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To our students � who continually challenge us to find better
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FOREWORD

What first intrigued me about cooperative education was when a student who

had taken one of my introductory classes (she barely passed, and seemed

befuddled by most aspects of college life) showed up at my door after returning

from her first co-op. She had a list of the items she wanted to talk about; this

represented a level of organization I had not previously noted. Perhaps more

importantly, she carried herself differently than when I’d seen her previously:

there was an air of confidence about her, with a tinge of pride about her

agency. As a developmental psychologist, I know that development is multiply

determined, so I filed this observation away in my mental drawer called “com-

plex combinations of nature and nurture.” Across several years of watching

students return from cooperative education experiences, I became more and

more interested in what seemed to be a different type of growth and learning

than that promoted in the classroom or the college community. What was this

learning, and how did it happen? Eventually, through grant-funded trips for

faculty to visit students on co-op and their employers, and then a shift from

full-time teaching to serving as a co-op advisor and researcher, I had the chance

to look more closely at these questions about what and how learning happened.

Part of my own inquiries about learning in co-op (now-called work-

integrated learning or WIL) involved searching the published literature for

answers to my questions. While one or two journals were enriched by thought-

ful studies about specific learning outcomes, it was more difficult to find schol-

arly, big-picture observations by experienced WIL practitioners about the

broad sweep of development I was observing.

This book joins a handful of others that have emerged in the last few years,

to provide much-needed answers to our questions about student development.

The editors, Dr. Bowen and Dr. Drysdale, are well-known to WIL practitioners

for their deep and wide experience in this area. The chapter authors are top

researchers and practitioners, recruited from disparate countries, institutions,

and disciplines. They offer insightful summaries of what we know about WIL

and what their cutting-edge practices are revealing. Inside this volume you will

find exciting trends in WIL including � preparing students for economic

disruptions, developing cultural intelligence, building the skills of a virtual pro-

fessional, and the positive use of mobile devices by students to learn and work

remotely, just to name a few. Dig into these chapters to learn more about

digital agency, T-shaped professionals, photo elicitation, and mental health

implications of students moving away from campus for work experiences. Not

xiii



all the chapters include research data, but they all offer intriguing hypotheses

to show the way forward to research. If, like me, you are sometimes over-

whelmed with the realization that “uncertainty is the only certainty” in helping

students transition to productive and ethical work lives, these chapter authors

have the experience and wisdom to preview that path for us. One important

trend I see across several chapters is the focus on student agency. Rather than

imposing the assignment of a “reflective paper” after WIL assignments that

most of us use (and which, in my experience, students hate), these authors are

encouraging students to take the lead in demonstrating their learning, while

staff follows. Just like classroom professors must give up some control of infor-

mation flow to allow students to make meaning of new knowledge in their own

terms, WIL staff members are being encouraged to take the leap to allow stu-

dents to frame their own learning. Hoorah!

Patricia Linn

Resident Scholar, Antioch College
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INTRODUCTION

For decades, work-integrated learning (WIL) has been a globally recognized

pedagogical approach for helping students test their skills and knowledge in a

real-world work environment. WIL originally began with the implementation

of co-operative education in the late 1890s through the foresight of Herman

Schneider (Howard, 2004), who saw the value in integrating academically

acquired knowledge and skills within the real world, problem-solving context

of the workplace. Over 100 years later in a world of rapid technological

advancement and globalization, the value of creating opportunities to test what

is learned in the classroom within messy real-life work contexts is more urgent

than ever before (Fullen & Scott, 2014). WIL has long been lauded as a way for

students to test their skills, knowledge, and character in relation to developing

attributes that foster success post graduation (Billett, 2009; Drysdale &

McBeath, 2012, 2014; Drysdale, McBeath, Johansson, Dressler, & Zaitseva,

2016; Jackson, 2015; Linn, 2004; Smith, 2012), develop a sense of professional-

ism and ethical responsibility (Bowen, 2016; Coll & Zegwaard, 2012; McNamara,

2013; Trede, 2012), and prepare for an unknown future (Johansson, Kopciwicz, &

Dahlgren, 2008; Kramer & Usher, 2011). However, how is WIL changing in

response to the educational and economical shifts we see in the 21st century? In

what ways are program developers, researchers, and faculty exploring new

ways to implement WIL programs and how are they assessing the need to grap-

ple with the unknown marketplace and work world both locally and globally?

In what ways are these changes affecting what students need to learn and the

skills they need to acquire?

Learning, Barnett (2012) suggests, “implies a change in understanding and a

change in one’s relationship to the world” (p. 65). As most individuals know

through experience, learning can be disruptive, joyous, painful, confrontational,

life altering, and/or exhilarating. When learning is integrated with exploring a

career or profession through hands-on experiences, the potential lies not just in

the application of skills and knowledge, but also in the individual’s opportunity

to test how their disposition, attitudes, and “human qualities” (Barnett, 2012,

p. 65) affect how they apply skills and knowledge in cooperation with others

toward a common goal. Barnett questions what it means to learn for an

unknown future. His query is particularly timely for scholars, teachers, stu-

dents, and employers engaged in WIL, particularly in an economically volatile,

quickly changing global information world where the jobs new graduates may
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be doing three years from now, don’t yet exist. As much as a university or col-

lege education enables students to develop skills and gain knowledge, Barnett

(2012) contends that individuals learning for an unknown future, must rely on

their capacity to determine the direction forward through challenges and obsta-

cles, and their ability to reflect on, reappraise, and learn from the past to pre-

dict new pathways for the future. WIL placements provide the settings for

students to test their capacity for resilience (Mate & Ryan, 2015) and the reflec-

tive components of WIL pedagogy provide the site for rethinking their actions

and reappraising their pathways (Smith, 2012). The experiential learning inher-

ent in WIL can be considered a form of transformational pedagogy that

encourages risk taking, facilitates self-assuredness, and fosters “adaptability,

flexibility, and self-reliance” (Barnett, 2012, p. 75) in new graduates so they

may prosper in the uncertain world of the 21st century.

Preparing students for an unknown future means helping them adapt to

uncertainties, take risks, confront dilemmas, embrace complexity, recognize the

limitations of their own knowledge, and maintain health and wellness. While

educators cannot alleviate uncertainty for the future, we can help students

develop the tools to learn how to adapt and live effectively in uncertain times

(Barnett, 2012). Some of this learning and adapting will come when students

are placed within a context � such as a work placement � that is unfamiliar

where they must identify and adopt codes and conventions as they learn to

solve problems (Bowen, 2011, 2016; Jackson, 2016; Trede, 2012). Learning for

an unknown future means making decisions in situ, without all of the informa-

tion at hand (Barnett, 2012). This responsiveness and adaptability requires

resources, creativity, and experience. Fullan and Scott (2014) call for a new

pedagogical approach that focuses on deep learning and real world problem

solving for educating individuals to lead within an uncertain world. They pro-

pose the concept of “E Squared, Ethical Entrepreneurialism” (p. 3). Their con-

cept of entrepreneurialism is not based on economics, a position often equated

with technological innovation; rather, their definition is based on individuals

who can identify and solve complex, real world problems on personal, social,

local, and global levels. They consider the educated individual in the 21st cen-

tury as “a doer (a doing-thinker; a thinker-doer) � they learn to do and do to

learn” (p. 3). This integration of thinking, learning, and doing is driving WIL

pedagogy (Smith, 2012; Smith & Worsfold, 2014). Fullan and Scott (2014) also

use the term “work-ready PLUS” (p. 3) to describe the desirable new graduate

who is “sustainability literate (socially, culturally, economically and environ-

mentally); change implementation savvy (being able to engage others in

constructive change and make it happen); inventive […] and clear on where you

[they] stand” (pp. 3�4). These qualities of work-ready PLUS, however, may

more aptly describe an individual who is world-ready, prepared to live with

uncertainty within a global context, and have the knowledge, skills, disposi-

tions, attitudes, and empathy to effect change in that world.
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Fullan and Scott (2014) contend that the PLUS in educating students is “not

simply about learning 21st century skills in isolation of doing” (p. 4), but learn-

ing through collaboration and “through reflection in action and on action in

order to become better at negotiating the messy, fuzzy, dilemma-ridden context

of real world life and work” (p. 4). To be effective in the 21st century world,

individuals must develop the interpersonal and cognitive capacity to identify

problems in a world of continuous change and be capable of designing effective

responses and solutions. Additionally, as Barnett also confirms, learning that is

primarily predicated on academic disciplines and course content, will only take

students so far � but not far enough. Now, more than ever, educators need to

reappraise the use of experiential learning espoused over 30 years ago by

researchers such as Kolb (1984), and prioritize high-impact practices such as

WIL by capitalizing on experience “as a key source of productive learning”

(Fullan & Scott, 2014, p. 8) and key to becoming more adaptable (Fazey,

Fazey, & Fazey, 2005).

While the concept of using WIL to provide students with the opportunity to

build resilience and face real world challenges is certainly not new, the urgency

of learning for an unknown future is increasing due to rapid technological

advancements and innovations that are driving the global economy (Long &

Meglich, 2013). Maintaining the status quo is no longer acceptable in terms of

programs, assessment, and student support.
As demonstrated by the many authors cited within this introduction,

research within the field of WIL over the last decade has focused on identifying

ways to help students become work ready from a number of perspectives.

However the nature of work in the digital information world is undergoing

rapid change. Work-integrated learning in the 21st century: Global Perspectives

on the Future examines challenges and new questions about the state of work

for today’s university and college graduates as they transition into an unknown

future. These challenges and questions are placed in the context of WIL and

are organized into four sections: the nature of education in relation to the

nature of work; the role of technology as both affecting change and implement-

ing change; work-readiness and diversity; and the importance of student auton-

omy, mental health, and wellbeing. Each section is described in more detail

below.

Part I, Learning, Work, and Experience: New Challenges and Projections for

WIL, addresses the relationship between work, learning, and knowledge acqui-

sition. This section begins with Rowe’s research examining the nature and role

of work experience as it pertains to WIL. Firstly, she defines work itself and

describes how traditional definitions have changed due to the expanded

parameters of how, when, with whom, and under what conditions work is

performed. Rowe presents a model of work experience within the context of

WIL that captures the type of WIL program and the characteristics of the job

performed. She argues that all the variables within the model impact both the

immediate outcomes such as knowledge, skills, and motivation, and secondary
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outcomes such as career development and performance. Finally Rowe provides

recommendations for future research, based on the model, focusing on what is

required in order to address the evolving needs of our students, and how best

to prepare them for working in the 21st century.

Johnston � in “Navigating Continuous Change: A Focus on Self-Direction

and Skills and Knowledge Transfer” � focuses on the challenges that new grad-

uates face as they transition to work after graduation. One challenge is that

what students are learning in the classroom may not match what is currently

needed in the workforce. A second challenge is recognizing the ongoing learn-

ing that is required to respond to the continuously changing needs of the labor

market. Johnston describes what students and higher education can do to over-

come these challenges. A suggestion is for students to learn how to recognize

that the skills and knowledge they acquire within an academic context are

transferable to workplace contexts. Further, she contends they must become

self-directed in this endeavor and articulate their capacity for flexibility and

adaptability to future employers. Johnston argues that institutions of higher

education can incorporate instructional approaches that teach students how to

be self-directed and how to transfer their knowledge from one context to

another.

In “Workplace Learning in Higher Education: Two Examples from a

Swedish Context”, Gustafsson and Thång provide evidence from two case stud-

ies that show how students do indeed lack the understanding of how to transfer

theory into practice. The case studies further demonstrate how higher education

can be organized in such a way as to encourage new forms of knowledge pro-

duction and how WIL plays a role in this. The first case study uses a problem-

based learning approach in nursing to highlight the challenges students face

when making explicit connections between the theoretical base of their subject

matter and the practical application within a work context. The use of WIL in

this case illustrates how higher education can help students transfer skills and

knowledge in a way that is meaningful and authentic, and provides an excellent

example of the kind of facilitation that Johnston says higher education should

engage in to prepare work-ready students. The second case study focuses on

the theory to practice disconnect from a different perspective, highlighting the

tensions between program delivery and marketplace needs within vocational

education. The major challenges noted were that students expressed a need for

more meaningful work placements where they could have the opportunity to

develop marketable skills, whereas employers stressed their desire to receive stu-

dents who were skill ready, highly motivated, and self-directed.

In the final chapter of this section, Gannaway and Sheppard tackle the ten-

sions between the traditional organizing principles and intentions of liberal arts

programs and the contemporary global marketplace focus on graduate employ-

ability outcomes. Many liberal arts programs around the world realize the

value of incorporating WIL for their students in order to gain real world expe-

rience. They also recognize the value of the critical, creative, and adaptive
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thinking skills that liberal arts students bring to the workplace from their broad

education. In the same way theory to practice disconnects have emerged in the

discussion by Johnston, and Gustafsson and Thång, the connection between

liberal arts student attributes and the attributes of 21st century graduates goes

undetected by many employers, or undervalued at the very least. The models

presented in this chapter suggest a move away from the transactional approach

to WIL � where students draw knowledge and skills from disciplinary or pro-

fessional based programs � to a transformational model � that capitalizes on

the human qualities inherent in liberal arts, where students are positioned as

knowledge workers that are adaptive, resilient, and prepared for an unknown

future.

Part II, Affordances, Impacts, and Challenges of New Technologies, addresses

the impact of technology on WIL programs from student, institution, and pro-

gram developer positions. This section begins with Gardner, who examines the

future of jobs, which he contends, will be constantly augmented, reconfigured,

and relocated through economic decisions and technologies. He suggests that

individuals will navigate a space between the order of the routine and the chaos

of disruption in order to sustain and direct their career options. This space,

described by Gardner, provides contextual learning stimuli that extend the stu-

dent’s disciplinary specific knowledge by blending with knowledge shared from

other disciplines, sources, and experiences, and nurtures broadening boundary

spanning abilities. Gardner also examines the student’s ability to successfully

span multiple boundaries and disciplines through the use of a specific model he

labels as the T-shaped professional.

In “Learning in Hybrid Spaces: Designing a Mobile Technology Capacity

Building Framework for Workplace Learning,” Trede, Goodyear, Macfarlane,

Markauskaite, McEwen, and Tayebjee argue that workplace learning is a

hybrid space where work, learning, and technology intersect, allowing for

traditional roles and identities to be fluid. More specifically, they contend

that students shift between their role as a student to that of a practitioner

within their WIL placement, transferring their learning across settings.

However, because these roles between the different settings may be discon-

nected, they don’t always have the support to help them make the transitions.

Trede et al., describe how students can employ personal mobile devices

(PMDs) to connect across settings and access the support they need, how-

ever, using PMDs in professional settings is not without its challenges � such

as the professional and safe use of technology within the workplace context.

The authors present a framework that highlights the resources that can be

used to support students’ use of PMDs in the workplace in order to be effec-

tive, autonomous workers.

Bowen and Pennaforte � in “The Impact of Digital Communication

Technologies and New Remote-Working Cultures on the Socialization and

Work Readiness of Individuals in WIL Programs” � present two examples,

one French and one Canadian, to explore the importance of digital literacy in
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relation to finding work placements, communicating with workplace co-

workers and supervisors, and understanding appropriate uses of social media

within professional contexts. Pennaforte uses a French study to examine the

digital communication skills students require for work-readiness in the 21st cen-

tury. He focuses specifically on students’ abilities to effectively use ICTs to

research career opportunities and to communicate professionally. Bowen specif-

ically examines the impact of technology on the changes to work culture in

regards to the rise of remote working for many organizations. Increasingly in

the Canadian context, WIL employers expect students to work remotely for

some, or all, of the work placement, which presents further challenges to stu-

dents’ communication skills and how they make decisions.

Part III, Work-Readiness for a Diverse World, explores the all-important role

of diversity in thinking about, and developing WIL programs for the 21st cen-

tury global village, and the need for not just work-ready, but also profession-

ready graduates. This section begins with Pop and Brink who look closely at

the challenges for developing WIL programs within emerging economies. The

focus of their chapter is twofold. First, they address challenges at the academic

level and the need to decolonize the curriculum so that classroom learning

incorporates more locally based case studies, examples, and histories to ensure

that the theory-to-practice transfer of skills and knowledge is more culturally

appropriate, meaningful, and adaptable for students. The second focus builds

on the use of such a curriculum to help students define their career goals and

objectives, and develop career planning skills that include WIL. They conclude

that attitudinal changes about how to incorporate WIL and the delivery of

both academic and practical programs, will begin to help emerging economies

with new graduate and youth unemployment challenges that are distinct from

developed economies.

McRae and Ramji, in “Intercultural Competency Development Curriculum:

A Strategy for Internationalizing Work-Integrated Learning for the 21st

Century Global Village,” focus on students who complete their WIL place-

ments abroad and their capacity to develop cultural intelligence (CQ), as they

prepare to work within a global marketplace. CQ is the ability to function

within diverse contexts and interact respectfully with others in those contexts.

The authors describe a specific international WIL program in Canada and pro-

vide evidence of the effectiveness of the Intercultural Competency Development

Curriculum (ICDC) � which is an integral part of the program’s preparation

for sending students into an international work placement. Reflective writing,

part of the ICDC reporting phase, is used to gain insight into the challenges

students face when communicating across cultures and languages in order to

gain respect and to demonstrate the skills that they can contribute to the inter-

national organization. The chapter concludes with a call to develop intercul-

tural competency across the curriculum, for all students who will face diversity

within the 21st century global village.
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In “Professional Identities and Ethics: The Role of Work-Integrated

Learning in Developing Agentic Professionals,” Zegwaard, Campbell, and

Pretti argue that while it is important to be work-ready, it is far more important

to be profession-ready. Being profession-ready (or “professional”) is character-

ized by one’s professional sense of self and professional identity. They argue

that this involves students developing critical moral agency � meaning that

they have the ability to critically reflect on experiences in the workplace and

their position; they have an awareness of moral and ethical ideals; and they

have agency to effect positive change during their placement. The authors fur-

ther contend that while WIL provides the context for developing profession-

ready graduates, the WIL placement must be of high quality in order to provide

authentic experiences where students can be active participants in the work-

place guided by appropriate role models.

The chapters in Part IV, Health, Wellbeing, and Pathways to Success, focus

on the WIL student and their wellbeing as they face the challenges of balanc-

ing student life with WIL. In “Driving Change: Students Shaping and

Reshaping Work-integrated Learning Spaces,” Patton examines ways that stu-

dents can shape spaces to facilitate their learning within WIL. She highlights

the importance of students driving their WIL experiences as active partici-

pants in shaping the context of those experiences. Included in this endeavor

for gaining autonomy is learning how to negotiate within hierarchical rela-

tionships and understanding how their dispositions, including their wellbeing,

can affect learning within different contexts, and shape the spaces in which

the learning takes place. Patton uses the technique of photoelicitation and

student created photos of WIL learning spaces, to spark discussions around

practices and obstacles not recognized by the students as something they can

overcome. Students use the photos to reconstruct the narrative about their

experience as one that leads to empowerment. Patton concludes with recom-

mendations for using photos of work and learning spaces to open up discus-

sions between students and their supervisors. This can help them develop

agency, autonomy, and wellbeing.

Finally, we have McBeath, Drysdale, and Bohn who address the growing

rates of mental illness amongst students in higher education and explore the

factors that might impact mental health and wellbeing for students who partici-

pate in WIL programs. More specifically, they discuss evidence that suggests

participation in WIL can disrupt students’ development of a sense of belonging

to school and their perceived level of social support. They also examine emerg-

ing research regarding the impact of WIL participation on the mental health

and wellbeing of at-risk and minority student populations. The authors review

current evidence for mental health interventions, such as peer support, that can

foster a sense of belonging and social connectedness, enhance mental health

and overall wellbeing, and help students successfully prepare for the transition

from the learning academy to the workplace.
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The book concludes with Moving Forward: The Future of WIL in the 21st

Century that explores the collective messages for the future that are intended to

help facilitate further change. The conclusion examines potential areas for

short-term change, as well as issues and challenges for WIL that have yet to

receive the attention needed to help ensure student success.

Tracey Bowen

Maureen T. B. Drysdale

Editors
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TOWARD A MODEL OF

WORK EXPERIENCE IN

WORK-INTEGRATED

LEARNING

Patricia M. Rowe

ABSTRACT

Work experience is increasingly seen as an important complement to tradi-

tional higher education. There are a variety of forms of these educational

programs, such as internships, sandwich programs, field work, and coopera-

tive education, that are referred to generically as Work-Integrated Learning

(WIL). As yet, however, there is relatively little research on the concept of

work experience and considerable inconsistency in its definition and measure-

ment. This chapter describes some of the research and writing from the

industrial and organizational psychology field and its relevance to WIL.

Based on the previous work, a model of work experience, specifically devel-

oped to aid our understanding of the role of work experience in WIL, is pro-

posed. Three dimensions are suggested: level of specificity (task, job,

organization, and career), measurement mode (number, time, relation to

program, density, timing, and type), and version of WIL (cooperative educa-

tion, sandwich, etc.). The model also includes individual factors and contex-

tual factors as influences on work experience. Both immediate and secondary

outcomes are described. Finally, the applicability of the model to several
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examples of WIL research are discussed and suggestions for future research

are offered.

Keywords: Work experience; WIL; factors affecting work experience;

outcomes of work experience

INTRODUCTION

The inclusion of a period of practical work related to the academic curriculum in

postsecondary (tertiary � i.e., university, college) education has a long history,

dating back to more than 100 years in both Britain and the United States. There

are many forms of this type of educational program, including cooperative edu-

cation, internships, and research assistantships (Groenewald, Drysdale,

Chiupka, & Johnston, 2011), as well as many names associated with these pro-

grams (see Gardner & Bartkus, 2014 for a list). Increasingly, however, the term

work-integrated learning (WIL) has come to be accepted as “an umbrella term

used for a range of approaches and strategies that integrate theory with the prac-

tice of work within a purposefully designed curriculum” (Patrick et al., 2008,

p. iv).

The one characteristic common to all WIL programs, be they cooperative

education programs, internships, sandwich placements, practica, or field work,

is the acquisition of work experience. Work experience is deemed to be so signif-

icant by recruiters that it is frequently listed as a prerequisite to be considered

for a job, and in times of high unemployment, when many applicants are com-

peting for every vacancy, it may be used as the initial step in the screening pro-

cess (Catano, Wiesner, Hackett, & Methot, 2010). As a result, there has been a

substantial increase in the number of students taking internships, both paid and

to a greater extent, unpaid in the last 25 years (Gardner, 2011). Knowing the

importance of gaining experience, business and industry representatives

(Business Council of Canada, 2016) and government advisers (Government of

Ontario, 2016) are now calling for mandatory WIL programs at both secondary

(high school) and postsecondary levels. Given this, it is reasonable to ask what

the meaning of the term work experience is and what characteristics are neces-

sary for work experience to have an effect. To date, there has been very little

research on work experience per se, or on the necessary or desirable conditions

for work experience to have an effect. This chapter will review the literature on

work experience, examine the characteristics of work experience that may have

an effect on the young person participating in a WIL program, and propose a

model of work experience explicitly for WIL programs. However, before defin-

ing and examining the characteristics of work experience, it is necessary to

define work itself.
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While the Oxford Dictionary (n.d.) defines work as activity “involving men-

tal or physical effort done in order to achieve a result,” industrial psychologists

traditionally define work as activity that produces goods or services valued by

others, for which one is paid, is carried out according to a time schedule, and is

supervised by others. Increasingly, however, unpaid or volunteer work is

included, and in this technological era, has become 24× 7 and not restricted to

a time schedule. Furthermore, entrepreneurial and consulting work is normally

carried out alone or with a group of collaborators and without a supervisor,

also demonstrating that the traditional definition is obsolete. Given this change

in thinking about work, any activity that produces goods or services (of value

to the community at large), whether the work is paid or not, on a strict time

schedule, or supervised by others, will be treated as work in this chapter. (For a

discussion of the many meanings of work, see Hulin, 2014, pp. 10�15.)
“Work is the primary activity of lives” (Hulin, 2014, p. 15). In addition to

usually providing us with an income, it provides structure to our lives, social

relationships, and a purpose to life. We identify with our work and are known

by what we do (i.e., even in retirement I say that I am a psychologist). Work

provides us with feelings of self-worth and self-esteem (Hulin, 2002). One has

only to examine the negative effects of unemployment (Wanberg, 2012) or pro-

blems in retirement (Conroy, Franklin, & O’Leary-Kelly, 2012) to appreciate

how important work is to the individual. Not surprisingly, therefore, many uni-

versity and college students are concerned about their employment prospects

upon graduation (Drysdale & McBeath, 2014), and as mentioned above, the

importance of having some work experience in order to be employable.

WORK EXPERIENCE DEFINED

Work experience is one of the most important concepts in human resource

research and practice, yet there remains inconsistency in its definition and

meaning (see, e.g., Hofmann, Jacobs, & Gerras, 1992; Rowe, 1988). Since those

early articles there have been other attempts to delineate work experience, but

the most important paper on this issue is by Quinones, Ford, and Teachout

(1995), who state that work experience refers to “events that are experienced by

an individual that relate to the performance of some job” (p. 889).
A first step in looking for aspects of jobs that might be of relevance to WIL

is to consider the various expectations of our stakeholders � primarily students,

employers, and postsecondary institutions. For the students, the strongest moti-

vation for entering a WIL program is to gain experience that will enhance their

chances of finding employment upon graduation. That need is clearly being

met, as has been shown from the earliest study of cooperative education

(Wilson & Lyons, 1961) to the more recent and extensive research with Ontario

students participating in a variety of WIL programs at the postsecondary level
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(Sattler & Peters, 2013). In an earlier study, Sattler and Peters (2012) also

report that most employers (the second stakeholder group) state that their pri-

mary interest in participating in cooperative or work-integrated education is in

attracting and recruiting future employees. In fact, over half of the WIL

employers who participated in the 2012 Sattler and Peters study hired a WIL

graduate for a permanent position. Finally, the third stakeholder to consider is

the institution: faculty members see the highest benefits of WIL as labor market

advantages for students, but also see benefits to the institution in terms of

strengthening links to the business community (DeClou, Sattler, & Peters,

2013). It is important to note that all three stakeholders hold expectations

about, and see the benefits of, WIL programs that are centered on improving

the employability of students and enhancing their career development. This

focus on work makes clear the necessity of research paying more attention to

the work experience in WIL programs and the jobs students hold.
As mentioned earlier, a paper by Quinones et al. (1995) made a significant

contribution to our understanding of the meaning and measurement of work

experience; they conceptualized work experience as having two dimensions:

level of specificity and measurement mode. Three levels of specificity were sug-

gested: task, job, and organization; and three levels of measurement mode:

amount or number, time, and type. Crossing these two dimensions to form a

matrix results in nine cells � such as time on the job, type of organization, or

number of times a task is performed. Each of these cells represents a measure

of work experience at one of the three levels of specificity.
Because job performance is of special interest in human resource research,

Quinones et al. (1995) examined its relationship to the various aspects of work

experience in the cells of the matrix (e.g., number of organizations, etc.). Both a

literature review and a meta-analysis were conducted. The literature review

revealed that the most frequent measure of experience was time, followed by

amount or number, and finally type of experience. The majority of studies mea-

sured work experience at the job level, followed by the organizational level, and

the task level. Meta-analysis of the data from the studies in the literature review

revealed a corrected correlation of 0.27 between work experience and job per-

formance, indicating that there is a positive relationship between the two vari-

ables. This relationship, however, was moderated or affected by measurement

mode, level of specificity, and type of criteria for the assessment of job perfor-

mance. Further analysis showed that the correlation between experience and

performance reached 0.43 if amount or number was the measure used, and 0.41

if task was measured. In other words, for experience to have a sizable effect on

performance, one should measure the amount of experience, not time as is cus-

tomary on resumes, and measure the experience on tasks, not in a job as is usu-

ally done. Moreover, correlations were higher when job performance was

assessed with “hard” (e.g., number of items produced or sales) than with “soft”

criteria (e.g., supervisor ratings). These results led to the conclusion that “vari-

ous measures of work experience capture different aspects of job-relevant
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experience” (p. 904). A later chapter by Quinones (2004) examined some of the

literature since the original article, but maintains the two-dimension, nine-cell

model.
Using the groundwork provided by Quinones et al. (1995), Tesluk and

Jacobs (1998) further developed the construct of work experience. They pro-

posed two additional levels of specificity � work groups and occupation; and

two interactive measures to measurement mode. The interactive measures were

density, or the intensity of the experience, and timing, or when the experience

occurred relative to the level of learning or achievement of the individual. Their

model also incorporates contextual factors, such as the work environment or

the larger social environment, and individual factors, such as ability and moti-

vation. Both contextual and individual factors not only affect work experience

directly, but they also affect what is learned from the work experience. Finally,

Tesluk and Jacobs proposed both immediate outcomes (knowledge and skills,

work motivation, and work-related attitudes) and secondary outcomes (job per-

formance and career development).
Since these two important articles by Quinones et al. (1995) and Tesluk and

Jacobs (1998), several studies, primarily dealing with leadership or management

development, have examined aspects of the relationship between experience

and performance. For example, Dragoni, Oh, Vankatwyck, and Tesluk (2011)

found that accumulated work experience and an individual factor � cognitive

ability � were the strongest predictors of executives strategic thinking, and

extraversion was related to the amount of work experience acquired. Another

interesting study is that by Carette, Anseel, and Lievens (2013) in which chal-

lenging assignments were found to have a beneficial effect in the early career

but not in the mid-career of managers, a confirmation of the importance of the

timing measurement mode.

A MODEL OF WORK EXPERIENCE FOR

WORK-INTEGRATED LEARNING

The Tesluk and Jacobs (1998) model provides a good starting point for develop-

ing a model of work experience explicitly designed for WIL. First, work experi-

ence in the context of WIL is multidimensional; that is, it has numerous aspects,

is affected by a number of factors, and has several outcomes. The WIL model

described here (see Fig. 1, adapted from Quinones et al., 1995 and Tesluk and

Jacobs, 1998) includes some of the work experience characteristics found in their

articles, but adds a new dimension and a few factors especially relevant to WIL,

and excludes a number that are more relevant to permanent positions.
Levels of specificity in this model are task, job, and organization (taken

from Quinones et al., 1995) and career (called occupation by Tesluk & Jacobs,

1998) is added. Measurement mode has amount (renamed number), time, and
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Fig. 1. Model of Work Experience for Work-Integrated Learning.
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type, as proposed by Quinones et al., and density and timing added by Tesluk

and Jacobs, and adds relation to academic program. This produces a 4 × 6

matrix, with 24 cells, though not all cells may be important in WIL. A third

dimension � the form of WIL (co-op, internship, etc.) � is added, making as

many multiples of 24 cells as there are forms of WIL. Obviously, in any one

study only a selection of WIL programs, or only one, would be examined.

Many individual factors may affect work experience, such as a student’s ability,

personality factors, openness to experience, or motivation to achieve. Similarly,

there are many contextual factors that may influence work experience in WIL,

such as the supervisor, other staff members, the involvement of the coordinator

or academic institution, and the work environment. Note that both individual

and contextual factors are predicted to affect cells differentially; for example,

the work supervisor might be expected to have a greater influence on the num-

ber and challenge of tasks than on any measures of organization or career.

Similarly, motivation to achieve might influence time spent on the job, but not

number of tasks.

Lastly are the outcomes of experience proposed by Tesluk and Jacobs (1998):

immediate or primary ones and less immediate or secondary ones. The immediate

outcomes include three of the group (knowledge, skills, abilities, and other attri-

butes � often referred to in the industrial and organizational literature (e.g.,

Catano et al., 2010) as KSAOs. Note that ability, an individual factor, is not

affected by work experience. The importance of these outcomes for the future

employment and effective performance of students cannot be over-emphasized, as

KSAOs are the basis for decisions on selection, training, and promotion in orga-

nizations (Catano et al., 2010). Less immediate, or secondary outcomes such as

job performance and career development follow from the primary outcomes of

work experience. Added in the WIL model is job satisfaction to the immediate

outcomes and academic performance and job offers to the secondary outcomes.

Research Relevant to the Model

Let us now consider the components of this model and its applicability to previ-

ous research in WIL. The first dimension in the model is level of specificity; as

we have seen from the Quinones et al. study (1995), experience at the task level

is a better predictor of future performance than at the job level, and thus more

likely to predict outcomes. Researchers typically do not evaluate WIL at the

task level, though in searching for appropriate co-op or work placements, coor-

dinators are likely to pay close attention to the tasks the student would be

expected to perform. Our research might well benefit from more consideration

of these tasks in addition to looking at jobs. The next level, job, was also

related to performance in the Quinones et al. study, as has been noted in a

number of WIL studies since (see review by Braunstein, Takei, Wang, &
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Loken, 2011). Organization, too, has been found to be related to performance

in the Quinones et al. meta-analysis, and given the high proportion of graduates

who are offered jobs following graduation, is also likely found in WIL (Sattler

& Peters, 2012). Rowe’s 2000 report that graduates who accepted employment

with a previous co-op employer had higher salaries and were more satisfied

with their jobs two years after graduation than those who did not take a perma-

nent job with a previous co-op employer, also indicates the relevance of organi-

zation. Finally, career included here as the goal for many WIL students is to

gain experience relevant to their future careers (Kramer & Usher, 2011).
Measurement mode refers to the way the various levels of specificity are

measured. Consider, for example, time or the period of experience. Quinones

et al. reported that time was the most frequent measure of experience in previ-

ous studies, and in the meta-analysis confirmed a significant relation between

length of time and performance. Many different time periods are included in

the jobs considered part of WIL: alternating semesters in some co-op programs,

year-long sandwich and internship periods, and indeterminate lengths of time

in practica, part-time work, and field work. Not only are the time periods vari-

able, but also the total length of time spent in these WIL positions can vary to

a great extent. For example, in one form of WIL (i.e., cooperative education) at

the University of Waterloo, the number of required work terms varies from six

in one program to four or five in others. Unfortunately, the relative effects of

these differing lengths of time are lacking in the research. Given the importance

these different programs have for all stakeholders, it is surprising that we know

so little about their impact on student outcomes. Exceptions to this statement

are the studies by Sattler and Peters (2012, 2013) and Kramer and Usher

(2011). The multiyear, multiphase study by Sattler and Peters assessed the views

of students, employers, and institutional members in Ontario on their views of

different forms of WIL, and found positive impressions of WIL programs held

by all three groups. Kramer and Usher compared the evaluations by 2,148

Canadian university students about several different forms of WIL (including

summer work); while all types of work experience were seen by students as pro-

viding benefits, co-op was rated as most effective.
The measurement mode that has the highest relation with performance in

the Quinones et al. (1995) study is amount, called number in our model, or the

frequency a specificity level is experienced. In other words, the number of times

a task is practiced or the number of jobs that have been held, the higher the

performance level. As with time, number is quite variable across different types

of WIL. Co-op students, for example may hold as many jobs with unique tasks

in as many organizations as they have work terms, or hold one job in one orga-

nization perhaps with increasing responsibilities. Internships are typically in

one setting, though medical internships may require participation in a number

of medical specialties. Similarly, students may have many opportunities to prac-

tice various tasks, or few, and the opportunity to experience several occupa-

tions or only one. While the model might predict greater acquisition of
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knowledge and skill from more different experiences, given the short period of

most placements, there is some question as to whether this prediction would be

confirmed in WIL research.

An interactive measurement mode proposed by Tesluk and Jacobs (1998) is

density, or the intensity of the experience. Although research in this area is

lacking both in industrial psychology and in WIL, personal experience with

WIL students speaks to its relevance. Two of my students were subjected to

sexual harassment in their workplaces, which seriously affected their subse-

quent interest in staying in the field and ability to hold permanent jobs. Other

students of mine have had very positive experiences that led to graduate studies

and a deep commitment to the discipline. These experiences may be at any level

of specificity. The second interactive mode suggested by Tesluk and Jacobs is

timing, which is especially important for young workers. Work that introduces

new tasks when the individual is ready to undertake them is more likely to lead

to positive outcomes than when challenges are introduced too soon or too late.

For example, the young worker expected to manage other workers of the same

age or older may have a negative outcome. Both timing and density are worth

further study in our research.

Relatively few studies have used type, a qualitative measurement mode, but

it may be useful in circumstances where experience is used to predict success in

obtaining future jobs as is done in WIL. One aspect of type is the similarity

between two work experiences. Thus, one would predict that the more similar

that one task or job is to another, the more likely experience on the first would

affect performance on the second. Another example is the anecdotal report that

some employers have strong biases regarding skills and attitudes that may be

learned in different types of organizations, such as government, not-for-profit,

or entrepreneurial organizations. Thus, they may show preference or aversion

to employing students with work experience in particular types of organiza-

tions. More research needs to be done to determine whether these biases actu-

ally affect future hiring.

Another aspect of type in the WIL model is relation to the student’s aca-

demic program. Many student work experiences are closely linked to the aca-

demic program while others have only a weak connection, which should then

be reflected in differential academic performance. It is possible that the major

study by Van Gyn, Cutt, Loken, and Ricks (1997) might have had more signifi-

cant results had the relation of the work term to the academic program been

considered. A closer relation to the academic program has also been shown

(Drewery, Pretti, & Barclay, 2016) to be related to better job performance

through a measure of subjective well-being, a component of which is job satis-

faction. The fact that students in science and engineering, where work terms are

more closely related to the academic discipline are more likely to obtain perma-

nent job offers than their non-WIL counterparts speaks to the relevance of

both this factor and the similarity factor (Peters, Sattler, & Kelland, 2014).
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As WIL encompasses different time periods, different academic programs,

and probably different kinds of tasks, a third dimension is required in the

WIL model. To fully describe the effects of WIL, researchers need to com-

pare the measures assessed for the different kinds of WIL at each combina-

tion of level of specificity and measurement mode. For example, comparisons

should be made between co-op and internships on time on the task or num-

ber of organizations, and so on. It is important to note that much WIL

research deals only with one form of the program and thus there is only one

level of the dimension in most studies. Two projects that do attempt to make

these comparisons are those of Sattler and Peters (2012, 2013) and Kramer

and Usher (2011).
The WIL model acknowledges the importance of individual factors in influ-

encing the impact of work experience. While ability, motivation to learn, and

social skills are obvious factors, there are other factors more relevant to WIL:

academic program, immigrant status, age, gender, and socioeconomic level

have all been related to participation rates in WIL (Sattler & Peters, 2013).

Differences on individual factors between those who select WIL programs and

those who do not, or differences among those who choose different forms of

WIL may have a significant effect on results in this area (Drysdale et al., 2007).
Contextual factors are especially likely to affect work experience; factors

that may be particularly significant in WIL are the supervisor, the work envi-

ronment, salary, and mentoring. For example, only in WIL do we find unpaid

work. A National Association of Colleges and Employers report (Crain, 2016)

identifies a number of differences between American students participating in

paid versus unpaid internships; those in unpaid internships took longer to find

permanent positions, received lower salaries, and experienced lower job satis-

faction. Worth noting, however, Gardner (2011) reported that unpaid work

terms may be confounded with program, as unpaid jobs are more likely to be

found in education, social sciences, health sciences, arts & humanities, and

communications programs. Institutional factors, such as the involvement of the

coordinator, preparation for the work period, and opportunities for reflection,

are important contextual factors unique to WIL. At least one study has found

some institutional factors to have relatively little influence on the acquisition of

workplace skills (Kramer & Usher, 2011).

Lastly, the WIL model adopts the two kinds of outcomes, immediate and

secondary, as proposed by Tesluk and Jacobs (1998). This distinction is partic-

ularly important insofar as the link between work experience and performance

outcomes is less direct than is the link between work experience and such out-

comes as knowledge and skills. Sometimes students, especially the more

entrepreneurial ones, may acquire knowledge and skills so great (famously, the

founders of Blackberry and Microsoft) that they leave their academic programs

to set up their own companies or take fulltime employment. Other students

may perform well but be so dissatisfied with the job during their work term

that they leave their academic program or change careers. For a particularly
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rich description of the effects, both positive and negative, on the lives of stu-

dents, see the very important study by Linn, Ferguson, and Egart (2004) and

Linn (2015) of Antioch alumni 50 years after their graduation.

The immediate outcomes (KSAOs) are the characteristics desired in new hires

by those demanding WIL for all graduates. It is also important to point out that

these characteristics may be negative as well as positive; that is, students may

learn bad attitudes or habits on a job or the wrong or unsafe ways of performing

a job. For example, Berwald and Rowe (1985) found that students were sur-

prised to learn that their co-workers were less hard working but more friendly

than they expected. In addition to the outcomes proposed by Tesluk and Jacobs

(1998) the WIL model includes job satisfaction as an important outcome for our

students. Job satisfaction on the work term should be a significant predictor of

career development, a secondary outcome. WIL researchers would do well to

examine the acquisition of immediate outcomes, that is, knowledge and skills, as

well as job satisfaction, rather than measures of job performance when trying to

determine the more important aspects of work experience.

Secondary outcomes are the longer-term results of work experience,

including job performance and career development that are drawn from the

Tesluk and Jacobs (1998) article, while job offers and academic performance

are added because of their relevance to student work. Most studies in both

human resources research and in WIL research have related measures of

work experience to the secondary outcomes, especially future employment,

but according to the model, these relationships are through the immediate

outcomes. Therefore, we would expect the effect of measures of work experi-

ence to have a greater effect on acquisition of knowledge and skills than on

job or academic performance.

Future Research on the Model

The model proposed here may serve to stimulate research in a number of areas.

I have previously argued (Rowe, 2014, 2015) that WIL researchers should pay

more attention to the jobs our students hold during their work terms; as a

result, I have frequently been asked what measures should be used. The typical

response from an industrial psychologist like me is to suggest that a job analysis

be carried out. However, such a procedure results in a job description unique

for each individual job and student and thus is useless for research. This model,

however, permits measures (time on task, number of organizations, etc.) that

are independent of the particular job held or tasks performed. Specific measures

that should be more useful to the WIL researcher are the number of times a

task is performed, the similarity of the experience during the work term to the

future job, and the relation of the academic program to tasks, job, and career,

and thus would be especially appropriate areas to examine.
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The choice of which level of specificity and which measurement mode to

select (i.e., which cell or cells to examine) should be done with an eye to the

outcome of interest. If one is interested in whether work terms affect academic

performance, then clearly the relation of the job to the curriculum should be

assessed. However, one should be assessing immediate outcomes such as knowl-

edge and skills, as well as academic performance. Or if one is interested on the

impact of work experience on communication skills, then the amount of prac-

tice in communication tasks the student received on the job should be consid-

ered. Certainly, in both these cases intellectual ability, an individual factor,

might play a part.

Two other areas that should be examined are the relative effects of different

kinds of WIL, made explicit by the inclusion of a third dimension in the model,

and the issue of time in WIL. We know almost nothing about how much time

is required for any effect to occur. Worth noting is the work of Nicholson and

West (1988) on the transition cycle, who suggested that four months, the typical

semester-long co-op work term, was too short for work experience to have

much effect (N. Nicholson, personal communication, November 1989).
It is important to realize that most of the research done on work experience

in psychology and human resources evaluates work experience in the current

job with performance in the same job, not in a future position. Almost none of

the studies in the Quinones et al. (1995) meta-analysis examined how a measure

of work experience (usually time on the job) predicted performance in a new

and different job. Yet employers and government officials presume that work

experience has positive effects on future work and that is why they want college

and university graduates to pursue WIL programs (Business Council of

Canada, 2016; Government of Ontario, 2016). While the effect of experience in

a future job has been largely ignored in human resources research, it is critically

important in WIL, as future employment is the reason both students and

employers engage in the program. Given the finding that the benefits of co-op

work experience largely accrued to those who accepted employment with a pre-

vious employer (Rowe, 2000), future research needs to assess the extent to

which the benefits of work experience generalize to other jobs and organiza-

tions. More WIL research also needs to examine the relative effectiveness of

different types of WIL programs to influence future job performance.

CONCLUSION

In closing, it is appropriate to ask what the value of the WIL model is.

Hopefully, the model may function to integrate many diverse studies and will

have some relevance for WIL research. One of the most important features of

the model is that work experience is multidimensional, with many aspects, even

for the limited work periods found in WIL programs. Another important
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characteristic of the WIL model is the inclusion of individual and contextual

factors. Just a sample of possible factors has been suggested here; I anticipate

that other researchers will add many more to this list. The proposed model pro-

vides a means of incorporating them in our work in this area. The value of the

matrix, even though complex, provides a more organized way of thinking about

these different aspects, and using them in research. Some of the cells are already

known to be important for WIL; other cells, currently untested, may stimulate

research and prove to be significant.

Work experience is the essential feature of WIL. It is critical that we better

understand what it contributes to the current and future knowledge, skills, and

attitudes of the young people who participate in these programs. Further, we

need to know the conditions under which positive effects are enhanced and the

factors that may limit these effects. In keeping with a recent appeal by

Weingarten, Deller, and Hicks (2016) for research on work experiences to

determine whether they actually produce the desired results, it is hoped that

this proposed model would help to stimulate such future research and advance

our knowledge of the effects of work experience in WIL programs.
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