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ABSTRACT 

STACEY YOUNG RIVERS 

SUPPORTING CAREER SKILLS DEVELOPMENT: EXPLORING STAKEHOLDERS’ 

PERCEPTIONS OF COLLEGE STUDENTS’ PARTICIPATION IN AN ENTERPRISE 

INTERNSHIP MASSIVE OPEN ONLINE COURSE (MOOC) 

 
Under the direction of CYNTHIA ANDERSON, ED.D. and H. JUSTIN BALLENGER, PH.D. 

The Coronavirus (COVID-19) outbreak in March 2020 resulted in hundreds of companies 

canceling internships for college students who had accepted offers for the summer. While 

colleges and companies were determining how to move forward, a team of recruiters and 

learning professionals at a global telecommunications company engaged thousands of students in 

a massive open online course (MOOC) that may have fulfilled internships for some students. 

This novel approach to learning provided students with access to an employer-developed 

curriculum utilizing an enterprise internship MOOC model.  

This study centered on understanding career services professionals’ perspectives of an 

enterprise internship MOOC for supporting college students’ career skills development. 

Employing constructivist grounded theory (CGT) and the product market fit pyramid, this 

qualitative research explored the enterprise internship MOOC’s viability. Data collection and 

analysis consisted of semi-structured interviews with 11 career services professionals from 

higher education institutions (HEIs) in the United States. Five out of 11 participants had 

experience with the enterprise internship MOOC while the remaining participants learned about 

it during the study. The artifacts collected from the web included the enterprise internship 

MOOC’s curricula, students’ comments on LinkedIn about their experiences in the program, 

skills information from the digital badge, and the company’s marketing materials for the 



 

xiii 

program. To better understand career services professionals’ experiences with MOOCs, 

participants answered questions through the lens of a conceptual framework that deconstructed 

the MOOC’s dimensions, aligning academic MOOCs and the enterprise internship MOOC.  

Data analysis utilizing the CGT methodology yielded a grounded theory called the triad 

of stakeholder involvement. This grounded theory supports a focused approach to understand the 

HEI’s career emphasis, employer skills needs, and student destination for career skills 

development leveraging an enterprise internship MOOC. Data analysis also led to the conclusion 

that the enterprise internship MOOC is a viable model, given the appropriate pedagogical and 

technological structure. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

The global lockdown that began in March 2020 due to the COVID-19 pandemic ushered 

colleges into emergency remote learning (ERL), a state where onsite instruction shifted to virtual 

learning and became the primary mode of delivery for educators (Katz et al., 2021; Khlaif et al., 

2021; Sunita, 2020). Companies quickly transitioned to remote work, and students who secured 

onsite internships lost the opportunity of gaining practical experience. In most cases, canceled 

internships thwarted students of their opportunity to work because some employers were 

unprepared for virtual internships (Feldman, 2021; Park & Jones, 2021; Stansell, 2020). While 

colleges and companies were trying to ascertain their next steps, a team of recruiters and learning 

professionals at a global telecommunications company engaged thousands of participants in an 

80-hour, massive, open online course that may have fulfilled internships for some students (Hull, 

2020). This novel approach to learning provided students with access to an employer-developed 

curriculum that utilized an enterprise internship massive open online course (MOOC) model. 

Over the years, the term skills gap has been in the global lexicon and used to describe the 

dire need for more college graduates in the workforce already equipped with work-ready skills. 

In an attempt to explain the notion of a global skills gap, researchers have categorized the 

dilemma as the skills gap, skills mismatch, and skills shortage (Cappelli, 2015; Chrisinger, 2019; 

Moore & Morton, 2017; Page et al., 2020; Rosendale & Wilkie, 2020). Ultimately, these 

descriptions all point to the same issue: a disparity in the workforce’s skills that employers 

require. Researchers argue that higher education cannot fix the skills gap problem alone due to 

the profound challenges in the educational system, student expectations for an economic 
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increase, and rapidly changing skills requirements triggered by technological advancements 

(Chan, 2016; Engelbrecht, 2019; Fletcher & Tyson, 2017; Rhew et al., 2019). Even more, the 

proliferation of technology across all industries and sectors is disrupting how people access, 

consume and manage information, providing educators with new delivery methods due to 

educational technology, or edtech as it is called (Morrison et al., 2019; Thomas & Nedeva, 

2018). Massive Open Online Courses, or MOOCs, are a type of edtech, and with their massive 

reach, give rise to a new paradigm for higher education institutions (HEIs) to explore online 

learning pedagogies and reach learners who did not previously have access to college courses 

(Morrison et al., 2019; Thomas & Nedeva, 2018). 

With the inception of MOOCs, researchers believed that this online learning model 

would disrupt the traditional structure of higher education and usher in a new era in education 

reform (Chen, 2014; Christensen et al., 2013; Martin, 2012; Yuan & Powell, 2013). Now that 

more data are available, MOOCs have found a place in academia as a model to engage new 

learners (Kundu & Bej, 2020; Morrison et al., 2019; Reich & Ruipérez-Valiente; 2019; Thomas 

& Nedeva, 2018). While MOOCs have quickly gained popularity, their notoriety has outpaced 

educational institutions’ abilities to create effective assessments for student learning on their 

platforms, quelling the notion of disruption in higher education (Xiao et al., 2019; Xiong & 

Suen, 2018; Yousef & Sumner, 2021).  

When MOOCs came online in 2008, this new model quickly caught on, and by 2012 

trends indicated that the growth would continue (Holland & Tirthali, 2014; Li et al., 2018). The 

New York Times labeled 2012 as the year of the MOOC because all commercial MOOCs, such 

as edX, Coursera, and Udacity, launched with enrollees totaling in the hundreds of thousands 
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(Pappano, 2012). In 2013, Systems, Applications, and Products in Data Processing, or SAP, was 

the first company to create an enterprise MOOC called openSAP. A German multinational 

software corporation, SAP utilized its MOOC to serve its customers and upskill its developer 

employee base in software development (Egloffstein & Schwerer, 2019; Renz et al., 2019). By 

2019, over 820,000 learners had accessed the openSAP site that offered over 180 courses (Renz 

et al., 2019). While the original intent of the MOOC may have been to disrupt the traditional 

learning pedagogies undergirding HEIs, MOOCs initially lacked academic rigor, thus hindering 

educator perceptions that this model could close skills gaps (Lin & Cantoni, 2018; Lowenthal et 

al., 2018; Yue et al., 2018). Although employer skills gaps remain at the center of discussions, 

higher education leaders continue to invest in academic MOOCs to attract new students to their 

institutions (Cappelli, 2015; Moore & Morton, 2017; Wakefield et al., 2018). 

Fast-forward to 2020, when a surge in MOOC utilizations were evident, prompting 

commercial MOOCs like Coursera to post 30% growth, totaling more than $200 million in 

revenue (Lohr, 2020). Coursera’s partnership with Google created information technology (IT) 

support certifications that other employers accepted as part of a consortium organized by the two 

companies (Lapowsky, 2015; Schwartz, 2020). The commercial MOOC provided participants 

with the skills employers sought at a fraction of the time and costs of HEIs (Lapowsky, 2015; 

Schwartz, 2020; Thomas & Nedeva, 2018; Yousef & Sumner, 2021). Further, the commercial 

MOOC also became a recruitment tool for colleges as higher education leaders explored new 

ways to build interest and enrollment in their institutions (Holland & Tirthali, 2014; Wakefield et 

al., 2018).  
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Statement of the Problem 

The Coronavirus (COVID-19) outbreak in March 2020 resulted in hundreds of 

companies canceling internships for college students who had accepted offers as early as 

September of the previous year (Feldman, 2021; Nietzel, 2020; Park & Jones, 2021; Stansell, 

2020; Yaffe-Bellany, 2020). Historically, internships have been a bridge between higher 

education and employment to help solidify course knowledge with practical application. 

Internships have also played a critical role as a method of experiential learning for institutions 

(Baert et al., 2021; Silliman et al., 2020). In addition, students have voiced the benefits they find 

in internships, including technical skills development, business acumen, and social access that 

further aid in their career success (Dove, 2017; Gay, 2019; Tyler et al., 2015). Although 

internships have been instrumental in creating student pipelines to garner interest in specific 

career roles, the collaboration between HEIs and companies, as well as the relevancy of both 

degree topic and experience, are imperative for preparing students for jobs (Irwin et al., 2019; 

Zehr & Korte, 2020). With an enterprise MOOC operating as a virtual internship, students can 

gain insights into the skills employers require, access to hiring managers, and an opportunity to 

complete an internship online (Hull, 2020). As a result, MOOCs have become intermediary 

pathways to close learner skills gaps and connect viable candidates with employers (Calonge et 

al., 2019; David & Mariam, 2016; Fitzgerald, 2013; Rosendale & Wilkie, 2020). The dearth of 

literature for enterprise internship MOOCs and their efficacy to support closing career skills gaps 

for students presents an opportunity to understand more about this model. It follows that because 

of the similarities in academic MOOCs and an enterprise internship MOOC, HEIs that partner 
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with enterprise MOOCs may further support experiential learning for students’ career skills 

development.  

Purpose of the Study 

U.S. employers across sectors continue to demand and require technical skills and other 

competencies (Crumpler & Lewis, 2019; Fletcher & Tyson, 2017; Harris, 2021; U.S. 

Government Accountability Office, 2015). This qualitative, constructivist grounded theory study 

explored career services professionals’ perceptions of an enterprise MOOC launched in 2020 to 

understand how this delivery method was a resource for higher education institutions. The 

similarities between academic MOOCs and the enterprise internship MOOC provided insights 

into how colleges and universities can use an enterprise internship MOOC to support students’ 

career skills development. The participants’ perceptions may not be representative of all career 

services professionals; however, grounded theory supports scaling up to create a substantive 

theory. Although the public has accepted MOOCs as a convenient way to obtain new knowledge, 

the findings of this study may be able to inform the development and implementation of large 

enterprise internship MOOCs. Because of the COVID-19 pandemic, a weakened workforce may 

benefit from enterprise MOOC partnerships with HEIs for career skills development and 

employment opportunities. 

Research Questions 

This research will add to the literature for the enterprise internship MOOC phenomenon 

by using the following question to guide the study: How can an enterprise internship massive 

open online course (MOOC) support students’ career skills development? To aid in 
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understanding career services professionals’ view of an enterprise internship MOOC, I 

developed the following sub-questions: 

a. What career skills do career services professionals believe could be supported by the 

enterprise internship MOOC?  

b. What data from an enterprise internship MOOC would career services professionals 

find useful in tracking student career outcomes? 

c. What are the advantages and disadvantages of an enterprise internship MOOC design 

supporting students’ career skills development? 

The primary research question provided the basis for semi-structured interviews designed to 

probe participants’ familiarity with MOOCs, perceptions of an enterprise internship MOOC, and 

expectations of an enterprise internship MOOC.  

Conceptual Framework 

The literature provides various aspects of a MOOC that are foundational knowledge for 

effective collaboration between career services professionals and employers. Since academic 

MOOCs and an enterprise internship MOOC have similar dimensions, several contextual 

dimensions are systematically blended to create a MOOC (see Figure 1). The term MOOC is an 

acronym for massive, open, online, and course (Bogdan et al., 2017; Bonk et al., 2018; Calonge 

et al., 2019; David & Mariam, 2016; Ifenthaler, 2018). This term is applicable to any MOOC 

variation, and for the study participants who had a range of knowledge concerning MOOCS, the 

term MOOC can conjure varying models. Accordingly, the MOOC dimensions represented a 

deconstruction of MOOCs that provided the participants with a standard structure for the 

interview questions. The design of the interview questions was to focus on each dimension to 
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understand the participants’ attitudes toward an enterprise internship MOOC. While the 

enterprise internship MOOC focuses on career skills, the dimensions allowed career services 

professionals to ascertain how the model supported students’ career development. Highlighting 

the MOOC dimensions allowed participants to share their range of knowledge and experiences 

with MOOCs, while relating these aspects to an enterprise internship MOOC. Using the MOOC 

dimensions to categorize the interview questions aided in the appropriate approach with 

constructivist grounded theory to analyze the participants’ responses. 

 
Figure 1 

Academic and Enterprise Internship MOOC Dimensions 

 

 
 



 

8 

The enterprise internship MOOC dimensions that are consistent with the academic 

MOOC include individual/social, informational, technological, pedagogical, and analytical:  

• individual /social: Students enroll in MOOCs individually for asynchronous and 

synchronous learning. How students engage in any MOOC is reflective of their 

interest in the information and how the content is structured pedagogically (Bonk & 

Lee, 2017; Rivas et al., 2020). 

• informational:  The free course content available online is one of the main attractions 

for MOOCs and drives its popularity (Bogdan et al., 2017; Smith et al., 2017). 

• technological:  The technology enables delivery and functionality of the platform. 

Educational technologies support program operations and pedagogical design (Bonk 

et al., 2018; Li et al., 2018). 

• pedagogical: The pedagogical structure is defined by the course topic and the 

platform’s technical functionalities. Assignments, quizzes, and evaluations may be 

embedded throughout the content based on the course purpose (Major & Blackmon, 

2016; Mohamed & Hammond, 2018). 

• analytical: MOOCs provide data on a massive scale that enable logical analysis 

through participant registration and student behaviors on the platform (Rupierez-

Valiente et al., 2020; Yousef & Sumner 2021).  

While differences based on the variation in MOOCs do exist, this study focused on the 

dimensions that are the same across the academic MOOC and enterprise internship MOOC. This 

approach provided congruency for evaluating career services professionals’ perceptions for each 

dimension. Overall, academic MOOCs and the enterprise internship MOOC have similarities 
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that support student learning, and the MOOC dimensions provide a congruent structure between 

the two models for the participant interviews. Since the enterprise internship MOOC focuses on 

career skills, the dimensions allowed for career services professionals to view how students can 

develop career skills from utilizing this model. Using the dimensions to structure the interview 

questions aided in ascertaining career services professionals’ perceptions of the enterprise 

internship MOOC’s viability for student career outcomes. 

Theoretical Framework 

Constructivist grounded theory (CGT) is a framework to create new theoretical constructs 

utilizing an understanding of the phenomenon directly from the participants navigating the 

paradigm. The primary focus of a grounded theory study is for theory generation. This study 

employed CGT with John Dewey’s philosophical stance on pragmatism as the epistemological 

foundation. I utilized constructivist grounded theory in semi-structured interviews with 

purposive sampling for the participant selections. The sample population of interviewees came 

from colleges that participated in the enterprise internship MOOC. I used various data sources to 

obtain rich data and developed a grounded theory. This study's pragmatic approach created the 

appropriate framework for understanding the practicality of the enterprise internship MOOC 

through the lens of career services professionals tasked with developing solutions to close 

employment gaps for students entering the workforce.  

With a dearth of literature for the enterprise internship MOOC, this research will add to 

the knowledge of MOOCs and an understanding of career services professionals’ views for 

utilizing an enterprise internship MOOC for students' first career roles. The effects of COVID-19 

upended students’ ability to obtain internships, ushering in a novel way for students to learn and 
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connect with hiring managers through an enterprise internship MOOC. The similarities between 

academic MOOCs and the enterprise internship MOOC provided insights into how colleges and 

universities can use the enterprise internship MOOC to support student career outcomes. These 

factors center on Dewey’s ideology of expanding education beyond the classroom to be inclusive 

of careers. The enterprise internship MOOC can be viewed as a bridge to students’ first career 

roles, illustrating Dewey’s philosophical stance that an “occupation is a continuous activity 

having purpose” (Dewey, 1916/2009, p. 528). In other words, higher education leaders must 

expand the learning continuum beyond the classroom to engage with industry professionals 

supporting students' vocational interests. With the public’s acceptance of MOOCs as a 

convenient way to obtain new knowledge, the findings of this study may be able to inform the 

development and implementation of an enterprise internship MOOC.   

Assumptions, Limitations, and Delimitations 

For this research, I made several assumptions for conducting this research and the data 

obtained as part of the interview process. First, I assumed the participants were honest with the 

information they provided. Second, I assumed the participants were focused on finding solutions 

to closing skills gaps for students. Finally, because of the marketing of the enterprise internship 

MOOC through the institution’s career development office, I assumed that the participants who 

agreed to participate in the research had some familiarity with it. 

During the interview protocol, I assured participants that I would keep their interview and 

information confidential and anonymous. The limitation was that the interviews were virtual due 

to the COVID-19 pandemic. As with any virtual setting, there may have been nuances that would 

be more readily observed in an in-person setting. Although I recorded the interviews, I captured 
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copious notes for observations during the live sessions. I also referenced the recording 

throughout the data analysis process based on the analysis protocols for this study. 

The delimitation was the sample size of the participants. Initially, I invited 50 career 

services professionals for interviews to explore their perceptions of an enterprise internship 

MOOC for supporting student career skills development. Although 11 career services 

professionals participated in the study, they were not representative of all career services 

professionals. However, the grounded theory methodology supports scaling up to create a 

substantive theory (Urquhart, 2012). Further, the student enrollment in the enterprise internship 

MOOC was approximately 50,000 with 11,000 students completing the curriculum. Through 

purposive sampling, the 11 career services professionals represented approximately 365,000 

students from various large and small, public and private academic institutions in the United 

States (National Center for Education Statistics, 2020). Due to the complexity of an enterprise 

internship MOOC model launched during the 2020 pandemic, CGT provided the structure, 

fluidity and consistency in the process to extrapolate the various meanings participants 

experienced during the timeframe.  

Significance of the Study 

With learning challenges resulting from the shift to emergency remote learning created 

by the 2020 pandemic, discovering new ways to connect students and employers is imperative to 

preparing students for employment (Desilver, 2022; Klein, 2021). The significance of this study 

is the insights it contains for utilizing career services professionals’ view of an enterprise 

internship MOOC for supporting students’ careers. Career services professionals are intricately 

involved with building employer relations to support student outcomes through internships and 
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first career jobs. Therefore, utilizing an enterprise internship MOOC to build student engagement 

and explore career opportunities is a novel use of the model. This study provided insights into 

the perceptions of career services professionals, from large and small private and public 

academic institutions for an enterprise internship MOOC. The purpose was to understand how 

this delivery method could be a resource for higher education institutions. As a result, the 

research findings will help HEI leaders, employers, policy makers and nonprofit leaders 

determine how to utilize an enterprise internship MOOC to support student career outcomes. 

Definitions of Terms 

The terms listed in this current study may be used in other contexts; however, the 

following definitions will help all readers become familiar with how the terms are used within 

the context of this research. 

Career services professionals are HEI career staff with the skills and knowledge to 

support student transitions from college to career (Dey & Cruzvergara, 2014). 

Lean product process is an iterative, six-step process used by startup businesses to guide 

the user through the product market fit pyramid (Olsen, 2015) 

Massive open online course (MOOC) is a model for delivering free learning content 

online to anyone with no limitation for number of attendees. 

Minimum viable product is an early version of a product with minimum features for early 

adopter customers to provide feedback for continued development (Olsen, 2015). 

MOOC dimensions are key features or aspects of a MOOC design (Ichimura & Suzuki, 

2017). 
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MOOC environment is an aggregate of conditions that creates a setting to include 

technical, educational, cultural and social dimensions, among others, based on the design of the 

model. 

MOOC platform is an application or collection of web technologies that enable open and 

scaled access for participants to take a course. 

MOOC type is a descriptor of origin for the delivery model, such as academic, 

commercial, or enterprise. 

Product market fit is a term startup businesses and marketers often use to convey that the 

product is a good fit for the target audience (Andreessen, 2007; Fitzpatrick, 2010; Olsen, 2015). 

Product market fit pyramid is a framework that breaks down the product market fit into 

five areas that can be tested by using a hypothesis for each area (Olsen, 2015). 

Value proposition is an innovation, service, or feature intended to make a company or 

product attractive to customers (Olsen, 2015).  

Summary 

In 2020, the pandemic upended plans for colleges and students that went beyond the 

classroom. When the global lockdown occurred in March of the same year, there were many 

issues and gaps to address, including cancelled student internships. While colleges and 

companies were determining their next steps, a corporation launched an enterprise internship 

MOOC environment that supported thousands of students with cancelled internships (Hull, 

2020). Over the years, the MOOC has evolved to be a convenient offering to support traditional 

and non-traditional students who are either busy professionals or distant learners (Bonk & Lee, 

2017). According to Egloffstein and Ifenthaler (2017), MOOCs are being used to upskill people 
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who did not have access to higher education as well as a training medium for employee career 

development. The MOOC has been converted into many variations to accommodate pedagogical 

designs and learner needs (Bonk & Lee, 2017; Conole, 2016; Rivas et al., 2020). Although 

MOOCs are marketed as an open education resource (OER), with the launch of commercial 

MOOCs such as Coursera, edX, and Udacity, they serve as a college recruitment tool and a way 

for people to gain quick skills employers are seeking (Holland & Tirthali, 2014; Wakefield et al., 

2018).  

This research examined an enterprise internship MOOC formed during the 2020 

pandemic that provided students with insights into competencies and technologies essential to  

business. This current study was a qualitative, grounded theory design focused on an enterprise 

internship MOOC and the perceptions of college career services professionals and students to 

understand how this delivery method could be a resource for higher education institutions. The 

similarities between academic MOOCs and the enterprise internship MOOC showed how 

colleges and universities could use an enterprise internship MOOC to collaborate with employers 

and support student career outcomes. This study employed constructivist grounded theory with 

John Dewey’s philosophical stance on pragmatism as the epistemological foundation. To 

effectively explore career services professionals’ views of an enterprise internship MOOC, the 

study design incorporated semi-structured interviews utilizing purposive sampling for participant 

selections. 

As a result of this study, the enterprise internship MOOC may give learners a new value 

proposition for career skills development. A global telecommunications corporation created the 

enterprise internship MOOC and used it as a virtual internship. The enterprise internship MOOC 
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provided access and opportunity for thousands of students during a pandemic when onsite 

internships were canceled (Hull, 2020). The similarities between the academic MOOC and the 

enterprise internship MOOC illustrate how academia and industry may partner to close gaps for 

students using this educational technology. The current research literature captured the practical 

reasons for an internship that provides students with general business skills and competencies. 

However, with the effects of COVID-19 on the workforce, finding new ways to connect students 

with employers is imperative to fostering positive outcomes for students, higher education 

institutions, and employers. 

The following chapter presents a review of literature relevant to the study, as well as an 

in-depth explanation of the conceptual framework. Chapter 3 provides a description of the 

research design and methodology. Chapter 4 presents the results, which are the topic of 

discussion in Chapter 5. 
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CHAPTER 2 

LITERATURE REVIEW 

Researchers contend that the public accepts MOOCs as a convenient way to obtain new 

knowledge (Egloffstein & Schwerer, 2019; Huang & Hew, 2017). With a dearth of literature for 

the enterprise internship MOOC, this review of the research literature delves into the topic areas 

that are dimensions for MOOCs, illustrating the similarities and differences for academic and 

enterprise variations. The most-reported challenges that MOOCs encounter include early drop 

out, low completion rates, minimal student engagement, fake accounts, no instructor feedback, 

and limitations of automated assessments (Holland & Tirthali, 2014; Kaplan & Haenlein, 2016; 

Porter, 2015; Semenescu et al., 2020; Zhu et. al, 2018). Despite these challenges, the MOOC 

continues to grow and add more variations to support various pedagogical needs (Bali, 2014; 

Blum-Smith et al., 2021; Major & Blackmon; 2016; Mohamed & Hammond, 2018). 

In this study, the enterprise internship MOOC is a vehicle for supporting students to 

develop career skills, provide access to hiring managers, and participate in a virtual internship 

(Hull, 2020). As part of the constructivist grounded theory methodology, Charmaz (2021) 

advocated for the researcher to have insights into the knowledge areas supporting the research to 

eliminate the development of substantive theories that already exist. The research contained in 

the literature review yielded various dimensions that academic MOOCs and the enterprise 

internship MOOC share based on the enterprise internship MOOC model that is the focus of this 

study. It is imperative that career services professionals understand how this model can support 

student learning. Therefore, gaining insight for the MOOC dimensions will aid in the evaluation. 
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Since its inception in 2008, MOOCs have been part of the academic discourse and some 

higher education leaders believed that it would have an adverse impact on the future of higher 

education (Christensen et al., 2013; Levy & Schrire, 2015; Rhoads et al., 2015). While MOOCs 

have not replaced the need for students to learn formally in a college or university setting, they 

have evolved into a solution that serves various needs and populations. The MOOC has proved 

to be a valuable asset as more people utilize this model in various ways, from upskilling 

employees to training healthcare workers and identifying diverse candidates for clinical trials 

(Kusnoor et al., 2021; Littlejohn & Milligan, 2015; Sharma et al., 2014). By extension, 

researchers have highlighted the enterprise MOOC model as a recruitment vehicle for students to 

engage directly with employers (Dodson et al., 2015; Javed et al., 2019). As employer-sponsored 

internships continue to have a critical role in providing students with practical skills, likewise 

students have voiced the benefits they find in engaging with employers (Dove, 2017; Gay, 2019; 

Tyler et al., 2015). The upshot of all this is that enterprise internship MOOC may positively 

impact higher education through collaborations with industry to provide students with a pathway 

to first destination careers. 

Employers are seeking students ready to work with the ability to apply their theoretical 

knowledge to problems and situations on the job (David et al., 2021; Ng et al., 2021; Silva et al., 

2016). Likewise, colleges have focused on graduate employability by engaging students prior to 

graduation through internships and other experiential programs (Dey & Cruzvergara, 2014; 

Healy et al., 2021). According to Bogdan et al. (2017), “The potential use cases for MOOCs in 

corporations are enormous because different strategies can be adopted to tailor massive open 

online courses to meet corporate learning and training needs” (p. 255). Researchers have 
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suggested that companies use MOOCs as an e-recruitment vehicle to attract talent and gain 

massive data for students, such as enrollment, grades, and skills obtained (Javed et al., 2019). 

Research findings convey human resource professionals’ openness to using MOOCs to offset 

training gaps, confront budget concerns, and address technical skills needs for employees 

(Dodson et al., 2015; Radford et al., 2014; Rosendale & Wilkie, 2020). According to one study, 

employer gap areas that MOOCs could address included recruitment and retention, allowing 

companies to be viewed as an employer of choice (Radford et al., 2014). 

Although some report challenges associated with MOOCs, this model continues to gain 

popularity with students and the investment of higher education institutions. Even though the 

majority of colleges do not recognize the credits for course completion , numerous learners, from 

age 16 to 61 years, access MOOCs, all seeking to obtain new knowledge (Li et al., 2018; 

Lowenthal et al., 2018; Sandeen, 2013; Yang et al., 2013). According to researchers, most 

instructors are passionate about teaching and want the challenge of reaching a global community 

of learners (Kolowich, 2013; Lowenthal et al., 2018). Likewise, Major and Blackmon (2016) 

reported, “Instructors indicated three reasons for moving forward with MOOCs: altruism, 

research exposure, and the opportunity to experiment with new technology” (p. 82). In other 

words, instructors who enjoy teaching do it for the fulfillment, regardless of the platform, model, 

environment, or external benefits. Nevertheless, the desire to teach in a MOOC environment still 

requires preparation to engage learners, activate their motivations, and fulfill the requirement of 

providing new skills by the end of the course. 
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MOOCs: The Beginning 

MOOCs came on the scene in 2008 when Stephen Downes and George Siemens created 

the first massive open online course with 2200 participants joining to explore “Connectivism and 

Connected Knowledge” (CCK08) (Downes, 2012). Dave Cormier and Bryan Alexander 

introduced the term MOOC to describe the scale and availability of the content disseminated by 

Downes and Siemens, two academics who wanted to provide information to a broader audience 

(Fini, 2009; Ruipérez-Valiente et al., 2020). Researchers believed that this online learning model 

would disrupt the traditional structure of higher education and usher in a new era in education 

reform (Chen, 2014; Christensen et al., 2013; Martin, 2012; Yuan & Powell, 2013). Now that we 

have more data about MOOCs, it has found its place in academia as a model to engage new 

learners (Kundu & Bej, 2020; Morrison et al., 2019; Reich & Ruipérez-Valiente, 2019; Thomas 

& Nedeva, 2018). While MOOCs have quickly gained popularity, their notoriety has outpaced 

educational institutions’ abilities to create effective assessments for student learning on its 

platforms, quelling the notion of disruption in higher education (Xiao et al., 2019; Xiong & 

Suen, 2018; Yousef & Sumner, 2021).  

With MOOCs’ initial popularity, researchers suggested that colleges should rethink its 

online learning models to support a more consumer-centric approach to educating its constituents 

(Adamopoulos, 2013; Chan, 2016). In 2008, this new model quickly became popular, and by 

2012, trends indicated that the growth would continue (Holland & Tirthali, 2014; Li et al., 2018). 

The New York Times labeled 2012 as the year of the MOOC because commercial MOOCs such 

as edX, Coursera, and Udacity all launched with enrollees totaling in the hundreds of thousands 

(Pappano, 2012). In 2013, Systems, Applications, and Products in Data Processing (SAP) was 
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the first company to create an enterprise MOOC called openSAP (Renz et al., 2019). A German 

multinational software corporation, SAP utilized its MOOC to serve its customers and upskill its 

developer employee base in software development (Egloffstein & Schwerer, 2019; Renz et al., 

2019). By 2019, over 820,000 learners had accessed the openSAP site, which offered over 180 

courses (Renz et al., 2019). While the original intent of the MOOC may have been to disrupt the 

traditional learning pedagogies undergirding higher education institutions, MOOCs lacked 

academic rigor, therefore, hindering educator perceptions that this model could close skills gaps 

(Lin & Cantoni, 2018; Lowenthal et al., 2018; Yue et al., 2018). Although employer skills gaps 

remain at the center of discussions, higher education leaders continue to invest in academic 

MOOCs to attract new students to their institutions (Cappelli, 2015; Moore & Morton, 2017; 

Pilli et al., 2018; Wakefield et al., 2018). 

Today, millions of people have enrolled in MOOCs for various reasons, engaging 

learners in new ways and renewing faculty interest in evolving the learning paradigm (Major & 

Blackmon, 2016; Shi & Lin, 2021). Born out of universities, MOOCs are considered technology 

enhanced learning (TEL) or e-learning, and they will continue to mature and evolve over time 

(Ferguson et al., 2015; Smith et al., 2021). Researchers emphasize that MOOC users enroll for 

professional and personal objectives, including hobbies and interests, and now corporations have 

begun using MOOCs as part of employee training and professional development plans (Baturay, 

2014; Bogdan et al., 2017; Dodson et al., 2015; Lowenthal et al., 2018; Żur & Friedl, 2021). The 

elements of the online learning environment provide a value for the learner because the content 

is free (open), encourages and supports engagement with other learners (participatory), and 

invites activity across networks in a social capacity (distributed), all of which provide a unique 
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experience for the participants (Baturay, 2015; Blackmon, 2018; Bonk et al., 2018; Milligan & 

Littlejohn, 2017).  

MOOC Dimensions 

Because of the various MOOC types that have been formulated based on purpose and 

learner segment, assessing the differences for MOOC variations can be challenging (Pilli & 

Admiraal, 2016). However, it is possible to synthesize several dimensions across MOOC types 

through the literature (Grover et al., 2013; Haron et al., 2019; Khan, 2001). MOOCs embody 

dimensions that provide a foundation for the execution and operations of a learning platform. 

The MOOC dimensions that are similar across academic and the enterprise internship MOOC are 

as follows: individual/social, informational, technological, pedagogical, and analytical.  

Individual/Social 

Students engage with a MOOC individually for asynchronous and synchronous learning. 

How students engage in any MOOC type is reflective of the interest in the information and the 

pedagogical structure of the content (Blackmon, 2018; Mohamed & Hammond, 2018). 

Understanding learner motivation is key to driving performance and persistence, and researchers 

have found this also to be true for MOOCs (Clow, 2013; Howarth et al., 2016; Rieber, 2017). 

Learners who enroll in a MOOC usually have a desire to gain knowledge in a specific area and 

access to a learning experience that provides value for the time invested (Bulger et al., 2015; 

Hew et al., 2018). While it is incumbent upon instructors to use motivation to inspire students to 

learn, creating an engaging environment also includes a practical application component (Bonk 

et al., 2018; Wiegerová 2016). Zheng et al. (2015) explained, “Many participants who enroll in 

MOOCs never have the intention to finish them at all, in the sense of conventional courses, even 
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when the online courses are organized and marketed as conventional offerings” (p. 1894). This is 

evident in what researchers call the MOOC funnel of participation, which illustrates the trend of 

participants enrolling and dropping out of the course (Clow, 2013; Howarth et al., 2016; Rieber, 

2017). Researchers have utilized the funnel metaphor to describe participants’ engagement, 

starting from a high level of interest before the start of the course to an incremental reduction, 

resulting in very few completions (Howarth et al., 2016; Rieber, 2017; Rutenbar, 2014).  

Most students who select the MOOC environment desire to learn something new, 

experience a challenge, gain a certificate, and apply their new knowledge immediately (Hew et 

al., 2018). To minimize the dropout rate, or MOOC funnel, instructors must help build 

confidence in their students through engaging pedagogy to see the process of learning unfold 

(Conole, 2016; Hew et al., 2018; Major & Blackmon, 2018). Instructors who fail to utilize a 

learner motivation strategy, especially in MOOC environments, may contribute to the dropout 

rates for low completion or no completion of courses (Clow, 2013; Howarth et al., 2016; 

Milligan & Littlejohn, 2017).  

Another area that motivates students to persist in MOOCs is the instructional design: a 

structured learning process and well-designed content (Bulger et al., 2015; Hew et al., 2018; 

Huang & Hew, 2017). Leveraging student motivation and a compelling instructional design may 

assist instructors with minimizing the number of enrollees who sign up but never make it to the 

finish line.  

Understanding the perceived benefits for learners participating in a MOOC can help 

educators not only choose a pedagogical approach that will engage but also implement a course 

designed to provide value at different stages and support for different groups. Sablina et al. 
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(2018) contended, “Users perceive success differently and since not all enrollees will be MOOC-

completers, an indication of success can be for personal gain or interest” (p. 31). Researchers 

found that both prior experience with MOOCs and intention for a certificate were indicators of 

exam completion (Hew et al., 2018; Meek et al., 2017). Although course credits are restricted 

from MOOC participants, students still expressed concern with grading policy and wanted to 

interact more with the course staff (Bogdanova & Snoeck, 2018). These characteristics are 

indicators of a demographic interested in the educational benefits and value of a MOOC; 

however, it is incumbent upon educators to optimize the MOOC model for a higher level of 

success.  

 Informational  

The free course content that is available online is one of the main attractions for MOOCs 

and responsible for driving its popularity (Bulger et al., 2015; Hew et al., 2018; Huang & Hew, 

2017). However, there are various challenges with preparing and executing a MOOC that may 

have an influence not only on the course outcome but also on how learners process the 

information. Researchers found that learners with different learning motivations and attitudes 

have varied learning paths; thus, some will follow along orderly, while others skip through the 

content (Hmedna et al., 2019; Xie, 2019). While a correlation between the design of the MOOC 

and learner motivation exists, the type of information shared and structure of the content play a 

key role for learners (Dreisiebner, 2018; Hew et al., 2018). Therefore, information literacy is 

integral to a MOOC’s success based on learner motivations and attitudes. 

Researchers have identified a range of intentions for joining a massive open online 

course. Primarily, not all students have the same learning objectives or available time, and these 
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aspects make it a challenge when adding in the diversity of the students and the number of 

learners in the population (Admiraal et al., 2014; Greene et al., 2015; Liere et al., 2016; 

Rutenbar, 2014; Schmidt & McCormick, 2013). Other studies pointed to the generalization of the 

course content. Students with a very narrow focus and only interested on one aspect of the course 

resulted in instructors removing formative assessments, and for instructors, this change limited 

their ability to assess skills development, possibly diminishing the course goals (Admiraal et al., 

2014; Kulkarni et al., 2013; Liere et al., 2016; Meek et al., 2017). Courses with a peer 

assessment require instructions for MOOC users; however, some studies reported that even 

though detailed rubrics were used, lack of expert judgment was evident regardless of the 

specificity of the prompts (Admiraal et al., 2014; Kulkarni et al., 2013; Liere et al., 2016; Meek 

et al., 2017). Instructors also encountered information overload on discussion forums when 

students did not look for answers before posting a question (Boroujeni et al., 2017; Rutenbar, 

2014). These studies provide insights into the challenges for information literacy in MOOCs and 

the difficulties instructors may encounter as part of a MOOC operation.  

Technological  

The technical platform’s functionalities serves as the basis of course delivery in a MOOC 

because it enables the program operations and pedagogical design (Grover et al., 2013; Ibrahim, 

2021; Lambton-Howard et al., 2020). Utilizing educational technology is part of a larger strategy 

for higher education institutions to engage new learners. In the book, To MOOC or Not to 

MOOC: How Can Online Learning Help to Build the Future of Higher Education?, researcher 

and author Sarah Porter (2015) stated: 
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It is recognized that MOOCs are just part of a long-term trend toward using technology in 

higher education, and the recommendations are rooted in the context of the ongoing 

disruption that we are seeing in higher education globally, and the needs for universities 

and colleges to plan a coherent strategy for how they will map their way through it. (p. 

232) 

Utilizing technology effectively in MOOCs is imperative to the course design, student 

engagement, and sustainability of the model in higher education (Grover et al., 2013; Haron et 

al., 2019; Ibrahim, 2021; Khan, 2001). Instructors use a variety of technological solutions to 

deliver MOOC content. Researchers have reported the use of private platforms and social media 

technologies to engage students in MOOC learning (Bicen, 2017; Muñoz-Merino et al., 2017; 

Shao et al., 2020). Studies document instructors using open technology to support virtual office 

hours, such as Facebook, Google Hangout, and YouTube, to connect with students (Jacobsen, 

2019; Rutenbar, 2014). In MOOCs with synchronous sessions, instructors discovered that more 

students watched archived videos than showed up for live sessions, which begs the question of 

whether the investment for course prep brings a return (Greene et al., 2015; Liere et al., 2016; 

Rutenbar, 2014; Schmidt & McCormick, 2013). For some course designs, the instructor is 

required to use plagiarism detection tools such as Turnitin and Grammarly because plagiarism is 

a chronic issue in MOOCs (Bonk et al., 2018; Pilli et al., 2018). 

The technological challenges with MOOCs can inhibit the learner needs, which are 

subject to the functionalities available within the MOOC platform. By extension, learners’ 

progress is subject to self-monitoring or ignored altogether, and as a result, these challenges have 

prompted instructors to find ways to build in expert feedback or create a feedback loop (Calonge 
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et al., 2019; Haron et al., 2019; Kulkarni et al., 2013; Liere et al., 2016). Another area for 

improvement is instructors’ perspectives for the immediacy of the course contents, which foster 

student procrastination and postponement of the course after students discover that materials 

have a long shelf life based on the duration of the MOOC (Jacobsen, 2019; Pilli et al., 2018; 

Rutenbar, 2014; Schmidt & McCormick, 2013). Instructors encounter various technological 

challenges for course preparation, design, and execution in MOOCs. Understanding the level of 

effort required for the use of technology versus the return on investment is crucial for institutions 

to make informed decisions about the value of a MOOC. 

Pedagogical 

Although the MOOC model may be new to some, the variations created over the years 

have developed into models that educators try to distinguish between based on the pedagogical 

design (Bonk et al., 2018; Conole, 2015). There are many MOOC typologies, with xMOOCs, 

cMOOCs, and pMOOCs as three of the variations most utilized (Conole, 2015; Pilli & Admiraal, 

2016; Pinto et al., 2020). xMOOCs mimic the traditional classroom with the instructor at the 

center, whereas cMOOCs are connectivist MOOCs in which students are self-directed and use 

networks to gain and share information (Pilli & Admiraal, 2016). With a focus on problem-based 

learning, pMOOCs provide practical application to the learning experience (Pinto et al., 2020). 

The course content and the delivery platform’s technical functionalities serve as the basis 

for the creation of the pedagogical design. The course design defines how students engage with 

the course content. Each course varies with timing, structure, and form (Blackmon, 2018; 

Cagiltay et al., 2020). Courses contain introductions and expectations for the learner outcomes, 

although there are varying paths participants can take, which creates a personal experience (Doo 
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et al., 2020; Hew, 2016; Yousef & Sumner, 2021). Assignments, quizzes, and evaluations may 

be embedded throughout the content based on the course purpose, but not always (Major & 

Blackmon, 2016; Mohamed & Hammond, 2018). From a business perspective, time equals 

money, and for creating a MOOC, time is an essential factor for some courses, ranging from 

condensing key messages to fit a seven-minute video format to the amount of time required for 

course prep and video production (Bogdanova & Snoeck, 2018; Gené et al., 2014; Gray et al., 

2016). As a result, instructors have created numerous MOOC variations to engage learners and 

accommodate varying learner paths. 

MOOC Variations 

In the various MOOC models that have been created, the MOOC is used to either fuel 

collaboration (cMOOC), leverage the instructor’s expertise in a traditional classroom style 

(xMOOC), or utilize project-based learning as the foundation for the course (pMOOC) (Conole, 

2015; Pilli & Admiraal, 2016; Pinto et al., 2020). As part of higher education curricula, students 

are required to view videos, lectures, reading lists, and other media that are free and open to the 

public (Blackmon, 2018; Mohamed & Hammond, 2018). Users who plan for self-interests gain 

an advantage using a MOOC platform to keep costs low for knowledge gathering; however, 

registrants who enroll in a course but never actually start make up more than half of the MOOC 

users (Holland & Tirthali, 2014). 

Since the MOOC’s inception in 2008, a myriad of models utilizing various teaching 

pedagogies for design and delivery have emerged (Clow, 2013; Lowenthal et al., 2018; Major & 

Blackmon, 2016). Gené et al. (2014) explained, “A MOOC is not just another online course, it 

has different and specific characteristics: Its teaching must be completed with knowledge 
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management, informal and social learning, and lifelong learning principles” (p. 215). Although 

some MOOCs utilize traditional pedagogies, others surpass conventional instruction by 

challenging learners through capstone projects, social network participation, and gamification 

(Gené et al., 2014; Greene, 2015; Schmidt & McCormick, 2013). While numerous studies 

address learner perceptions in MOOCs, gaining insight from the instructor’s perspective provides 

another layer of information for the factors involved with managing a course that can contain 

thousands of students at once. In its infancy, instructors grappled with a new delivery model, and 

according to Schmidt and McCormick (2013), it is indeed much different from the traditional 

classes in higher education: 

Imagine teaching a course where the students could have the pre-requisite background (or 

not), join the class (or not) at any time, listen to the lectures (or not) at any time, take the 

quizzes (or not) at any time, do the programming assignments (or not) at (almost) any 

time, read the archives of past discussions (or not—usually not by the way) prior to 

posting their questions, etc. This summary captures just part of what it’s like teaching a 

MOOC. In addition to being a non-linear—often hectic—adventure, it’s also a 

fascinating experiment in the democratization of learning, as well as a harbinger of things 

to come in higher education. (p. 167) 

A learner’s needs accomplished through course design encourages participants to enroll in 

MOOCs because of the factors that make it different from an online course, such as low or no 

cost, and limited time in the course (Leire et al., 2016; Sari et al., 2020; Zheng et al., 2015). 

Holland and Tirthali (2014) recommended, “Academics with experience in online learning and 
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have familiarity with evidence-based best practices should propose pedagogical strategies that 

can be migrated into MOOCs” (p. 16).  

To aid in categorizing the variations that have launched, Conole (2015) developed a 

classification schema for MOOCs (see Table 1) that describes five pedagogical approaches: 

associative, cognitivist, constructivist, situative, and connectivist. These approaches provide 

structure for learning in a MOOC and attempt to describe the diversity in the models. 

 
Table 1 

Conole’s Five Pedagogical Approaches for MOOCs 

Category Description 

Associative The focus is on the individual and correlates to 
operant conditioning where behaviors in response to 
a stimulus are either reinforced or punished. 

Cognitivist The focus is on learning by experiencing a stimulus, 
in which learners reflect on their learning.  

Constructivist The focus is on utilizing prior knowledge; the learner 
applies meaning and builds on what the learner 
already knows.  

Situative The focus is on learning in a specific context; when 
applied, development occurs through dialogue for 
professional development. 

Connectivist The focus is on a community of distributed peers in 
which learning is networked. Learners create their 
own learning experiences and digital tools, fostering 
personalized and reflective learning. 

  
 
Each of Conole’s (2015) pedagogical approaches describes learning through the approach, which 

assists designers, instructors, and educational leaders in attracting and engaging certain types of 

learners. According to Conole (2015), barriers to utilizing the pedagogical approach in course 



 

30 

design are lack of time, lack of resources, lack of leadership support, lack of funding for 

technology, or ineffective use of the technology budget. 

Prerequisites and Preparation 

Most studies do not disclose a pedagogical approach, which makes it improbable to gain 

insight into the learning strategy for some MOOCs, as well as measure its effectiveness from a 

goal-oriented perspective. One topic that overlapped in a few areas was the idea of prerequisites 

and ensuring adequate preparation of students. MOOC courses do not generally require a 

prerequisite, which can make it challenging for the instructor to determine the right tools for 

participant support (Bogdanova & Snoeck, 2018; Schmidt & McCormick, 2013).  

Some studies described different approaches for prerequisites that demonstrate how 

instructors address learner readiness. In one example, the instructor required students to complete 

another course on the same platform, which was edX, so that participants became familiar with 

the platform functions and gained insights about the subject (Bogdanova & Snoeck, 2018). Other 

examples illustrate a structured section zero, which provides a course overview designed for a 

range of students’ backgrounds since there are no prerequisites (Schmidt & McCormick, 2013; 

Yousef & Sumner, 2021). Other ways instructors are attempting to compensate for participants’ 

level of learning are by creating course tracks with a construct based on the same content but 

with different levels of assessments (Gray et al., 2016; Schmidt & McCormick, 2013).  

Feedback in MOOCs is typically superficial, and it can be challenging to provide on a 

massive scale. However, facilitation techniques for synchronous sessions can engage users and 

scaffold learning (Blum-Smith et al., 2021; Kasch et al., 2021). As a result, key ingredients of a 

successful MOOC model are the instructor’s experience and passion for leading the curriculum 
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development and shorter engaging content (Blackmon, 2018; Cagiltay et al., 2020; Doo et al., 

2020; Hew, 2016; Yousef & Sumner, 2021).  

Analytical 

MOOCs provide data on a massive scale that enable logical analysis through participant 

registration and student behaviors on the platform. MOOC data analysis can inform changes to 

pedagogical designs along with other institutional data. For enterprise MOOCs, the data 

collected can provide insights for candidates and inform talent recruitment strategies. As a result, 

researchers are exploring learning analytics, which are big data generally associated with 

MOOCs and other large-scale learning platforms, providing insights into learner behaviors, 

including fake learners (Drachsler & Kalz, 2016; Khalil & Ebner, 2017). Learning analytics are 

utilized for a Massive Open Online Proctor (MOOP), an exploratory framework that combines 

machine learning with crowdsourcing, designed to proctor online MOOC exams and 

automatically detect cheating (Li et al., 2015). Researchers state that in order to understand the 

relationship between assessments in MOOCs, individuals should rethink the kind of metrics for 

achievement, including the way they approach enrollment, participation, curriculum 

implementation, and the application of assessments (Admiraal et al., 2014; Lowenthal & Hodges, 

2015; Millett et al., 2008; Yousef & Sumner, 2021).  

Assessments are one of the ways a MOOC generates analytics for researchers to analyze 

its impact. However, the popularity of MOOCs has outpaced educational institutions’ abilities to 

create effective assessments for student learning (Xiao et al., 2019; Xiong & Suen, 2018; Yousef 

& Sumner, 2021). With the issues identified in the literature that affects the quality of the MOOC 

experience, the lack of an assessment program to adequately measure learning can add to the 
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negative perception of educational value. Xiong and Suen (2018) explained, “To provide useful 

feedback and support, both assessments for learning (formative assessments) and assessments of 

learning (summative assessments), which record students’ cumulative progress, are needed” (p. 

245). What Xiong and Suen (2018) espoused is that educators must consider the assessment as 

an integral part of the MOOC and not a byproduct of the learning environment. In the MOOC’s 

infancy, Sandeen (2013) stated that the assessment should be the central focus of the MOOC, 

permeating every aspect of its structure. Assessments should not be just a measure for educators’ 

own benefits but must also equip students with a standard to gauge the performance expectations 

and information for how to close the gaps (Floratos et al., 2015). Further, utilizing a framework 

that covers factors important to all stakeholders will ensure the information, measures, and action 

taken will benefit all involved in the process. 

Traditionally, instructors have implemented assessments as part of the course design to 

ensure students retain the knowledge they gained and also demonstrate the effectiveness of the 

learning process, a requirement for credentials (Floratos et al., 2015; Meek et al., 2017; Sandeen, 

2013). Assessments provide analytics that can help demonstrate evidence of individual 

competencies outside of the classroom for employers (Porter, 2015; Russell & Markle, 2017). In 

2007, ETS, a global provider of educational assessments, created an assessment framework 

called evidence-centered design (ECD) to help postsecondary leaders demonstrate and validate 

learning outcomes (Millett et al., 2008). While the assessment tools implemented in MOOCs are 

the same as in other technology-enhanced learning (TEL) courses, the design can vary by type 

and structure, generating various types of analytics depending on the desired learning outcomes 

(Ferguson et al., 2015; Kirkwood & Price, 2014; Yousef & Sumner, 2021). Computer-assisted 
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assessment (CAA) has long been a part of the MOOC design to auto-grade multiple choice and 

true-false quizzes and other ranges of tests with programmed answers (Daradourmis, 2013; van 

Vliet, 2016). While designing an assessment for a MOOC can be challenging solely because of 

the scale and diversity of student enrollment, the way courses measure student learning can vary, 

as well as how learning analytics are used for understanding student behaviors (Bey et al., 2018; 

Chauhan, 2014). 

One area that continues to present challenges for the MOOC model is online cheating, 

and a growing problem with MOOCs is groups of users who attempt to circumvent the system to 

obtain a certificate or some other reward, and therefore are referred to as fake learners 

(Alexandron et al., 2019; Corrigan-Gibbs et al., 2015). The academic community has expressed 

concern with identity and authenticity in MOOCs, especially when it comes to granting credit, 

and thus, ushering in proctoring services for exams and assessments (Bennett & Kent, 2017; 

Northcutt et al., 2016). While there is no sure way to prove that who took the course online is the 

same person taking the exam, a proven solution to avoid scammers is in-person exams with 

proctors (Eisenberg, 2013; Kaplan & Haenlein, 2016). Whether MOOC assessments are 

proctored depends on the pedagogical approach and requirements for credentials if granted, and 

currently three options are in use: un-proctored, remotely proctored, and onsite testing centers 

(Xiong & Suen, 2018).  Conversely, the in-person proctor approach does not holistically align 

with the mission of a MOOC and adds costs to support human resources, venue, and travel for 

sites that are not local to the student (Briggs, 2013; Li et al., 2015).  

Although MOOCs’ completion rates are low, learners readily sign up for courses online 

offered through various MOOC platforms in both public and private institutions (Clow, 2013; 
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Holland & Tirthali, 2014; Porter, 2015). The issues identified in the literature that affect the 

quality of the MOOC experience, the lack of an assessment standard, and improper use of 

analytics to address learner behaviors can add to the negative perception of educational value 

(Floratos et al., 2015; Xiao et al., 2019; Xiong & Suen, 2018). 

Experiential Learning in MOOCs 

With all of the competing priorities, which include diminished budgets, diverse faculty 

recruitment, and low student enrollment, higher education leaders have realized the imperative 

role for career services in students’ first destination career outcomes (Arnold, 2018; Dey & 

Cruzvergara, 2014). Since its beginning, career services have experienced challenges in adapting 

to the changing trends within institutions and in the larger society to support student career 

readiness (Flynn, 2020; Parikh-Foxx et al., 2020; Schlesinger, 2021). Career centers must create 

an ecosystem of stakeholders and connections to help students find meaningful work and acquire 

individual help (Cruzvergara et al., 2018; Lee & Patel, 2020). According to Dey and Cruzvergara 

(2014), a staff of professionals cannot support the needs of thousands of students who all have 

different career agendas. With a vast amount of information online and career coaching 

becoming a value for graduates pursuing their first job, career services must redefine their 

business model for a larger group of stakeholders (Dey & Cruzvergara, 2014). Studies have 

indicated that graduate work readiness falls below employer expectations, which suggests 

experiential learning outside the classroom is a value for entry-level jobs and indicative of career 

success (Arnold, 2018; Cabellero & Walker, 2010). Hence, experiential learning is one of the 

ways higher education leaders can build a bridge to students’ vocational interests.  
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Experiential learning (EL) is a topic in a multitude of studies in the literature; however, 

experiential learning in MOOCs is a new phenomenon. The MOOC context allows for creating 

high quality experiences and promotes students’ motivation towards learning (Daalhuizen & 

Schoormans, 2018). By extension, MOOCs are establishing pathways to careers for employers 

seeking new recruitment models (Javed et al., 2019; Porter, 2015; Radford et al., 2014). Where 

commercial MOOCs like Coursera connect graduates of their programs to employers, higher 

education institutions use MOOCs to market courses and attract learners to their academic 

programs by using capstone courses for experiential learning (Lohr, 2020). For corporate 

MOOCs, SAP educates clients about its products and services through the openSAP MOOC, 

providing demos and hands-on exercises for new clients (Renz et al., 2019). According to Carini 

et al. (2006), student engagement can stem from a variety of sources; however, engagement and 

experiential learning converts to a higher level of academic achievement.  

Although instructors have devised an extensive and growing list of pedagogical activities 

to engage and develop participants in the chosen subject, the plethora of learning activities found 

in MOOCs are programmed to not only develop skills but also to engage and entertain. Some of 

the learning activities included a process called voluntary activity, in which students propose, 

develop, and submit an idea before the end of the course to be considered in the next course 

(Greene et al., 2015). The instructor acknowledges that all accepted ideas are entered into a 

course hall of fame for continuous improvement of the course. In another study, Gené et al. 

(2014) discussed an activity called Number of Likes, where students published content in their 

social network for participants to vote for their preference, which motivated and increased 

participation in the course. Other experiential learning activities amount to typical learner tasks, 
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such as video watching, supplemental reading, live lectures that are recorded, and computer lab 

projects for blended learning (Bogdanova & Snoeck, 2018; Gené et al., 2014; Gray et al., 2016; 

Greene et al., 2015; Liere et al., 2016; Rutenbar, 2014;  Schmidt & McCormick, 2013). The 

computer lab project also offers hands-on experience and live feedback from a teacher’s assistant 

(Rutenbar, 2014). Finally, some courses offer capstone projects that include peer assessments as 

a way for participants to demonstrate learned skills, culminating in a final grade for the session 

(Kulkarni et al., 2013; Liere et al., 2016; Meek et al., 2017). 

Deweyan Pragmatism  

The intersection of MOOCs and experiential learning is indicative of John Dewey’s 

ideologies for pragmatism. It is possible to view the enterprise internship MOOC as a bridge to 

students’ first career roles, illustrating Dewey’s (1916/2009) philosophical stance that an 

“occupation is a continuous activity having purpose” (p. 528). Dewey believed that education 

beyond the classroom was inclusive of careers. One view of pragmatism, in its most basic form, 

is based on one’s action and the outcomes of those actions (Bacon, 2012; Dewey, 1916/2009; 

Joas, 1993). While there are several different views on pragmatism, or action philosophy, the 

Deweyan view is that one’s thoughts are a matter of practice and not just thought alone (Dewey, 

1916/2009; Riga, 2020; Stark, 2014; Thoilliez, 2019). The Deweyan view of pragmatism 

establishes the subject as an inseparable agent of his or her reality, not as a passive spectator, and 

the subject’s cognitive processes (perceptions, memories, inferences, and beliefs) form the 

subject’s reality, thereby creating or constructing the object of his or her thoughts (Bacon, 2012; 

Dewey, 1916/2009; Hickman et al., 2010). The separation of thought from action is not 
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pragmatism, as Deweyan pragmatists believe these two factors—thought and the accompanying 

action—cannot be decoupled (Bacon, 2012; Dewey, 1916/2009; Stark, 2014; Thoilliez, 2019).  

The literature documents the roots of pragmatism as beginning with the classical 

philosophers John Sanders Pierce, William James, and John Dewey, who are seen as the 

founding fathers of pragmatism (Bacon, 2012; Biesta & Burbules, 2003; Hickman et al., 2010). 

While pragmatism first emerged in North American universities, Western philosophy with 

Pierce’s influence of Immanuel Kant’s writings, James’s academic education in German 

universities, and Dewey’s career emergence as a devout follower of Hegel serve as its 

underpinnings (Biesta & Burbules, 2003). James’s (1890) Principles of Psychology, in which he  

wrote about his ideologies concerning belief is habit, and habit is an active force in one’s life, 

greatly influenced John Dewey (Dewey, 2016; Hickman et al., 2010). This concept illustrates the 

practicality of Deweyan pragmatism as in thoughts become action, and action as the catalyst for 

tangible outcomes.  

One critic of pragmatism, Arthur Lovejoy, wrote an essay in 1908 and defined 13 

different pragmatism theories that he claimed were inconsistent; however, it did not include 

Dewey’s work (Biesta & Burbules, 2003). Pragmatism went through a quiet period until the 

early 1950s when W.V.O. Quine incited debate against analytic philosophy. It was during this 

time that Quine was credited with a fundamental distinction of pragmatism for his claim that 

analytic philosophy is “logic, such as in mathematics, are independent of human experience”, an 

area analytic logic cannot expound upon” (Biesta & Burbules, 2003. p. 166). In other words, this 

claim essentially established pragmatism as a social palimpsest, a theory that allows us to see the 

interaction of the individual in layers of past, present, and future intentions.  
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Later, the spirit of pragmatism was revived in 1979 with Richard Rorty’s book 

Philosophy and the Mirror of Nature, and while Rorty is credited with reviving the interest in 

pragmatism, his view is different from the classical pragmatists such as Dewey (Festenstein, 

1997). Rorty’s version of pragmatism focused on understanding a worldly representation of 

knowledge as a mental model, but he also cited key elements of Deweyan pragmatism, noting 

Dewey as one of the most important philosophers of the 20th century (Biesta & Burbules, 2003; 

Festenstein, 1997).  

As an influential philosopher, Dewey’s (1916/2009) fundamental philosophical 

conceptions for vocational education expanded the trajectory of education to be inclusive of 

careers. It was Dewey’s (1916/2009) idea that students should understand the larger role of 

occupations so they can make informed decisions about possible career choices, rather than just 

training the individual for the occupation (Defalco, 1992; Winkelman, 2016). Generally, students 

receive instruction based on curricula applicable to their course of study. Likewise, it is prudent 

for higher education leaders to expand the learning continuum beyond the classroom to support 

students’ vocational interests. Dewey (1916/2009) believed, “If a person cannot foresee the 

consequences of his act and is not capable of understanding what he is told about its outcome by 

those with more experience, it is impossible for him to guide his act intelligently” (p. 553). By 

extension, the enterprise internship MOOC can support students with practical knowledge to 

further their career aspirations (Bogdan et al., 2017; Dodson et al., 2015). 

Summary  

Whereas the vast amount of research for MOOCs resides in academic MOOCs, enterprise 

MOOCs are slowly gaining a presence. This study was positioned to provide insights for a new 
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enterprise internship MOOC model in an industry setting focused on educating learners about 

career skills and recruiting college students (Hull, 2020). However, MOOC operating models 

require a close examination of critical areas pertinent to student success, since what makes the 

MOOC attractive to various demographics depends on the perspective and motivation. Early on, 

researchers who studied MOOCs reported that the benefits of MOOCs generally included open 

access to courses offered through a higher education institution, no required commitment, and 

flexibility in structure and content (Adamopoulos, 2013; Baturay, 2015; Conole, 2016). Now the 

benefits expand beyond higher education into mainstream uses and corporate learning functions 

(Hull, 2020; Lohr, 2020; Wakefield et al., 2018). 

For MOOCs, studies have focused on the dropout rates, lack of engagement, ineffective 

assessment models, and perceptions of success—factors that do not bode well for the level of 

effort required for higher education faculty (Holland & Tirthali, 2014; Major & Blackmon, 2016; 

Yang et al., 2013). Furthermore, opponents of the MOOC argue that there is not a concrete 

business model to justify the funding funneled into this venture, which can have a negative 

impact on the bottom line (Holland & Tirthali, 2014). In this era of tech and easy access, 

researchers identified that MOOCs are not a significant stream of revenue but rather an attraction 

for colleges to boost enrollment numbers (Holland & Tirthali, 2014; Pilli et al., 2018; Wakefield 

et al., 2018). MOOCs have become a recruitment tool for higher education institutions, and with 

an understanding of the similarities in MOOC dimensions between academic and enterprise 

MOOCs, corporations may utilize the model to engage students in learning career skills. 

Despite the trials that accompany operating and teaching in a MOOC environment, 

consumers have chosen this method as a preferred way of learning. Therefore, educational 
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leaders must address the issues and refine the model for sustainability (Ferguson et al., 2015). 

While it has become common practice to dismiss the tangible and intangible benefits teachers 

contribute to society through their service, the noble motivation for teaching in a MOOC 

environment does not negate the reality of the challenge that instructors face and the adverse 

impact on the instructor. Lowenthal et al. (2018) reported that MOOC instructors did not agree 

that every educator should consider teaching a MOOC. In addition to the instructor’s teaching 

experience and positive demeanor, how MOOCs are structured weighs heavily on the students’ 

engagement and enjoyment in the course. Researchers have observed the MOOC funnel of 

participation as a phenomenon of MOOCs where high attrition levels and very low persistence 

are common descriptors of student engagement. This is one way instructors can gauge interest 

and impact for the MOOC’s investment.  

Academic MOOCs and enterprise MOOCs are two types of MOOC models; however 

commercial MOOCs such as Coursera have leveraged the model to provide students with skills 

employers are seeking (Lohr, 2020). Some studies have indicated that graduate work readiness 

falls below employer expectations, which suggests experiential learning outside the classroom is 

a value for entry-level jobs and indicative of career success (Arnold, 2018; Cabellero & Walker, 

2010). According to Carini et al. (2006), student engagement can stem from a variety of sources; 

however, engagement and experiential learning converts to a higher level of academic 

achievement. Likewise, using career services and expanding experiential learning opportunities 

to connect students with first career roles is how higher education leaders may improve student 

outcomes. As a result, developing an understanding of MOOC dimensions is essential to 

fostering experiential learning in an enterprise internship MOOC.  
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CHAPTER 3  

RESEARCH DESIGN AND METHODOLOGY 

For the current study, I analyzed career services professional’s perception of an enterprise 

internship MOOC to support college students’ career skills development. Creswell (1999) 

described qualitative research as a method that seeks to understand individuals or groups amid a 

social or human problem. As an illustration, the COVID-19 pandemic outbreak in 2020 created a 

new paradigm for the way people learn and work. As a result, AT&T, a global 

telecommunications company, launched an enterprise internship MOOC that provided college 

students with access to enhance their skills in leadership, business, career, and technology.  

To gain insight into the enterprise internship MOOC phenomenon, the research 

methodology in the current study is a constructivist grounded theory study of career services 

professionals’ perception of an enterprise internship MOOC that can help prepare college 

students for the world of work. The study’s primary purpose was to provide an in-depth 

understanding of career services professionals’ perspectives of an enterprise internship MOOC 

for college students’ career skills development. This chapter encompasses a comprehensive view 

of the research design and methodology focused on the following research question: How can an 

enterprise internship massive open online course (MOOC) support students’ career skills 

development? The research design and methodology sections describe how the study was 

constructed using grounded theory methodology. The research participant section provides 

insights into the interviewee selection process using purposive sampling to show their relevance 

to the study. The data collection section tells the story of the data collection process with a step-

by-step outline for how I managed the data.  
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Following data collection, the data analysis section describes how I analyzed the data 

utilizing various qualitative analysis strategies to create a grounded theory. This section covers 

the coding process using the NVivo computer-assisted qualitative data analysis software and the 

analysis strategies that aided in theory development. In the subjectivity statement, I identified my 

biases and the ways I remained conscious of these strong inclinations throughout the research 

process. Finally, the section covering ethical considerations illustrates how I employed high 

standards as I conducted the study. Overall, the design of this chapter is to bring transparency to 

the research process and allow for transferability as applicable to other research interests. 

 Epistemology 

This study is based on pragmatism and John Dewey’s (1916/2009) philosophical stance 

that an “occupation is a continuous activity having purpose” (p. 528). Crotty (1998) stated that 

epistemology refers to the way knowledge is formed and conceptualized, and each 

epistemological stance is a way of explaining with sound evidence what we know. 

Constructivism is the view that learning starts within the learner, who integrates new 

understandings with current knowledge (Bodner, 1986; Kamii & Ewing, 1996; Waite-

Stupiansky, 2017). While constructivism is a close relation to pragmatism since its position is 

based on how individuals construct their worlds, pragmatism expands on this position with a 

holistic focus on the usefulness of experience for navigating the world (Pugh, 2011; Riga, 2020; 

Stark, 2014). Educational studies that utilize the constructivism learning theory created a lens for 

the student as an active participant in classroom instruction (Barrett & Long, 2012; Waite-

Stupiansky, 2017). However, pragmatism is the chosen epistemology for this research because it 

is designed with the utility and practicality that pragmatism embodies to uncover the perceptions 
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of career services professionals for how an enterprise internship MOOC may support college 

students’ career skills development.  

Dewey’s viewpoints influenced my study through the research process to understand 

career professionals’ perception of an enterprise internship MOOC, representing an extension of 

learning for students, essentially a type of onboarding to the workforce. Understanding corporate 

culture and gaining insights for career skills are imperative to students’ abilities for practical 

application to effectively utilize the theoretical knowledge they have gained. Therefore, this 

study is imperative for providing insights that may help expand the ways students acquire 

knowledge about their career choices from participating in non-traditional courses like an 

enterprise internship MOOC. 

In the book, How We Think, Dewey (1909) stated. “The effects of a perception upon 

other beliefs and upon conduct can be so essential, then, that men [sic] are compelled to 

remember the grounds or reasons in their notion and its logical effects” (p. 7). I believe that 

human beings create meaning making collectively through our ideas, perceptions, and behaviors; 

it shapes our experiences through a series of transactions. According to Dewey (1916/2009), 

“Education through occupations consequently combines within itself more of the factors 

conducive to learning than any other method” (p. 528). In other words, Dewey espoused that the 

understanding of one’s talents become known not through education alone but interactions or 

transactions with others in the world. Dewey’s work suggests a great deal about providing 

students with an education that gives them control of their own careers and the flexibility to 

determine their career paths. Dewey (1916/2009) claimed “a rough sketch map for use in 

direction of further activities” (p. 364) is an idea that may be generalized for providing students 
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with tools for self-discovery, like an enterprise internship MOOC. In the context of pedagogical 

methods in higher education, educational leaders regulate pathways for students to engage with 

the world around them, and the enterprise internship MOOC is a new pathway to occupations.  

Providing insights for educational practitioners that they can put into practice is the basis 

of pragmatism and the aims of this study. For this research, I focused on Deweyan pragmatism to 

support the idea that students require insights from individuals experienced in the vocational 

fields where their interests lie. Kaag (2009) claimed, “Individuals have a moral obligation to 

foster communities and societies that provide the vistas and pathways by which individuals can 

explore their own experiential frontiers” (p. 67). While students are agents of their reality, it 

requires the support of educators to bridge their thoughts with actions through the development 

of curricula that extends into a community where experiences can help inform their perceptions. 

Methodology 

To explore the complexity of views for the enterprise internship MOOC phenomenon 

effectively, I selected constructivist grounded theory (CGT) as the methodology for gaining a 

deeper understanding of this research topic. Because I conducted this study during a pandemic, 

CGT was the appropriate methodology to examine what the data are and their meaning for career 

services professionals’ view of an enterprise internship MOOC. CGT is diverse in its application 

across disciplines, allowing for an investigation of participant stories to extrapolate deep insights. 

To uncover the benefit for students who complete an enterprise internship MOOC, employing 

CGT’s processes and guidelines aided in developing a grounded theory applicable to the 

phenomenon and the timeframe in which it occurs.  
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Grounded theory offers a diverse set of design choices as a tool that qualitative 

researchers utilize for theory creation. The literature records the inception of grounded theory 

with Barney G. Glaser and Anslem L. Strauss’ 1967 publication The Discovery of Grounded 

Theory: Strategies for Qualitative Research based on enhancing qualitative research for more in-

depth meanings to be derived through the research process (Glaser & Strauss, 1967/2017). 

Glaser and Strauss (1967/2017) expanded on the rigor of qualitative inquiry processes to position 

grounded theory as an alternative to quantitative methods, and to also allow for the creation of 

new theories. Classic grounded theory, or the Glaserian version, supported qualitative 

researchers with guidelines to allow the problem to emerge through the study, not employing 

preconceived notions or existing literature (Glaser & Strauss, 1967/2017).  

The second path of grounded theory came to fruition with Strauss and Corbin’s 1990 

publication, Basics of Qualitative Research: Grounded Theory Procedures and Techniques. The 

Straussian version of grounded theory, which is rooted in pragmatism and interactionism, treats 

the researcher’s insights from analysis as the reconstruction of stories to aid others in seeing 

through the eyes of the study’s participants (Corbin & Strauss, 1990/2015). Subsequently, 

constructivist grounded theory (CGT) evolved from revisions of the 1967 Glaser and Strauss 

version of grounded theory (Charmaz, 2014). CGT is known for “reshaping the interaction 

between researcher and participants in the research process to bring to the fore the notion of the 

researcher as author” (Mills et al., 2006, p. 31). As there are multiple approaches to grounded 

theory, researchers now have more choices for how they design a grounded theory study. 

I examined the constructivist grounded theory methodology to determine whether the 

approach would appropriately guide this study in providing deep insights for the enterprise 
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internship MOOC phenomenon. Charmaz (2021) explained, “Adopting constructivist grounded 

theory leads to re-examining what data are and what they can mean, changing the researcher-

participant relationships, repositioning our studies, and asking critical questions about the 

research process, products and ourselves as researchers” (p. 153). However, Glaser (1967/2007) 

perceived CGT as “an effort to dignify the data and to avoid the work of confronting researcher 

bias” (p. 95). The essence of Glaser’s argument is that CGT’s “joint build of interactive, 

interpreted produced data is an epistemological bias to achieve a credible, accurate description of 

data collection—sometime” (Glaser, 1967/2007, p. 95). Conversely, researchers such as Antony 

Bryant and Kathy Charmaz have repositioned grounded theory on epistemological grounds, and 

Adele E. Clarke’s focus was on repositioning grounded theory through situational analysis 

(Charmaz, 2021; Clarke, 2021). In other words, researchers have created a broader use for 

grounded theory by utilizing it as a methodology apart from an epistemological stance. 

Charmaz’s (2021) position has been one of supporting researchers to use CGT based on 

their epistemological underpinnings; however, it is up to researchers to what extent they utilize 

the method to support a positivist or pragmatist foundation. According to Charmaz (2021), 

positivists highlight mid-20th-century concepts of the scientific method, while pragmatists  

utilize a changing reality to understand people’s languages and actions to solve problems.  

Charmaz (2021) also advocated for strong reflexivity and empathy as part of the research process 

to understand the social and cultural context of the research. With qualitative researchers 

utilizing the CGT methodology through the years, most notably Charmaz, it became a prominent 

tool for qualitative researchers (Birks & Mills, 2015; Urquhart et al., 2010).  
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As a result of exploring constructivist grounded theory, I selected it as the fitting 

methodology for this study for several reasons:   

• Due to the complexity of an enterprise internship MOOC model launched during the 

2020 pandemic, CGT provides the structure, fluidity, and consistency in the process 

to extrapolate the various meanings participants experienced during the timeframe.  

• Unlike methodologies that contain specific elements that must be applied, CGT is a 

framework that allows for the creation of new theoretical constructs utilizing an 

understanding of the enterprise internship MOOC phenomenon directly from the 

participants who are navigating a new paradigm.  

• CGT incorporates the researcher’s bias and experience with transparency to aid in the 

development of a grounded theory.  

• With a dearth of empirical studies for the enterprise internship MOOC, using CGT for 

the enterprise internship MOOC phenomenon will add to the knowledge base and 

inculcate the literature with more insights.  

In short, my research design utilized the CGT methodology to explore career services 

professionals’ perception of an enterprise internship MOOC supporting students’ career skills 

development. As MOOCs are virtual learning environments (VLE), there are implications for 

using this model in a post-pandemic world. 

Research Participants 

Since career services professionals connect students with resources to secure their first 

career jobs, it is imperative that these individuals understand the changing landscape for how 

employers may use an enterprise internship MOOC to build talent pipelines. I chose purposive 
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sampling to guide the participant selection to focus on career professionals at HEIs with student 

participation in the MOOC to gain deeper insights for their rationale. The participants were 

career services professionals whose students enrolled in the enterprise internship MOOC and 

may have obtained a digital badge for completion of the program. With student data anonymized, 

there was no cross reference for students who completed the MOOC and the higher education 

institution they attend. Although the corporation that sponsored the MOOC provided data listing 

the colleges that participated, it was not documented which institutions may have granted 

internship credit in 2020 for students’ participation in the enterprise internship MOOC.  

Qualitative research supports sample sizes from 5 to 50, with a focus on deep data 

saturation in support of the amount of useful information that can be obtained (Charmaz, 1990; 

Mason, 2010). However, Charmaz (1990) argued that grounded theorists do not limit themselves 

by following prescribed rules for statistical verification. Further, grounded theory allows 

additional participants to be added to the sample to obtain the information required for data 

saturation (Birks & Mills, 2015). Since the enrollment data aided in identifying the HEIs for the 

students who participated in the MOOC, I invited 50 senior career services professionals to 

participate in the study. As a result of the study’s recruitment process, 50 invitations targeting 20 

participants yielded 11 participants, where nine of the participants represented doctoral 

universities, with one master’s university and one baccalaureate college. 

Data Collection 

This research centered on the perceptions that career services professionals have of an 

enterprise internship MOOC toward supporting students’ career skills development. For this 

study, I collected data over a 12-week period using several sources, as shown in Table 2. I 
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analyzed career services professionals’ thoughts and attitudes for the viability of an enterprise 

internship MOOC supporting student internships and career skills development. The data 

included student enrollment, notes from interviews with employees who executed the MOOC, 

student comments from social media, interviews with college career professionals, and my 

memos captured digitally throughout the research process. 

 
Table 2 

Data Sources 

Data Source Description Number Artifact Type 

Enrollment data Registration information 
students submitted 

11,000 students Excel file 

Interviews with AT&T 
recruitment and learning 
teams  

Details for course 
methods and technical 
infrastructure 

5 employees Documents and 
researcher notes 

Student social media 
comments 

Feedback from students 
for their experiences 

2,000 posts Social media platform 

Interviews with career 
services professionals  

Semi structured 
interviews with career 
services professionals 

11 participants Recorded interviews 
(video) 

Research memos Researcher thoughts and 
ideas captured throughout 
the study 

Multiple Notes captured digitally 

 
 
The AT&T Summer Learning Academy MOOC 

AT&T, a Fortune 50 global telecommunications company, hosted the AT&T Summer 

Learning Academy MOOC. The four-week enterprise internship MOOC launched on June 22, 

2020 and contained courses totaling 80 hours of live and on-demand content. The overall course 

objectives were to present foundational knowledge in the areas of business acumen, technology, 
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career development, and leadership. According to the corporation’s learning site, the enterprise 

internship MOOC provided digital certificates to all students who completed the program (Hull, 

2020). While other enterprise MOOCs exist, this was the first enterprise internship MOOC 

targeting college students with career skills and where students could receive academic credit for 

internships. Since this phenomenon was launched during a pandemic, the aim of this study was 

to learn more about how career services professionals viewed this model and whether it could 

support students entering the workforce. 

Data Sources 

The data collected from the enterprise internship MOOC enrollment process verified the 

names of colleges and universities where students attended, supporting the purposive sampling 

process. In addition, I interviewed the employee team at AT&T who executed the program to 

understand the communications and marketing strategy, technologies used to create the MOOC 

environment, pedagogical structure for the content, and digital badge process for student 

completions. To construct a case narrative using the enterprise internship MOOC data, I wrote 

copious notes while interviewing the employee team. The case narrative provided an account of 

the enterprise internship MOOC to ensure the participants understood the role of this MOOC 

model. In short, the case narrative provided a description of the enterprise internship MOOC, a 

company-sponsored virtual learning environment scaled to host thousands of students 

synchronously and asynchronously. I used the case narrative as a tool to share with the 

participants for their responses.  

To better understand the enterprise internship MOOC phenomenon, I interviewed the 

employee team to gain insight into the MOOC’s operation. The registration details for the 
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enterprise internship MOOC was supplied in Microsoft Excel spreadsheets listing the colleges 

for 11,000 students. I used a pivot table in the Excel document to reveal the top 20 colleges 

based on the number of students enrolled. In addition, I emailed the employee team supporting 

the enterprise internship MOOC to obtain information about the program details, such as the 

content structure, technical infrastructure, and the various departments that played a role in 

executing the program. I made notes of conversations with employees who supported the MOOC 

to understand the platform’s technical infrastructure and coordination with higher education 

institutions for student engagement. 

The students’ participation was captured in part through social media on LinkedIn, a 

platform mainly used by business professionals for networking. To understand how those 

students responded to the program, I read student comments on LinkedIn with the hashtag 

#attextern. A simple search on LinkedIn using the hashtag #attextern resulted in over 2,000 posts 

where students provided evidence of program completion with links to their digital badges. 

Gaining an understanding of students’ sentiments aided in the analysis of the enterprise 

internship MOOC.  

The data collection for the participant interviews focused on semi-structured interviews 

recorded through Zoom, a video conferencing tool. I selected semi-structured interviews via 

Zoom to give participants adequate time to express their ideas, concerns, and experiences. The 

interview protocols included contacting the participants via email with details about the study 

and the ability to opt out at any time during the course of the study. I interviewed 11 participants 

from the list of colleges whose students enrolled in the enterprise internship MOOC. The 

participants attended two rounds of interviews each to share their perspective, clarify 
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information, and provide additional insights about the enterprise internship MOOC. During the 

interviews, I gained a detailed understanding of career professionals’ attitudes towards the 

enterprise internship MOOC as a tool for students’ career development. The semi-structured 

interviews provided insights for the participants’ background and experiences as well as the 

institution’s philosophy for career development.  

I emailed the case narrative for the enterprise internship MOOC to the participants before 

the first round of interviews to understand what insights the participants had for how the model 

may provide students with career insights. The first round of interviews focused the 

organizational structure of the career services office, the reporting structure to the institution’s 

president, the HEI’s career philosophy, and the challenges that career services encountered as 

result of the pandemic. In the second round of interviews, the participants discussed what they 

knew about the enterprise internship MOOC, their perception of the enterprise internship 

MOOC, the areas that worked well, and the improvements needed based on their experience. The 

questions focused on the participants’ view of an enterprise internship MOOC and whether they 

perceived it as a viable model to use as a tool to help support students’ career development. 

Table 3 displays the questions discussed during the interviews: 
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Table 3 

MOOC Dimensions Aligned to Interview Questions 

Dimensions Questions 

Informational How did you learn of the enterprise internship MOOC for students? 

Informational How did your students become aware of the enterprise internship 
MOOC? 

Technological How can an enterprise internship MOOC as part of a technology 
enhanced learning (TEL) strategy play a role in closing gaps for 
students?   

Technological What opportunities or challenges will an enterprise internship MOOC 
create for student access if leveraged by higher education institutions? 

Pedagogical What are your thoughts on the enterprise internship MOOC’s 
curriculum? 

Pedagogical How does the MOOC’s curriculum in your estimation, support or not 
support student’s career development? 

Analytical What insights could an enterprise internship MOOC provide in support 
of student career outcomes? 

Analytical How could the enterprise internship MOOC be an enhancement or 
replacement for internships?  

Individual/Social Do you think the enterprise internship MOOC could be an effective 
recruitment tool for companies? Why or why not? 

Individual/Social What benefits or challenges can an enterprise internship MOOC provide 
for students who would not normally have the ability to connect with 
executives or hiring managers? 

 
 
I designed the interview questions to explore career services professionals’ knowledge of, 

engagement with, and professional opinion of the enterprise internship MOOC. 

Data Analysis 

Constructivist grounded theory establishes a problem-solving approach with a flexible 

analysis process to build codes, themes, categories, and ultimately theories (Birks & Mills, 2015; 

Charmaz, 2014). Table 4 illustrates the data analysis process I applied to create a grounded 
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theory from the data collected. The data analysis employed constant comparison, an inductive 

analysis approach in addition to using the NVivo software to help identify initial codes. Constant 

comparison is fundamental to comparing units of data with each other and then with categories 

as they are developed (Charmaz, 2014). Since I employed Zoom for all participant interviews, I 

recorded, transcribed and prepared the responses for coding. I documented memos and reflexive 

notes throughout the research process to capture my thoughts and biases about the interviewees’ 

responses and actions (Charmaz, 2014). Initially, I used open coding to examine the data without 

any limitation to scope or ideas.  

 
Table 4 

Data analysis activities  

 Activity Description Duration  

R
E

F
L

E
X

IV
IT

Y
 

Phase 1: Initial Coding Inductive constant 
comparison 

Begins at the start of the 
data collection through the 
final interview T

H
E

O
R

E
T

IC
A

L
 

S
A

M
P

L
IN

G
 

Phase 2: Focused Coding Core categories defined 
from initial codes 

Begins after initial coding is 
complete 

Final Phase:  
Theoretical Coding 

Analysis of saturated 
categories and conceptual 
relationships to produce a 
grounded theory 

Begins during the final 
phase, ending the process 
when a grounded theory is 
created 

 
 

Theoretical sampling is a process of collecting data to generate a theory where the 

researcher codes and analyzes data while deciding what data to collect next (Birks & Mills, 

2015; Charmaz, 2014). Theoretical sampling provides a way for researchers to gain greater 

understanding of the research question in the study by pursuing clues that emerge during the 

analysis (Birks & Mills, 2015). With the 11 participants from colleges that participated in the 
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enterprise internship MOOC, I used theoretical sampling methods in the semi-structured 

interviews to start the initial coding process. Using constant comparative analysis, I reviewed 

each interview transcript in detail to identify similarities, differences, and emergent themes. 

Theoretical sampling also allows the researcher to select new participants, introduce modified 

interview guidelines, and add data sources imperative to gaining rich data (Charmaz, 1990). I 

evaluated what additional strategies were necessary for refinement and determined for the second 

round of questions I would ask about their time in career services to understand the level of 

seniority for the interviewees and their views on experiential learning.  

For the second phase, which centers on focused coding, I expanded on the core categories 

identified during the initial coding phase. Following the initial coding and analysis, I continued 

to use theoretical sampling methods throughout the interview process for focused coding. I 

interviewed the participants for another round to clarify any questions and comments, as well as 

to identify new insights through constant comparison. With focused coding, I gathered additional 

insights until data saturation occurred, progressing towards identifying the relevant data 

elements, or theoretical sensitivity (Birks & Mills, 2015). I determined data saturation when 

there were no new data categories in the data, properties and categories were well developed, and 

relationships among the categories were established with synergies, ultimately creating a 

grounded theory (Corbin & Strauss, 1990/2015; Mason, 2010).   

Throughout the data collection and data analysis processes, I developed theoretical 

sensitivity as I explored concepts in the data. Theoretical sensitivity is based on the researcher’s 

ability to execute with wisdom the assignment of meaning, comprehension of relationships, and 

the understanding to identify what is imperative to the research (Corbin & Strauss, 1990/2015). 
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According to Hoare et al. (2012), theoretical sensitivity is akin to “dancing with data” (p. 240), a 

process of going back and forth with the information until they become one. Charmaz (2006) 

stated that sensitivity is obtained from reflexivity, pondering over the data periodically and 

thinking through different viewpoints. Since theoretical sensitivity is concerned with the 

researcher’s insights, the use of various data sources, and the research focus, these factors are all 

instrumental in the creation of a substantive theory (Noble & Mitchell, 2016). 

During the final stage of coding, referred to as theoretical coding, I analyzed saturated 

categories and developed conceptual relationships between categories and relevant literature. 

Within the analytical process, literature is treated as data, and it can be used for concept 

comparison (Birks & Mills, 2015). I used the conceptual relationships to produce a grounded 

theory. Although the participants are not a representation of a larger population, grounded theory 

requires researchers to scale up and produce a substantive theory (Urquhart, 2012). 

Researcher Bias 

As this research involved exploring a MOOC hosted by a corporation, it is imperative 

that I address my own subjectivity within this study. According to Charmaz (2021), utilizing 

CGT in research leads to asking critical questions of the research process, product, and ourselves 

as researchers. I believe my background and professional experience provided a unique position 

to gain insights for this research focus. As a fourth-year doctoral student at a private university in 

the southeastern United States, I earned my high school diploma, as well as bachelor’s and 

master’s degrees in this same region.  I consider myself to be a life-long learner and believe it is 

a privilege to empower all people to the best of my ability for skills development.  
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I identify as a Black female and work as a senior director in a corporate setting, creating 

strategies for learning and development and building talent pipelines. My focus for the last eight 

years has been building capabilities in technology human capital management and volunteering 

with non-profit organizations to engage Black students to pursue careers in STEM. Previously 

employed by WarnerMedia, a former subsidiary of AT&T, at the time of this study, I worked at 

Warner Bros. Discovery, a newly formed entity operating separately from AT&T. The 

participants in the study were college career services professionals of various ethnicities, 

backgrounds, and genders whose students participated in the AT&T Summer Learning 

Academy. While I did not have responsibility for the enterprise internship MOOC as part of my 

primary work duties, as a former employee, I had access to the team who supported all aspects of 

delivering the program.  

I designed this study to explore career services professionals’ perceptions of an enterprise 

internship MOOC to aid in developing students’ career skills. I anticipated that any constructive 

feedback would provide awareness for how the enterprise internship MOOC could further align 

with students’ needs in an effort of continuous improvement. In addition, I used a diverse panel 

of neutral experts in industry and education to act as an advisory board to provide me with 

constructive feedback for the findings, and because employees volunteered to support the 

enterprise internship MOOC, any negative responses would not jeopardize employees’ jobs. For 

the advisory board of industry and education professionals, I recruited a small team with 

expertise in various dimensions supporting MOOCs (technology, pedagogy, and analytics) to 

peer review my findings. I met with the team to discuss my ideas about meaning and to capture 
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their thoughts (Bazeley, 2013). Using this approach to peer review my findings helped in 

managing any bias that I may not have identified.  

I am interested in this research topic because I believe it will usher in more employment 

opportunities for underrepresented students and other marginalized people. I also believe the 

enterprise MOOC model can be leveraged for diversity, equity and inclusion (DEI) strategies to 

minimize, and even eliminate systemic racial structures for internships that are traditionally 

barriers for black and brown students. In a previous role, I created internship programs for 

Turner Broadcasting and observed the challenges minority students face due to lack of access to 

people and other resources that can help adequately prepare them for this part of their 

educational journey. I am focused on creating solutions for the college to career pipeline by 

utilizing my knowledge and expertise to help abolish systemic racism and bring more equity, 

inclusivity, and belonging to corporate recruitment and learning strategies. As a researcher, I 

consciously and methodically examined my biases throughout the process to ensure transparency 

and use reflexivity procedures to identify any inclinations. Keeping a methodological journal 

aided in examining my actions, as well as heightening my awareness and self-consciousness 

through writing reflexive memos as I conducted my research (Charmaz, 2021; Glesne, 2011).  

Ethics and Trustworthiness 

A critical part of any research is the ethical standards a researcher leverages in the design 

and execution of the study. Ethical considerations protect the participants as well as maintain 

professionalism and standards in the field, in analysis and in the dissemination of reports 

(Glesne, 2011). There are several procedures, such as triangulation, that researchers can utilize to 

establish trustworthiness and ethical standards. According to Patton (2002), triangulation is a 
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process by which the researcher can guard against the accusation that a study’s findings are the 

artifact of a single method or single source. As indicated in Table 2, this study utilized several 

sources to develop a grounded theory for the enterprise internship MOOC phenomenon. I used 

the views and experiences of multiple participants, multiple data sources, and multiple analysis 

methods to triangulate the data. 

According to Shenton (2004), researchers should employ proven qualitative methods, 

which is imperative for credibility. This study utilized the CGT methodology employed by Kathy 

Charmaz, Antony Bryant, Adele Clarke, and other researchers who utilized grounded theory to 

develop deep insights for the lived experiences of research participants (Charmaz, 2021). The 

procedures used in CGT studies allow researchers to address bias and experience with 

transparency to aid in the development of a substantive theory. Providing participants with a 

consensus statement that explains the research purpose, the participants’ rights, potential risks, 

and the process to terminate their participation if needed is integral to establishing 

trustworthiness (Patton, 2002). To protect anonymity and confidentiality during the study, 

researchers must apply codes or pseudonyms in lieu of names for interviews. Furthermore, 

maintaining a database of information under password protection and multi-factor authentication 

can safeguard against a potential data breach (Creswell & Poth, 2016).  

From the use of multiple data sources, confidentiality of participant data, and 

transparency of the researcher’s background and qualifications, this study included the rigors for 

creating a trustworthy qualitative research design. To ensure ethical standards I prioritized 

throughout the research process, I submitted a proposal to the Mercer University Institutional 

Review Board (IRB) prior to starting the study. Upon receipt of IRB approval (see Appendix A), 
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I provided the participants with a consensus statement before engaging in interviews. After 

receiving the participants’ consent, I scheduled individual interviews using semi-structured 

questioning to capture career professionals’ perceptions of an enterprise internship MOOC. To 

provide transparency for the research, member checking provided the participants with access to 

check emerging findings for an accurate representation of their thoughts (Lincoln & Guba, 1986; 

Shenton, 2004). Utilizing member checking aided in data triangulation as well and helped to 

establish trustworthiness with participants. Starting with the interview and continuing throughout 

until the conclusion of the study, I utilized pseudonyms for the study’s participants in lieu of 

using their names. I conducted member checking sessions with the participants to ensure they 

agreed with the information I captured during the interviews. In addition, I documented 

reflective commentary to monitor my own progressive subjectivity through different phases and 

events that emerged through the study (Lincoln & Guba, 1986). Further, to make readers aware 

of my qualifications and experience, I shared my background in the subjectivity statement in the 

study. I also included the organization, participant selection process, data collection methods, 

and timeframe for data collection in the methodology section of the study to aid in establishing 

the boundaries of the study (Shenton, 2004). I kept all artifacts for the study in a password-

protected computer and backed up the data in an online database that only I could access.  

Overall, my research incorporated rigorous practices to ensure trustworthiness and 

conformity with ethical standards. To ensure credibility, I adopted the established constructivist 

grounded theory methods to develop a grounded theory. My familiarity with the organization and 

the triangulation of several data sources, from people to artifacts, supported a range of 

informants. In addition, I welcomed scrutiny for the project from peers, colleagues, and 
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academics to provide feedback and aid in refining my approach. Throughout the study, I 

included contextual information to support transferability and enable the reader to identify 

similarities related to their situations. To allow researchers to repeat the study in other contexts 

and promote dependability, I reported this current study’s processes and outcomes in detail. 

Finally, for confirmability, a detailed outline of the methodology, triangulation of the data from 

various sources, and my reflective commentary created a trail by illustrating my procedures and 

decisions to help researchers conclude acceptance of the study. 

Summary 

This current study’s primary purpose was to provide an in-depth understanding of 

stakeholders’ perspectives toward an enterprise internship MOOC for college students’ career 

skills development. To effectively explore the complexity of views for this phenomenon, I 

selected pragmatism as the epistemology and constructivist grounded theory (CGT) as the 

methodology for gaining a deeper understanding. I utilized purposive sampling to select the 11 

research participants, who were director-level career services professionals from various HEIs in 

the United States. For the data collection phase, I created an outline of the step-by-step process 

indicative of CGT to embed rigor in the study. Following this, the data analysis section described 

how I analyzed the data utilizing various qualitative analysis strategies to create a grounded 

theory. Using the NVivo computer-assisted qualitative data analysis software, I utilized CGT 

analysis strategies aiding in theory development. In the subjectivity statement, I identified my 

biases and the ways I remained conscious of these strong inclinations throughout the research 

process. Finally, the chapter ended with a discussion of ethical considerations that illustrated the 

ways I employed high standards as I conducted the study. 
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CHAPTER 4 

RESEARCH FINDINGS 

This constructivist grounded theory (CGT) study was based on pragmatism and John 

Dewey’s (1916/2009) philosophical stance that an “occupation is a continuous activity having 

purpose” (p. 528). The purpose of this study was to explore the viability of an enterprise 

internship massive open online course to support students’ career skills development. This 

chapter provides the findings from the participant interviews, students’ comments on LinkedIn, 

and other artifacts collected through the data collection process. Using constant comparison 

starting with the first interview, the process yielded codes and core categories that formed 

themes. I attempted to understand the participants’ perceptions and synthesize the data to create a 

grounded theory for the enterprise internship MOOC phenomenon. The findings resulted in four 

analytic categories: career emphasis, employer skills needs, student destination, and enterprise 

internship MOOC viability, ultimately leading to the creation of a grounded theory called triad 

of stakeholder involvement. Further, to explore the viability of the enterprise internship MOOC, I 

utilized the Lean Product Process and Product Market Fit (PMF) Pyramid to assess desirability, 

feasibility, and viability. Data from the current study aided in answering questions about the 

enterprise internship MOOC using Olsen’s (2015) six-steps of the Lean Product Process to 

ascertain viability. Overall, the MOOC’s viability was favorable based on students’ comments, 

participants’ responses, and the PMF pyramid assessment.  

This chapter discusses the analyses and findings for the research questions utilizing the 

CGT methodology. The chapter begins with a review of the research questions and MOOC 

dimensions, followed by student responses and participants’ perceptions of an enterprise 
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internship MOOC. The chapter ends with a discussion of the viability of an enterprise internship 

MOOC. 

Review of the Research Questions 

The study explored the following primary research question: How can an enterprise 

internship massive open online course (MOOC) support students’ career skills development? 

The following sub-questions aided in understanding career services professionals’ view of an 

enterprise internship MOOC: 

a. What career skills do career services professionals believe could be supported by the 

enterprise internship MOOC?  

b. What data from an enterprise internship MOOC would career services professionals 

find useful in tracking student career outcomes? 

c. What are the advantages and disadvantages of an enterprise internship MOOC design 

supporting students’ career skills development? 

The participants collectively represented approximately 365,000 students and 11 higher 

education institutions (HEIs) in the United States (National Center for Education Statistics, 

2020). The study participants were 11 director-level career services professionals, of which nine 

represented large doctoral institutions. The remaining two participants represented a master’s 

university and a baccalaureate college. The two rounds of interviews occurred over a period of 

two months through a Zoom video conferencing platform. While the design of the research 

questions sought to gain insights into the MOOC’s viability, the interview questions delved into 

the HEIs’ organizational structures, career philosophies, approaches for career skills 

development, and participants’ responses to the MOOC dimensions.  
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Review of MOOC Dimensions 

The literature provides various aspects of a MOOC that are foundational knowledge for 

effective collaboration between career services professionals and employers. Since academic 

MOOCs and the enterprise internship MOOC have similar dimensions, several contextual 

dimensions are systematically blended to create a MOOC, such as individual/social, 

informational, technological, pedagogical, and analytical. Accordingly, the MOOC dimensions 

represent a deconstruction of MOOCs that provided the participants with a standard structure for 

the interview questions. I designed the interview questions to focus on each dimension to 

understand the participants’ attitudes towards an enterprise internship MOOC. While the 

enterprise internship MOOC focused on career skills, the dimensions allowed career services 

professionals to ascertain how the model can support student career outcomes. Highlighting the 

MOOC dimensions also allowed participants to share their range of knowledge and experiences 

while relating these aspects to an enterprise internship MOOC. The MOOC dimensions aided in 

categorizing the interview questions and the appropriate approach, using constructivist grounded 

theory for analyzing the participants’ responses. The enterprise MOOC dimensions are as 

follows: 

• individual /social: Students enroll in MOOCs individually for asynchronous and 

synchronous learning. How students engage in any MOOC is reflective of their 

interest in the information and how the content is structured pedagogically (Bonk & 

Lee, 2017; Rivas et al., 2020). 

• informational:  The free course content available online is one of the main attractions 

for MOOCs and drives its popularity (Bogdan et al., 2017; Smith et al., 2017). 
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• technological:  The technology enables delivery and functionality of the platform. 

Educational technologies support program operations and pedagogical design (Bonk 

et al., 2018; Li et al., 2018). 

• pedagogical: The pedagogical structure is defined by the course topic and the 

platform’s technical functionalities. Assignments, quizzes, and evaluations may be 

embedded throughout the content based on the course purpose (Major & Blackmon, 

2016; Mohamed & Hammond, 2018). 

• analytical: MOOCs provide data on a massive scale that enable logical analysis 

through participant registration and student behaviors on the platform (Rupierez-

Valiente et al., 2020; Yousef & Sumner 2021).  

Students’ Responses to an Enterprise Internship MOOC 

While career services professionals’ answered interview questions aligned to the 

MOOC’s dimensions, the students’ responses to the enterprise internship MOOC were analyzed 

by their participation. According to the academic literature, student engagement and persistence 

are imperative to a MOOC’s success. Similar to other MOOC models, the Summer Learning 

Academy program’s attrition illustrated what researchers identified as the MOOC funnel of 

participation. The term MOOC funnel of participation describes the high interest and then a 

decrease in number for students who persist through to completion (Clow, 2013; Howarth et al., 

2016; Rieber, 2017). The enterprise internship MOOC garnered approximately 50,000 

registrations by June 2020. Of the 50,000 registrants, 18,000 students were active on the platform 

and 11,000 students completed the program. The students’ LinkedIn comments amounted to over 

2,000 posts specific to the enterprise internship MOOC. In order to identify the students on 



 

66 

LinkedIn who participated in the enterprise internship MOOC, I searched the site using the 

hashtag #attextern and gathered comments posted between July 1, 2020 and August 1, 2020. The 

sample consisted of 140 students.  

Students’ Comments for the MOOC Curriculum 

While most students who participated in the Summer Learning Academy posted their 

digital badges on LinkedIn for recognition of their efforts, others shared details of their 

experiences for whether they found value in the time invested. Students’ LinkedIn comments 

centered on the courses they selected, connections they made with others through the program, 

and their overall experiences. Out of 140 students, 73 students posted their badges without 

comments about their experience. These students’ posts illustrated a visual representation of an 

accomplishment awarded to those who completed 80 hours of learning content. The digital 

badges originated from a site called Credly.com, which aids in skills verification for companies. 

Students used language provided by Credly that stated, “Here is my verified achievement from 

AT&T Summer Learning Academy” with a link that takes the viewer to the Credly site. Each 

link encompassed a profile of the student, a description of the program, a standard list of the 

skills obtained by anyone completing the program, and the date of completion. The skills were 

not specific to each student or the courses they took but rather a general list of skills attributed to 

the program overall. To understand the curriculum for course alignment, Table 5 illustrates the 

content included in the curriculum that covered four tracks: leadership, business, career, and 

technology.  
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Table 5 

AT&T Summer Learning Academy Curricula 

Leadership Business Career Technology 

Business Ethics Business Latin America Career Planning 5G and Edge 
Technology 

Change Management Corporate Social 
Responsibility 

Demonstrating 
Courage 

Artificial Intelligence 

Collaboration Corporate Values Emotional Intelligence Cable Routing Basics 

Communication Customer Centricity Entrepreneurship Cybersecurity 

Decision Making Customer Service Goal Setting Design Thinking 

Innovation Diversity & Inclusion Interpersonal Skills Game Development 

Leadership Inclusive Workspaces Interviewing Game Engines 

Leading a Team Investor Relations Job Search Process Gaming Industry 

Leadership 
Communication 

Media & Entertainment 
Industry 

Personal Branding Generational 
Intelligence 

Listening Process Improvement Professionalism History of Innovation 

Organizational Culture Project Management Productivity Internet of Things 

Overcoming Obstacles Retail Sales and Service Resilience & 
Adaptability 

Machine Learning 

Planning Sales Relationships Omni Channel 

Power of Communication Sales Integrity Recruiting Process Manipulated Media & 
Deep Fakes 

Strategy Technical Project 
Management 

Remote Work Phone & Internet Wiring 

 Telecom Industry Resume Writing Social Media 

 VUCA Environments Time Management Virtual Storytelling 

 Work Culture Vision Boarding Virtual Film Production 

 Written Communication Winning Mindset Wireless Network and 
Telephony 

 
 

For the current research, most students’ comments appeared to focus on their experience 

of the course. Terms such as “navigating the professional world” aligned with the career track, 

while “listening to renowned speakers on their experience in the workforce” seemed to relate to 
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business or leadership courses. For example, one student stated, “Over the last four weeks I 

completed hours of entry-level training in project management, design thinking, personal 

development, leadership, data, presentation, navigating the professional world, as well as learned 

about the advances of machine learning.” In another post, the student described the courses they 

engaged with as follows:  

The Summer Learning Academy externship in response to the COVID outbreak and the 

externship consisted of on-demand content that taught business ethics, customer service, 

advertising, technology, financial acumen, career development skills, AI & machine 

learning, marketing, media, artificial intelligence, and much more. 

In a third example, the student described the courses as “the opportunity to listen to 

nationally renowned speakers on their experience in the workforce and their advice to students 

entering their careers.” With varying descriptions of the courses in students’ comments, analysis 

of the students’ comments showed that popular course mentions were in project management, 

design thinking, machine learning, artificial intelligence, and relationships. Since the student data 

are anonymous, there are no data to correlate the course mentions to the students’ college or 

degree major for more insights.  

Although there were no pre- or post- assessments or knowledge checks to validate 

students’ mastery of the information, 17 students commented they gained skills and would put 

them to use after the program. One student said, “Thank you for giving me this amazing learning 

opportunity to apply these skills and knowledge to my professional and personal life.”  

Another student stated, “The speakers  taught many valuable life and business lessons, 

and this experience has expanded the diversity of my skills both personally and professionally.” 
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Finally, a third student was optimistic about applying newly learned skills: “I look 

forward to applying the valuable skills I learned in my final academic year and eventually in the 

workforce.” 

Students’ Comments for Their Experiences 

For the current study, the findings from students’ comments on LinkedIn revealed that 

the overall response to the enterprise internship MOOC was favorable. While the majority of 

student participation in the Summer Learning Academy was from HEIs in the United States, 

there was a small representation from approximately 25 universities outside of the United States. 

This background is important because one recurring theme was the value students found 

connecting with their peers virtually. A common view amongst the students was the opportunity 

to connect and build relationships. Students shared their gratitude for being able to connect with 

others during the pandemic, as well as aspirations to continue to develop the relationships they 

built. Out of 140 student comments on LinkedIn, 67 comments described their experiences 

meeting and networking with other students from various higher education institutions.  

In addition, the students’ comments stated their satisfaction with the program resources. 

One student shared, “Can’t believe the externship/summer learning academy is over. I made so 

many connections and met people from my college and high school. I am excited to continue 

learning and applying these tools in the future.”  

Another student remarked, “I built some very strong relationships with my peers that will 

go on to last even after the academy is over.” 

A third student spoke to the global exposure the program provided:  
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I also had the opportunity to network with many students all across the United States and 

many universities globally. I have met so many amazing students & graduates and other 

individuals who were summer learning academy externs. I hope to keep in touch with 

these individuals. 

Another recurring theme found in the student comments was gratitude for their 

experiences as part of the program. Some students contextualized the situations they were 

navigating during the pandemic, mentioning the impact COVID-19 had on their educational 

plans. One student wrote: 

This week I had the pleasure of completing a four-week externship. This gave an 

opportunity to those who lost or were unable to find internships this summer due to the 

COVID pandemic. This experience has fostered my professional development and 

growth during this self-paced externship. 

In another example, a student’s comments illustrate the convenience of social media as they 

discover the program while looking for a developmental opportunity: 

One morning I was scrolling through LinkedIn and came up with this externship 

opportunity & without thinking twice I registered for it. When you’re looking for growth 

& personal development opportunities, you’ll find them even during challenging times. 

In addition, a student shared that their plans had been impacted by the pandemic; however they 

found value in participating in the enterprise internship MOOC: 

I’m excited to announce that I have completed the summer learning academy as COVID 

changed some of the opportunities I had for the summer. This virtual externship couldn’t 

have come at a better time throughout the last four weeks. 
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While the overall responses from students were comments that were grateful in nature for 

the opportunity, all of the students posted the digital badge showcasing their completion of the 

program. Out of 140 student posts, 73 shared the digital badge they achieved without comments, 

while the remaining 67 posted their badges but also focused on connections and the overall 

experience with sentiments of gratitude. Some of the students’ comments were explicit about the 

impacts of the pandemic and the disruption to their lives. None of the comments were 

disagreeable or illustrated any complaints about their participation or the program. Since the 

students’ posts did not provide constructive feedback for the program, the current study found 

that the areas where the enterprise MOOC can be improved were data collected through the 

participant interviews.  

Participants’ Perceptions of an Enterprise Internship MOOC 

Charmaz (2021) strongly recommended that researchers utilize reflexivity and empathy 

as part of the research process to understand the social and cultural context of the research. Prior 

to the interviews with the participants, I utilized an understanding from the academic literature 

and my professional experience that multiple stakeholders are involved with an individual’s 

career success. With confirmation in the data supporting this view, I found that specifically for 

students, three key stakeholders create the foundation for how students explore opportunities and 

gain access to resources: HEIs, employers, and the individual (student). Delving further into the 

notion of key stakeholders, I explored key questions that illuminated the influence of each 

stakeholder on the process resulting in a grounded theory: triad of stakeholder involvement. 

These stakeholders all have specific responsibilities (see Figure 2) that create a “three-legged 

stool” or the triad of stakeholder involvement in the student’s career development process. 
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Figure 2 

Theoretical Diagram of the Triad of Stakeholder Involvement 

 

 

 

 

 

 

 

 

 

 

 
 
 
 
 

Utilizing constant comparison to explore the participants’ perceptions and students’ 

comments aided in developing the themes for the triad of stakeholder involvement. In the 

discussion of the four main analytic categories—career emphasis, employer skills needs, student 

destination, and enterprise MOOC viability—these areas illustrate how the stakeholders are 

engaged in activities that create the triad of stakeholder involvement theory leveraging an 

enterprise internship MOOC. Early in the process, I noted how the participants described the 

activities they promote to support students’ career development. Employing a basic unit of 

analysis across all of the participants’ data showed how the institutions’ career philosophies 
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shaped what activities are prioritized and executed. During the conversations, I saw similar 

topics, such as the challenge in obtaining students’ attention, budget or staffing constraints, and 

employers not having a solid DEI approach but requesting diverse students. One area found in 

the data connected with the MOOC’s analytical dimension. Participants discussed the level of 

work involved in tracking students and the types of data required to understand student 

outcomes. To support institutional tracking efforts, participants reported using various tools and 

processes to understand where students land after graduation.  

Other topics came into view when I observed different patterns with career services 

offices reporting into academic affairs than those reporting into student affairs. Career services 

offices reporting into academic affairs seemed to have more engagement from students, career 

strategies integrated with the academic curricula, and career services departments aligned with 

the overarching strategy for supporting students’ career skills development. Alternatively, offices 

reporting to student affairs appeared to have more challenges with getting adequate support for 

career skills development from faculty. The data revealed how career services professionals 

played a support position for students’ career development needs. However, in three cases, 

participants were leaning into the challenges a post-pandemic job market created by engaging in 

career coaching and ideating on how to partner with faculty for embedding career skills into the 

curriculum. One assumption I made prior to the interviews was that career services professionals 

were the “gatekeepers” for internships. However, the participants shared that internships are just 

one of many offerings in career services professionals’ toolboxes, as most of them are invested in 

experiential learning and understanding the aspirations students have for themselves.  
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The patterns in the data showed my assumptions were not the immutable rules once 

considered. I kept my ears and mind open for what each career services professional had to say 

and delved deeper when they made a comment that skimmed the surface of a topic. For example, 

the term “faculty as career coach” caught my attention, and while I assumed it was parallel to the 

leader as teacher method, I wanted to ensure my thought process was correct. While two of the 

participants said their universities were training their faculty to coach students, it was not the 

level of a certified career coach. Instead, it was to be able to have career conversations and guide 

students to develop their ideas through research and exploration. I explored the following key 

questions to illuminate the influence of each stakeholder: 

1. Career Services Emphasis: How is the HEI approaching career skills development? 

2. Employer Skills Needs: What skills are the employer targeting for recruitment? 

3. Student Destination: Where is the student on the path of exploring careers? 

These questions aided in the development of a grounded theory to fundamentally illustrate the 

areas of stakeholder foci listed in Figure 2. Even more, the questions elicited a framework for 

understanding how each area of focus is distinct but also interconnected.  

HEIs’ Career Emphases 

For HEIs, career services execute the career development strategy that plays a major part 

for how students gain access to resources. First, there is not a panacea for all career challenges, 

but there are multiple approaches shown in the data illustrated in Table 2. Second, while colleges 

are leveraging the same activities to support students’ career development, I discovered there are 

different guiding emphases aligned to the institutions’ overall philosophy. While activities 

supporting students’ career development, such as interview preparation, internship support, and 



 

75 

career fairs, may be the same for the institutions that participated in the current study, ultimately, 

the institution’s philosophy defines how career services professionals approach these activities. 

The research revealed three different career emphases career services professionals are using: 

student destination emphasis, experiential learning emphasis, and mental health support 

emphasis. 

 
Table 6 

HEIs’ Career Emphases Categories and Participants’ Quotes 

Emphasis 1: 
Student Destination 

Emphasis 2:  
Experiential Learning 

Emphasis 3:  
Mental Health Support 

“A lot of schools focus on 
students having a job after 
graduation, but we focus on 
their destination being 
whatever that looks like for 
them.” 

“It is in the mission of the 
university that they have an 
experiential learning experience 
before they leave.” 

“Having people like myself 
as licensed counselors who 
are trained to do mental 
health with students will be a 
more focused approach.” 

“For a lot of our students, as 
much as the employers would 
like to get in front of them 
and talk to them, our students 
aren't on that pathway. 
They're going in a different 
direction.” 
 

“And so depending on what their 
major is, it might be called 
something else, but it's all under 
the umbrella of experiential 
learning, which actually means 
that our students are getting 
outside or inside experiences in 
their field before they graduate.” 

“Like Maslow's Hierarchy of 
Needs, when you think about 
it in that respect, you have to 
address the mental wellness 
first before you can have a 
focus on the career 
development.” 
 

“We’ve seen students who 
have thought they were 
heading in one direction, then 
all of a sudden realize that 
there's something probably 
better suited to them.” 
 

“The university currently has 
this experiential learning 
scholarships, so students are 
eligible to apply every semester 
to earn a few hundred dollars, 
basically towards whatever 
experiential learning they are 
looking towards.” 

“My new duties basically 
focus on mental health 
counseling and disabilities 
and access providing 
services for those students.” 
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Student Destination Emphasis 

Career advising is a process that requires partnering with students to help them discover 

what they want to do with their lives and careers (Marsee, 2020). The student destination 

emphasis is a focus on whatever the target is for the student after graduation. Career Services 

professionals discussed supporting various ambitions students pursue such as graduate degrees, 

military service, entrepreneurial startups, corporate jobs, and gap year projects, among others. A 

recurrent theme in the interviews was a sense amongst the participants that career development 

should be embedded in the academic curricula. A small number of participants (3 out of 11) 

indicated they were partnering with faculty for scaling career development. 

Experiential Learning Emphasis 

Experiential learning assesses the ability to acquire and use knowledge obtained through 

direct experience (Van Wart et al., 2020). There are varying activities bundled under the term 

“experiential learning”, including internships. Also referred to as engaged learning, this strategy 

encourages students to gain practical knowledge in different ways, however, most participants 

stated internships are still the gold standard. Based on this current research, the data showed that 

in supporting student skills development, career services professionals encouraged students to 

participate in student groups, identify their transferable skills, and engage in pursuits of other 

interests to foster learning for their career field. In all cases, the respondents reported internships 

were an important part of their career development offerings.  

Mental Health Support Emphasis 

According to Martin (2021), colleges are “launching students into the world without a 

solid foundation of how to take care of themselves in the workplace” (p. 217). Since the 



 

77 

pandemic has exacerbated the need for better practices supporting mental health, some HEIs 

have shifted their strategy to either focus on student mental health first or include mental health 

as part of the career counseling process. Career services professionals are seeing the effects of 

student mental instability, and the majority of participants agreed with a focus on mental health 

is imperative, some stating even more so than career development. Only two of the respondents 

indicated their career development emphasis had a focus on mental health support.  

Employer Skills Needs 

For students either exploring their career options or having resolved to work in a 

corporate setting, this is the beginning of when the employer recruitment strategy can either 

engage students or repel interest. The data revealed employers are generally using the same 

approach to recruit talent as they were prior to the pandemic, now just in a virtual or hybrid 

mode. The study participants discussed the effects of working in a hybrid environment where 

their services had undergone expansion to help fill gaps in a virtual and hybrid world. Examples 

of expanded responsibilities included consulting for diversity, equity, and inclusion (DEI) 

strategies and training recruiters to authentically engage with students, among other tasks. 

According to interviewees, employer skills needs mostly focus on STEM skills (science, 

technology, engineering, and math) and require more support from career services professionals 

for DEI tasks, as well as curating specific competencies for pipelining talent. One participant 

shared that the expectation for career centers was to contribute to the institution’s return on 

investment through supporting students’ career aspirations: “The career center plays a role in 

ROI and that our role is making sure we are connecting students with [employer] opportunities 
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and those opportunities match.” Another participant discussed the challenge for matching 

employer skills needs with students’ skills and interests:   

We develop, nurture, and maintain relationships with our employing partners. The trick is 

making sure that we are bringing in the employers that match our students’ interests. And 

that our students’ interests are matched to the employers that we are bringing in. 

Sometimes it’s a little bit of a disconnect. 

A third participant shared that as employers’ skills needs change, career services 

professionals are being asked to fill gaps between employers and students with strategic 

involvement in brokering relationships on behalf of the employer: 

Our job has evolved more with employers who want to do more than Handshake [career 

management tool]. They want to garner partnerships with the university. They want to 

see how they can get in front of students at different touch points. So just posting the 

internship or job opportunity is no longer enough. It’s like a desire to move closer into 

the talent and have more brand awareness, more visibility and things like that. 

Student Destination 

While the student destination emphasis is a focus on supporting the desired target for the 

student after graduation, the student destination definition refers to the actual landing place. Data 

from interviews with career services professionals provided insights to understand the concept of 

student destination as the student’s focus after graduation. The research participants shared the 

complexity in this area is understanding where the student is on the journey to confirming their 

preferred landing place. From self-assessments to job shadowing, the current study found that 

career services professionals are using various tools to aid students in becoming self-aware and 
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identifying their objective. The data showed that while the process can be different based on the 

individual, some institutions are not requiring students to declare a major until later in their 

educational career. Although 9 out of 11 of the participants were from large doctoral universities, 

the comments were the same for all participants for the challenges they shared. During the 

interviews, career services professionals discussed getting in front of students as soon as they 

started matriculation or developing touch points by the second year. Participants stated that the 

initial goal was to ensure students had awareness of career services resources and opportunities 

for one-on-one counseling. Career services professionals discussed that students have a wide 

range of options for careers after graduation, but it is also a puzzle for some who are still trying 

to determine their landing place. Some participants reported that while students ponder their 

destination, career services professionals face the challenge of students’ varying engagement 

levels for investing in career development, which can range from not engaged to fully engaged 

and following through on a plan. One participant said, “Students are on their own unique journey 

and they need to figure out what that is and how to get there.” Interviewees shared that they have 

to adapt to where the student is on the journey because there are numerous variables that can 

come into the equation: 

And for some of those students, it's employment into the labor market, and for others it’s 

continuing their education with graduate school. And some are actually wanting to take a 

break; the gap year experience has been quite popular with our students. 

Participants discussed how students are on a path to graduation but still exploring exactly what it 

is they want to do. One participant shared that their role is to simply help students build 

awareness: 
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We help them build awareness of what is out there. Research shows that students know 

what their parents do, and what their neighbors do, and they knew they had a pediatrician 

and a teacher, and then they come to college to expand those perspectives. 

All of the participants agreed that students vary in their destination choices and career services is 

the supporting arm that gives each of them the tools to complete the journey.  

Enterprise Internship MOOC Viability 

Launched in June 2020, the enterprise internship MOOC sought to provide students with 

an internship opportunity during a pandemic. With companies canceling their internships due to 

COVID-19 and with no alternate options to maintain continuity, students who had obtained 

internships under this condition were at a loss (Feldman, 2021; Nietzel, 2020; Park & Jones, 

2021; Stansell, 2020; Yaffe-Bellany, 2020). To understand the viability of the enterprise 

internship MOOC, I triangulated data from career services professionals’ interviews and 

students’ responses on LinkedIn about the Summer Learning Academy with the outcomes of the 

enterprise MOOC using a startup business model called the product market fit. According to the 

literature, Marc Andreesen was the first person to use the term, product market fit (PMF), which 

means “being in a good market with a product that can satisfy that market” (Andreesen, 2007, 

para. 27); Dennehy et al., 2019; Olsen, 2015). The role of the PMF tool is used mostly with 

startup businesses to examine the desirability, feasibility, and viability of a product. These 

criteria aid in determining what do people want (desirability), can the company accommodate it 

(feasibility), and is the product sustainable (viability), creating a minimum viable product (MVP) 

(Dennehy et al., 2019; Olsen, 2015). A minimum viable product (MVP) is the “minimum 

functionality required to validate that you are heading in the right direction” (Olsen, 2015, p.77 ). 
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Deconstructed MOOC Pros and Cons 

To gauge what areas of the enterprise internship MOOC career services that professionals 

found useful, I utilized the deconstructed MOOC dimensions of individual/social, informational, 

technological, pedagogical, and analytical to analyze the pros and cons listed in Table 7. 

Although the participants shared pros and cons for each MOOC dimension, the areas that were 

most agreeable for career services professionals included informational and analytical. The areas 

that received the most constructive feedback were for the pedagogical and technical dimensions. 

The individual/social dimension had minimal feedback that centered on students’ schedules to 

access the program.  

 
Table 7 

Enterprise Internship MOOC Pros and Cons  

Dimension Pros Cons 

Individual/Social Students can access content on their 
schedule for flexibility. Students can 
connect with hiring managers and 
others to build their network directly 
or via social media. 

The large number of participants 
engaging in the program can make it 
difficult for students to stand out. 

Informational To create awareness for the program 
career professionals are engaged using 
career management tools and students 
via social media for broad appeal. 

Career services professionals prefer to 
partner with employer for specific 
guidelines and ensure various student 
segments are aware. 

Technological The internship is accessible online, 
which supports a scaled approach to 
career development. 

The model limits access for students 
without devices or internet service. 

Pedagogical The curriculum provides students with 
career skills important for working in 
a corporate environment. 

The curriculum does not include 
assessments or knowledge checks to 
gauge student learning. 

Analytical Career services can have access to 
data supporting career outcomes 
tracking. 

There is currently no formal 
agreement for data sharing between 
colleges and employers. 
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Enterprise Internship MOOC Pros 

For the informational dimension, some career services professionals stated that the 

Summer Learning Academy was disseminated to their students, while others were not aware of 

the enterprise internship MOOC. Although the team at AT&T reported they utilized career 

management tools such as Handshake to market the program, some participants said they did not 

recognize the Summer Learning Academy program as a virtual internship opportunity. 

Participants discussed the importance of collaboration between employers and career services 

professionals for ensuring employer events receive the time and attention to properly engage 

students. Since the team at AT&T also leveraged social media platforms to engage students 

(Facebook, Instagram, LinkedIn and Twitter), some participants believed their students found out 

through these mediums. Another aspect of the informational dimension includes the student view 

of the value of the information. Students’ responses on LinkedIn centered on the knowledge they 

gained and the opportunity to accomplish a digital badge during a time when most internships 

were canceled. Out of the sample of 140 students, all of the students posted their badges, while 

67 out of the 140 made comments about the experience.  

When it comes to student career outcomes, the analytical dimension provided the most 

insights for the type of student data possible to collect. During the participant interviews, career 

services professionals saw an opportunity to get more data for student engagement, student 

destination, and other institutional analytics. Specifically, participants inquired about enrollment, 

assessments, completions, and hires. Two of the participants discussed having an understanding 

of students who may not be participating to prevent a missed opportunity. The participants 

shared that having access to their students’ data would allow career services professionals to 
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gauge who is taking advantage of the resources and using this information to strategize about 

who should be participating.  

Enterprise Internship MOOC Cons 

The study participants found the enterprise internship MOOC favorable for exposing 

students to career skills they believed were important to career success in a corporate 

environment. The students’ comments from LinkedIn favored the experience and the insights 

they acquired; however, the areas that made the study participants question whether it would be 

effective in its current design were the technological and pedagogical dimensions. For the 

technological component, two of the participants expressed concern about accessibility and 

providing access for students who do not have mobile or laptop devices as well as internet 

service. The two interviewees described the challenges students had with no internet service at 

home or completing assignments on their mobile phones. While these concerns represent a 

technical barrier for those without devices or internet service to gain access to any virtual 

internship program sponsored by employers, there were no other technical concerns identified.  

For the pedagogical dimension, the study participants agreed that the courses supported 

students’ career skills development. The enterprise internship MOOC offered tracks in 

leadership, business, career, and technology, which supports the career skills study participants 

identified as relevant. However, three of the study participants questioned the course quality 

from an instructional design perspective or lack of a work product for evidence of learning. Most 

career services utilize the National Association of Colleges and Employers (NACE) 

competencies for internships outlined in Table 8. The NACE competencies that could not be 

located in the enterprise internship MOOC curriculum were professionalism and teamwork; all 
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other NACE competencies were represented. The study participants’ concerns stemmed from 

understanding the content design and ensuring they could measure for the NACE competencies. 

Additionally, 2 of the 3 study participants who provided constructive feedback stated that there 

were no knowledge checks or assessments embedded in the courses for knowledge retention of 

the content. However, according to the AT&T learning and development team, the design of the 

course content was not for mastery, but rather for students to gain awareness and insights for the 

course topics: leadership, business, career, and technology. Further, a common view amongst the 

students’ posts on LinkedIn was positive feedback for the content, which illustrated engagement 

for the time invested. Similar to the positive responses from career services professionals for the 

enterprise internship MOOC, the themes that recurred throughout the students’ dataset were also 

favorable overall. As a result, the only negative comments were in the constructive feedback 

from three of the study participants for the pedagogical and technological dimensions. While the 

constructive feedback is not applicable to all HEIs, it may have to be addressed for some 

institutions to fully participate if the pedagogical or technological dimensions present a major 

limitation for student engagement and persistence.  
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Table 8 

NACE Career Readiness Competencies  

Competency Definition 

Career & Self-Development Proactively develop oneself and one’s career through continual personal 
and professional learning, awareness of one’s strengths and weaknesses, 
navigation of career opportunities, and networking to build relationships 
within and without one’s organization. 

Communication Clearly and effectively exchange information, ideas, facts, and 
perspectives with persons inside and outside of an organization. 

Critical Thinking Identify and respond to needs based upon an understanding of 
situational context and logical analysis of relevant information. 

Equity & Inclusion Demonstrate the awareness, attitude, knowledge, and skills required to 
equitably engage and include people from different local and global 
cultures. Engage in anti-racist practices that actively challenge the 
systems, structures, and policies of racism. 

Leadership Recognize and capitalize on personal and team strengths to achieve 
organizational goals. 

Professionalism Knowing work environments differ greatly, understand and demonstrate 
effective work habits, and act in the interest of the larger community and 
workplace. 

Technology Understand and leverage technologies ethically to enhance efficiencies, 
complete tasks, and accomplish goals. 

Teamwork Build and maintain collaborative relationships to work effectively 
toward common goals, while appreciating diverse viewpoints and shared 
responsibilities. 

 

Product Market Fit for Enterprise Internship MOOC Viability 

Using the product market fit (PMF) model to ascertain product viability, I assessed the 

enterprise internship MOOC using the product market fit criteria: desirability, feasibility, and 

viability (Olsen, 2015). According to Dennehy et al. (2019), who studied PMF within an 

established company to evaluate how teams used the model, the researchers discouraged 

practitioners from adopting all components (desirability, feasibility, viability) without adequate 
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reflection and tailoring. The PMF pyramid illustrated in Figure 3 has five layers, and it is 

integrated into a broader six-step process called the Lean Product Process designed by Olsen to 

provide a framework and process for how to achieve product market fit (Olsen, 2015). The Lean 

Product Process guides practitioners to gauge the viability of their business idea in an objective 

and agile fashion (Olsen, 2015). The PMF pyramid illustrates the five areas companies must 

address for creating and implementing a new product or business model. The problem space 

represents the problem to be solved and aligns with steps 1, 2, and 3 of the Lean Product Process. 

Then the solution space outlines the product offering and aligns with steps 4, 5, and 6.  

 
Figure 3 

Product Market Fit Pyramid (Olsen, 2015)  

 
Note. Adapted with permission from The Lean Product Playbook, by D. Olsen, 2015, p. 26. Copyright 2015 by 
Wiley. 
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Enterprise Internship MOOC Results Using the Lean Product Process 

Using Olsen’s (2015) six-steps of the Lean Product Process in Table 9 that incorporates 

PMF, I reviewed the data from the study participants and students’ LinkedIn comments to assess 

the enterprise internship MOOC’s desirability, feasibility, and viability. The data showed 

favorable results, concluding that the enterprise internship MOOC is a viable model for 

employers to engage students in career skills development with the support of career services 

professionals and HEIs. The enterprise internship MOOC column answers the questions for the 

PMF using a methodical step-by-step process to define the model’s value proposition. The 

student and career services professionals’ columns list the responses from the research data to aid 

in determining the model’s value.  
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Table 9 

Enterprise Internship MOOC Assessment Using Product Market Fit (PMF)  

Lean Product Process 
(Incorporates PMF) 

Enterprise Internship MOOC Students’ Responses Career Services 
Professionals’ Interviews 

Step 1: Determine 
your target customers. 

The AT&T model targeted 
college students at any level 
and major. 

Students engaged with 
the program marketing 
on Facebook, Twitter, 
Instagram and LinkedIn. 

Some study participants were 
aware of the program and 
marketed it to their students. 
Others said they would have 
marketed it if they knew 
about it. 

Step 2: Identify 
underserved 
customers’ needs. 

The team targeted students 
with canceled internships and 
others who wanted an 
internship for participation. 

Students responded with 
50,000 registrations 
illustrating desirability. 

Some participants identified 
that some students have no 
access to devices or internet 
service outside of school. 

Step 3: Define your 
value proposition. 

Free online access to career 
skills courses from a fortune 
50 global corporation  

Students’ posts on 
LinkedIn favored the 
AT&T enterprise 
internship MOOC. 

Study participants agreed this 
was a good opportunity for 
students, especially those 
who were still exploring 
career options. 

Step 4: Specify your 
minimum viable 
product (MVP). 

The enterprise internship 
MOOC ran for 4-weeks with 
80 hours of synchronous and 
asynchronous courses. 

Student attrition aligned 
with the trend for 
MOOCs (i.e. the MOOC 
funnel of participation). 

Most study participants liked 
that the program provided 
flexibility for students’ 
schedules.  

Step 5: Create your 
MVP prototype. 

The AT&T Summer Learning 
Academy launched online in 
June 2020. 

Students’ sentiments 
from LinkedIn posts 
described the value they 
received from 
participating in the 
online program. 

Career services professionals 
favored the program but 
would prefer NACE 
competencies be integrated 
into the curriculum. 

Step 6: Test your 
MVP with customers. 

Approximately 50,000 
students registered for the 
program, with 18,000 students 
active on the platform and 
11,000 students completing 
the program. 

11,000 students 
completed the program 
and over 2,000 posted 
their digital badges on 
LinkedIn. 
 

Career services professionals 
said they would benefit by 
gaining access to the data to 
support career outcomes 
tracking.  

 
 

According to Olsen (2015), steps 1, 2, and 3 represents the problem space and aids in 

defining how to solve the problem. Utilizing the six-step process, starting with step 1, determine 

your target customers, Olsen (2015) directed companies to focus on who they are serving so the 

product, process, or service can be customized for this segment of users. AT&T determined that 
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college students were their target for the enterprise internship MOOC. According to the 

company’s recruitment and learning teams, this determination was made because they wanted to 

help students whose internships were canceled due to the pandemic.  

For step 2, identify underserved customers’ needs, Olsen (2015) explained the importance 

of focusing on what customers want or value, since sometimes these needs are unknown to the 

customer themselves. The AT&T team stated that they received early feedback from students 

through engagement via social media showing interest. While the team used Handshake to 

market the MOOC through career services, five of the study participants said they were unaware 

of the Summer Learning Academy because their staff handled this responsibility. Since the 

enterprise internship MOOC was open to all students, the AT&T team reported that they were 

not aware of the magnitude of students’ underserved needs until approximately 50,000 students 

registered for the program. According to the team, the students’ response exceeded their 

expectation, initially causing the site to overload. The team stated that the students’ response 

validated their idea.  

Step 3, define your value proposition, encompasses the opportunity to show the customer 

how their needs will be addressed and why the offering may be different than competitors 

(Olsen, 2015). In this case, AT&T did not have competitors, since no other large corporation at 

this time during the pandemic was offering a virtual internship where students could gain a 

digital badge for completing a program. Students’ comments on LinkedIn showed gratitude for 

the program, and the study participants agreed that this was a good opportunity for students, 

especially those still exploring career options.  
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The remaining steps, 4, 5, and 6, in the Lean Product Process focused on the solution 

space and requires “minimum functionality to validate you are heading in the right direction” 

(Olsen, 2015, p. 77). In step 4, specify your minimum viable product (MVP), the team created a 

MOOC environment with 80 hours of synchronous and asynchronous courses available for four 

weeks. Although AT&T estimated 50,000 students registered for the course, the program 

incurred attrition reducing the number of students to approximately 18,000 who were active on 

the platform. According to the study participants and students’ comments, the attrition did not 

have a negative effect on the value of the program or created any concerns for the students who 

remained active. Even more, the study participants liked the flexibility the program provided for 

students’ schedules.  

For step 5, create your MVP prototype, the goal is to build a prototype to test a 

hypothesis (Olsen, 2015). The team reported their hypothesis was that the students needed an 

online solution to fulfill their internships during a pandemic because internships were canceled 

for the summer. As a result, the team launched an enterprise internship MOOC in June 2020, and 

the data from students’ comments on LinkedIn showed that students received value for their 

participation. While the study participants shared positive responses for the program, four 

interviewees responded with a preference for the NACE competencies embedded in the 

curriculum. This current study found that all but two of the NACE competencies were included 

in the Summer Learning Academy curriculum. The two competencies not found in the 

curriculum were professionalism and teamwork. 

Finally, in step 6, test your MVP with customers, the goal is to test the product with the 

users, “paying attention to the details of what you are hearing from a small number of customers 



 

91 

(qualitative), or to the aggregated results for a large number of customers (quantitative)” (Olsen, 

2015, p. 89). According to the data from AT&T, 50,000 students registered, 18,000 were active 

on the platform, and 11,000 completed the program. Based on the findings from this current 

study, and with the number of students responding favorably to the enterprise internship MOOC, 

the user test showed a positive result.  

As outlined in the methodology section of this study, the advisory board, who were 

researchers in education and industry, reviewed the findings for peer review. The researchers’ 

responses were supportive and encouraged sharing these findings more broadly to support 

generative thinking toward innovating internships for a post-pandemic world. 

Summary  

The aim of the current research was to understand the viability of an enterprise internship 

MOOC launched during the 2020 pandemic. This CGT study explored stakeholders’ perceptions 

of an enterprise internship MOOC to assess its viability for supporting students’ career skills 

development. Through constant comparison and the procedures of coding, categorizing, and 

analyzing themes, a grounded theory was produced called the triad of stakeholder involvement. 

For this current study, the data showed that the grounded theory called the triad of stakeholder 

involvement is critical to a student’s career success, which aids in supporting the student’s career 

aspiration through graduation. 

Further, exploring the viability of the enterprise internship MOOC as a virtual internship 

vehicle allowed for the study participants to examine the MOOC model. Participants answered 

questions through the lens of a conceptual framework that deconstructed the MOOC’s 

dimensions. This deconstruction of the MOOC aided in removing any barriers for the MOOC 
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nomenclature, allowing the study participants to discuss the aspects they found valuable and 

what improvements were necessary. Finally, to ascertain the viability of the enterprise internship 

MOOC, the study utilized the product market fit (PMF) model to gauge the stakeholders’ 

responses. Startup companies use the PMF model to help determine desirability, feasibility, and 

viability, and with a new MOOC model launched in 2020, PMF was the appropriate tool for 

assessing its impact. A combination of participant interviews, students’ comments from 

LinkedIn, and the PMF model aided in data triangulation for a positive conclusion.  
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CHAPTER 5  

CONCLUSION, IMPLICATIONS, AND RECOMMENDATIONS 

According to Corbin and Strauss (1990/2015), a grounded theory should describe, 

explain, and may even predict a social phenomenon that is the focus of the research. This 

qualitative study employed CGT to explore an enterprise internship MOOC phenomenon that 

launched during the 2020 pandemic. The purpose of this approach was to gain an understanding 

of the viability of the enterprise internship MOOC model for supporting college students’ career 

skills development. The following is a summary of the issues that this study uncovered through 

exploring the viability of an enterprise internship MOOC: 

• Students’ in-person internships were canceled due to the 2020 pandemic. 

• More students wanted internships than were available. 

• Students want to be prepared for the workforce. 

• Career services professionals require proper tools to help support students’ career 

skills development. 

• Career services professionals need data insights to aid in tracking student outcomes. 

The primary research question for this study was as follows: How can an enterprise internship 

massive open online course (MOOC) support students’ career skills development? Answering 

this question showed that the MOOC addressed the issues. The results included the following: 

• The enterprise internship MOOC filled a void in 2020 as evident by student 

enrollment and completion with 50,000 students registering and 11,000 students 

obtaining digital badges. 
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• The enterprise internship MOOC is a viable model triangulated by students’ 

comments, career services professionals’ interviews, and the PMF model. However, 

the model may require more collaboration from HEIs to ensure appropriate 

pedagogical and technological approaches. 

• To properly support a student's career readiness, a triad of stakeholders (HEI, 

employer, and student) is required for an adequate foundation. 

• HEIs have three different approaches for career development: experiential learning, 

student destination, and mental health support. 

• The participants were most interested in the pedagogical, technological, and 

analytical dimensions to support student career skills development and outcomes 

tracking.  

The current study participants were director-level career services professionals from 

U.S.-based doctoral and master’s universities, with one baccalaureate college. The findings that 

resulted in a grounded theory called the triad of stakeholder involvement support the notion that 

key stakeholders are integral to creating a bridge from college to career. This theory supports 

fostering students’ theoretical knowledge with experiential learning. Overall, using the grounded 

theory method was the right approach for this research. It took in-depth conversations with 

experienced career services professionals to explore the viability of a new career skills 

development model for students as we move towards a post-pandemic world.  

Summary of Results 

The aim of the present research was to understand the viability of an enterprise internship 

MOOC launched in 2020. Taken together, the research questions and MOOC dimensions 
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conceptual framework provided insights for organizing and exploring the data study participants 

shared for each question. The results indicated that career services professionals believe the 

enterprise internship MOOC can support students’ career skills needs. The interviewees shared 

their institutions’ approaches to career skills development, which elucidated the various 

emphases being used in higher education. The findings for the career emphases were the student 

destination emphasis, the experiential learning emphasis, and the mental health support 

emphasis. The patterns in the data showed that while career services at each HEI were using the 

same activities to support students’ career skills development, the institution’s philosophy 

towards career development shaped the approach career services utilized.  

Based on the MOOC dimensions, study participants were most interested in the 

pedagogical and analytical dimensions. The pedagogical structure of the MOOC provided a 

curriculum supporting areas specific to the AT&T corporation. The curriculum focused on 

leadership, business, career, and technology, and the study participants agreed these were 

important career skills for students to develop. While some interviewees preferred to include the 

NACE competencies to ensure the enterprise internship MOOC model aligned with their career 

strategy, the data showed only two competencies from the NACE model that were not included 

in the Summer Learning Academy: professionalism and teamwork. When asked about what data 

from the enterprise internship MOOC would career services professionals find useful in tracking 

student career outcomes, participants made responses that included areas focused on enrollment, 

completion, and hiring. Data for these three areas would aid career professionals in 

understanding students’ interests and first destination jobs.  
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Finally, participants discussed the advantages and disadvantages of an enterprise 

internship MOOC design supporting students’ career skills development where the only 

disadvantages were lack of accessibility for students without the means of internet services or 

computer devices. While exploring the enterprise internship MOOC’s viability, it became clear 

that it could be a viable model; however, there would have to be adjustments based on the HEI’s 

career emphasis and the student engagement in career exploration. This study found that the 

employer’s skills needs dictated the MOOC’s pedagogy, which impacts how the institution may 

leverage it based on its career development philosophy. From a support perspective, all the study 

participants agreed the enterprise internship MOOC could be one tool in their toolbox. 

However, another factor for whether the enterprise internship MOOC is useful depends 

on the student’s destination. During the interviews, the participants shared that if students are 

self-aware or not, and they are exploring their career options, then the enterprise internship 

MOOC could potentially help them decipher their path. Synthesizing the data from this current 

study, the findings for participants’ perspectives along with the students’ comments on LinkedIn 

and the viability of the enterprise internship MOOC resulted in the theory of the triad of 

stakeholder involvement. This grounded theory supports a focused approach of understanding 

the HEI’s career emphasis, employer skills needs, and student destination for career skills 

development leveraging an enterprise internship MOOC.  

Conclusion 

The research question for this study addressed the viability of the enterprise internship 

MOOC as a solution for closing students’ career skills gaps. Using the enterprise internship 

MOOC model launched in 2020 as a virtual internship, career services found value in the MOOC 
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dimensions to support students’ career development. The data showed the theme of career 

emphases as some HEIs have different approaches for encouraging students to explore their 

interests and natural abilities to provide insight into what career may be directionally correct for 

them. During the interviews, the participants shared that students who had undecided majors 

would be prime candidates for exposure to an enterprise internship MOOC since it is this stage 

that tools supporting career exploration is important. As career services professionals shared 

their awareness of this issue during the discussions, their use of self-assessments, job shadowing, 

and career events supports students to engage with employers and gain more insights for what 

the business world entails.  

Similarly, the data for the current study showed that the enterprise internship MOOC can 

be another tool that career services professionals utilize to assist students with career exploration. 

However, to mitigate repelling students who are still in the career exploration phase, it is 

recommended that career services professionals partner with employers for the development of 

an enterprise internship MOOC. This collaboration would be beneficial for all, since participants 

cautioned that some employers were using their partnerships with HEIs to market their 

companies and recruit students instead of teaching them about the real-world business challenges 

that companies are facing. The study participants shared that instead of a superficial recruitment 

exercise, they advise that employers use the opportunity to help students learn about the 

transition into corporate roles through case studies, “a day in the life” conversations, and 

employee panel events. Overall, the participant interviews confirmed career conversations 

between employers and students are how students learn most in this space. This approach 
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supports students’ abilities to synthesize theoretical knowledge with real world challenges, 

therefore creating an experiential learning opportunity.  

Areas of Challenge and Resistance 

While this study focused on the enterprise internship MOOC model, it is worth noting 

that the collected data uncovered other areas relative to student career development. Findings 

suggest the enterprise internship MOOC created new challenges in areas such as technical 

accessibility and social capital access. Participants indicated that scaling access to company 

resources for 50,000 students who engaged in the process omitted many more who did not attend 

due to technical limitations, such as lack of mobile or computer devices and internet service.  

Further, participants shared that face-to-face engagement is still the preference for career 

services professionals and students—a requirement the enterprise MOOC does not 

accommodate. According to career services professionals, students prefer in-person events. 

Looking more broadly, students’ career aspirations expand beyond corporate jobs and include 

entrepreneurial startups, military service, graduate school, and in some cases, taking a gap year. 

Even more, participants reported that some students have voiced interest in impact careers and 

more control for how they spend their time. According to the study participants, internships are 

still considered valuable but not the only way students are being encouraged to develop career 

skills and preparation for what comes after graduation. This current study is positioned to 

provide insights that if virtual internships are not viewed as an important vehicle to scale career 

skills development and recruitment for first destination jobs, then we may have more of the same 

conditions that limit who can obtain an in-person internship.   
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Implications for Practice 

This study provides practical insights for higher education leaders, career services 

professionals, employers, non-profit leaders, and policy makers interested in novel ways of 

engaging and developing students. This model scales access for students to gain an internship 

experience early in their educational career. Moreover, employers may have a stake in this model 

as a pipeline tool for aligning skills to business needs. The enterprise internship MOOC can be 

used as a tool to onboard students to a corporate environment supporting career skills 

development and awareness of corporate culture. The model also provides a unique way for 

employers to hire talent and share outcomes data with career services to help close gaps for 

students’ first career roles. Even more, diversity recruitment efforts may greatly benefit from an 

enterprise internship MOOC for various underrepresented segments of the population.  

Re-imagining what internships can be post-COVID is both enlightening and concerning. 

It is enlightening because there is an opportunity to remake a system that is limiting the number 

of students who can actually obtain an internship. In addition, the study’s data suggest the model 

can create opportunities for more students to build their social capital through an enterprise 

internship MOOC. Students’ comments about connecting with their peers were one of the data 

points that illustrated the value of the enterprise internship MOOC model during a pandemic. 

However, as we head towards a post-pandemic world, expanding access to virtual internships for 

students is questionable for schools and employers, as the research data highlighted career 

services professionals’ focus on in-person internships. It will require collaboration from both 

sides—employers and HEIs—to ensure a successful engagement for students, and an enterprise 

internship MOOC can act as a bridge for the college to career pathway.  
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Recommendations for Further Research 

For the enterprise internship MOOC, additional research is necessary to understand how 

early onboarding to a corporate environment supports student career outcomes. Further, 

exploring accessibility, equity, and creating diverse talent pipelines for employers using the 

enterprise internship MOOC are more areas for research expansion to inculcate the literature. 

Finally, since no historically Black colleges and universities (HBCUs) accepted the invitation to 

participate in the study, further research is necessary to understand how this model supports 

career skills development for these HEIs. Overall, the data collected and analyzed in the current 

study showed that the enterprise internship MOOC is a viable model that all HEIs should 

consider for supporting students’ career skills development. Likewise, the grounded theory that 

was created as a result of this study, the triad of stakeholder involvement, presents  an 

opportunity for students, employers, and HEIs, to collaborate supporting students’ career 

outcomes in a post-COVID recovery environment. 

Final Thoughts 

Although I identified the sample population through purposive sampling, it was 

challenging to get interest and consent. The reasons why some career services professionals 

would not participate included no bandwidth, lack of familiarity with the topic, and disinterest. 

In most cases, there were no responses to emails or phone calls from potential participants who 

were recruited to take part in the study. The realization that the topic of an enterprise internship 

MOOC is still emerging explicates that this model may not be a priority for most unless the 

benefits are demonstrated. This current study provides empirical evidence that students value the 

enterprise internship MOOC model, and career services professionals regard it as favorable. As 
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part of the study recruitment, 50 invitations targeting 20 participants yielded 11 participants, 

where nine of the participants represented doctoral universities, with one master’s university and 

one baccalaureate college. The 11 study participants represented approximately 365,000 students 

collectively (National Center for Education Statistics, 2020). The career services professionals 

who participated in the current study were willing to spend the time to talk extensively about the 

model. Their responses were encouraging, and they helped to maintain a focus on the hope that 

this research will make a difference in how some schools may approach virtual internships in a 

post-COVID recovery environment. 
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