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    Chapter 11   
 Continuing Education and Training: Needs, 
Models and Approaches                     

       Sarojni     Choy     ,     Stephen     Billett     , and     Darryl     Dymock   

11.1          Continuing     Education and Training 

 This chapter sets out  the   context,    framing,  procedures   and broad  outcomes   of a 
3-year investigation of continuing education and training (CET) in Australia. The 
investigation sought to identify what might comprise approaches to and models of 
CET that could be applied across Australia, its regions and  industry sectors   to: (i) 
assist individuals sustain and develop further their workplace competence and 
secure advancement across lengthening  working lives  ; (ii) address the needs of 
competent industry workforces, (iii) make workplaces safe and productive sites of 
employment and learning, and (iv) provide communities with the kinds of  skills   
they require (Billett et al.,  2012a ,  2012b ). In this way, the goals for CET are about 
supporting individuals’  employability   and sustaining the social and economic via-
bility of workplaces,  industry sectors   and communities. Specifi cally, the challenge 
for the investigation described and discussed here was to identify a set of models 
through which a national CET provision could be planned, implemented, supported 
and evaluated to achieve these kinds of goals. 

 By way of preview, the practical aspects of the investigation (i.e. how the research 
was conducted, data gathered, from whom and how it was analyzed) were initially 
informed by a consideration of what these models might comprise and be struc-
tured. This included identifying a range of what could constitute models through 
which CET provisions might be enacted. As a starting point for engaging worker 
and employer informants, the researchers elected to depict a continuum of models 
ranging from those that are wholly based within workplace settings through to those 
which are based wholly in educational settings. Following this initial work, the 
practical elements of the investigation were undertaken through  surveys   and 
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 interviews with workers in a variety of roles and across a range of occupations and 
industries, as well as their  managers  . Later in the investigation, focus groups were 
conducted with adult and vocational education practitioners from both vocational 
and higher educational institutions and in both metropolitan and regional centres 
across four Australian states. These focus groups were presented with initial fi nd-
ings and tentative outcomes for them to evaluate the worth of the models preferred 
by workers and  managers   and how tertiary education institutions would be able to 
support these kinds of CET provisions. 

 A key fi nding of the investigation was a strong preference, by most categories of 
workers interviewed, for learning through work and as part of work activities. These 
informants reported that much of this learning was secured by individuals through 
their everyday work activities, but often supported by other workers or  experts   pres-
ent at the work site. Models of CET that emphasized training or educational inter-
ventions were also identifi ed. Some of these were held to necessarily occur within 
the workplace so that what was being provided as CET provisions was richly con-
textualized in the work setting, but also engaged with by workers in the circum-
stance of their actual practice. Nevertheless, it was also found that when workers 
needed to reskill or change occupations, unsurprisingly, their workplaces were not 
able to offer the kinds of experiences that were required to develop the capacities for 
that reskilling or the process of initial occupational preparation. Moreover, some 
worker informants reported that they would not wish people in their current work-
place to know of their plans and continuing education efforts, as this might compro-
mise their current employment. Consequently, this kind of CET would need to be 
provided by educational institutions. To take one example, a graduate electrical 
engineer working on a fl y in and fl y out basis in a remote gas fi eld was undertaking 
his certifi cate of electrical installation by distance from a vocational education pro-
vider. So, because of the particular requirements for developing those  skills  , this 
needed to be undertaken through a vocational education institution, albeit by dis-
tance in this case. Put simply, he would not have been able to learn those skills and 
importantly, receive certifi cation in his current work circumstance. 

 In contrast to workers’  preference   for workplace-based learning support, the 
employers and  managers   who were interviewed as part of this investigation typi-
cally reported a preference for their employees engaging in stipulated training pro-
grams. This preference was reported as being premised upon a desire to bring about 
specifi c changes and secure particular kinds of learning required for the effective 
operation of the workplace. It is inferred from data from employers and  managers 
  that this preference for training programs and courses was seen to offer greater cer-
tainty in outcome than skill development processes in the workplace because these 
experiences could be intentionally organised to achieve pre-specifi ed goals. 

 This chapter elaborates what has been presented here. It also sets out the context, 
processes and then overviews the fi ndings of that investigation, aspects of which are 
then elaborated in the subsequent three chapters. It proposes that there is no single 
model of CET that can be presented as a national approach or one which is to be 
mandated to achieve the goals of learning across working  life  . Instead, depending 
upon the particular point in individuals’ careers, the issues they confront with 
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 employability   and their ability to secure the kind of experiences they need to be 
supported in their learning across working  life  , particular approaches or combina-
tions of approaches will be most appropriate. However, in all of this, the focus on 
experiences that constitute individuals’ working lives, those afforded by workplace 
activities and interactions, stand as a fi rst point of consideration, perhaps more than 
the orthodoxy of educational programs. That is not to deny the importance of the 
latter, but positions  workplace learning   experiences as being central and worth-
while, yet ones which require particular forms of interventions to have their poten-
tial optimized.  

11.2     The Project for Continuing Education and Training 

 As is the case in most countries with advanced industrial economies, Australian 
workplaces are constantly challenged by changes in the requirements for the pro-
duction of goods and the provision of services. Responding effectively to these 
challenges impacts on their ability to be productive and remain viable, and, collec-
tively, to sustain national economic and social prosperity. That is, workplaces need 
to be competitive both domestically and internationally. Consequently, to remain 
competitive in an economic environment which is often no longer constrained by 
geographical borders, workplaces require workers who are skilled suffi ciently to be 
adaptable and innovative in responding to these changes, and to sustain those capac-
ities across their  working lives  . Hence, workers need to constantly renew their work 
practices in response to market demands, improving quality, and  innovation   and to 
cope with changes (Fakhfakh, Perotin, & Robinson,  2011 ). Likewise, workplaces 
that support their employees’ continuous learning potentially have much to gain 
(Silverman,  2003 ). The simple point is that post school initial occupational prepara-
tion will be insuffi cient to accommodate the constant changes in occupational and 
workplace requirements across individuals’  working lives  . These changes emerge 
from developments in a range of domains infl uenced by deregulation, opening up of 
markets, new technologies, work re-designs, licensing and legislations, and busi-
ness work processes and systems (Misko,  2008 ). So, all classifi cations of workers 
need to remain competent and employable to maintain and sustain their  employ-
ability   and also societal and social wellbeing, and, at the same time, contribute to 
high productivity in a competitive global market (Skills Australia,  2011 ). 
Consequently, there is a need for learning across  working lives  , and some of this can 
be provided by structured CET provisions, such as taught courses offered by tertiary 
education institutions. However, it is also important to include the kinds of learning 
that occur through workers’ every day workplace activities as these are a key source 
of ongoing development across working life (Billett,  2008 ). 

 It follows then that, provisions of CET needs to respond to emerging changes, 
extending workers’ current capacities and appropriately so they can contribute to 
improved quality and productivity. In particular, as much of this advancement is 
enacted through working  life  , these provisions need to focus more on ‘learning’ than 
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‘teaching’, albeit include an amalgamation of work and study activities (Tennant & 
McMullen,  2008 ). Consequently, individuals and their workplaces need to play 
active roles in directing learning that is personally relevant and aligned to work 
goals. Potentially, provision of CET located in the circumstances of work, with 
onsite support, can be more effective than provisions in educational institutions 
alone. Yet, pedagogical arrangements that are distinct from those designed for entry 
level training are needed to support continuing education and training in the work-
place (Billett,  2001 ). 

 Currently, the provisions of post-school education and training system in many 
countries are focused largely on preparing students for specifi c vocations. That is, 
these provisions are providing foundational knowledge associated with specifi c 
occupations, mainly to school-leavers. Yet, such provisions, their content, how these 
experiences are provided, and where and when this occurs may be inappropriate for 
the continued development of workers’ capacities across lengthening  working lives  . 
So, for instance, it is claimed that the Australian vocational education system, which 
was established for initial occupational preparation (training for entry into employ-
ment), can no longer adequately serve the changing skill requirements of Australian 
workplaces (Harris, Simons, & Maher,  2009 ). The effi cacy of its educational insti-
tutions is being challenged by all categories of workers and industries experiencing 
changes in workplace and workforce requirements (Skills Australia,  2010 ). Yet, all 
workers are now needing to continually upskill to maintain high standards for certi-
fi cation and licensing (Beddie, Creaser, Hargreaves, & Ong,  2014 ), and in ways that 
are accessible to and through experiences that are well aligned with the required 
learning outcomes. So, although provisions of support for workers’ ongoing learn-
ing and development can be found within the current vocational education and 
training system, these provisions may be insuffi cient. That is, support for learning 
will necessarily need to extend beyond traditional classroom and distance study 
modes to embrace opportunities such as those that are accessible during engage-
ment in work activities. Accordingly, the scope of investigations into CET systems, 
models and approaches needs to account for and appraise experiences that go 
beyond the orthodoxy of institutional-based tertiary education and training system. 

 Indeed, the idea that adult workers, can and will become students within the 
vocational education system and attend and engage in the ways which school leav-
ers do is fanciful and impractical, not to mention being resource-impossible.  

11.3     Context for the Investigation 

 All the above factors prompt a reconsideration of how learning experiences should 
be organised and engaged with by workers to most effectively support their learning 
across  working lives  . Therefore, it is not surprising to see heightened interests in 
models of CET that can maintain workers’ ongoing occupational competence and 
 employability  , but in ways that are effective and accessible for those workers. It was 
this interest that motivated the funding of a national study to identify and appraise a 
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range of models by which effective and accessible provisions of support for work-
ers’ ongoing development could be appraised. To understand the approaches taken, 
the overall processes and fi ndings of a 3-year study to identify and evaluate poten-
tial models and strategies for an effective national approach to continuing education 
and training are overviewed here. The investigation commenced by identifying 
what constitutes the purposes, processes and provisions for an effective national 
CET system that meets the current and emerging needs of Australian workers, 
workplaces and communities. Given the diversity in the needs of workers, changing 
occupational requirements and specifi c workplace practices and work requirements, 
it was necessary to identify a set of models of  continuing   education and training that 
could serve as platforms to be evaluated by informants in terms of their effi cacy in 
meeting a range of learning  needs  . Hence, the investigation reported here systemati-
cally appraised approaches to best order, organise and enact continuing education 
and training provisions for the Australian economic and societal context. 

 Having established the rationale and context for the study, an overview of the 
purposes, research focuses, methodology and general fi ndings of the 3-year investi-
gation are now presented. 

11.3.1     Purposes and Processes 

 There are particular purposes that models of CET need to address, and specifi c pro-
cesses that are most likely to achieve those outcomes. As noted, with the require-
ments for work and workplaces transforming and occupations changing or 
discontinuing, workers need to engage in ongoing learning for work, broadly 
referred to here as continuing education and training, to maintain the currency of 
their workplace competence, and, thereby, remain employed and employable. This 
engagement in  lifelong learning   can also secure the development required for career 
progression and realise new occupational roles. Moreover that learning  needs   to be 
directed towards the kinds of performance requirements of their workplaces. Hence, 
CET models are required that respond to these purposes of learning, whilst at the 
same time being accessible, especially if that learning is best located in the context 
of their workplace, and when any provision of workplace support is expected to 
bring returns in terms of productivity increases. 

 Furthermore, models of continuing education and training need to be inclusive 
enough to support that through arrangements offering distinct kinds of opportunities 
for a range of different types of engagements in different sites (e.g. workplaces, 
educational institutions, in the community, online etc) (Smith, Dymock, & Billett, 
 2013 ). Hence, whether the required learning is voluntary or mandatory, workers 
may require experiences that can extend what they know, can do and value, and have 
the ability to integrate learning from various experiences. That is, it needs to accom-
modate their readiness to engage and learn and be aligned with the expected perfor-
mance requirements. Consequently, CET provisions can stimulate and foster 
learning through at least four means: (i) learning pathways and opportunities that 
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stimulate and advance individuals’ learning; (ii) access to knowledge that is not eas-
ily accessible; (iii) intentional pedagogic practices to promote particular kinds of 
learning; and (iv) certifi cation of learning. 

 However, what and how much individuals learn also depend on their interests 
and agency to secure and engage with the support and guidance that is afforded 
through CET models. Hence, issues of accessibility and appropriateness also need 
to be aligned properly with what will form the basis for engagement by these indi-
viduals. All of these then become considerations for the models’ purposes and pro-
cesses, and lead to the obvious conclusion that there will be no single model or 
approach which could meet all of these needs. 

 The interests of employers, on the other hand, are often primarily those that can 
meet the imperatives of the workplace, which are typically those associated with 
increased levels of productivity and understandably, economic returns (Smith & 
Billett,  2003 ). Although a common interest of workers and employers is in conti-
nuity, it may be manifested on different premises – the fi rst to maintain  employ-
ability   and the other for productivity (Bratton, Mills, Pyrch, & Sawchuck,  2008 ). 
Continuing education and training models, therefore, need to support both per-
sonal and workplace imperatives. There are also purposes associated with meeting 
government regulations for safe working, hygiene, handling perilous materials or 
requirements for caring for the weak, infi rmed or very young. In terms of industry-
wide or national  skills   supply, there are also expectations associated with support-
ing the quantum and quality of skills to be learnt (Rubenson,  2009 ). Like those of 
workers and employers,  industry-sector   spokespersons and government interests 
also need to focus on current and future skills needs. Government sponsorship of 
continuing education and training might also align with intentions to support a 
growing population of older workers who need to remain employed throughout an 
extended working  life   (Billett, Dymock, Johnson, & Martin  2011 ). All of this sug-
gests that models of CET need to be able to respond to a combination of comple-
mentary and competing purposes, and in ways that may be distinct from educational 
provisions designed for entry level occupational preparation. A key issue is that 
the design of the processes for these models’ needs to be founded on how workers 
can and prefer to engage with them and how  managers   agree to support that 
learning. 

 It became necessary at the beginning of the research that development of con-
tinuing education and training models be directed to serve specifi c educational pur-
poses and processes of learning that forms an integral component of on-going 
development across  working lives   of workers. As mentioned, it was elected to utilise 
a continuum of models ranging from those which are wholly based within work-
place settings through to those which are based wholly in educational settings, as a 
platform to incite and capture responses from informants. This approach is elabo-
rated below.  
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11.3.2     Developing Continuing Education and Training Models 

 The central question guiding the investigation was:  What models and practices of 
continuing tertiary education and training can best meet workplace demands and 
sustain Australian workers’ ongoing occupational competence and    employability  
   across their    working lives    ?  

 The aim of the study was achieved through two sub-questions:

    1.     What models and practices can support on-the-job learning, allowing workers to 
acquire the kinds of experiences and    expertise     valued by industry?;  and   

   2.     How best can workers be prepared as active learners to engage in productive 
learning in the workplace and meet the skill demands of industry?     

As noted, the investigation commenced with the identifi cation and development of 
a set of models that represent how workers might typically engage in continuing 
education and training. That is, the conditions, situations and processes required for 
continuing tertiary education and training and were initially reviewed by identifying 
six factors that guided the development of nine tentative models: (i) scope within a 
curriculum framework; (ii) encompassing pedagogical qualities; (iii) appropriate-
ness for regional and national delivery; (iv) accommodating employer motivations 
and strategies; (v) meeting workers’ motivations to engage in continuing education 
and training; and (vi) aiding the roles of tertiary education and training providers. 
The nine models based on a continuum between wholly based in practice and in 
educational institutions were:

    1.    Wholly practice-based experiences   
   2.    Practice-based structured experiences (e.g. acting up, rotational)   
   3.    Practice-based experiences with direct guidance (e.g. shadowing, mentoring)   
   4.    Opportunity based experiences (i.e. as work events permit)   
   5.    Practice-based experiences with educational interventions (e.g. action learning, 

action research, project work)   
   6.    Sandwich/block release experiences   
   7.    Structured dual experiences (e.g. cadetship, apprenticeships)   
   8.    Structured experiences in educational programs   
   9.    Wholly educational institution-based experiences (Billett et al.,  2012a ,  2012b ).    

Learning through these curriculum models can be supported by a range of practices 
including working and practising alone, dyads, group processes, integrating learn-
ing in education settings into work practices, and didactic teaching. The nine mod-
els were used as an evaluative framework during data analysis. That is, these models 
were used explicitly to identify what kinds of provisions were currently being 
adopted by workers and workplaces and also which ones were most valued.  
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11.3.3     Data Collection 

 Data were gathered through engagement with key stakeholders including workers, 
employers, industry, educational institutions and government agency representa-
tives. The project applied a mixed method approach and followed three consecutive 
phases as follows:

•    Phase 1 – Generation of models and approaches  
•   Phase 2 – Refi ning models and approaches  
•   Phase 3 – Aligning and implementing models and approaches to continuing ter-

tiary education and training.   

In all, 135 workers and 60 workplace  managers   from health and community ser-
vices, transport and logistics, mining, fi nance, service/hospitality industries contrib-
uted data through face to face semi-structured interviews and a  survey  , sharing their 
experiences with continuing education and training provisions including their 
strengths and limitations, current practices and preferences for what is most effi ca-
cious. They also were asked to suggest CET provisions that would enhance their 
capacity for current and emerging work demands. The fi ve industries selected for 
the project provided particular qualities of work (i.e. service work – personal inter-
actions, transport and logistics – solitary, mining – technology) or they contribute 
signifi cantly to social (i.e. aged care) and national economic goals (i.e. mining) and 
also employ workers of all ages in regional and metropolitan regions. Beyond work-
ers and  managers  , 62 vocational education and training professionals participated in 
roundtable discussions held in the capital cities of Melbourne, Adelaide, Brisbane, 
and in three regional centres – Kyabram (Victoria), and Gold Coast and Gladstone 
(Queensland) to gauge their views on the worth and sustainability of models that 
were favoured by work and manager informants. Then, during the fi nal phase of the 
project seven representatives from key  workforce development   and training agen-
cies participated in interviews. Findings from the roundtable discussions and inter-
views with the seven agency representatives are reported in Chap.   15    . All interview 
data were digitally recorded then transcribed and de-identifi ed for analysis using the 
NVivo software. The  survey   data was entered in the SPSS software for mainly 
descriptive analyses.   

11.4     Findings 

 Workers’ reported preferences and ways  managers   were willing to support learning 
are summarised in the following sections. Preliminary fi ndings indicated an over-
whelming preference and support for learning in the circumstances of work, during 
working hours and through direct support from experienced workers, supervisors or 
trainers. Furthermore, recognition, encouragement and support for the purposes of 
learning remain integral to effective provisions of continuing education and training. 
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11.4.1     Learning  Preferences and Support 

 Workers completed  a   short  survey   through responding to a list of items on ways they 
learnt (derived from literature and the pilot study for this project) to indicate how 
they were currently learning for their work and also preferred to learn. They were 
asked to indicate all items that applied to them. Their responses are collated in Table 
 11.1  which indicates the modes of learning in the left column, the current mode in 
the next column, followed by its ranking as a frequency, then in the two most right 
hand columns the informants’ preferred approach and its ranking.

   From the analysis of their responses, it is clear that workers found learning at 
their worksites, most importantly, individually in the fi rst instance followed by 
assistance from others, as being most effi cacious. The three most preferred ways of 
learning are: (i) Everyday learning through work – individually; (ii) Everyday learn-
ing through work individually – assisted by other workers; and (iii) Everyday learn-
ing + group training courses at work from the employer. Fundamentally, these 
fi ndings emphasised these workers preferring and relying on practice-based modes 
for their ongoing work-related learning. These preferences were consistent across 
the four industries, in regional and metropolitan areas, and by gender and age groups 
(see Billett et al.,  2012b  for details). 

 Similarly, the workers responded to another set of items to indicate how their 
learning was currently supported and their preference for support for future learn-
ing. Table  11.2  summarises these fi ndings. Again, the left hand column is used to 
indicate the modes of learning and informants’ current mode in the next column, 
followed by its ranking as a frequency, then in the two most right hand columns the 
informants’ preferred approaches and their ranking. Working and sharing with 
another person on the job; direct teaching by a workplace expert; and learning in a 
self-managed group in the workplace with a facilitator were the three most preferred 
forms of support for learning. Workplaces are held to be rich sites for learning 
because workers experience authentic work activities, can access other co-workers, 
especially those more experienced, and are able to practice what they learn (Billett, 
 2001 ).

   Table 11.1    Current ways of learning and preferred ways of learning   

 Modes of learning  Current %  Rank  Prefer %  Rank 

 Everyday learning through work – individually  88  1  57  3 
 Everyday learning through work individually – assisted 
by other workers 

 87  2  65  1 

 Everyday learning + group training courses at work 
from employer 

 60  3  59  2 

 Everyday learning + training courses away from work 
(off-site) 

 36  5  25  7 

 On-site learning with individual mentoring: one-to-one  50  4  38  4 
 Small group training at work – external provider  35  6  26  6 
 Individual training at work – external provider  33  7  27  5 
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   Working and sharing with another person on the job resonates well with the pref-
erence for learning at work individually with assistance from other workers; and 
group training courses at work from the employer. The social and intersubjective 
nature of learning (Smith & Billett,  2006 ) where the contributions of co-workers are 
valued is highlighted consistently across the data. This is perhaps not surprising 
because it is through interactions with others, that workers mediate and reconcile 
their experiences and make appropriate meanings in the context of their specifi c 
work settings, practices and expectations (Billett,  2008 ). These interactions enrich 
workers’ occupational specifi c conceptual and procedural knowledge, and disposi-
tional knowledge, that is, what they know, can do and value, which are also shaped 
by the organisational history, culture and situational appropriateness (Scribner, 
 1984 ). However, ultimately, the effi cacy of that learning is directed by individuals’ 
agency, interests,  skills   and cognitive capacities. According to Smith,  Dymock  , and 
 Billett   ( 2013 ) it is the  integration   of four key elements that effectively support learn-
ing for continuing  employability  . These are: (i) active learning by workers individu-
ally and collectively; (ii) support in the workplace; (iii) the facilitation of accredited 
learning (e.g. by education and training providers); and (iv) effective governance by 
regulating authorities. 

 Hence, some  worker preferences   were consistently reported across sectors and 
locations. In this way, some patterns emerged about what processes of experiences 
and support were being offered, how these were engaged with by workers, and the 
kinds of support for ongoing work-related learning that was valued. All of these 
fi ndings are important, because whilst being just one perspective, the accounts of 
workers is important because it is they who elect to engage with what experiences 
are afforded them, albeit in the work or training setting .  

   Table 11.2    Current ways  workers’ learning   was supported and their preferences for support   

 Ways learning was supported  Current %  Rank  Prefer %  Rank 

 Working and sharing with another person on the job  76  1  56  1 
 Direct teaching by a workplace expert  67  2  52  2 
 Learning in a self-managed group in the workplace with 
a facilitator 

 67  2  45  3 

 Direct teaching in a group (e.g. a trainer in a classroom 
at work) 

 59  3  36  5 

 Self-directed learning individually – online, books, etc.  47  4  19  6 
 Group activities in a classroom, guided by a trainer or 
facilitator 

 36  5  39  4 

 Learning totally online individually with trainer  32  6  10  7 
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11.4.2      Managers’ Responses 

 Both workers and their  managers   have a mutual interest in improving productivity 
and competitiveness through continuing education and training. Indeed, there is an 
interdependence to meet the challenges of change by employing a range of business- 
oriented strategies. Among these, managers need to include effective learning sup-
port for their workers. Managers of worker participants in the study reported here 
were invited to complete a short  survey   and engage in a semi-structured interview 
to describe how workers were assisted with their learning in their workplaces. The 
frequencies for the survey on the ways their employees’ learning was assisted are 
summarised in Table  11.3 . In the left column are the kinds of means through which 
that learning was supported, with the middle column indicating the percentage of 
informants who selected that item, and the ranking of managers’ responses.

   Responses from the managers indicated the most frequent ways in which  work-
ers’ learning   was assisted included: individual peer support from experienced 
worker/s (e.g. buddy system) (95.0 %); individual mentoring by supervisor (91.7 %); 
small group training in workplace with manager, in-house trainer etc (e.g. class-
room teaching) (70.0 %); and external trainer (e.g. registered training organisation 
or professional association) delivering at the work site (70.0 %). Other than these, 
employers also funded training that was offered by registered training organisations 
and professional associations off site (78.3 %), and online courses (41.7 %). In addi-
tion to the provisions of learning support in the workplace, some informants reported 
they also accessed self-funded training that was provided by professional associa-
tions or other registered training organisations. 

 The responses from both workers and managers indicate some consonance 
between how workers reported learning occurs in and through work, and how 

   Table 11.3    Ways  workers’ learning   is assisted   

 Ways learning is assisted in current job to keep up-to-date  %  Rank 

 Employees learn individually from other workers – e.g. ask questions, observe, 
listen, discuss 

 96.7  1 

 Employees do it themselves individually – e.g. pick it up as they go, read 
manuals and journals, go online 

 90.0  2 

 An experienced person – e.g. supervisor, on-site trainer – trains or mentors 
employees  individually  in the workplace 

 85.0  3 

 An experienced person – e.g. supervisor, on-site trainer – trains employees in 
the workplace  as part of a group  

 81.4  4 

 Employees stay updated through a professional network, or through friends and 
family 

 75.8  5 

 An external trainer trains employees (e.g. from RTO)  in the workplace as part 
of a group  

 71.2  6 

 Other: (e.g. onsite conference, vendor training)  45.8  7 
 An external trainer (e.g. from RTO) trains employees  off-site  as part of a group  45.0  8 
 An external trainer (e.g. from RTO) trains employees  in the workplace 
individually  

 44.1  9 
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 managers reported workers were being assisted with that learning. The fi ndings 
consistently highlight the signifi cance of learning in the workplace, in the context of 
everyday work, giving further support for their ongoing learning. Hence, there was 
a strong pattern of responses indicating that models of continuing education based 
at work and enacted in the context of work were reported as being likely to be the 
most effi cacious. Yet, given differences in the patterns of responses, even continuing 
education and training models based in work settings may need to be aligned to 
appropriately meet the needs of individuals at specifi c phases of their career trajec-
tories, or in addressing particular learning  needs   that might arise, such as learning 
new technologies or work tasks, which might present challenges to even experi-
enced and currently competent workers .   

11.5      Proposed Models of Continuing Education and Training 

 The  fi ndings   from Phases 1 and 2 of the investigation suggest that four models of 
continuing education and training form the foundations of what might comprise a 
system of continuing education and training that has national reach in sustaining 
workers’ ongoing development and  employability  , and promoting the changing 
 skills   requirements for transforming productivity requirements. The four models are 
briefl y summarised in Table  11.4 .

   The four models offer experiences that will serve different purposes and out-
comes for individuals, as noted. The three foremost models emphasize the signifi -
cance of learning experiences in workplaces where individuals learn in the course 
of their daily work practices, have access to direct instruction and guidance pro-
vided by workplace-based  experts   or teachers, and are assisted by co-workers when 
needed. The situational bases for learning to meet the specifi c requirements of par-
ticular workplaces, which are determined by the nature of services and production 
goals, shape what workers and their  managers   see as important to learn. The data 
from this study suggest the fi rst three models, in different ways and in combination 
are well aligned with the needs of those workers who are most interested in main-
taining their competencies to meet productivity levels and sustain their employment 
and advance their  employability  . Workers with these goals prefer their learning to be 
enacted in and through everyday work, usually by working alone in the fi rst instance, 
and supported by other workers, supervisors and trainers if and when needed. Some 
of that support may also be provided by educators/trainers from vocational educa-
tion institutions. These educators/trainers are required to be involved if learning 
 needs   to be accredited for a qualifi cation or to meet regularity requirements. In 
terms of the effectiveness of the fi rst three models, it is the quality of social interac-
tions and the attitudes of employees and  managers   that underpin what is regarded 
and promoted as quality learning in the workplace. 

 While workers’ and  managers’   responses highlight the prevalence of the learning 
in work site, and learning through everyday work, not all the learning from this 
source is suffi cient to maintain currency and sustain  employability   (Slotte, Tynjala, 
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& Hytonen,  2004 ). Educational interventions in the third model can augment the 
experiences provided through practice-based provisions. The fourth model has the 
potential to contribute to workplace  innovation   and individuals’ career change. It is 
most likely to be preferred by workers seeking promotions or new careers, and by 
workplaces interested in implementing new practices, yet will not be able to secure 
appropriate learning experiences in their workplaces. Workers may fund learning 
themselves or be sponsored by their employers. Nonetheless, even then  acquisition   
of practical  skills   is likely to require experiences in everyday work because the dis-
ciplinary knowledge they acquire from wholly educationally-based learning is not 
necessarily always aligned with or able to generate the capacities required for work 
purposes  (Tennant & McMullen,  2008 ).  

11.6     Discussion 

 The identifi cation of the four preferred CET models outlined above responds to the 
sorts of ongoing changes that  Misko   ( 2008 ) reported. At the national level, there 
was increasing acceptance of the need for ongoing and accredited learning across 
 working lives   in Australia, although employers and workers alike were ambivalent 
about the necessity of  certifi cation  of that learning, except where mandatory for 
safety and registration purposes. The models also refl ect the need for pro-activity by 

   Table 11.4    Models of  continuing   education and training   

 Model  Summary description 

 1. Wholly work-based experiences 
(i.e. on-the-job) 

 Learning across working  life   through work-based 
experiences, in the course of everyday work activities and 
interactions, learning on one’s own or indirectly, and/or 
supported by more experienced co-workers 

 2. Work-based experiences with 
direct guidance (e.g. mentoring, 
demonstrating) 

 Individuals’ learning at work supported by the direct 
guidance of more experienced co-workers or supervisors 
through joint work activities and engaging in supported 
activities for learning that cannot be acquired without the 
assistance of more experienced workers 

 3. Work-based experiences with 
educational interventions (e.g. 
applying classroom-taught theory 
to workplace activities; action 
learning, project work) 

 A process of learning which combines learning 
undertaken through workplace activities and interactions 
supported by expert input from trainers either on- or 
off-site, or using projects, such as in action learning, to 
extend this learning and enhance practice aspects of work. 
The learning is often accredited and leads to certifi cation 

 4. Wholly educational institution- 
based experiences 

 Some continuing education and training is through 
programs based in educational institutions or offered 
online by those institutions. The experiences provide the 
kinds of learning individuals require for specifi c goals, 
such as changing occupations or developing new  skills   
that cannot be learnt through current work 

  Source: Billett et al. ( 2014 , p. 13)  
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workers in undertaking learning for  skills   and career development as identifi ed else-
where (Billett,  2001 ). However, some workers, particularly older and more experi-
enced ones, were often more reluctant to undertake structured training, which is 
refl ected in the literature (Dymock, Billett, Klieve, Johnson, & Martin,  2012 ; 
Noonan,  2007 ), albeit often because they fi nd limited worth in such experiences. 
 Workers’ preferences   were typically directed to learning for their immediate work 
roles, job security and advancement through workplace experiences, via a combina-
tion of: engagement in work tasks they were learning about; guidance by more 
knowledgeable and locally-informed partners; and training interventions related to 
their immediate work and future work life plans (themes that are elaborated in 
Chap.   13    ). 

 Workers and their  managers   overwhelmingly supported the notion of learning 
experiences being situated in workplaces instead of being based in educational 
institutions, thus requiring workers to engage in active learning during working 
hours. That is, both workers and managers  favoured   work-based learning for similar 
reasons – it didn’t take them away from the workplace and was real-work-focussed. 
While the managers saw ongoing learning in the form of training, the workers iden-
tifi ed ongoing learning through their everyday practice although appreciated the 
benefi ts of training interventions. Some workers thought that going off-site had ben-
efi ts too in terms of getting away from the immediate work environment to focus on 
learning, and also in cross-fertilisation through meeting workers from other sites. 

 From a pedagogical perspective,  workers’ preference   to learn from others draws 
attention to the intersubjective nature of learning embedded in the socio-cultural 
spaces of workplaces (Blåka,  2007 ). It is within these spaces that knowledge is 
codifi ed and meanings are appropriated, mainly by working alongside others, listen-
ing and observing others, asking questions, receiving/giving feedback, accessing 
resources and co-workers who can assist, learning from mistakes,  refl ection   on 
work-tasks and interactions, and mediating artefacts (Eraut & Hirsh,  2010 ). 
Fundamentally, the defi ning feature of learning is the use of what is learnt, the co- 
occurrence of working and learning as goal-directed activities and outcomes. It was 
not surprising that  managers   were primarily concerned with achieving immediate 
workplace goals, and typically saw structured training programs as the main means 
of achieving organisational goals. 

 While particular kinds of work arrangements in some workplaces afford and sup-
port regular interactions (such as was the case in age care facilities where novices 
are teamed with experienced workers), deliberate efforts might need to be made in 
other kinds of workplaces to create opportunities for interaction and support. For 
example, in the transport and logistics industry, drivers often work in situations of 
physical and social isolation. They report actively engaging with and learning from 
more experienced workers, either when the latter accompany them or when drivers 
reach a depot and meet with other workers. 

 Regardless of whether workers are learning new tasks or undertaking totally new 
jobs, from the interview data it is inferred that their learning processes might best 
follow a structured process of orientation, engagement in practice circumstances, 
and development of workplace competence. So, the three key features that underpin 
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work- based   models of continuing education and training include: (i) engagement in 
circumstances of authentic work; (ii) direct support from and access to more expe-
rienced co-workers or other  experts  ; and (iii) learner agency to seek and engage in 
learning processes that lead to rich or adaptable outcomes. Notwithstanding this as 
the founding platform, variations of these models will need to be implemented to 
suit different types of worker learners, work practices and workplaces, of the types 
 Beddie   et al. ( 2014 ) found. The characteristics of worker involvement in work- 
based models are discussed in Chap.   14    . 

 The focus in the fi rst three models, on learning at and through work, highlights 
the critical role played in continuing education and training by those regarded as 
occupational  experts  , including external training providers, in-house trainers, peers 
and supervisors. There was some tension between some employers’  preference   for 
workers to acquire immediately applicable skill sets, and training providers’ general 
preference for workers to complete full qualifi cations. The most effective partner-
ships appeared to be those based on individual trust and respect, as discussed further 
in Chap.   14    . That chapter also highlights the signifi cance of  managers’   attitudes to 
and support for workers’ ongoing learning, which are key elements of the second 
and third models. 

 Two other important stakeholders, VET professionals and representatives of key 
government agencies, were also consulted to appraise the effi cacy of the four mod-
els. Sixty two VET professionals from private and public sector organisations across 
fi ve sites, with roles in training or training management, engaged in roundtable 
discussions, each lasting three hours. Four scenarios refl ecting the four models of 
continuing education  and   training were presented for discussions from three per-
spectives: (i) effectiveness and sustainability of the proposed models; (ii) roles of 
different stakeholders to effectively implement the models; and (iii) systemic 
changes required for effective support of the models. Their contributions are dis-
cussed in Chap.   15    .  

11.7     Conclusion 

 The workplace as a site for learning is highly signifi cant in maintaining and enhanc-
ing the  skills   of national workforces. In most circumstances reported through this 
investigation and other inquiry, ongoing learning for work is best undertaken 
through engagement in work tasks because the context and activity comprise the 
authentic deployment and enactment of what is learned. Workers, their  managers 
  and supervisors all have key roles to play in enhancing the effectiveness of CET 
provisions, and they all need to be supported accordingly and their capacities built 
as needed. The fl exibility of tertiary education and training systems, institutions and 
teachers, their staff abilities to implement approaches to delivery, as well as regula-
tory and funding models, all infl uence the extent to which CET can be effectively 
supported to meet worker/learner and employer needs. Key areas for further devel-
opment reside in the implementation of the four models in ways that address the 
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particular workplace goals and circumstances, as well as those meeting individuals’ 
readiness and goals for continued learning across their  working lives  . 

 The two chapters that follow present and discuss the perspectives of workers and 
 managers   respectively, about continuing education and training. In the fi nal chapter, 
the book concludes with a discussion of the sorts of factors that contribute to an 
effective national system of ongoing learning and training    .     
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