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Introduction

The Industry Training Federation is strongly committed to research and evidence-informed
policy development, system implementation, and professional practice. Without good
quality information and analysis, we all — policymakers, politicians, and practitioners — run
the risk of not realising the full potential of our work at best, and at worst actually
undermining our fundamental aims and objective.

| am therefore pleased to introduce the first of a series of ITF occasional papers on aspects
of industry training, VET, and skill development, deployment, and utilisation. This first
paper, prepared by Karen Moses and drawing on her postgraduate study, discusses a timely
and relevant topic for both ITOs and the tertiary system as a whole: how we can better
support learners to complete qualifications.

These publications have two purposes. Firstly, they are meant to stimulate thinking and
promote good quality practice and policy. These publications will not always present the
‘official’ thinking of either the ITF or the author’s organisation, but will provide a vehicle for
raising ideas and presenting research that can enhance the way in which we approach our
work.

Equally important, though, is this series’ second purpose: to showcase the excellent research
and thinking being conducted on VET and skills-related topics. We know that there is a lot of
high-quality work being undertaken throughout the Vocational Education and Training
community: research projects (both ‘academic’ and applied), pilots and initiatives, and the
analysis and use of data. However, all too often this work remains in-house, or reaches only
a small group of researchers or analysts.

We at the ITF therefore believe that not only must we conduct and support good-quality
research, but we must also pay equal attention to disseminating and ‘connecting up’ the
different work that’s going on in this area. These occasional publications will be part of this
process, and will draw on a wide range of authors, from postgraduate students, to
established researchers, to ITO staff, to consultants and government officials —and an
equally wide range of readers.

In that spirit, | hope that you find this paper stimulating, and look forward to the next in the
series. If you or your organisation is interested in developing a publication for this series,
please contact the ITF.

Jeremy Baker
Executive Director
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1. Overview

This literature review was originally prepared as part of a programme of postgraduate study.
Its purpose is to help develop strategies that Learning State and other industry training
organisations (ITOs) can use to promote models of workplace learning that support learners

in completing qualifications through industry training.

New Zealand tertiary education funding is moving towards being based on the number of
learners competing qualifications. The review shows the relevance of completion issues to
workplace learning from industry and learner perspectives. There is increasing concern
about learner motivation to successfully complete qualifications. Literature on adult
education, motivation and the self-directed learner identifies possible motivational
strategies. This review focuses on New Zealand ITOs with qualifications based on the
National Qualifications Framework (NQF). It specifically discusses adult education principles,

motivation and learner support.

The paper looks at the link between learner motivation and successful completion of
qualifications, then at some important barriers to effective learning in the workplace.

The paper further discusses:

¢ the definition of learner completion in an industry training environment
* the features of workplace learning models
* the need for learner support to successfully complete qualifications.

Sources for this review include government policy, journal articles and research reports from
1 . . .

New Zealand and overseas.” The review focuses on policy. Literature was sourced from

academic and workplace learning databases, tertiary education publications, and national

and international research.

Research questions

The review addresses the following questions to identify key factors affecting learner
motivation to complete qualifications through workplace learning.

* Why are New Zealand ITOs concerned about completion of qualifications?

* What can New Zealand ITOs learn from the research about models of workplace
learning that are effective for completion of qualifications?

* What are the key factors associated with successful completions of qualifications?

* What role does motivation play in the successful completion of qualifications?

* How does motivation operate in workplace learning?

'The qualitative methodology used for this review is a modification of content analysis (Newnham,
Pantebre and Spark, 1999).



2. Background

Industry training

Workplace learning is the formal acquisition of skills and knowledge in the workplace that
are formalised with assessment and the achievement of unit standards and national
qualifications. Workplace learning may be provided in-house or supported by off-site
education and training on a regular or occasional basis (Curson, 2004, p.5).

For increasing numbers of New Zealanders, the workplace provides significant training and
development opportunities that lead to nationally recognised qualifications from the NQF
(Curson, 2004). These qualifications and unit standards are developed by industry training
organisations, which help industry representatives identify key competencies based on the
knowledge, skills, attitudes and values needed by industry.

The Tertiary Education Commission (TEC) states that “a key strength of industry training is
that it allows those with few or no previous qualifications to engage in tertiary training in a
workplace setting” (TEC, 2007, p.9). They report that 24% of industry trainees had no
previous qualifications; 33% of these are Maori and 33% are Pacific. Forty-four percent of
the unit standard credits achieved towards qualifications are from industry trainees with no
year 11 equivalent or previous education qualification.

The success of industry training will continue to be a major feature of the New Zealand
tertiary education landscape (Industry Training Federation [ITF], 2008). This is reflected by
the fact that there are over 185,000 registered trainees and approximately 11,000 modern
apprentices—which, according to TEC statistics, is approximately one-quarter of all learners
in tertiary education in New Zealand. There was an 8% increase in the numbers of employers
participating, with a 5% increase in industry trainees. However, only 29,389 trainees
completed national certificates—a decrease of 16% compared with 2006 statistics.

Only 35% of all learners in tertiary education in New Zealand studying up Level one to level

four qualifications actually completed a qualification. This includes students at polytechnics,
private training providers, and wananga as well as those in industry training sectors (Tolley,
2009).

Workplace learners in the New Zealand industry training system enter into formalised
training agreements with the ITO and their employer. These learners are from all age groups
and career stages, ranging from modern apprentices to managers and specialist
professionals. Study levels range from Level 2 to Level 6, and qualifications are at certificate
and diploma levels.

New funding models

Completion in tertiary education qualifications is a key issue in New Zealand and overseas.
Gallacher, Whittaker, Crossan and Mills (2004) report it in Scotland, IFF Research Ltd. (2000)
in England and Montague and Hopkins (2002) in Australia.



New Zealand has recently shifted funding models for tertiary education from learner
engagement in tertiary education to their successful completion of a tertiary qualification
and a focus on training to meet current identified industry skill needs. This shift has been
driven through the government's Tertiary Education Strategy (2007-2012) (Ministry of
Education, 2007).

New Zealand has the highest number of hours of tertiary education per adult in the OECD
(OECD, 2004, as cited in ITF, 2006). Although New Zealand has focused on tertiary
education, its return on investment is only medium. Many issues have contributed to this
situation. In May 2007, two key issues reported by the then minister of Tertiary Education,
Dr Michael Cullen, in a speech on tertiary funding reforms were the quality of training
supplied and learner completion of qualifications (Cullen, 2007).

In its Skills Strategy 2007-2012, TEC acknowledges that funding for enrolment into
workplace training has not generated a significant change in desired productivity outcomes
and that qualification completion rates are declining. It has changed funding to relate to
student outcomes measured as credit and qualification achievement. This type of funding
reinforces an increasing focus on accountability and return on investment. This change has
bought about new challenges and a change in focus for the ITO business: from numbers of
registered learners to learners’ progress. Contracting to TEC is now based on numbers of
unit standard credits reported.

Definitions of completion

Curson (2004) identifies confusion over the definition of completion in the New Zealand ITO
sector. For an ITO, a “successful completion” is the completion of a learner’s training
agreement. This may be either a qualification or a Limited Credit Programme, which is a
smaller group of unit standards 20 credits or above linked to the competencies of the
learner’s role in the workplace and is only part of a qualification.

The NQF is based on the English National Vocational Qualification (NVQ). However, the NVQ
acknowledges the need for smaller credit-based qualifications to meet the skill needs of
industry with national certificate qualifications of 13—39 credits, whereas in New Zealand a
national certificate qualification is 40 credits or above.

The ITO definition of completion contrasts with the TEC definition, which requires learners

to complete a full qualification. ITOs aim to meet industry skill needs when and where they
occur, while the TEC bases its definition on the formal semester-based structure of learning
through a tertiary education institution.

This differing definition of completion has created an ongoing barrier between TEC and ITOs.
Curson (2004) views the TEC definition as a challenge to ITO’s to meet industry skill needs
while negotiating a definition of completion with TEC in alignment with government policy.



Changing industry environment

Beyond meeting industry skill needs, two reasons New Zealand ITOs are concerned about
learners’ completion rates are funding and the increase in workplace productivity.

With the increased rate of change in today's economic environment, just-in-time models of
workplace learning have been developed to meet the skill needs of industry (Raddon and
Sung, 2006). In the New Zealand industry training environment these are often modules of

learning developed for key skill sets which are limited credit programmes.
In today’s global work environment, employees are required to:

* obtain a broader range of skills to operate successfully in the workplace
* remain open to continuous learning and upskilling
* achieve new competencies to meet changing skill needs on a continuing basis.

Workplace learning has become a career-long personal responsibility (Raddon and Sung,
2006).

Future economic growth will rely more on increased productivity and a more highly-skilled
workforce than on increasing the size of the labour market (Ministry of Education, 2007).
One of the seven key productivity drivers identified for New Zealand by the Department of
Labour (2008) is investing in people and skills. An example of the benefits of education to
the nation is that “ increasing education by one year raises per capita national output by six
percent” (Ministry of Education, 2007, p. 12). Greater skills lead to higher productivity.

How then can ITOs develop models of workplace learning that both meet the changing
needs of industry and motivate learners to continuously upskill and complete qualifications,
therefore increasing productivity in the New Zealand workplace?



3. Models of workplace learning

Competency-based models of workplace learning

The NQF model used in industry training in New Zealand has created a seamless approach
(Cudby & Moses, 2004). Qualifications are derived from all types of learning. The model is
underpinned by competency-based assessment of unit standards. The NQF qualifications
and unit standards are developed by the ITO in consultation with industry and align to
competencies required for the New Zealand workplace.

Bulik and Frye (2004, p. 71) observed, “What is meant by competency in a subject area
ought to involve an emphasis on the possession of both knowledge and task skills and the
ability to use them or to demonstrate their use.” These authors claim that the knowledge or
content of a particular subject area is not enough to qualify an individual as competent; the
ability to use that knowledge in the generation and integration of ideas in critical analyses or
in creative problem solving is key.

This view of competence is supported by Cheetham and Chivers (2005), who identified the
need to build a platform for the development of higher-level competency standards for
gualification frameworks. Cheetham and Chivers developed a model of professional
competence that:

* is based on the integration of
o knowledge/cognitive competence
o functional competence
o behavioural competence
o values and ethics competence
* acknowledges
o the context of the work
o the context of the work environment
o core generic skills.

They argue that when integrated, these types of competencies produce a range of outcomes
for workplace learning models using qualification frameworks.

Alternatively, Capper (1996) suggests that in workplace learning models, competence should
be determined by work, training and assessment. To determine a learner’s competence,
assessors should look most at things they have done naturally at work and in a learning
setting. This is supported by clear presentation and cross-referencing of evidence to defined
learning outcomes.

New Zealand industry training model of workplace learning

Competency-based models of workplace learning used by industry training in New Zealand
are based on three key stages along the pathway of learning to achieve the unit standard
outcomes. These are:



* training delivery either on or off the job
* coaching to transfer of the training

¢ gathering evidence and assessing competency to the unit standard outcome.

If models developed using these three key stages are used flexibly, learners can reflect on
their learning and enter at any of the stages as their prior knowledge and current
competency are recognised.

Key challenges to the New Zealand industry training model

Learners can exit at any of the three stages. For example, they can upskill by attending a
refresher training course, but exit following the training because they already hold a
qualification that covers this subject area. For other learners, not succeeding on previous
exams can create a lack of confidence and motivation to complete the assessment stage.
Cheetham and Chivers (2005), Reio (2004) and West (2000) all discuss this. They recommend
using motivational strategies and reinforcing the different applied nature of summative
workplace assessment models.

As new models of workplace learning are developed for industry, providers need to work
together more to ensure the model is clear and learners get ongoing support at each stage.
West (2000) observed that workplace learning models tend to be more organic and flexible
in structure and stress the importance of horizontal communication, collective and
continuous learning and adaptability.

Another challenge is the need for coordination between the three stages. In some cases
different providers are used to deliver each stage and there are both on and off the job
options. This uncoordinated approach creates new challenges for learner completions
because to be successful, learners must be flexible and self-managing.

Learning and assessment need to be linked more closely than was the case in the past. Not
linking them closely means that not only is the responsibility to maximise instruction
potential abdicated but also learning is inhibited (Bowen-Clewley, 2004).

The design of new workplace learning models must allow flexible entry points and keep pace
with how work is organised in an environment characterised by increasing competition,
outsourcing, casualisation and an emphasis on specialisation and innovation (National
Council for Vocational Education Research [NCVER], 2008).

Though workplace learning is unstructured, it is necessary to keep the three stages
(workplace learning, training-coaching, and assessment) linked together. This gives clarity
and coordination to the model of workplace learning and provides support to motivate
learners to complete qualifications.

Some models of industry training

Education and training are no longer solely driven and delivered by educational institutions
(Montague and Hopkins, 2002). Instead, they are increasingly viewed in a broader system



that includes collaborative models in the workplace. For these models to be successful
facilitation between stakeholders is required.

The unstructured, applied nature of the three stages of workplace learning is a key
difference between workplace learning models used by industry training and the structured
nature and mainly knowledge-based learning and assessment of tertiary education provided
by educational institutions.

Evans, Hodkinson, Rainbird and Unwin (2006, p.28) identify the workplace as an important
location of learning. They share the views of theorists Billett (2001), Eraut at al. (2000) and
Beckett and Hager (2002) (as cited in Evans, Hodkinson, Rainbird & Unwin, 2006) “who
reject any notion that learning that takes place in educational institutions is superior to
learning that takes place in the workplace”. These authors emphasise the importance of
models of workplace learning being designed to meet the needs of both the learner and the
industry.

Evans, Hodkinson, Rainbird and Urwin (2006) observe that workplace learning was
embedded in production processes and social relations. They discuss Fuller and Unwin
(2004, cited in Evans, Hodkinson, Rainbird and Urwin, 2006), which includes a conceptual
tool, the Expansive-restrictive Continuum, which may assist industry to evaluate and analyse
the extent to which the workplace learning model improves the quality of the learning
environment, learning support and practice. This tool distinguishes between contrasting
approaches to workplace learning models, and it may assist ITOs in the development and
evaluation of workplace learning models in New Zealand to support and motivate learners
to complete qualifications.

The workplace learning models used by industry training in New Zealand align with the
Lominger and Eichinger (2002) 70/20/10 workplace learning model. Lominger and Eichinger
found that 70% of the learning happens from real life, on-the-job experiences, tasks, and
problem solving. Twenty percent happens from the coaching, mentoring and peer support
that sit alongside the workplace learning. Ten percent comes from more formal learning
exchanges, including just-in-time and off-the-job training activities to support learning
theory.

The 70/20/10 model supports reflective practice as it gives the learner the opportunity to
continually review, extend and build on their competence and link theory to their practice in
the workplace.

Cheetham and Chivers (2003) argue that learners need to reflect on all aspects of learning,
development and practice to improve their competence. Their model of professional
competence is influenced by Schon’s (1983, as cited in Cheetham & Chivers, 2003)
“reflective practitioner” and acknowledges the importance of ongoing reflection for learners
to build on initial learning through day-to-day practice to ensure continuous improvement
and development towards competence.



Delivery of workplace learning

Many models of delivery of workplace learning have been developed to meet the rapidly
changing needs of a broad range of learners and industries (NCVER, 2008). These range from
the traditional provider-based modes of delivery (e.g. provider training with in-house
coaching and assessment) to blended approaches of workplace learning which may include
learner verification of current competence by manager and assessment by a subject matter
specialist. (Some models are described in Appendix A.) Each model has strengths and
weaknesses for learners at different stages of development.

NCVER also identified five models of workplace learning for the different learning stages of
workplace learners, acknowledging that “Different learners, with varying capabilities, will
need different amounts of time to develop occupational knowledge and diverse pathways
through entry level preparation to meet both their own needs and those of industry” (2008,
p. 12).

These models are:

* apprenticeship model

* induction programmes

¢ graduate internships

¢ professional development to build on existing skills
* recognition of current competency.

The five models are further described in Appendix B.

The final two models are intended for learners undertaking studies in further specialist skills
who are capable of being self-directed learners. Working in a global market can require
ongoing professional registration with qualifications being updated to meet to minimum
requirements. To meet these new standards and skill shortages identified in industry,
accelerated models of workplace learning have been designed where the focus has moved
to coaching for competency and assessment. Another option is intensive up-front training
followed by the transfer of training through structured coaching to ensure immediate
productivity of the learner in the workplace.

The variations in the interpretation and practice of competency-based training and
assessment can lead to pressure on the learner, and if there is not enough management
support this may lead to non-completions (NCVER, 2008). “Just-in-time” skill development
strategies need stringent monitoring to assure quality and learner support.



4. Completion issues in workplace learning

Findings are similar across a number of major research reports that focus on identifying the
key barriers and motivational factors associated with successful learner completions of
qualifications.

Three of the sources discussed here relate to the Modern Apprenticeship Programme. All
identified non-completion of the programme as a key issue. Gallacher, Whittaker, Crossan
and Mills (2004) did their research in Scotland, IFF Research Ltd (2000) in England. Jeffcoat
and Jeffcoat (2006) did their research in New Zealand. The New Zealand modern
apprenticeship programme is based on the UK model so the three research reports have
findings relevant for the New Zealand situation.

In more general research, Curson (2005) set out to identify issues and provide evidence
regarding why some trainees complete qualifications and others do not.

Montague and Hopkins (2004), in parallel Australian research, investigated the most
effective ways learners receive informal and formal support to assist them in successfully
completing vocational education and training (VET).

Completion rates for modern apprentices

Although modern apprentices are a small portion of workplace learners—there are 9,500
modern apprentices compared to 176,064 overall registered learners (ITF Research Ltd,
2006)—this programme is significant in that it focuses on young people entering the
workforce (aged 16—24 in the UK and 16—-21 in New Zealand).

Gallacher, Whittaker, Crossan and Mills (2004), IFF Research Ltd (2000) and Jeffcoat and
Jeffcoat (2006) all state that many modern apprentices have no previous qualifications and
require one-on-one learning support, which is provided by a modern apprentice
coordinator, along with industry support from their employer. All found that the age of the
learner makes little difference in completion rates, nor does the type of apprenticeship
(whether it is a traditional, trade-related programme or a new programme such as business
administration or retail). However, Gallacher, Whittaker, Crossan, and Mills found that the
traditional apprentices reported being supported more by structured training and employers
who had been apprentices themselves, as they had a greater understanding of the learner
support required.

The most common barriers to completion of apprenticeships were:

* getting a new job

¢ lifestyle and personal reasons

¢ the difficulty of combining the training with the workload of the job
¢ allocation of study time

* programme timeframe.



The largest dropout rate from the programme was within the first 12 months in all three
cases. There was a significantly higher dropout rate of learners with low school achievement
and after learners completed their first qualification.

Jeffcoat and Jeffcoat (2006) reported that lifestyle and personal reasons were a key factor
for non-completion, particularly relationships between employer and employees.

In the UK, IFF Research Ltd (2000) found that in some cases qualification levels and their
relevance to the learner’s job role were viewed as not aligned; this created a barrier and
contributed to non-completions. There were also barriers in the new modern apprenticeship
programmes in areas such as retail, where only 6% of learners received structured training.
The programmes thus relied on coaching and self-directed learning models of workplace
learning.

IFF Research Ltd (2000) analysed elements relating to the structure of the apprenticeship
programme, for example the requirement in many cases for learners to complete two
gualifications. Motivation dropped after the first qualification was achieved, and many
modern apprentices suggested that a break from study between the qualifications might
have increased their motivation. The two-year timeframe needed to complete the
qualifications was considered a barrier in some cases: modern apprentices are new to a job,
balancing work and study and participating in a new concept of learning.

Evans, Hodkinson, Rainbird and Unwin (2006) point out that for apprentices learning is not
only a question of knowledge transfer, but rather about allowing young people to
participate in social situations where they are accepted and contribute as members of a
community bringing new ideas and growing their competence.

Other structural factors creating barriers to completion of the apprenticeship programme
were reported as the same for all three countries. These were the need for:

* higher quality of training provision

* improved relationships between training providers and employers

* greater tracking of learner data between employers

* better quality of induction for the employer and modern apprentice
* higher quality of on-the-job learner support.

Transferability of the modern apprenticeship programme between employers is a barrier in
all three countries. IFF Research Ltd (2000) found that 56% of modern apprentices who had
moved to another job were interested in continuing with the programme. Gallacher,
Whittaker, Crossan, and Mills (2004) found that apprentices in Scotland were not tracked
through a formal management system once leaving an employer and were considered non-
completers. However, some of these non-completers had a new training agreement
registered with their new employer.

Movement between employers need not be a barrier for the apprentice as the qualifications
frameworks within all three countries require transferability to meet the needs of the
industry and the learner. The NQF in New Zealand requires qualifications to be nationally
recognised, transferable, credible, and able to respond to a diverse and changing New
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Zealand economy (Cudby & Moses, 2004). With the establishment of databases to monitor
all learners in industry training, reporting on learner movements between employers may be
possible. Learners could give formal notice via the apprentice coordinator, enabling them to
transfer their training agreement to their new employer and supporting them in completing
their programme.

All three sources report that modern apprentices who completed the programme identified
the one-on-one learner support provided by the modern apprentice coordinator as
something that motivated them to learn and encouraged them to stay and complete the
programme.

One-third of modern apprentices in Scotland gave issues relating to the workplace context
and lack of workplace support for workplace learning as reasons for non-completion. The
highest success rate reported was among apprentices with supportive managers. Gallacher,
Whittaker, Crossan and Mills say that “a work culture in which training is prioritised and
valued can have a positive impact on completion rate, as for these young people this
commitment by their employer was a key aspect.” (2004, p. 25).

Key barriers to effective workplace learning

Curson (2004) highlights what is needed for effective workplace learning in an industry
training context and provides qualitative information through interviews with ITOs on how
they defined completions and what the key influences for completions and non-completions

were.
Two key barriers for completion of qualifications for all industry trainees were:

* learners moving jobs to a different employer or different industry
* the need for structured time and support to be allocated to undertake learning in
the workplace (Curson, 2004).

These key findings align to the research findings for non-completion in the modern
apprentice programme.

Curson further reports that “having an effective learning environment in the workplace is
most likely to lead to successful completions” (2004, p. 3). Taking these three factors into
account, Curson identified a further barrier to effective learning in the workplace as the lack
of quality delivery of workplace learning and learner support.

Quality training delivery

The quality of training received on and off the job can affect some learners’ ability to
successfully complete a qualification (Curson, 2004). Training of low quality and low
relevance to learners’ skill needs will affect the learners’ motivation and enthusiasm to
complete workplace learning through to the assessment stage.

11



The research of McDonald and Fyfe (2002) further supports this. They established that
quality training can assist with motivation and staff retention and play an important role in

attracting skilled employees.
Learners in industry training identified as key factors for successful motivation for training:

* creating a clear purpose for the training that is communicated to the learner

* delivering training that is motivational and of high quality

* using professionals to deliver

¢ providing follow-up learner support for the assessment (Industry Training
Federation, 2007).

Gallacher, Whittaker, Crossan, and Mills (2004) noted that training providers have a key role
to play in learner completion rates. It is necessary to have quality systems of evaluation
along with guidelines about the role of training providers in workplace learning models. They
argue that there is too much focus currently on the assessment stage at the cost of quality
training. Similarly, Russell (2005) observes that the NZQA model can focus on assessment for
completion of qualifications to the detriment of good teaching practice and states that good
teaching practice and assessment are mutually dependant.

Davis and Davis (1998) establish a guide for effective training strategies and motivational
training methods to meet different learning styles and situations. They outline training
strategies aligned to key educational psychology theories of learning and motivation. The
theories discussed are:

¢ behavioural theory—students are motivated to learn through achieving the required
competencies

* cognitive theory—students understand the learning and gain confidence and a belief
they will achieve their goals

* social learning theory—students need a stimulating learning environment with a
purpose for learning

* humanistic theory—it is necessary to create an environment of inclusion and respect
for individuals.

Davis and Davis (1998) acknowledge that within most training programmes a blended
approach of theories is used.

Role of ITOs in ensuring quality training

Quality training is a key motivational factor for learner completion of qualifications, both in
New Zealand and overseas. The Industry Training Act 1992 specifies that one role of industry
training is to develop arrangements for the delivery of training that will enable trainees to
attain qualifications. Analysis of these findings makes it clear that the ITO has a defined role
in supporting industry by helping them to source quality training and evaluating the training
to ensure that it is meeting the needs of industry and the learner.

12



In the current model of workplace learning in New Zealand, the unit standard assessments
are moderated but the pathway of learning and learner support are not formally evaluated.
ITOs already accredit training providers and moderate assessments; they may further be
able to provide a quality systems structure to ensure the training delivery meets the
identified needs.

To evaluate the quality of training, it is necessary to have a structured approach to
workplace learning. This is supported by the ITF model for effective learning leading to
successful qualification completion.

Effective learning and successful qualification completion

Curson (2004) identified eight key factors that influence learning in the workplace:

¢ presence of a learning culture

* management recognition of the value of training and support for it with the
development of policies and inclusion of training in the business strategy

* administrative processes that effectively monitor and track an employee’s progress

* astructured approach to meeting the training needs of the employee

* provision of incentives to learn

* provision of support services

* time to allow for training and learning to occur

* recognition that there is no one-size-fits-all formula to learning in the workplace.

Learning culture in the workplace

Curson argues that “if employers provide an environment which fosters and facilitates
effective learning, they are more likely to have employees motivated to successfully
complete qualifications” (2004, p. 4)

High-performing workplaces are founded on a strong workplace culture with motivated and
engaged employees. People are the greatest asset and employers need to view supporting
workplace learning to meet skill needs as an investment (Department of Labour, 2005).

Similarly, the New Zealand Institute of Economic Research (2004) reports that a more

strategic approach in locating training and development within a business plan improves the
quality of service, improves competence, and supports upskilling. Training and development
aligned and targeted to business processes improve staff morale and motivation for training.

Managers are willing to devote time and resources to activities associated with employee
development as long as such activities demonstrate a clear return on investment of time and
effort; training should be functionally relevant and job specific (Learning and Development
Roundtable, 2002).

There is more likely to be workplace support for the learner if industry training:

* meets the skill needs of industry
* supports industry to create a culture of learning and support for the learner.

This in turn creates motivation for learners to complete the qualification.
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Supporting learners in workplace learning

Workplace support for the learner has been identified as a key motivator in learners
completing a qualification. Montague and Hopkins (2002) identified learner support, from
both educational and business perspectives, as a key factor: “the higher quality of learning
support services provided, the higher percentage of student completion rates” (p. 8).

To analyse Montague and Hopkins’ (2002) findings regarding learner support, it is key to first
establish who the stakeholders are and how the needs of both the learners and the industry
are met. If a collaborative approach to workplace learning is used, a training provider
facilitates learner support from an educational perspective and the workplace provides
support from a business perspective. TEC emphasises the importance of the sector working
together, with Cullen (2007) stating that the intention is to create a direct link between
needs, planning, and delivery to encourage collaboration in tertiary education.

However, industry training models of workplace learning are often designed with the
expectation that the workplaces will provide in-house training, coaching and learner
support. A key question then is how small to medium businesses in New Zealand without
human resource capabilities can have the capacity to provide quality training and learner
support in-house both from an educational perspective and a business perspective. Learner
support has been identified as a key factor associated with successful qualification
completion, so is the ITO responsible for assisting in sourcing these services? Most ITOs
provide individual learner support to modern apprentices, and only providers offer
structured educational learner support to other workplace learners.

Models of workplace learning and learner support used for younger learners new to the
workplace do not always suit older learners (NCVER, 2008). Bowen-Clewley (2004) argues
that for learners to use the model of recognition of current competency successfully they
require the skills to be self-directed learners. Learner support services must be provided to
meet the different needs of learners for the different models of workplace learning. Learner
support and motivation are aligned. The key is that the learners have confidence that the
learning support is available to them if required.

Key factors for an ideal system for learner support in workplace learning are:

* aplanned, systematic and funded approach to learner support along with a formal
induction/orientation process

* identified incentives for learners to complete

* acritical ratio of experienced people to foster learning in the workplace along with
organisational support for managers and trainees

¢ aflexible learner-centred approach

* cooperative partnerships between trainers and workplace staff (Montague and
Hopkins, 2002).

There are similarities between the New Zealand and Australian research on what makes
learner support successful in workplace training and vocational education. Although
different environments have shaped the strategies that are established, each has the same
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goal: to create a supportive learning environment that encourages and motivates learners to
succeed.

These studies suggest that retention rates could be improved and learners could be
motivated and supported to complete their qualifications with:

* identification of a planned approach

¢ workplace learning and learner support being valued and supported by industry

¢ establishment of collaborative partnerships between ITOs, training providers and
employers to meet the skill needs of industry

* effective workplace learning models.

The scope for seeking further information on all these findings remains broad, though a
commonly agreed point is that the workplace learning must be obviously relevant to
motivate the learner to complete a qualification.
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5. Key motivational factors for workplace learners

Motivating adults to learn

Knowles (1990) proposed learners’ readiness to learn emerges from the need to learn. For
employees today, the need to continually learn new skills and build on prior knowledge is a
key factor to the success of their work. Motivation for ongoing learning in the workplace is
very important to the success of workplace learning.

This is supported by Heimstra, who writes: “The demand for acquiring new information and
learning new skills is increasingly becoming the key to success. Learning has become a
lifelong process. The urge to succeed and survive in itself is an intrinsic motivating factor for
adults.” (1994, p. 35)

While most adults are intrinsically motivated to learn, some are extrinsically motivated
(Heimstra, 1994). In workplace learning an intrinsic motivator for learners is the relevance of
the training to their current role and future career options. Heimsta identified other intrinsic
motivators as:

* the personal aim for self-improvement

* the challenge learning brings

* the networking, competitive and social opportunities provided through interaction
with other participants on a course.

Extrinsic motivators include recognition of competence and the linking of competence to
unit standards and qualifications, which gives the opportunity for greater value with

monetary recognition and promotion at work.

One view is that industry uses qualifications as a form of legal tender—a tangible indicator
of how valuable a potential employer is (Birchfield, 2005). The motivation is therefore
extrinsic rather than intrinsic, and intrinsic motivators do not come into play.

Knowles (1990) developed six principles of adult learning that relate to workplace learners.
These are:

* the need to know

* the learner’s self-concept

* the role of the learner’s experience
* readiness to learn

* orientation to learning

* motivation.

Expanding on these principles, Knowles (1990) observed that adults like to relate their
learning program to their lives and prior knowledge, contextualising the content for their
own meaning.
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Burns (2002) identifies four key concepts in adult learning:

* self-directed learning
* experiential learning
e critical reflection
¢ learning to learn.

Adult learning, according to Burns, is self directed (learner centred) and task driven with
learning on demand. All of these concepts have been acknowledged previously in this report
as they relate to the delivery of workplace learning.

A key factor strengthening motivation for workplace learning is the acknowledgement of
prior knowledge through competence. The learner’s awareness of competence is a powerful
influence on their behaviour (Wlodkovski, 1999). Learners who can feel a sense of progress

also experience motivation.

Given what appears to be widespread agreement on what motivates adult learners, and why
they resist departure from successful models, it appears that motivation (Bandura, 1977)
may remain a key determinant in why some learners are successful and others are not.

Self-directed learning

Knowles (1975) defines self-directed learning as:

a process in which individuals take the initiative, with or without the help of others, in
diagnosing their learning needs, formulating learning goals, identifying human and material
resources for learning, choosing and implementing appropriate learning strategies, and
evaluating learning outcomes (p18).

Self-directed learning readiness is a useful single-predictor variable of academic success, and
individuals demonstrating higher levels of self-directed learning readiness are more likely to
be independent, motivated and responsible for their own learning (Long and Morris, 1995).

A key to successful qualification completion using recognition of current competency is for
the learner to become a motivated, independent, self-directed learner with confidence in
their prior knowledge and their own learning ability (Bowen-Clewley, 2004).

Knowles’ (1975) adult learning theory suggests that self-directed learning strategies are
essential in effective learning provision. Successful workplace learners have:

¢ confidence in their learning ability
¢ skills to seek and develop their own independent learning strategies
* confidence to elicit support when it is required.

If self-directed learning is a key to successful learning, ITOs may have a role in promoting
self-directed learner readiness as a strategy for successful workplace learning and
qualification completion.
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6. Conclusion

The New Zealand government bases its funding for tertiary programmes on how many
learners complete qualifications. It considers workplace training a necessary part of
upskilling the workforce; this upskilling will in turn increase productivity. To get funding to
support the training they are required to give their workforces, ITOs must therefore find a
way to meet the government requirements—i.e. have students completing qualifications.
The definition of completion differs between ITOs and TEC.

Literature and research on workplace learning models confirms the immediate relevance of
completion issues in workplace learning from the industry and learner perspective.

This research shows a clear picture: for workplace learning to be successful, all participants
have a role to play to assist learners to be motivated and complete qualifications.
Employers must provide an environment that supports and provides incentives for learning.
ITOs must facilitate relationships with providers, help with support systems for learners and
employers, and provide quality assurance systems. Training providers need to provide
training that motivates learners and meets the needs of industry. For learners to achieve
along their career pathway, they must accept the ongoing pathway of lifelong learning, be
open to adapting to the new flexible approaches to workplace learning, and acquire the
skills to be self-directed.

ITOs must develop strategies to promote successful models of workplace learning that

support learners to complete qualifications.

Actions that will maximise learner motivation to complete
qualifications

ITOs

* Design blended models of workplace learning relevant to the current business
climate and business context.

* Ensure the quality design of qualifications, learning and assessment resources to
meet industry and learner needs.

* Provide support and advice on workplace learning with formal agreements on
training delivery.

* Evaluate workplace learning models and training programmes to ensure they meet
the needs of industry and the learner and provide a return on investment.

* Design orientation programmes for models of workplace learning.

* Provide learner support beyond the modern apprenticeship programme and
promote the goal of self-directed learning readiness.

* Design systems where the progress and location of workplace learners who give
formal notice of exiting a training agreement can be monitored and tracked.

* Facilitate collaborative partnerships to ensure all providers work together on the
development and delivery of workplace learning.
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Training providers

Ensure training is aligned to the identified industry skill needs.

Use training strategies that motivate learners and acknowledge the different
learning styles of the learners.

Develop models to acknowledge and recognise learners’ prior learning.
Work together with other providers of workplace learning.

Employers

Provide an environment to foster effective learning with motivational incentives and
support for employees to learn.

Provide learner support from a business perspective.

Show value for the qualifications learning and assessment resources used.

Learners

Understand the need to continually upskill to be successful in today’s business
environment.

Have access to learning support systems from both an educational and a business
perspective.

Work to be a successful self-directed learner.

These key factors do not stand alone but are blended through the models of workplace

learning to encourage motivation for learners to successfully complete their qualifications in

workplace learning.
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Appendix A: Models of workplace learning delivery

Training provider models of delivery

* Traditional training provider delivery and assessment.

* Integrated assessment as part of a training programme.

* Training followed by simulated or work-based project-based assignments for
assessment.

Blended approaches of workplace learning

* Training delivery by a provider with the transfer of training through coaching in the

workplace and assessment of the unit standards by a workplace assessor.
* In-house training, coaching and assessment by a contracted subject specialist.

Workplace models of delivery

* Training, coaching and assessment in the workplace.

*  Coaching to competence and assessment by a workplace assessor.

* Coaching to competence with verification by manager/coach and assessment by a
subject matter specialist from within the workplace or a contracted assessor.

* Recognition of current competence through assessment.

23



Appendix B: Models of workplace learning for different
stages of learning.

* Traditional entry-level training model
o for example apprenticeship model
* Accelerated entry level training model

o to help learners progress speedily through skill development
o induction programmes building on already acquired specialist knowledge
and skills and recognition of current competency

* Internship entry-level preparation model

o employment-related learning beyond the completion of a qualification
o for example, graduate internships

* Extension model of entry-level preparation

o for those who enter an occupation after success in another, similar
occupation

o entry-level management in area of specialisation and recognition of current
competency for transferable skills

* Extension model for further development

o for mature workers who have completed their initial occupational
development based on strong employment experiences supported by
education provision

o management and leadership recognise current competency for transferable
skills
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