while working on the task™),

— Help received (Item: “I received help while working on this task”),

— Feedback received (Item: “I received feedback on this task™),

— Error (Item: “I made mistakes while working on the task™),

— Self-perceived Learning (Item: “In this specific task, I was able to learn some-
thing.”)

Of these task characteristics, Help received and Feedback received refer to the
guidance students received during the internship. Self-perceived learning is the
dependent variable in the analysis of RQ 3.

Data Analysis
Qualitative Data Analysis

Based on the task descriptions, the work tasks were categorised in a content analy-
sis. Table 2 shows the work task categories, which were developed based on prior
studies (Brodsky et al., 2019; Keck, 1999; Rausch, 2013). The catalogue comprises
nine different task categories and ‘other tasks’.

A total of 1,984 documented student work tasks are included in the data analysis.
Two independent coders assessed 220 work task records (> 10 per cent) of the stu-
dents to address inter-rater reliability. A Cohen’s kappa coefficient (x) of 0.84 indi-
cates an almost perfect (Landis & Koch, 1977, p. 165) agreement. The remaining
1,764 work tasks were coded by a single rater.

Quantitative Data Analysis

The dataset showed less than 2 percent missing data for all variables, suggesting
imputation. The Little test indicated that the data did not meet the missing com-
pletely at random (MCAR) condition. Since we assumed that the data were missing
at random (MAR), the expectation—-maximisation (EM) algorithm was used for data
imputation as a recommended approach for the MAR condition (Hair et al., 2019).
To learn more about how work tasks differ between the beginning and the end
of the internship (RQ1; enacted curriculum), the relative frequencies of the dif-
ferent work task categories in the first and the last week of the internship were
calculated. When investigating the perceived work task characteristics (RQ2;
experienced curriculum) and explaining the perceived learning by task charac-
teristics (RQ3), the multilevel structure of the data had to be considered since the
diary records are nested within individuals. In such cases, either econometricians’
panel data models (Croissant & Millo, 2019) or their counterparts in the form
of mixed models can be used (see Croissant & Millo, 2008, for details on the
similarities and differences between these two approaches). In the following, we
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report the application and findings of the (econometricians’) panel data analysis.
To compare means between the first and last week (RQ2), we specified models in
which the week of data collection (as the only explanatory variable) was coded
as a dummy variable (first week =0, last week =1). To address RQ3, we analysed
the influence of several task characteristics on self-perceived learning. In the first
step, we specified both fixed- and random-effects models. In order to examine
which model fits better to our data, we ran the Hausman test for both models
(first and last week) (Hausman, 1978). The tests showed for one model that the
individual error terms are correlated with the regressors (=endogeneity). In these
cases, the use of fixed-effects models is recommended (Greene, 2020). To test for
serial correlation of the errors in fixed-effects panel models, we conducted both
the Breusch-Godfrey test (Breusch, 1978; Godfrey, 1978; Wooldridge, 2010) and
the Wooldridge test (Wooldridge, 2010), both indicating the presence of serial
correlation. Using the Breusch-Pagan test (Breusch & Pagan, 1979), we examined
the presence of heteroskedasticity, which was also present in the data. In response
to that, heteroskedasticity-consistent estimators HCO-HC4 can be used (see for
example White, 1980; Zeileis, 2004). We applied the HC4 estimator proposed
by Cribari-Neto and da Silva (2011). To control for serial correlation, we fol-
lowed the method proposed by Arellano (1987). The panel data analyses were
conducted with the R packages plm (Croissant & Millo, 2008; Croissant et al.,
2022) and Imtest (Hothorn et al., 2022; Zeileis & Hothorn, 2002). To interpret the
results for RQ2, we calculated the effect size Cohen’s d (using the pooled data).
According to Cohen (1988), d=0.20 represents a small, d=0.50 a medium, and
d=0.80 a large effect.

Results

RQ 1: Changes in Work Tasks During the Course of the Internship (= Enacted
Curriculum)

The relative frequencies of the work tasks (Table 3) indicate that Organisational
routine and administrative tasks — both with a domain-specific focus (first week:
34.8%, last week: 35.3%) and without a domain-specific focus (first week: 15.5%,
last week: 18.4%) — are the most frequent work tasks at the beginning and at the end
of the internship. The relative frequency of the two categories increased slightly.
Another five categories occurred quite similarly often, with about 10 per cent each:
Interactions with people and organisations external to the company (with low auton-
omy), Creation/production (with low autonomy), Audit and control tasks, Creation/
production (with high autonomy), and Research activities with domain-specific
focus. Altogether, the relative frequencies changed only slightly between the begin-
ning and end of the internship. The largest (relative) changes were found for Audit
and control tasks and research activities. Active participation in internal meetings
as well as Interactions with people and organisations external to the company with a
high autonomy occurred very rarely.
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Table 4 Comparison of the Task Perception Between the Beginning and End of the Internship

First Week of Last Week of t p Cohen’s d

Internship Internship

M SD M SD
Novelty 1.92 1.14 97 1.11 -11.58 <.001 -.85
Explanation received 1.75 1.10 1.11 1.12 -6.66 <.001 -.58
Finding out for oneself 1.35 1.11 1.44 1.19 0.76 n.s .08
Challenge/difficulty 1.45 1.02 1.06 1.02 -5.80 <.001 -.38
Autonomy 1.14 1.18 1.24 1.18 1.89 n.s .09
Help received 1.16 1.06 .70 .96 -6.61 <.001 -46
Feedback received 1.88 1.17 1.44 1.24 -5.02 <.001 -36
Error .56 77 .28 .58 -5.53 <.001 -41
Self-perceived learning 2.06 1.02 1.60 1.17 -6.40 <.001 -42

Example item (Finding out for oneself): I had to find out for myself how to accomplish the task
Scale: 0 (=disagree), 1 (=rather disagree), 2 (=rather agree), 3 (=agree), n. s.=not significant,

n; (first week) =936, n, (last week) = 1,048, r=t-values based on panel regressions (fixed-effects models)
in which weeks were coded as dummy variables (first week: 0; last week: 1), d=effect size Cohen’s d

RQ 2: Perception of Work Task Characteristics During the Course of the Internship
(= Experienced Curriculum)

The comparison between the two measurement points reveals that the students” eval-
uation of most task characteristics is lower at the end of the internship. This is espe-
cially true for Novelty, Explanation, and Help. Mean comparisons led to significant
results (p <0.001) for other characteristics such as Challenge/difficulty, Feedback,
Error, and self-perceived Learning. There are only two exceptions to this tendency:
Finding out for oneself and Autonomy, which slightly increase, although not on a
significant level. The results including the effect sizes are displayed in Table 4.

RQ 3: Predictors of Self-Perceived Learning from a Work Task

To answer RQ 3, we calculated Spearman’s rank correlations (as the item-related
data was not normally distributed) (Table 5). The analyses show plausible correla-
tions and similar results for the first and the last week. For instance, Challenge/diffi-
culty is positively correlated with Error and there are negative correlations between
Explanation and Finding out for oneself.

Futhermore, we conducted two fixed effects panel models,* each for the first and
the last week of the internships (Table 6). Findings show that several task charac-
teristics predict student Learning in both weeks. These include Novelty, Challenge/
difficulty, Explanation, and Feedback. In other cases, the findings differ between
the two weeks. While Autonomy does not predict learning in the first week of the

4 For control purposes, we also specified mixed models. The results were very similar to the panel data
analysis reported here.
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Table 6 Predictors of Self-perceived Learning in the Workplace

First Week of Internship Last Week of Internship
Predictor Estimate SE p Estimate SE p
Novelty .19 .04 <.001 27 .05 <.001
Explanation received 11 .05 <.05 .16 .05 <.001
Figure out procedure -.06 .04 n.s .04 .05 n.s
Challenge/difficulty 24 .04 <.001 .28 .04 <.001
Autonomy .03 .04 n.s .14 .06 <.05
Help received 11 .04 <.01 .02 .04 n.s
Feedback received .10 .04 <.05 .07 .03 <.05
Error .04 .04 n.s -.07 .05 n.s
R? (adjusted R?) 36 (.32) 37(33)

n. s. not significant, n; (first week) =936, n, (last week) =1,048

internship, it does in the last week. The opposite is true for Help, which predicts
learning at the beginning of the internship, but less so at the end of the internship.
Finding out for oneself is not a significant predictor in both weeks. The task charac-
teristics explain 32 percent (first week), respectively 33 percent (last week) of the
variance in perceived learning.

Discussion

This study investigates students” work tasks (RQ1), their perception of work task
characteristics (RQ2), and the influence of work task characteristics on self-per-
ceived learning from a task (RQ3) — each at the beginning and end of an eight-week
business internship. A diary study was conducted to overcome the limitations of
retrospective data collection. To answer RQ1 regarding the enacted curriculum, we
developed a task catalogue consisting of ten task categories (including other tasks)
and then coded the 1,984 recorded work tasks based on a content analysis of free-
text descriptions. The analysis revealed that the frequencies of the different task
types included in the catalogue do not differ much between the first and the last
week of the business internship. In both weeks, many students dealt with Organi-
sational routine and administrative tasks, especially those with a domain-specific
focus (e.g., recording and updating customer data). Further task categories, each of
which represents approx. 10% of the work tasks, include Creation/production with
low autonomy (e.g., creating presentations according to specific specifications)
and Creation/production with high autonomy (e.g., creating presentations without
specific specifications), Research activities, Interactions with people and organisa-
tions external to the company (low autonomy), and Audit and control tasks. Other
task types occurred rarely. Regarding the concept of workplace curricula (e.g., Bil-
lett, 2016; Goller et al., 2019), it is surprising that there were only minor changes
in the shares of work tasks throughout the course of the internships. One possible
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explanation for this finding could be that interns are only temporarily employed in
a company and certain types of tasks are only entrusted to people with longer-term
employment (e.g., apprentices). Moreover, the duration of the internships is only
eight weeks in most cases; this could prevent workplace supervisors from ‘invest-
ing in the interns’ by successively assigning them to more difficult task types that
require an ongoing scaffolding.

Regarding RQ2, we found that the perceived task characteristics changed over the
course of the internship, unlike the task types. Task characteristics such as Novelty
or Challenge/difficulty decreased significantly between the first and the last week.
Similarly, the perceived Help and/or Feedback students received in relation to their
work tasks also decreased. However, the results also suggest that, although not sig-
nificantly, students have a somewhat higher degree of Autonomy at the end of the
internship and take an increasingly self-directed approach (Finding out for oneself).
This suggests that scaffolding and fading (e.g., Mikkonen et al., 2017) are used in
the guidance process.

Concerning the influence of task characteristics on perceived learning from a task
(RQ3), Novelty, Challenge, and Feedback proved to be important factors in both
weeks of the diary study. While Help received is a significant predictor of learning
in the first but not in the last week of the internship, the reverse is true for autonomy,
which is not a significant predictor in the first but in the last week. This suggests
the effectiveness of scaffolding and fading: scaffolding in terms of help is impor-
tant at the beginning while fading in terms of increasing autonomy is important at
the end of the internship. Some of these findings are in line with other diary stud-
ies, for instance, the importance of Feedback for learning. However, other variables
such as Challenge/difficulty have not proven to be significant predictors in earlier
diary studies (Brodsky et al., 2019; Rausch, 2013). This suggests that not only can
work tasks change over time (see workplace curricula), but the significance of task
characteristics that promote learning can also evolve over time. When relating the
findings to theoretical models such as the demand-control-support model (Johnson
& Hall, 1988; Karasek, 1979), findings from our study indicate an especially high
importance of the dimensions of job demands (Challenge/difficulty), and job sup-
port (Feedback or Help), but are more ambiguous regarding the control component
(Finding out for oneself and Autonomy).

Limitations

One limitation of our study is that it was affected by the COVID-19 pandemic.
Although most of the internships in the study were (primarily) attendance-based, the
pandemic may have affected office staffing. Hence, there might have been fewer col-
leagues on site to supervise the interns. Further limitations concern data collection.
Although data collection took place close to the learning processes using the diary
method, the data is still based on students” self-reports. Besides, data on task char-
acteristics and self-perceived learning was assessed by using single-item measures.
While the work diaries trigger a reflection on workplace learning, students may, in
part, still not be aware of their learning processes. Conversely, however, triggering
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reflection on workplace learning by using diaries may also have fostered learning to
some extent. In addition, we were only able to study a limited period of the intern-
ship: the first week and the last week of an eight-week internship. Therefore, it was
not possible to examine detailed developments over the entire internship period.
Moreover, the focus on the very first and the very last week might introduce particu-
lar biases due to onboarding processes or proximity to the end of the internship.

Implications and Future Research

In many cases, student learning in (business) internships is considered to have posi-
tive effects on students’ competencies and employability. Our findings on task types
and task characteristics that promote student learning can help mentors and super-
visors to further improve the sequencing and structuring of work tasks during the
internship. For instance, the task types do not vary significantly between the begin-
ning and the end of the internship, while the perceived difficulty of the activities is
rated significantly lower by students at the end of the internship than at the begin-
ning. Against the background that the difficulty of an activity is a highly significant
predictor of perceived learning, it would therefore be advisable to gradually increase
the difficulty of work tasks during the placement. However, such planning and
development of the intended curriculum would require additional time from mentors
and supervisors, which would pay off more the longer the placement lasts.

To learn more about the impact of task characteristics on student learning, longi-
tudinal data collection, preferably over the entire duration of the internships, should
be beneficial. Furthermore, possible biases in investigating the first and the last week
should be regarded. In a replication study, we will investigate the second and the
penultimate week. In addition, possible effects of the different domains of intern-
ships should be considered. It seems plausible that task characteristics conducive to
learning might differ not only over time but also across different occupations, trades,
departments, and so forth. Differences between working on-site or remotely should
also be investigated. Even after the end of the pandemic, in many back-office depart-
ments, remote work has become more frequent. This will also be considered in the
envisaged replication study.

Acknowledgements Special thanks to Robert Miihldorfer for his competent assistance in coding the
material.

Authors’ Contributions We declare that each author of this manuscript has substantially contributed to
conducting the underlying research and drafting this manuscript.

Funding Open Access funding enabled and organized by Projekt DEAL. The authors did not receive sup-
port from any organization for the submitted work.

Availability of Data and Materials The data that support the findings of this study are available from the
corresponding author upon reasonable request.

Declarations

Ethics Approval and Consent to Participate The participants provided written informed consent.

@ Springer



454 A. Brodsky et al.

Consent for Publication Furthermore, we confirm that this manuscript has not been previously published
and is not currently under consideration by any other journal.

Competing Interests The authors have no financial or non-financial interests to disclose.

Open Access This article is licensed under a Creative Commons Attribution 4.0 International License,
which permits use, sharing, adaptation, distribution and reproduction in any medium or format, as long as
you give appropriate credit to the original author(s) and the source, provide a link to the Creative Com-
mons licence, and indicate if changes were made. The images or other third party material in this article
are included in the article’s Creative Commons licence, unless indicated otherwise in a credit line to the
material. If material is not included in the article’s Creative Commons licence and your intended use is
not permitted by statutory regulation or exceeds the permitted use, you will need to obtain permission
directly from the copyright holder. To view a copy of this licence, visit http://creativecommons.org/licen
ses/by/4.0/.

References

Achtenhagen, F., John, E. G., Preif}, P., Tramm, T., Schunck, A., & Seemann-Weymar, H. (1992). Lern-
handeln in komplexen Situationen: Neue Konzepte in der Betriebswirtschaftlichen Ausbildung
[Learning in Complex Situations: New Concepts of Business Education]. Gabler. https://doi.org/10.
1007/978-3-322-90323-5

Ambrose, S. A., & Poklop, L. (2015). Do Students Really Learn from Experience? Change: The Maga-
zine of Higher Learning, 47(1), 54-61. https://doi.org/10.1080/00091383.2015.996098

Arellano, M. (1987). PRACTITIONERS’ CORNER: Computing Robust Standard Errors for Within-
groups Estimators. Oxford Bulletin of Economics and Statistics, 49(4), 431-434. https://doi.org/10.
1111/.1468-0084.1987.mp49004006.x

Billett, S. (1999). Guided Learning at Work. In D. Boud & J. Garrick (Eds.), Understanding Learning at
Work (pp. 151-164). Routledge.

Billett, S. (2006). Constituting the Workplace Curriculum. Journal of Curriculum Studies, 38(1), 31-48.
https://doi.org/10.1080/00220270500153781

Billett, S. (2011). Learning in the Circumstances of Work: The Didactics of Practice. Education Et
Didactique, 5(2), 125-146. https://doi.org/10.4000/educationdidactique.1251

Billett, S. (2011b). Workplace Curriculum: Practice and propositions. In F. Dochy, P. van den Bossche,
M. Segers, & D. Gijbels (Eds.), Routledge Psychology in Education. Theories of Learning for the
Workplace: Building Blocks for Training and Professional Development Programs. Routledge Psy-
chology in Education: Building blocks for training and professional development programmes (pp.
17-36). Routledge

Billett, S. (2013). Learning through Practice: Beyond Informal and towards a Framework for Learning
through Practice. In UNESCO-UNEVOC International Centre for Technical and Vocational Educa-
tion and Training (Ed.), Revisiting global trends in TVET (pp. 123-163). UNESCO.

Billett, S. (2016). Learning through Health Care Work: Premises, Contributions and Practices. Medical
Education, 50(1), 124—131. https://doi.org/10.1111/medu.12848

Billett, S. (2019). Augmenting Post-Practicum Experiences: Purposes and Practices. In S. Billett, J. New-
ton, G. Rogers, & C. Noble (Eds.), Augmenting Health and Social Care Students’ Clinical Learning
Experiences: Outcomes and Processes (1st ed. 2019, pp. 3-25). Springer International Publishing

Billett, S. (2024). Constituting Integration in Work-integrated Education and Learning. Studies in Con-
tinuing Education, 1-18. https://doi.org/10.1080/0158037X.2024.2363262

Billett, S., & Noble, C. (2020). Utilizing Pedagogically Rich Work Activities to Promote Professional
Learning. Education Et Didactique, 14(3), 137-150. https://doi.org/10.4000/educationdidactique.
7943

Breusch, T. S. (1978). Testing for Autocorrelation in Dynamic Linear Models. Australian Economic
Papers, 17(31), 334-355. https://doi.org/10.1111/j.1467-8454.1978.tb00635.x

@ Springer


http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://doi.org/10.1007/978-3-322-90323-5
https://doi.org/10.1007/978-3-322-90323-5
https://doi.org/10.1080/00091383.2015.996098
https://doi.org/10.1111/j.1468-0084.1987.mp49004006.x
https://doi.org/10.1111/j.1468-0084.1987.mp49004006.x
https://doi.org/10.1080/00220270500153781
https://doi.org/10.4000/educationdidactique.1251
https://doi.org/10.1111/medu.12848
https://doi.org/10.1080/0158037X.2024.2363262
https://doi.org/10.4000/educationdidactique.7943
https://doi.org/10.4000/educationdidactique.7943
https://doi.org/10.1111/j.1467-8454.1978.tb00635.x

Informal Learning in Business Internships in Higher Education... 455

Breusch, T. S., & Pagan, A. R. (1979). A Simple Test for Heteroscedasticity and Random Coefficient
Variation. Econometrica, 47, 1287-1294. https://doi.org/10.2307/1911963

Brodsky, A., Seifried, J., & Sailmann, G. (2019). Welche Potenziale bergen praktische Phasen im dualen
Studium? Empirische Befunde einer Lerntagebuchstudie. [Potentials of Practical Periods Embedded
in Dual Higher Education. Empirical Findings From a Diariy Study]. Zeitschrift fiir Berufs- und
Wirtschaftspddagogik, 115(1), 130-153. https://doi.org/10.25162/zbw-2019-0006

Chen, C.-T., Hu, J.-L., Wang, C.-C., & Chen, C.-F. (2011). A Study of the Effects of Internship Experi-
ences on the Behavioural Intentions of College Students Majoring in Leisure Management in Tai-
wan. The Journal of Hospitality Leisure Sport and Tourism, 10(2), 61-73

Cohen, J. (1988). Statistical Power Analysis for the Behavioral Sciences (2nd edition). Lawrence Erlbaum
Associates.

Collins, A., Brown, J. S., & Newman, S. E. (1989). Cognitive Apprenticeship: Teaching the Crafts of
Reading, Writing and Mathematics. In L. B. Resnick (Ed.), Knowing, Learning, and Instruction:
Essays in Honor of Robert Glaser (pp. 453—494). Routledge

Cooper, L., Orrell, J., & Bowden, M. (2010). Work Integrated Learning: A Guide to Effective Practice.
Routledge

Cribari-Neto, F., & da Silva, W. B. (2011). A New Heteroskedasticity-consistent Covariance Matrix
Estimator for the Linear Regression Model. AStA Advances in Statistical Analysis, 95(2), 129-146.
https://doi.org/10.1007/s10182-010-0141-2

Croissant, Y., & Millo, G. (2008). Panel Data Econometrics in R: The plm Package. Journal of Statistical
Software, 27(2), 1-43. https://doi.org/10.18637/jss.v027.i102

Croissant, Y., & Millo, G. (2019). Panel Data Econometrics with R. John Wiley & Sons. https://doi.org/
10.1002/9781119504641

Croissant, Y., Millo, G., & Tappe, K. (2022). Package ‘plm’: Linear Models for Panel Data. https://
cran.r-project.org/web/packages/plm/plm.pdf

Dressler, S. & Keeling, A. E. (2011). Benefits of Cooperative and Work-Integrated Education for Stu-
dents. In R. K. Coll & K. E. Zugwaard (Eds.), International Handbook for Cooperative and Work-
Integrated Education. International Perspectives of Theory, Research and Practice (2" edition, pp.
261-275). Lowell, MA: World Association for Cooperative Education.

Dulisch, F. (1994). Lernen als Form menschlichen Handelns: Eine handlungstheoretisch orientierte
Analyse von Lernprozessen unter besonderer Beriicksichtigung des Selbststeuerungsaspektes (2.
Auflage). Wirtschafts- und berufspdidagogische Schriften: Vol. 2. Hobein

Eraut, M. (2000). Non-formal Learning and Tacit Knowledge in Professional Work. The British Journal
of Educational Psychology, 70(Pt 1), 113-136. https://doi.org/10.1348/000709900158001

Eraut, M. (2004). Informal Learning in the Workplace. Studies in Continuing Education, 26(2), 247-273.
https://doi.org/10.1080/158037042000225245

Froehlich, D. E., Segers, M., Beausaert, S., & Kremer, M. (2019). On the Relation between Task-Variety,
Social Informal Learning, and Employability. Vocations and Learning, 12(1), 113-127. https://doi.
org/10.1007/s12186-018-9212-4

Gijbels, D., Raemdonck, 1., Vervecken, D., & van Herck, J. (2012). What Keeps Low- and High-Qualified
Workers Competitive: Exploring the Influence of Job Characteristics and Self-Directed Learning
Orientation on Work-Related Learning. In P. van den Bossche, W. H. Gijselaers, & R. G. Milter
(Eds.), Learning at the Crossroads of Theory and Practice: Research on Innovative Learning Prac-
tices (pp. 53—69). Springer

Glidser-Zikuda, M., & Hascher, T. (2007). Zum Potenzial von Lerntagebuch und Portfolio [On the poten-
tial of learning diary and portfolio]. In M. Gliser-Zikuda & T. Hascher (Eds.), Lernprozesse doku-
mentieren, reflektieren und beurteilen: Lerntagebuch und Portfolio in Bildungsforschung und Bil-
dungspraxis [Documenting, Reflecting, and Assessing Learning Processes: Learning Diary and
Portfolio in Educational Research and Practice] (pp. 9-21). Klinkhardt

Godfrey, L. G. (1978). Testing Against General Autoregressive and Moving Average Error Models when
the Regressors Include Lagged Dependent Variables. Econometrica, 46(6), 1293-1301

Goller, M. (2017). Human Agency at Work: An active Approach towards Expertise Development.
Springer, Wiesbaden. https://doi.org/10.1007/978-3-658-18286-1

Goller, M., Harteis, C., Gijbels, D., & Donche, V. (2020). Engineering Students’ Learning during Intern-
ships: Exploring the Explanatory Power of the Job Demands-control-support Model. Journal of
Engineering Education, 109(2), 307-324. https://doi.org/10.1002/jee.20308

@ Springer


https://doi.org/10.2307/1911963
https://doi.org/10.25162/zbw-2019-0006
https://doi.org/10.1007/s10182-010-0141-2
https://doi.org/10.18637/jss.v027.i02
https://doi.org/10.1002/9781119504641
https://doi.org/10.1002/9781119504641
https://cran.r-project.org/web/packages/plm/plm.pdf
https://cran.r-project.org/web/packages/plm/plm.pdf
https://doi.org/10.1348/000709900158001
https://doi.org/10.1080/158037042000225245
https://doi.org/10.1007/s12186-018-9212-4
https://doi.org/10.1007/s12186-018-9212-4
https://doi.org/10.1007/978-3-658-18286-1
https://doi.org/10.1002/jee.20308

456 A. Brodsky et al.

Goller, M., Steffen, B., & Harteis, C. (2019). Becoming a Nurse Aide: An Investigation of an Existing
Workplace Curriculum in a Nursing Home. Vocations and Learning, 12(1), 67-85. https://doi.
org/10.1007/s12186-018-9209-z

Greene, W. H. (2020). Econometric analysis (Eighth edition). Pearson

Hackman, R. J., & Oldham, G. R. (1976). Motivation through the Design of Work: Test of a Theory.
Organizational Behavior and Human Performance, 16(2), 250-279. https://doi.org/10.1016/
0030-5073(76)90016-7

Hair, J. F., Black, W. C., Babin, B. J., & Anderson, R. E. (2019). Multivariate data analysis (8th edi-
tion). Pearson Prentice Hall

Hausman, J. A. (1978). Specification Tests in Econometrics. Econometrica, 46(6), 1251-1271. https://
doi.org/10.2307/1913827

Hothorn, T., Zeileis, A., Farebrother, R. W., & Cummins, C. (2022). Package ‘Imtest’: Testing Linear
Regression Models. https://cran.r-project.org/web/packages/Imtest/Imtest.pdf

Jackson, D. (2018). Developing Graduate Career Readiness in Australia: Shifting from Extra-curricu-
lar Internships to Work-integrated Learning. International Journal of Work-Integrated Learning,
19(1), 23-35

Jackson, D., & Bridgstock, R. (2021). What Actually Works to Eenhance Graduate Employability?
The Relative Value of Curricular, Co-curricular, and Extra-curricular Learning and Paid Work.
Higher Education, 81(4), 723-739. https://doi.org/10.1007/s10734-020-00570-x

Jackson, D., & Tomlinson, M. (2022). The Relative Importance of Work Experience, Extra-curricular
and University-based Activities on Student Employability. Higher Education Research & Devel-
opment, 41(4), 1119-1135. https://doi.org/10.1080/07294360.2021.1901663

Johnson, J. V., & Hall, E. M. (1988). Job Strain, Work Place Ssocial Support, and Cardiovascular Dis-
ease: A Cross-sectional Study of a Random Sample of the Swedish Working Population. Ameri-
can Journal of Public Health, 78(10), 1336—1342. https://doi.org/10.2105/ajph.78.10.1336

Kapareliotis, 1., Voutsina, K., & Patsiotis, A. (2019). Internship and Employability Prospects: Assess-
ing Student’s Work Readiness. Higher Education, Skills and Work-Based Learning, 9(4), 538—
549. https://doi.org/10.1108/HESWBL-08-2018-0086

Karasek, R. A. (1979). Job Demands, Job Decision Latitude, and Mental Strain: Implications for Job
Redesign. Administrative Science Quarterly, 24(2), 285. https://doi.org/10.2307/2392498

Karasek, R. A. (1998). Demand/Control Model: A Social, Emotional, and Physiological Approach to
Stress Risk and Active Behaviour Development. In J. M. Stellman (Ed.), Encyclopaedia of Occu-
pational Health and Safety (pp. 34.6-34.14). ILO.

Keck, A. (1999). Empirische Analysen zur Erhebung des Lernpotentials an kaufménnischen Arbeit-
spldtzen im Rahmen der beruflichen Erstausbildung [Empirical analyses for the assessment of
learning potential at commercial workplaces in the context of initial vocational training]. Unter-
richtswissenschaft, 27(2), 159-183

Kell, A. (1989). Berufspidagogische Uberlegungen zu den Beziehungen zwischen Lernen und Arbe-
iten [Vocational Educational Considerations on the Relationship of Learning and Working]. In
A. Kell & A. Lipsmeier (Eds.), Lernen und Arbeiten [Learning and Working] (8. Beiheft der
Zeitschrift fiir Berufs- und Wirtschaftspiadagogik) (pp. 135-145). Steiner

Kelly, S. W. (2012). Incidental Learning. In N. M. Seel (Ed.), Encyclopedia of the Sciences of Learn-
ing (pp. 1517-1518). Springer

Knouse, S. B., & Fontenot, G. (2008). Benefits of the Business College Internship: A Research
Review. Journal of Employment Counseling, 45(2), 61-66. https://doi.org/10.1002/j.2161-1920.
2008.tb00045.x

Kohler, D. P., & Rausch, A. (2022). Expertise Development in the Workplace Through Deliberate
Practice and Progressive Problem Solving: Insights from Business-to-Business Sales Depart-
ments. Vocations and Learning, 15(3), 569-597. https://doi.org/10.1007/s12186-022-09301-y

Landis, J. R., & Koch, G. G. (1977). The Measurement of Observer Agreement for Categorical Data.
Biometrics, 33(1), 159-174. https://doi.org/10.2307/2529310

Lave, J. (1990). The Culture of Acquisition and the Practice of Understanding. In J. W. Stigler, R. A.
Shweder, & G. Herdt (Eds.), Cultural Psychology: Essays on Comparative Human Development
(pp. 309-327). Cambridge University Press

Lave, J., & Wenger-Trayner, E. (1991). Situated Learning: Legitimate Peripheral Participation. Learn-
ing in Doing. Cambridge University Press

@ Springer


https://doi.org/10.1007/s12186-018-9209-z
https://doi.org/10.1007/s12186-018-9209-z
https://doi.org/10.1016/0030-5073(76)90016-7
https://doi.org/10.1016/0030-5073(76)90016-7
https://doi.org/10.2307/1913827
https://doi.org/10.2307/1913827
https://cran.r-project.org/web/packages/lmtest/lmtest.pdf
https://doi.org/10.1007/s10734-020-00570-x
https://doi.org/10.1080/07294360.2021.1901663
https://doi.org/10.2105/ajph.78.10.1336
https://doi.org/10.1108/HESWBL-08-2018-0086
https://doi.org/10.2307/2392498
https://doi.org/10.1002/j.2161-1920.2008.tb00045.x
https://doi.org/10.1002/j.2161-1920.2008.tb00045.x
https://doi.org/10.1007/s12186-022-09301-y
https://doi.org/10.2307/2529310

Informal Learning in Business Internships in Higher Education... 457

Losekoot, E., Lasten, E., Lawson, A., & Chen, B. (2018). The Development of Soft Skills During Intern-
ships: The Hospitality Student’s Voice. Research in Hospitality Management, 8(2), 155-159. https://
doi.org/10.1080/22243534.2018.1553386

Maertz, C. P., Stoeberl, P. A., & Marks, J. (2014). Building Successful Internships: Lessons from the
Research for Interns, Schools, and Employers. Career Development International, 19(1), 123—-142.
https://doi.org/10.1108/CDI-03-2013-0025

Manuti, A., Pastore, S., Scardigno, A. F., Giancaspro, M. L., & Morciano, D. (2015). Formal and Infor-
mal Learning in the Workplace: A Research Review. International Journal of Training and Devel-
opment, 19(1), 1-17. https://doi.org/10.1111/ijtd.12044

Marsh, C. J. (1997/2016). Planning, Management and Ideology: Key Concepts for Understanding Cur-
riculum 2: A Fully Revised and Extended Edition (2nd ed.). Routledge: The Falmer Press Teachers
Library: Vol. 12. (Original work published in 1997)

Marsh, C., & Stafford, K. (1988). Historical Background to Curriculum in Australia. In C. Marsh & K.
Stafford (Eds.), Curriculum: Practices and Issues (pp. 197-232). McGraw-Hill.

Marsh, C. J. & Willis, G. (2007). Curriculum: Alternative Approaches, Ongoing Issues (4" Ed.). Pearson
Merrill Prentice Hall

Marsick, V. J., & Watkins, K. E. (1990). Informal and Incidental Learning in the Workplace. Routledge

Marsick, V. J., Watkins, K. E., Callahan, M. W., & Volpe, M. (2006). Reviewing Theory and Research on
Informal and Incidental Learning. https://files.eric.ed.gov/fulltext/ED492754.pdf

McKnight, D. H., Phillips, B., & Hardgrave, B. C. (2009). Which Reduces IT Turnover Intention the
Most: Workplace Characteristics or Job Characteristics?. Information & Management, 46(3), 167—
174. https://doi.org/10.1016/§.im.2009.01.002

Mikkonen, S., Pylvis, L., Rintala, H., Nokelainen, P., & Postareff, L. (2017). Guiding Workplace Learn-
ing in Vocational Education and Training: A Literature Review. Empirical Research in Vocational
Education and Training, 9(1). https://doi.org/10.1186/s40461-017-0053-4

Morgeson, F. P., & Humphrey, S. E. (2006). The Work Design Questionnaire (WDQ): Developing and
Validating a Comprehensive Measure for Assessing Job Design and the Nature of Work. The Jour-
nal of Applied Psychology, 91(6), 1321-1339. https://doi.org/10.1037/0021-9010.91.6.1321

Nghia, T. L. H., & My Duyen, N. T. (2018). Internship-related Learning Outcomes and their Influential
Factors. Education + Training, 60(1), 69-81. https://doi.org/10.1108/ET-02-2017-0030

Parker, S. K. (2014). Beyond Motivation: Job and Work Design for Development, Health, Ambi-
dexterity, and More. Annual Review of Psychology, 65, 661-691. https://doi.org/10.1146/annur
ev-psych-010213-115208

Parker, S. K. (2017). Work Design Growth Model: How Work Characteristics Promote Learning and
Development. In J. E. Ellingson, Noe, & R. A. Noe (Eds.), Autonomous Learning in the Workplace
(pp. 137-161). Routledge

Patrick, C.-J., Peach, D., Pocknee, C., Webb, F., Fletcher, M., & Pretto, G. (2008). The WIL (Work Inte-
grated Learning) Report: A National Scoping Study. Brisbane. https://eprints.qut.edu.au/216185/

Rausch, A. (2011). Erleben und Lernen am Arbeitsplatz in der betrieblichen Ausbildung [Emotions and
learning in the workplace within in-firm vocational education and training]. VS Verlag fiir Sozial-
wissenschaften. https://doi.org/10.1007/978-3-531-93199-9

Rausch, A. (2013). Task Characteristics and Learning Potentials—Empirical Results of Three Diary
Studies on Workplace Learning. Vocations and Learning, 6(1), 55-79. https://doi.org/10.1007/
$12186-012-9086-9

Rausch, A. (2014). Using Diaries in Research on Work and Learning. In C. Harteis, A. Rausch, & J. Sei-
fried (Eds.), Professional and Practice-based Learning. Discourses on Professional Learning (pp.
341-366). Springer Netherlands.

Rausch, A., Goller, M., & Steffen, B. (2022). Uncovering Informal Workplace Learning by Using Dia-
ries. In M. Goller, E. Kyndt, S. Paloniemi, & C. Damsa (Eds.), Methods for Researching Profes-
sional Learning and Development (Vol. 33, pp. 43-70). Springer International Publishing. https://
doi.org/10.1007/978-3-031-08518-5_3

Rausch, A., & Schley, T. (2015). Lern- und Motivationspotenziale von Arbeitsaufgaben als Qualitits-
merkmale des Lernorts Arbeitsplatz [Learning and motivation potential of work tasks as quality
characteristics of the workplace as a place of learning]. BWP — Berufsbildung in Wissenschaft und
Praxis, 44(1), 10-13.

Reber, A. S. (1993). Implicit Learning and Tacit Knowledge: An Essay on the Cognitive Unconscious.
Oxford Psychology Series: Vol. 19. Oxford University Press

@ Springer


https://doi.org/10.1080/22243534.2018.1553386
https://doi.org/10.1080/22243534.2018.1553386
https://doi.org/10.1108/CDI-03-2013-0025
https://doi.org/10.1111/ijtd.12044
https://files.eric.ed.gov/fulltext/ED492754.pdf
https://doi.org/10.1016/j.im.2009.01.002
https://doi.org/10.1186/s40461-017-0053-4
https://doi.org/10.1037/0021-9010.91.6.1321
https://doi.org/10.1108/ET-02-2017-0030
https://doi.org/10.1146/annurev-psych-010213-115208
https://doi.org/10.1146/annurev-psych-010213-115208
https://eprints.qut.edu.au/216185/
https://doi.org/10.1007/978-3-531-93199-9
https://doi.org/10.1007/s12186-012-9086-9
https://doi.org/10.1007/s12186-012-9086-9
https://doi.org/10.1007/978-3-031-08518-5_3
https://doi.org/10.1007/978-3-031-08518-5_3

458 A. Brodsky et al.

Schubarth, W., Speck, K., & Ulbricht, J. (2019). Qualitdtsstandards fiir Praktika: Bestandsaufnahme
und Empfehlungen [Quality standards for internships: Inventory and Recommendations]. Potsdam:
Hochschulrektorkonferenz. https://www.hrk-nexus.de/fileadmin/redaktion/hrk-nexus/07-Downloads/
07-02-Publikationen/Praktika_Fachgutachten.pdf

Simons, R.-J. P. (2012). Unconscious and Conscious Learning. In N. M. Seel (Ed.), Encyclopedia of the
Sciences of Learning (pp. 3363-3366). Springer

Stewart, A. (2021). The Nature and Prevalence of Internships. In A. Stewart, R. Owens, N. O’Higgins,
& A. Hewitt (Eds.), Internships, Employability and the Search for Decent Work Experience (pp.
17-33). Edward Elgar Publishing

Tynjild, P. (2013). Toward a 3-P Model of Workplace Learning: A Literature Review. Vocations and
Learning, 6(1), 11-36. https://doi.org/10.1007/s12186-012-9091-z

Vélez, G. S., & Giner, G. R. (2015). Effects of Business Internships on Students, Employers, and Higher
Education Institutions: A Systematic Review. Journal of Employment Counseling, 52(3), 121-130.
https://doi.org/10.1002/joec.12010

Watkins, K. E., & Marsick, V. J. (2023). Learning Informally at Work. In K. E. Watkins & V. J. Marsick
(Eds.), Rethinking Workplace Learning and Development (pp. 39-60). Edward Elgar Publishing.
https://doi.org/10.4337/9781802203776.00011

White, H. (1980). A Heteroskedasticity-Consistent Covariance Matrix Estimator and a Direct Test for
Heteroskedasticity. Econometrica, 48(4), 817-838. https://doi.org/10.2307/1912934

Wielenga-Meijer, E. G. A., Taris, T. W., Kompier, M. A. J., & Wigboldus, D. H. J. (2010). From Task
Characteristics to Learning: A Systematic Review. Scandinavian Journal of Psychology, 51(5),
363-375. https://doi.org/10.1111/j.1467-9450.2009.00768.x

Wooldridge, J. M. (2010). Econometric Analysis of Cross Section and Panel Data (Second edition). MIT
Press

Zehr, S. M., & Korte, R. (2020). Student Internship Experiences: Learning about the Workplace. Educa-
tion + Training, 62(3), 311-324. https://doi.org/10.1108/ET-11-2018-0236

Zeileis, A. (2004). Econometric Computing with HC and HAC Covariance Matrix Estimators. Journal of
Statistical Software, 11(10), 1-17. https://doi.org/10.18637/jss.v011.i110

Zeileis, A., & Hothorn, T. (2002). Diagnostic Checking in Regression Relationships. R News, 2(3), 7-10

Zopiatis, A. (2007). Hospitality Internships in Cyprus: A Genuine Academic Experience or a Continu-
ing Frustration?. International Journal of Contemporary Hospitality Management, 19(1), 65-717.
https://doi.org/10.1108/09596110710724170

Publisher’s Note Springer Nature remains neutral with regard to jurisdictional claims in published maps
and institutional affiliations.

Alexander Brodsky is a research assistant at the University of Mannheim and at the Goethe University
Frankfurt am Main. He received his PhD in Business Education at the University of Mannheim. His cur-
rent research interests include workplace learning, higher education, and vocational education and train-
ing (VET).

Andreas Rausch is a full professor of Economic and Business Education — Workplace Learning at the
Mannheim Business School (MBS) of the University of Mannheim, Germany. His research is published
in international journals and he also serves as editorial board member and reviewer for several journals in
the field. His current research interests include workplace learning, simulation-based learning, domain-
specific problem solving, competence assessment, and vocational education and training (VET).

Juergen Seifried is a full professor of Economic and Business Education at the University of Mannheim
(Germany). His research focuses on teaching-learning processes (analysis of the effects of teaching and
learning in the context of vocational schools, workplace learning, higher education) and on professional
development (analysis of the development of professionalism and expertise in non-institutionalized con-
texts, workplace learning).

@ Springer


https://www.hrk-nexus.de/fileadmin/redaktion/hrk-nexus/07-Downloads/07-02-Publikationen/Praktika_Fachgutachten.pdf
https://www.hrk-nexus.de/fileadmin/redaktion/hrk-nexus/07-Downloads/07-02-Publikationen/Praktika_Fachgutachten.pdf
https://doi.org/10.1007/s12186-012-9091-z
https://doi.org/10.1002/joec.12010
https://doi.org/10.4337/9781802203776.00011
https://doi.org/10.2307/1912934
https://doi.org/10.1111/j.1467-9450.2009.00768.x
https://doi.org/10.1108/ET-11-2018-0236
https://doi.org/10.18637/jss.v011.i10
https://doi.org/10.1108/09596110710724170

	Informal Learning in Business Internships in Higher Education – Findings from a Diary Study
	Abstract
	Introduction
	Theoretical Background
	Internships as a Measure of Work-Integrated Education
	Informal Learning as Part of Work-integrated Education
	Work Task Characteristics Fostering Learning
	Workplace Curricula and Guidance

	Method
	Sample
	Procedure
	Data Analysis
	Qualitative Data Analysis
	Quantitative Data Analysis


	Results
	RQ 1: Changes in Work Tasks During the Course of the Internship (= Enacted Curriculum)
	RQ 2: Perception of Work Task Characteristics During the Course of the Internship (= Experienced Curriculum)
	RQ 3: Predictors of Self-Perceived Learning from a Work Task

	Discussion
	Limitations
	Implications and Future Research

	Acknowledgements 
	References




