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Abstract 

 

Project-based learning provides students an authentic learning experience in which they are able to 
practice skills by constructing a sharable artifact.  Internships are another approach in which stu-
dents are given a real life work experience by being placed and working in an actual workplace.  
Thus, in this paper, we present an exploratory case study of a project-based learning internship in 
which seven undergraduate IT students were recruited to work on individual projects under the 

supervision of academic staff members.  Additionally, a social networking site (SNS) was used by 
the interns and supervisors to determine its suitability for this particular environment.  The SNS 
was used as it is conducive with project-based learning since they both have a strong social focus. 

It was found that the structure of the internship and the design of the projects were appropriate as 
positive results were obtained.  Both supervisors and interns enjoyed the internship and the interns 
underwent a significant learning experience.  The SNS was not found to be particularly useful for 

the environment in this study.  This is primarily due to interns being close in terms of geographical 
proximity and time.  It should be noted that the interns were working on independent projects and 
there was little value for them to communicate with each other in regard to their projects. 
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1.  INTRODUCTION 

An information systems professional is ex-
pected have a number of soft skills, such as 
communication, collaboration, organization, 
decision-making, conflict resolution, leader-
ship, social, and critical thinking skills (Cheong, 

2010).  These soft skills are difficult to teach 

by simply covering traditional teaching materi-
al.  Instead, it is important to practice and de-
velop these skills through experience.  

Project-based learning is one appropriate ap-
proach to practice and develop these skills as it 
is focused on “learning by doing” (Dewey, 
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1933).  A particular strength of project-based 
learning is its social learning element.  With 
the advent of Web 2.0 technologies, their sui-
tability for educational uses is becoming more 

apparent.  Social networking sites seem to be 
conducive to project-based learning as they 
both have a strong social focus.  To further 
ensure students receive an authentic expe-
rience of a real life workplace, an internship is 
another good approach.  In such internships, 
students actually work in a real workplace and 

carry out real world tasks. 

Thus, in this paper, an exploratory case study 
in developing an undergraduate summer in-

ternship program using project-based learning 
supported by a social networking site is ex-
plained and analyzed.  The primary focus of 

the study is the project-based learning compo-
nent and the use of a social networking site to 
support the social aspects of the internship is 
peripheral. 

The internship program ran for a period of two 
months during the summer vacation (in the 
southern hemisphere).  In total, seven interns 

were employed to individually work on seven 
different projects under the guidance of aca-
demic supervisors.  The projects were complex 
real world tasks.  The purpose of the internship 
is to provide high achieving students the op-

portunity to further excel by challenging them 
with these projects, and supporting and men-

toring them to meet these challenges. 
 
The project-based learning internship and the 
use of a social networking site to support its 
social aspect online is analyzed and evaluated 
in this work.  

2.  BACKGROUND 

Related to this research are the project-based 
learning approach and Web 2.0 technologies, 
in particular, social network sites.  The connec-
tion between the two is made through the so-
cial aspects of learning (Salomon, Perkins, 

Ohlsson, & Lourenco, 1998) and constructiv-

ism.  

Project-based learning is a learner-centered 
pedagogical approach in which learning is or-
ganized around authentic problems.  The main 
concept of the approach is that learners are 
presented with a real world problem to address 
or solve.  Learners actively engage with other 

learners or their environment to carry out ne-
cessary tasks with the instructor assuming the 

role of a facilitator, coach, or Socratic ques-
tioner (Thomas, 2000). 

There is no consensus on the definition of 
project-based learning, however, common de-

finitions broadly describe the projects as tasks 
that are complex, learner activities that involve 
design, problem-solving, decision-making, or 
investigative tasks (Thomas, 2000).  Learners 
operate with a great degree of autonomy and 
the projects result in a final artifact con-
structed by the learners (Thomas, 2000).  A 

more specific definition, describes seven dis-
tinguishing characteristics of project-based 
learning as (Grant, 2002): 

1. an introduction to “set the stage” or 
anchor the activity; 

2. a task, guiding question, or driving 

question; 
3. a process or investigation that results 

in the creation of one or more sharable 
artifacts; 

4. resources, such as subject-matter ex-
perts, textbooks and hypertext links; 

5. scaffolding, such as teacher confe-

rences to help learners assess their 
progress, computer-based questioning 
and project templates; 

6. collaborations, including teams, peer 
reviews, and external content special-

ists; and 
7. opportunities for reflection and trans-

fer, such as classroom debriefing ses-
sions, journal entries and extension ac-
tivities. 

In this work, we follow the aforementioned 
seven distinguishing steps as they are more 
detailed and, hence, more appropriate for im-

plementation. 

Project-based learning has a number of bene-
fits.  In general, it helps prepare learners for 
skills required in the workplace, such as critical 
thinking and collaboration.  Theoretical founda-
tions of the approach include constructivism 

and constructionism.  Constructivism (Brown, 

Collins, & Duguid, 1989; Grant, 2002; Perkins, 
1991; Piaget, 1969; Vygotsky, 1978) is based 
on “learning by doing” (Dewey, 1933).  That is, 
learners create or construct knowledge by inte-
racting with their environments and building 
upon their current knowledge.  This leads to 
different knowledge constructions for individual 

learners (i.e., it is learner-centered) as each 
learner has different initial knowledge sets and 
will have differing interactions with their envi-
ronments. 
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Constructionism (Grant, 2002; Kafai & Resnick, 
1996; Papert & Harel, 1991) extends construc-
tivism as it involves learners not only con-
structing knowledge, but also constructing an 

artifact that they are able to reflect upon and 
share with others.  This approach engages 
learners, as the artifacts must be personally 
meaningful to each individual who created 
them. 

Although project-based learning is beneficial 
for learners as it promotes deep learning, it is 

not without its disadvantages.  The main diffi-
culty is that changes to the curriculum, method 
of instruction, and assessment methods must 

occur at the same time (Barron, et al., 1998).  
However, to address this difficulty, four design 
principles for devising project-based learning 

can be used (Barron, et al., 1998): 

1. Learning-appropriate goals; 
2. Scaffolds that support both learner and 

instructor; 
3. Frequent opportunities for formative 

self-assessment and revision; and 
4. Social organizations that promote par-

ticipation and result in a sense of 
agency. 

Learning-appropriate goals refer to devising 
projects such that there is a clear connection 

between project tasks and the knowledge that 
the learners might construct.  This is important 
as learners might get carried away with simply 

completing tasks without reflecting on their 
actions (Barron, et al., 1998).  Thus, opportun-
ities for reflection (characteristic 7 and design 
principle 3) are an important part of project-
based learning. 

The projects presented to the learners are 

complex tasks that the learners will not be able 
to achieve without assistance.  Thus, the (in-
structor in the role of the) facilitator must pro-
vide supporting structures to help guide and 
assist learners towards achieving the project.  
This may be in the form of coach-

ing/mentoring, providing material, or eliciting 

articulation (Barron, et al., 1998). 

Feedback, in the form of formative self-
assessment and revision is also important to 
guide learners through the project.  As the 
learners each work towards developing an arti-
fact that is explicit, concrete, and sharable 
(Blumenfeld, et al., 1991), the artifacts can be 

used as a basis for feedback and discussion.  

Using social structures to support the learners 
also play an important part in designing an 
effective project-based learning experience.  
These can be in the form of small group inte-

ractions, opportunities to contribute, peer re-
view, and accessing and analysis how others 
have addressed the same or similar problems 
(Barron, et al., 1998). 

The social aspect of project-based learning is 
important for success.  Communication is typi-
cally carried out as face-to-face interactions, 

however, it can also be carried out by use of 
social and communication technologies.  This is 
especially appropriate in this era as today’s 

learners use these technologies, such as social 
networking sites, intuitively. 

Social networking sites (SNSs) allow individu-

als to present themselves, articulate their so-
cial networks, and establish or maintain con-
nections with others.  There are a variety of 
SNSs; popular examples include sites such as 
Facebooki, LinkedInii, and MySpaceiii. 

3.  SUMMER INTERNSHIP PROGRAM 

In the summer internship program, all the in-

terns were recruited from an information sys-
tems program in which a blend of business and 
IT courses are taught.  As mentioned previous-
ly, seven interns were employed in total and 

they were each assigned an individual project 
to complete in two months.  They were also 
assigned academic supervisors to guide them 

through the project. 

Internship Structure 

The organizational structure of the internship 
was as follows.  The internship coordinator 
oversaw the entire internship.  This included 
inviting academic staff members to participate 

as supervisors and to propose projects, recruit-
ing high achieving students as interns, and 
assigning interns to projects (and thus super-
visors).  Once interns were assigned to 
projects they collaborated with their supervi-

sors in all aspects of the project.  That is, the 
interns and their respective supervisors formed 

a small project-based team. 

Although each intern was assigned to a differ-
ent project, they were introduced to each other 
and encouraged to socialize and assist each 
other to promote both a scholarly and collegial 
working environment. 

Internship projects were structured so that 

they clearly matched the seven distinguishing 
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characteristics of project-based learning (refer 
to the Project-based Learning section).  This 
focused more on the activities and the 
processes the academic supervisors undertook 

within each project with the interns and are 
elaborated upon next. 

On the very first day, the internship coordina-
tor conducted an induction session with all the 
interns.  In this session, the internship coordi-
nator briefed the interns on the organizational 
structure of the internship, and what was ex-

pected of them.  The school’s administrative 
manager gave the interns a tour of the 
workplace, introducing them to staff members, 

and pointed out important places, such as fire 
exits.  Interns were also introduced to each 
other and their academic supervisors.  Aca-

demic supervisors then took their interns, de-
scribed to them their projects in detail, and 
their expectations.  These activities clearly 
align with characteristic 1, an introduction to 
the set the stage.  In fact, staff members in-
troduced the interns to their activities on a 
number of levels, i.e., an introduction to the 

internship program, an introduction to the 
workplace, and an introduction to their particu-
lar projects. 

Academic supervisors explained the goals of 
the projects (i.e., characteristic 2, a guiding 

task) to the interns.  It was also important to 
adhere to design principle 1 and set learning-

appropriate goals.  In general, there were two 
types of projects that interns undertook.  The 
first type is implementation-based in which 
interns were to produce a piece of software, 
information system, or a series of video casts 
(vodcasts) and the second is investigation-

based in which interns investigated loosely de-
fined and general topics and identified specific 
potential research that can be carried out in 
those areas. 

Implementation-based projects had learning-
appropriate goals that were clear as interns 
could connect with project tasks as they re-

quired the interns to put into practice and ex-
tend the skills they have acquired throughout 
their undergraduate studies thus far.  The in-
vestigation-based projects had learning goals 
that were less clear.  In this type of project, 
especially as it is loosely defined, interns were 
not always able to construct appropriate know-

ledge from the task.  Instead, interns focused 
on simply carrying out the task and found it 
difficult to realize the overall direction of the 
project.  The end products of investigation-

based projects were report documentations.  
Thus, all projects resulted in the creation of 
one or more sharable artifacts (characteristic 
3). 

In order to complete the projects successfully, 
interns were supported with the provision of 
resources (characteristic 4).  These included 
basic necessities, such as computers to carry 
out the work on, access to their supervisors 
(i.e., subject-matter experts), access to appro-
priate software and the Internet.  Furthermore, 

a scaffolding approach was used by the aca-
demic supervisors to support the interns and 
allow them to assess their progress (characte-

ristic 5).  These were in the form of training 
sessions, regular meetings with academic su-
pervisors, and two progress review interviews. 

These scaffolds supported the interns, i.e., 
learners (design principle 2), and provided fre-
quent opportunities for revision and self-
assessment (design principle 3).  In this par-
ticular case, it was unnecessary to support the 
academic supervisors, i.e., instructors (design 
principle 2), as they are experienced supervi-

sors and regularly use a metacognitive ap-
proach to ensure their students partake in co-
operative learning rather than simple group 
work (Cheong, 2010). 

Interns were able to collaborate on a number 

of levels (characteristic 6).  Firstly, the interns 
collaborated with their respective academic 

supervisors to ensure that the projects were 
progressing appropriately.  Secondly, interns 
were encouraged to informally collaborate with 
each other, which they did.  These collabora-
tions were in the shape of informal discussions, 
reviews, and comments.  This social structure 

provided interns support from their academic 
supervisors and also from each other (design 
principle 4). 

Throughout the internship, interns were to 
keep a reflective blog (based on guiding ques-
tions that were provided) and at the end of the 
internship, interns presented their projects to 

academic staff members within the school 
(characteristic 7). 

Social Support by Use of an SNS 

Although there are a number of different SNSs, 
many of them, such as Facebook, LinkedIn, 
and MySpace, are open to the general public.  
These sites are already hosted on a server and 

a member of the general public is able to par-
ticipate by simply registering and creating an 
account.  For the internship, we wanted to use 
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a closed SNS hosted on our own server.  This 
would ensure that the material developed by 
the university remained within the university 
during the development.  More importantly, it 

would provide the interns a safe and secure 
online environment to express themselves.  
Elggiv is the SNS we decided to use to achieve 
this. 

Elgg is a closed social networking platform that 
can be hosted on one’s own server (as op-
posed to using other SNSs which are already 

hosted).  Elgg is open-source and we down-
loaded, installed, and configured it for the pur-
poses of the internship. 

The internship used Elgg as a social and com-
munication tool.  The internship coordinator 
communicated general internship matters (i.e., 

non-project specific), such as reminders and 
announcements, to the interns through Elgg.  
In all project teams, academic supervisors 
used face-to-face interactions with the interns 
supplemented with “traditional” electronic 
communication media, such as emails and 
Skype.  In four of the seven project teams, the 

academic supervisors also used Elgg to com-
municate and interact with the interns.  

All interns were provided with an Elgg manual 
that was specifically created for the internship.  

The manual presented them with instructions 
on how to setup their profiles, and how to use 
the different tools featured in Elgg.  Interns 

whose supervisors also used Elgg to communi-
cate and coordinate their project were in-
structed to log on to Elgg when they started 
work and to log out when they left for the day.  
This obviously created a strong SNS presence 
for these interns.  Other interns were free to 

use Elgg as they wished. 

4.  METHODOLOGY 

A qualitative exploratory method, which in-
volved face-to-face interviews, was used due 
to the limited number of potential candidates 
available for the study.  Participants were re-

cruited based on a voluntary basis. 

As the potential candidates were in power rela-
tionships (e.g., teacher-student, colleague-
colleague) with the researchers, to avoid intro-
ducing bias in the data collected, a suitable 
independent third-party recruited participants 
and conducted the interviews.  The indepen-
dent third-party interviewer de-identified the 

data before delivering it to the researchers for 
analysisv. 

The interviews collected data about the intern-
ship and the use of Elgg from both interns 
(i.e., students) and academic supervisors.  In 
particular, four interns and three academic su-

pervisors were interviewed.  Two of the interns 
interviewed were involved in projects in which 
the supervisors used Elgg to communicate and 
coordinate the project.  None of the supervi-
sors interviewed coordinated their projects us-
ing Elgg. 

 A summary of the participants is shown in Ta-

ble 1. 

Table 1. Summary of Participants 

Participant ID Used SNS to Manage 

Project? 

INT01 No 

INT02 No 

INT03 Yes 

INT04 Yes 

SUP01 No 

SUP02 No 

SUP03 No 

Intern participants were assigned participant 
IDs with an “INT” prefix whilst participants who 
were academic supervisors were assigned par-
ticipant IDs with a prefix of “SUP”.  The num-

bers following the prefixes have no meaningful 
bearing. 

A qualitative analysis of the data collected is 
presented in the following section. 

5.  DISCUSSION 

The data collected was analyzed in three dif-
ferent categories.  The first two analyzed the 

interns’ (i.e., students’) and the academic su-
pervisors’ perception of the internship whilst 
the third analyzed interns’ perception of the 
usefulness of the SNS in the internship. 

Student Perspective on the Internship 

All interns stated that the internship was a 

positive experience in which they learnt new 
things or applied existing skills.  From casual 

observation, there was a strong social element 
to the internship. Interns became very familiar 
and at ease with each other.  In terms of im-
provement, interns wanted more collaboration.  
INT02 suggested having larger projects with 

teams of interns rather than a single intern 
working on a small project. 

All interns communicated with their supervisors 
using face-to-face communication primarily, 
which they all perceived as being the most ef-
fective method of communication.  Traditional 
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electronic communication media such as 
emails, Skype, and telephone calls were also 
used.  INT03 and INT04 also used the Elgg 
SNS for communication.  INT04 found this me-

thod to be useful, as supervisors and interns 
were always in front of their computers and 
could quickly communicate through Elgg with-
out physically moving to each other’s office for 
face-to-face communication.  As expected, 
INT03 and INT04 used Elgg very frequently 
whilst INT01 and INT02 used it occasionally.  

INT01 and INT02 primarily used Elgg to “see 
what other people were up to, sending quick 
messages to other interns and supervisors, 
and the events calendar”. 

Academic Supervisor Perspective on the 
Internship 

As with the interns, the academic supervisors 
also found the internship to be a positive expe-
rience.   SUP01 found the internship to be “a 
great idea because it provides me with some 
good service for a project that I want to do 
which is a self-interest and it also provided 
opportunities for students to extend them-

selves, which I think is a fantastic thing to do.”  
SUP02 notes that “the experience was a very 
good one, socially and in terms of the project: 
the project work was quite successful within its 
scope.”  SUP03 also comments on the strong 

social aspect of the internship, “I thought that 
the presence of the students really added to 

the life of the floor.  And I think that the staff 
actually enjoyed the fact that they were here.” 

The academic supervisors did not find any ma-
jor areas of the internship for improvement.  
SUP01 suggested, “there is always the possibil-
ity of involving more students, perhaps a 

greater range of projects from more staff.  But 
I think that was the first run through and it 
was really good.”  SUP02 thought the intern-
ship coordinator’s leadership “had just the 
right amount of documentation without being 
over prescriptive” whilst SUP03 acknowledged 
that the internship could be improved by in-

cluding more projects from more staff mem-
bers.  

All three supervisors noted that the most diffi-
cult part of the internship was finding time to 
meet with their interns, mainly due to their 
existing workload (the internship supervision 
was a voluntary task).  Supervisors were una-

ble to spend as much time as they would have 
liked with their interns and projects. 

Academic supervisors found the social aspect 
of the internship to be a key part of it.  SUP02 
notes that is it particularly useful for interns 
who have limited social skills as it provides “a 

safe environment for them to share ideas.”  
SUP01 observed that as interns, the students 
were “temporary staff members” and that 
“modified the gap between the staff and stu-
dents because they are working in the same 
staff area.” SUP01 specifically notes that 
putting the interns in an area by themselves 

and away from the academic staff “would have 
been a very bad thing.”  SUP03 comments that 
the “social aspects were the highlights of the 
whole thing”. 

In regard to the teaching and learning involved 
in the internship, all supervisors felt strongly 

that all interns did “grow intellectually” and 
that they “honed their skills.”  SUP03 also no-
ticed that there was an increase in the interns’ 
sense of confidence and SUP01 thought it posi-
tive that interns were recruited from all year 
levels, including first year students, “I think it 
was good getting people coming out from first 

year because that gave relatively junior under-
graduates a real chance to extend themselves 
and I think that’s often not given to them at 
that stage of their undergraduate career.” 

Supervisors did not see themselves as tradi-

tional teachers during the internship.  SUP01 
states, “it was really collaborative.  I am not 

sure I acted like a teacher, rather like col-
league.  Really, we both were solving problems 
together.”  Similarly SUP03 acknowledges that 
the intern in his project mostly “taught him-
self”. 

The academic staff found the internship expe-

rience to be very rewarding and all of them 
strongly supported the continuation of the in-
ternship.  SUP01 commented, “I really enjoyed 
this exercise.  I hope we can do it often be-
cause I found it challenging and I really, really 
enjoyed it”.  SUP02 echoes the same senti-
ment, “Keep doing this!!!  The interns were a 

great boost to the academic environment.”  
SUP03 acknowledges the benefits to all in-
volved, “I think it was a tremendous success, 
from the students’ point of view, the school’s 
point of view, and the staff’s point of view”. 

Use of SNS for added Social Support 

Of particular interest in this study was the as-

sessment of the usage of technologies such as 
an SNS to support the social aspect of the in-
ternship.  There were mixed feelings about the 
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use of an SNS to support the social aspect of 
the internship.  Interns did not find it to be 
particularly useful apart from keeping in touch 
with other interns and sending quick messag-

es.  Similarly, most academic supervisors did 
not see much value in its use.  

SUP02 was the only supervisor who thought 
online tools might be useful, “I think online 
tools would be a help.  Why not?  This is 
another mode of communication and students 
are used to using such tools.”  However, 

SUP02 also points out that these “should be 
kept informal, otherwise it starts to become a 
job.” The other two supervisors did not see 

much value in the use of online tools for the 
internship.  SUP01 thought face-to-face com-
munication worked well and SUP03 believed 

that since the interns saw each other daily and 
were well integrated socially, the use of an 
SNS would be “redundant”.  However, SUP03 
does note that online tools to use as a reflec-
tive journal could be useful, “The only thing 
that I could think of is Pebble Pad, allowing 
students to keep a journal, that might be use-

ful in the future.  That is, the student part from 
just keeping their own notes on what’s hap-
pening week-to-week, actually has an online 
resource where they can store their reflection 
on what they’ve done.” 

6.  RECOMMENDATIONS 

Based on the experience of the internship and 

a qualitative analysis of participant responses, 
we provide a number of recommendations.  
The recommendations are made on two levels: 
the overall internship structure and the project 
design. 

Internship Structure 

The internship structure that we implemented 
was found to be appropriate.  This involved an 
academic acting in the role of internship coor-
dinator and other academic staff members as 
project supervisors.  The role of the internship 
coordinator is to oversee the entire internship, 

which includes liaising with both interns and 

supervisors as necessary.  The internship coor-
dinator is also responsible for ensuring that 
there is a social component to the internship 
and that projects are scoped appropriately to 
ensure learning and skill development occurs. 

Initially, interns should be introduced to each 
other and members of staff.  Furthermore, 

they need to be oriented around the workplace 
and provided with appropriate equipment 

(e.g., desk, computer, access cards, etc.) to 
carry out their work.  Being assigned a super-
visor is of the utmost importance as it provides 
the interns with a clear reporting hierarchy. 

In terms of assessment, midway and final in-
terviews were used and found to be useful.  
Both sets of interview questions are exactly the 
same.  Thus, at the end of the internship, it is 
possible for the intern and supervisor to com-
pare the two and determine the intern’s 
growth.  The interview questions used in our 

internship mainly focused on soft skills such as 
problem solving skills, interpersonal skills, 
creativity, desire to learn, etc.  A reflective 

blog is also useful for the interns to personally 
track their own progress and to think about the 
work they have been carrying out. 

A final presentation session was also found to 
be constructive.  Interns should be made 
aware that they are required to present their 
final work in such a session in front of fellow 
interns and academic staff members at the 
start of their internship.  This provides them 
with motivation throughout the internship.  

Additionally, this presentation session can 
serve as a showcase for the interns, promote 
their work, and inspire other staff members 
and students to participate in the next intern-
ship. 

Academic staff members acting as supervisors 
should be made aware that they will need to 

spend a significant amount of time with their 
interns.  It is important that they are able to 
consider this with their workload. 

Interns should be located in the same or 
neighbouring offices if possible.  This is impor-
tant, as close proximity will help them socialize 

amongst themselves.  Furthermore, interns 
should be co-located with academic staff 
members and treated as “temporary” staff 
members.  That is, they should be treated as 
typical staff members as much as possible.  
For example, invited to staff meetings (even if 

not directly related to their project).  This al-

lows the interns to mix with and makes them 
feel part of the staff body. 

When recruiting interns for this type of intern-
ship, students from all year levels should be 
considered, not just those from penultimate or 
final years.  This is beneficial for high achieving 
students in junior years who are not being 

challenged enough by the standard program 
curriculum.  Such a case was present in run-
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ning of this internship and the student found 
the internship to be of great value. 

Project Design 

To ensure appropriate project-based learning 

occurs during the internship, projects should 
be specified according to the four design prin-
ciples (refer to the Project-based Learning sec-
tion).  Learning-appropriate goals can be en-
sured by the academic supervisor clearly stat-
ing what skills and what skill levels are re-
quired for a student to complete the project 

successfully.  Once an intern is assigned to the 
project, the supervisor should reassess the 
project in view of the intern’s skills. 

The supervisor should build scaffolds to sup-
port the intern.  For example, the supervisor 
may initially direct the intern to appropriate 

tutorials and references so that he or she can 
learn required material before being challenged 
to the main task of the project. 

Frequent opportunities for formative assess-
ment and revision can occur during regular 
(e.g., weekly) meetings between supervisors 
and interns.  In the meetings, supervisors 

should review the interns’ work for the week, 
critique it, and provide feedback and possible 
future directions. 

Promoting participation can be done at the in-
ternship level rather than project level.  The 
internship coordinator can organize a few so-
cial events (e.g., morning teas, lunches, etc.) 

to ensure social bonding between interns.  Ad-
ditionally, formally introducing interns to 
members of staff will also assist integrating 
them into the social organization. 

Project supervisors should also consider the 
possibility of interns working in groups on larg-

er projects.  If interns are working in groups, 
the supervisory approach is particularly impor-
tant.  A metacognitive approach to supervision 
has been shown to elevate typical group-based 
learning to project-based group supervision 

(Cheong, 2010).  This approach can be used to 
further improve the interns’ experience. 

7.  CONCLUSION 

We analyzed an approach using a project-
based learning internship for undergraduate IT 
students with social support using an SNS.  
The approach used in the internship itself was 
found to be very useful and enjoyable by both 
the interns involved and the academic supervi-

sors.  The most important part of the intern-

ship is to ensure social integration between 
interns and members of staff. 

Interns should be treated as “temporary staff” 
so they feel as part of the workplace.  They 

should be invited to staff-related events, such 
as meetings.  Appropriate intern inductions 
and performance assessments such as midway 
and final interviews were also found to be 
beneficial.  Recommendations for internship 
structure and project design are specified in 
the Recommendations section. 

The use of an SNS to support the social aspect 
of the internship online was not perceived to 
provide additional benefits.  This is most likely 

due to the environment of the internship.  That 
is, interns interacted with each other on a daily 
basis and were in close proximity during most 

of the internship.  Thus, the SNS did not pro-
vide anything additional.   

A limitation of the work is that the number of 
interns and supervisors were quite small and, 
furthermore, not all of them volunteered to 
participate in the study.  Thus, more extensive 
trials will be required in order to confirm the 

preliminary findings presented in this paper. 

As part of future work, a longer version of the 
internship in which the interns are not in close 
proximity of each other (both in terms of geo-

graphical space and time) could be trialed to 
determine if the SNS has a positive effect.  
This may help to determine the interns’ prefe-

rence of SNS-based communication over face-
to-face communication and in what circums-
tances they would choose one over the other. 

Additionally, a comparative study between this 
type of internship, i.e., an “internal internship” 
managed by academic supervisors, and tradi-

tional internships, i.e., students working in an 
external corporation, may provide another di-
rection for future work. 
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