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Abstract 

The benefits of vocational education and, more specifically, the apprentice paradigm for 

the individual, the employer and for society as a whole have been accepted widely 

across many nations. These benefits have been delivered through a structured 

apprenticeship which has persisted for centuries, evolving from the early Guild system 

of indentured apprenticeship to the modern apprenticeship models operating in Japan 

and Ireland, on which this study has focused. This research examines the mechanics of 

the apprenticeship model in Japan and in Ireland, charting and analysing how both 

systems have evolved and adapted to economic, political and cultural challenges, 

exploring how both systems have responded in very different ways with some parallel 

outcomes. The five themes explored in this research emerged from an initial literature 

review of the topic, these themes are echoed throughout the various chapters to offer a 

multi-dimensional examination of the apprenticeship model. These themes frame the 

key areas of investigation explored through interviews which were conducted in both 

Japan and Ireland. 

The volume of extant research conducted on apprenticeship in each country was found 

to be surprisingly low, considering the long tradition of these august systems in both 

Ireland and Japan. A mix of documentary research and qualitative semi-structured 

interviews were employed to fully examine the paradigm of apprenticeship from an 

objective macro policy viewpoint down to the micro level narrative of those who had 

direct experience with the apprenticeship model. The sample consisted of educators, 

apprentices, Master crafts people and industry representatives to reflect the variance of 

views and experience of the actors involved in the delivery of apprenticeship. 

The main findings of the research demonstrated that the structure of the apprenticeship 

paradigm was not a formidable, durable, monolith which could weather the unrelenting 

march of progress through future generations, but, rather, the research revealed a 

delicate and fragile lacework of stakeholders, each of whom contributed to the overall 

form and shape of a training system embedded in societies whoôs confidence in 

vocational education has changed quickly and without warning as the winds of fortune 

and taste have changed.  

The recommendations outlined offer a potential new model of apprenticeship which 

reinforces the view that this important form of education requires careful and constant 

curation through strong stewardship built on uncompromising quality assurance. 

Apprenticeship can only exist with an active public appreciation of the tangible 
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historical value of past practices which can incubate the development of the highest 

levels of craft skills that the apprenticeship model can deliver to a nation. In this way 

the potential economic value of an idealised apprenticeship model can be realised to the 

benefit of the apprentice, employer and to society for centuries to come. 
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1.1 Introduction  
This introductory chapter will outline the researchersô background motivation for 

undertaking this comparative study. The research framework outlines the aims and 

methodology used in the research of education and training followed by a thick 

description of apprenticeship and its function in society through the five themes that 

frame this research to include the development of the characteristic of the two 

apprenticeship models, the influence of cultural values on apprenticeship, followed by 

an examination of the apprenticeship model from a pedagogical viewpoint. This is 

contrasted with a review of global trends in apprenticeship to view the potential 

outcomes of either training system in Ireland and Japan, bookended with an economic 

evaluation of the apprenticeship system to the individual and to society. The research 

questions are outlined along with a brief discussion of how the separate themes which 

underpin the questions used in the questionnaire relate to the status and value of 

apprenticeship in both societies.  

The terms ótradeô and ócraftô are used interchangeably throughout the research 

matching the nomenclature of craft skills in Ireland, where an apprentice can be 

engaged in a trade but earn an Advanced Craft Certificate in that trade, which entitles a 

newly qualified apprentice to be called a ócraftspersonô. The Japanese equivalent was 

more unambiguous with the title of óMasterô conferred upon any craftsperson with the 

occasional use of the word óArtisanô used to separate the craftsperson from an óArtistô in 

the view of those interviewed for this research. A summary of the introduction to the 

methods and current research discussed concludes the chapter. 

 

1.2 Motivation  and origin of the study 
Bates (2011) presented the definition of apprenticeship as set out by the Irish 

Department of Education and Science in 2010 as; 

 

ñA method by which a person works for an employer in a chosen occupation and 

learns the necessary skills, knowledge and attitudes to become a qualified 

craftsperson.ò (Bates, 2011:12) 

 

However the experience of the researcher of apprenticeship from all aspects, revealed 

that it is a much more complex and fragile interplay of characters and contexts that 
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coalesce to form that learning experience of skills, knowledge and attitudes defined by 

Bates (2011). The slow decline in the status of apprenticeship and of craft skills 

generally in society, with an increase in the negative perception toward vocational 

education (Meer, 2007:561) became an area of interest for the researcher with the 

relatively recent introduction in Ireland of the Standards Based Apprenticeship. Within 

one generation in Ireland the status of apprenticeship and vocational education generally 

appeared to have declined dramatically, relegated to the lowest rung of education 

(Descy & Barabasch, 2014:22, Lee, 1998:2-6, OôHare, 2013:4) often referred to as a 

ñdumping groundò only suitable for low academic achievers in the view of those 

interviewed for this research and by the general public (McGuire, 2016:3, Ó 

Murchadha, 2013:22, Dún Laoghaire Further Education Institute, 2013:16). At the same 

time higher level education developed a reputation as a secure pathway into an idealised 

professional career (McCrone, 2014:3). Most surprisingly, this occurred as the 

apprenticeship model itself had evolved from a time served model with no formal 

examinations to a structured standards based apprenticeship paradigm in 1993 with 

mandatory examinations at the end of each of the seven sequential phases (Buck & 

McGinn, 2005:33). The Standards Based Apprenticeship model required an apprentice 

to achieve a passing grade of seventy percent in each phase before the apprentice could 

progress into the next phase.  

A preliminary exploration of the fundamental contributing pressures of this 

apparent paradox focused initially on other cultures in Western Europe that enjoyed a 

robust reputation of vocational pedagogy enabling a credible social status of industrial 

heritage generally which potentially offered a model to contrast, dissect and examine. 

Initially examining countries such as Germany and the Scandinavian countries, 

progressing to and widening the parameters into developed countries in Asia and in 

particular Japan. The apprenticeship paradigm in Germany proved to be too similar to 

Ireland in two key aspects, one, the newly established Standards Based Apprenticeship 

was adopted from the German ódualô system incorporating a mix of on-the-job and off-

the-job training (See Appendix E and I) and second, Germany had a culture very similar 

to Ireland and had also suffered similar challenges in the recruitment of new entrants to 

the apprenticeship system, in 1990 the registration rate of applicants was 70%, this fell 

to 62% in 2002 out of the 16-20 year old cohort (Steedman, 2005:16). Repetition of this 

decline was also observed in Scandinavian countries which also operated a variant of 

the dual training system. The Japanese culture and tradition of craft knowledge and 

skills transfer provided a distinct and independent anthropological resource for 
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comparison (See Appendix D and H). Japan had a strong tradition of craft appreciation 

through social, government and international recognition of craft skills through national 

policies (Philip, 1989:54, Sarashima, 2013:149) such as awarding individual 

craftspeople the title of óNational Living Treasureô which suggested that Japan would 

be worthy of detailed study to potentially offer lessons for the Irish apprenticeship 

system.  

 

1.3 Research framework 

1.3.1 Aim of the study 

The intention of the researcher was to develop a full understanding of two 

apprenticeship systems as culturally diverse as possible, on opposite sides of the world 

in order to compare and contrast both educational training systems without proximal 

contamination, anthropologically speaking, in the expectation of a comprehensive 

understanding of the character of each model independently. This reductionist approach 

of both apprenticeship systems to their respective critical fundamental elements was 

essential to develop a greater understanding of vocational education methodologies 

generally. As outlined in more detail in the Literature Review chapter, the researcher 

investigated these practices from five different perspectives of structure, cultural values, 

user experience, international perspectives and potential opportunities and challenges 

which the apprenticeship model had weathered in both countries. An exploration of the 

historical evolution of the apprenticeship model offered a context to the formation of the 

character of an apprenticeship system. This atomisation and reconstitution of one of the 

oldest paradigms of pedagogical knowledge transfer revealed that regardless of the 

diversity of culture, distance or principle objectives of apprenticeship that may exist, 

three fundamental core elements have determined the success or demise of the industrial 

training model that is apprenticeship. 

 

1.3.2 Methodology used 

The fundamental research framework of this thesis was underpinned by the desire to 

analyse two distinct systems of craft skills training to determine deficits and solutions 

which could contribute to a relevant and sustainable apprenticeship model, free of 

context. The objective examination of two independent systems was conducted using 

the same key metrics to collect data objectively including both documentary research as 
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well as qualitative research, from which meaningful conclusions may suggest a 

potential new model of apprenticeship. Any potential new model would have to be 

founded on core philosophical tenets that could adapt and compliment the culture and 

character of the country it operated in. A common research method that was deliberately 

avoided in this research was to directly compare the content or objectives of vocational 

education with general education which Meer (2007) argued was a source of contention 

as it was not an absolute or fair comparison (Meer, 2007:565). The central difference 

posited by this argument was that vocational education was job specific, concerned with 

the transmission of exploitable knowledge where general education was democratic, 

egalitarian, collaborative (Gonczi, 2010:404) and while this was an interesting area of 

debate it was not the core focus of this research.  

Established research methodologies were adhered to throughout the research and careful 

triangulation of data was rigorously adopted. Documentary analysis was employed to 

examine; firstly, the historical origins as well as a review of modern apprenticeship 

models, secondly, to explore any major changes in the character in apprenticeship 

systems in various cultures and thirdly, consider the context of current and longer term 

trends within apprenticeship as it applies to both the Irish and Japanese apprenticeship 

systems (Cohen et al, 2011:248) in the Literature Review and qualitative semi-

structured interviews were employed as the constituents of a recognised ethnographic 

approach. An issue that occurred in vocational education research generally, according 

to Unwin (2014), was that those who are actively involved in new practices of pedagogy 

in vocational education have not published their methods or results (Unwin, 2014:4) and 

of those who have published Beutner et al (2000) warned, the standards of comparison 

were inevitably characterised by the cultural backgrounds of the researcher (Beutner et 

al, 2000:7).  

Documentary analysis of apprenticeship systems in other countries examining 

the factors that shaped those paradigms produced the distinct emerging themes that were 

investigated during the interviews and were also the guide by which candidates were 

identified for semi-structured interviews. The techniques described were used to 

factorise the parts of the apprenticeship model under five separate themes, which were 

examined individually before being reconstructed to give a picture of the whole training 

system actively avoiding the risk of missing the interaction of the parts within a system 

(Cohen et al, 2011:29). The researcher wishes to argue that the strength of the 

ethnographic approach was that it allowed flexibility in the study of the parts of the 

system (objective) but it also has the rigour to reveal the relationship of the parts to the 
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whole (subjective) in cultural terms that allow comparisons to be made by those not 

directly involved in that particular system. The investigation of the Japanese and Irish 

apprenticeship programmes involved three languages which will be seen throughout the 

research and every effort has been made to translate these words or phrases as 

accurately as possible into English and keeping the use of Japanese and Irish languages 

to a minimum. It must be recognised that concepts may be misinterpreted even when 

reading English written research of non-English countries (Unwin, 2014:3) and the 

baseline for research in apprenticeship varies from country to country, by region and by 

sector (Shoesmith, 2009:4). 

 

1.3.3 Originality  

The study of vocational education was not new and considerable research in this area 

has been done in many Western countries, although the study of learning in the 

workplace is a recent phenomenon with an increase of research in this area expanding 

from the 1990ôs (Tynjala, 2008:131). Many variations of apprenticeship have existed 

without a single agreed or accepted definition of what an apprenticeship actually is 

(Bridgford, 2013:12). The amount of qualitative research conducted on the Irish 

apprenticeship system and further education in Ireland was extremely low compared to 

most Western countries (McGuinness et al, 2014:xii, Tierney & Clarke, 2007:130, 

McSweeney, 2013:80). The amount of empirical data of on-the-job training in Japan by 

private and public bodies was equally low (Kito, 2014:65). The absence of research or 

qualitative data in English of the Japanese industrial or traditional craft area was equally 

apparent, research into the Japanese vocational system by Western researchers was 

extremely unusual. The reasons for this became apparent when one attempted to 

penetrate the language and cultural barrier of Japan, being a non-Japanese native trying 

to engage with Japanese people from the other side of the globe proved a great 

challenge. These challenges of multi-national research comparisons into apprenticeships 

was described by Mazenod (2014) who attempted to compare France, Finland and 

England (Mazenod, 2014:7).  

Vickerstaff (2003) stated that despite the long history of apprenticeship, very 

little has been written from the perspective of the apprentice (Vickerstaff, 2003:270). It 

became apparent in this research how unique it was to have compared the Irish and 

Japanese apprenticeships systems and thus this research is original in nature and content 

and will add to the general body of knowledge of vocational education.  
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It is useful to provide a contextual background to current apprenticeship models 

by reviewing their development and evolution in developed countries including both 

Ireland and Japan, to understand how the methodologies and philosophies of industry, 

society and governments have changed and moulded the structure and ultimate 

objectives of apprenticeship through successive generations. 

 

1.4 The role of apprenticeship in society 
Apprenticeship has prevailed through the centuries as a credible framework to develop 

individuals, primarily young people, in a process of knowledge transfer and 

understanding in occupational skills (Fuller & Unwin, 1998:154). As the trade guilds 

regulated the standards and the numbers entering the trades from the twelfth century to 

the latter half of the eighteenth century in many countries, a standardized model of 

apprenticeship became established across the developed world. The core purpose and 

focus of apprenticeship varied greatly from country to country as did the quality and it 

was interesting to note the increased use of the term óquality apprenticeshipô in 

international reports (Smith et al, 2013:v), government papers and in the media. In his 

study of Ghanaian youths, Foster (1965) argued strongly that the returns on investment 

in vocational education were a lot lower than the returns from general education and 

that vocational education should be restricted to industry led training (Oketch, 

2007:222). 

Vocational education and apprenticeship was naturally anchored to industry and 

as such it was developed in a reactionary way in both Ireland and Japan that saw the 

pendulum swing in the primary function of the apprenticeship model from education to 

instruction and back again. In broad terms the Irish model of apprenticeship, which was 

similar to those in Western Europe, could be termed óprescriptiveô instruction or as 

Dore and Sako (1998) described it, formed out of óprocrustean mouldsô (Dore & Sako, 

1998:4), since it was task oriented, rigid, formalized and easily described in term length.  

There was a key and important distinction between óInstructionô and óTeachingô in 

vocational pedagogical aims according to Gagné et al (1992) that was central to this 

thesis, Gagné et al (1992) outlined the difference by asking; 

ñWhy do we speak of instruction rather than teaching? It is because we wish to 

describe all of the events that may have a direct effect on the learning of a 

human being, not just those set in motion by an individual who is a teacher.ò  

And further added;  
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ñThe purpose of designed instruction is to activate and support the learning of 

the individual student.ò  (Gagné et al, 1992:3-4) 

Designed instruction was more holistic than the lesson plan, it included the learning 

environment and the group, and it included internal knowledge and external information 

over a long term. The environment or óhabitusô and the ófieldô was a theory developed 

by Bourdieu (1990) which highlighted how learners learn in a peripheral way from the 

setting and context of the learning environment whether that be in a classroom or in a 

workplace. The learner also learned from group, a ócommunity of practiceô in essence 

which was a theory developed by Lave and Wenger (1991) to demonstrate how 

legitimate peripheral learning occurred within varying contexts. The line between 

vocational training and vocational education in Western education was often blurred, 

with an irregular focus being placed on either the transfer of technical information 

(Vocational training) or enabling the apprentice through the zone of proximal 

development into developing tacit knowledge which could be adapted and developed 

into new knowledge (Vocational education). The Japanese pedagogical model was a 

reflection of the culture, based upon Zen principles of repetition of exercises in a 

difficult environment of having to ósteal the knowledgeô in the expectation of 

internalizing information into knowledge enabling the novice to self-transcend to a 

higher level of cognitive ability, a process termed óbaô and described by Nonaka and 

Konno (1998). 

In Ireland, apprenticeship evolved in parallel to the economy, which developed 

from an agricultural to an industrial based economy. New legislation was introduced, 

constantly improving the educational standards and the structure of the apprenticeship 

model. From humble beginnings in the late nineteenth century, where the standard of 

education and training was exclusively the remit of the employer, up until the recent 

model of the Standards Based Apprenticeship which, as the name suggested was based 

on standards, regulated by the State. Japan also developed its apprenticeship model in 

reaction to military and industrial change that transformed an inward looking country 

into a modern export based economy, adapting the apprenticeship system as it did so. 

Formal regulated apprenticeship began with the naval threat of the United States of 

America in 1854, causing the Japanese Government, with the help of the French, to set 

up an apprenticeship school in the newly established naval base in Edo Bay (Now 

Tokyo Bay) in 1865. Apprenticeship was then used to adopt and develop new 

technologies in industry in the early nineteen hundreds leading up to the Second World 
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War. After the war, apprenticeship became standardised and regulated by the Ministry 

of Education and was later diluted into the Junior High School system. The attraction of 

vocational education began to decline dramatically in the early 1990ôs in Japan with less 

than 25% of students choosing vocational subjects in high schools. 

As of 2013, there were twenty seven recognised trades in Ireland (Ó Murchadha, 

2013:109), although the entire apprenticeship system under went review in 2013. All  

trades involved the same constituent representatives of; an employer, apprentice, 

training authority and an educational body, all of whom worked in social partnership to 

train a school leaver over a set number of years to produce a qualified craftsperson that 

could perform a particular role in industry. In Japan there were one hundred and twenty-

five (2008) different trades and two-hundred and twenty-two recognised crafts (2015). 

The variance in philosophies could be demonstrated using the example craft of 

Carpentry and Joinery. In Ireland there was one trade called Carpentry & Joinery and 

another called Cabinetmaking, while in Japan the tradition of specialization created 

three sectors of craft areas; (1) Construction Sector, (2) Manufacturing Sector, and (3) 

Service Sector with woodworking in two of the three sectors with trades such as: 

Carpentry, Lumbering Saw Setting, Maintenance of Woodworking Machines, Wood 

Pattern Making, Mechanical Woodworking, and Bamboo Craft. Japanese vocational 

training was typically begun in the last three years of secondary school but this training 

was not necessarily related to a specific craft. Job specific training was done usually but 

not exclusively on-the-job with varying lengths of time and levels of achievement. 

Qualifications could also be achieved through correspondence but this was mainly in 

written subjects. The Japanese values of óKaizenô or constant incremental improvement, 

which had derived from Confucian principles permeated all aspects of Japanese industry 

and was commonly rewarded through promotion and bonus packages, it put the focus of 

training upon the individual and removed that obligation from Government which led to 

the current Japanese apprenticeship system without any formal structure in national 

standards. 

 

1.4.2 Recent research in vocational education 

The changing purpose of apprenticeship generated a multiplicity and variance of 

opinions and views, including the primary function of vocational education as demands 

changed at differing phases of economic cycles. A review of recent academic research 

in apprenticeship offered a clear baseline of understanding, upon which was added to in 
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a more comprehensive exploration of the subject in the literature review chapter through 

the five themes of; (1) Structure, (2) Cultural Value, (3) User Experience, (4) 

International Perspectives and (5) Opportunities and Challenges facing apprenticeship. 

The professional identity of apprenticeship emerged from a distinct set of conditions 

which occurred in Japan and Ireland characterising similar models of apprenticeship, 

but these twin structures quickly diverged in the advance of global events. 

 

Apprenticeship structure  

The formal structure of apprenticeship as regulated and documented by the Guilds in 

Ireland and the United Kingdom remained largely unchanged up until the 1970ôs, 

however the length of time required to become a recognised craftsperson was reduced 

from nine years, seven as an indentured apprentice and two as a journeyman in 1563 to 

four years by 1976 (OôHare, 2013:8, McGuinness et al, 2014:12). The experience of 

apprentices also remained largely unchanged from the medieval period up to modern 

times according to a study conducted by Vickerstaff (Vickerstaff, 2003:271). In Ireland 

the apprenticeship period was reduced from five to four years in 1976 and later 

progressed to a Standards Based System in 1992 (McGuinness et al, 2014:12). An 

OECD report in 1995 stated that Ireland fared poorly in terms of the low emphasis on 

vocational education and the lack of pedagogical training among instructors when 

compared to other European Countries (McGuinness et al, 2014:17). A model similar to 

the Guild system operated into modern times in Japan, Egypt and Turkey where trade 

organisations regulated the apprenticeships (ILO, 2013:5). Japan had a flowering of 

craft skills during the building boom of the early sixteenth century and the period from 

the end of the sixteenth century to the middle of the nineteenth century was sometimes 

called the óGolden Age of Craftsô because of the high standards of craftsmanship 

achieved (Buntrock, 1998:72). Craft development was largely ignored by the 

government of the Meiji Restoration of 1868 which pushed Westernization policies 

initially, followed by war preparations in the early twentieth century. It was not until 

1959 that Japan introduced a National Trade Skill Test, which was maintained by the 

Government and implemented by private-sector bodies (Nara, 2010:160). It tested 

applicants at differing levels or grades based on time served, although a number of 

exemptions from these exams applied including; 

 

 ñExemption from some tests is possible under certain conditions (acquisition of 

instructorôs qualifications, passing trade skill verification). For Grade 3, 
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persons undergoing vocational training (limited to training in the tested trade), 

and persons attending schools (limited to subjects related to the tested trade), 

may take tests during the training period or while at school.ò (Skill Testing 

Department in JAVADA (Japan Vocational Ability Development Association), 

2008) 

 

Although none of the interviewees who took part in this research had taken a final exam 

by any government body and empirical research by the public sector into On-the-job 

training in Japan was minimal (Kito, 2014:65). A 2004 Japanese Government White 

paper on Skill Standards outlined the chaotic status of vocational qualifications in Japan 

when they stated; 

 

ñBesides, there are numerous public vocational qualifications in many industry 

and business sectors, though they are not immediately intended for the 

evaluation of vocational capabilities. Meanwhile, private-sector companies have 

their own ability-based grade system and in-house certification for use in their 

own evaluation activities, and a lot of private-sector qualifications are available 

as well.ò (Japanese Government White Paper, 2004:204) 

 

Japanese society in general had evolved and the core column of the traditional ómaster-

apprenticeô relationship was deemed to be no longer viable in modern workplaces 

(Gamble, 2001:185). That traditional model of apprenticeship had been under review in 

a number of countries according to Steedman (2005) who noted that it had been 

ñexperiencing stressò around the world (Steedman, 2005:21). In 2004, Japan introduced 

a version of the óDual Systemô into the vocational educational sector with two days a 

week in a training school and three days a week on-the-job called an internship 

education (Na, 2010:13), however Takahashi (2010) stated that vocational education 

was not included within the framework of postsecondary education and was aimed 

primarily at youth unemployment (Takahashi, 2010:120,125). The additional challenge 

of a population in decline meant that Japan was forced to widen the potential population 

of vocational education applicants as outlined in a public vocational training framework 

document submitted by the OECD (2012) as; 

 

ñTherefore, it is important that all the members of society including the young, 

women, the elderly, the disabled and non-regular workers should pull up their 
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productivity through their own effort such as receiving vocational training to 

build a sustainable and vibrant economy.ò (Yasuhiro, 2012:124) 

 

Changes to the number of recognised trades, educational pathways and the syllabi of 

apprenticeship had been initiated in the United Kingdom, Ireland, France, Denmark, 

Netherlands, Japan and Korea (Fuller & Unwin, 2008:19, Steedman, 2010:7-30, Descy 

& Barabasch, 2014:15, Na, 2010:12, Gonczi & Hager, 2010:407). These changes were 

in reaction to reflect changes in industry resulting from the emergence of new 

technological roles and an acceptance of a decline in educational standards in new 

entrants to apprenticeship (Steedman, 2005:13). The 2013 review of apprenticeship in 

Ireland criticised the rigid structure and duration of the programmes while being too 

focused in one area; the construction sector (McGuinness et al, 2014:31). To diversify 

and help change the image of apprenticeships in Ireland eighty six new apprenticeships 

were proposed in 2016 in areas ranging from financial services to information 

technology, divided into two categories of development, Category 1 applied to twenty 

five apprenticeships (See appendix F) that were more developed and ready for 

deployment and Category 2 were in the early stages of development (OôMahony, 

2015:7). Although Descy and Barabasch (2014) pointed out PIAAC data which had 

recently shown that, across a number of countries, the skills level of younger 

populations was higher than that of adults (Descy & Barabasch, 2014:5).  

Steedman (2012) stated that for an apprenticeship model to have credibility it must 

be managed by the social partners with a legislative framework democratically 

determined (Steedman, 2012:7). This legislative framework offered security and 

transparency to both parties, regulating and defining parameters such as status, term 

length, rights and obligations (Steedman, 2012:22) and the active participation of social 

partners encouraged a legitimate framework for the apprenticeship model to remain 

relevant and beneficial to both the apprentice and to industry. There were key common 

parameters to the structure of typical European apprenticeships as outlined by Descy 

and Barabasch (2014) as; 

1. Having a combination of workplace learning and school based learning. 

2. Upon completion, apprentices received an officially recognised certificate. 

3. Apprentices had a distinct legal status and signed a contract with an employer. 

4. Apprentices received remuneration typically at a percentage of a qualified 

worker. (Descy & Barabasch, 2014:8) 
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Countries with a strong cultural value and tradition in apprenticeship have shown how a 

model of apprenticeship built on a strong quality assurance can have a positive impact 

on youth unemployment. A good example of this existed in Germany, however despite 

the strong reputation of vocational training, the German apprenticeship model was not 

devoid of challenges. 

 

Cultural values that influenced apprenticeship 

Apprenticeship cannot operate independently of a countryôs culture and dominant social 

norms have strongly influenced the perception and value of vocational education (Descy 

& Barabasch, 2014:20). Cultural value goes beyond historic practice, it has value and 

identity as well as the ability of an object to interact with memory which has a 

recognised value as well (Veco, 2010:324, Kakiuchi, 2014:1). UNESCO (2003) 

recognised manual skills in the definition of óIntangible cultural heritageô in the 

óConvention for the Safeguarding of the Intangible Cultural Heritageô document in Part 

I, Article 2, Section 2, Sub-Section (e) where ótraditional craftsmanshipô was treated 

equally alongside preforming arts, oral traditions, rituals, etc. (UNESCO, 2003:2). A 

good example of how culture has strongly influenced the evolution of a high quality 

apprenticeship ecosystem was Germany which always had a cooperative rather than 

confrontational ethos between the social partners (Descy & Barabasch, 2014:22). A 

cooperative ethos can be difficult to engender even within a small country like Ireland 

where a cultural dichotomy existed between providers within the craft area. A recent 

review document produced by the Craft Council of Ireland (2009) which detailed craft 

education and training in Ireland at each step in the education pathway managed to 

avoid the word óapprenticeshipô in all of the ninety-six pages of the report. McGuinness 

(2014) inter alia highlighted how the further education and training sector in Ireland 

was less clearly defined and of a lower perceived status than that of Higher Education, 

with further education and training suffering from a lack of national focus and an 

inconsistent quality of provision (McGuinness et al, 2014:viii), (Refernet, 2013:24). 

Employment prospects have also influenced the choice by young people of vocational 

education versus higher education and having a skilled workforce was a key element to 

any countryôs ability to grow economically. Vocational education was one element in 

the development of economies as the requirements of industry changed to meet the 

changing trends of a culture, but a new or existing skill was no guarantee of 
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employment, nor was the training of people automatically delivering a pipeline of 

employees as highlighted in a 2011 report by the OECD Skills Strategy unit; 

 

ñYet, skilled workers do not automatically earn more; nor does having a highly 

skilled workforce guarantee sustained economic growth. In some countries, up 

to one-third of workers consider themselves over-skilled for their current job, 

and another 13% believe that they are not skilled enough. Even at the height of 

the crisis in 2009, more than 40% of employers in Australia, Japan, Mexico and 

Poland reported having difficulties in finding workers with the appropriate 

skills. And a lot of people are out of the labour market entirely and are not using 

their skills at all.ò (OECD, Schleicher, 2011:1) 

 

In Germany the perception of apprenticeship was that of a viable career and the German 

dual apprenticeship system was regarded as one of the best in the world, but the full 

picture was more complex than that. Smith et al (2013) described how differing areas of 

German industry generated different results between industry, crafts and trades with 

large companies receiving huge interest from prospective apprentices, while small 

companies in less attractive sectors like butchers and bakers struggled to find any 

apprentices (Smith et al, 2013:8). It was clear then, that not all apprenticeships were 

created equal, even within a single jurisdiction and the requirements of differing sectors 

had different standards. Apprenticeships in the Service sector were not as good as those 

in traditional manufacturing (Dolphin & Lanning, 2011:127). A negative perception of 

an apprenticeship was difficult to expunge but examples in many countries 

demonstrated that a nationally recognised apprenticeship certification greatly enhanced 

the value of the qualification (Steedman, 2012:22). The cultural value of apprenticeship 

within society was an important element that was highlighted by the Heritage Council 

of Ireland who stated that; 

 

ñA standing labour force of skilled conservation craftspeople is an asset to the 

State, because, as a resource, it provides for the maintenance of the building 

stock, which, in turn, contributes to the quality of life, the tourism landscape and 

the economy.ò (Starrett, 2013:2) 

 

In Ireland, the establishment of SOLAS (An tSeirbhis Oideachais Leanunaigh agus 

Scileanna, which translates as: Further Education and Training Authority) in 2011 by 
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the Minister of Education and Skills marked the latest reform in the governance of 

vocational education in Ireland. The remit of SOLAS was to oversee the funding, 

planning and coordination of a wide range of training programmes with responsibility 

of high-quality further education and training into the next century (McGuinness et al, 

2014:20). Bates (2011) stated that there were no effective quality controls within the 

Standards Based Apprenticeship system (Bates, 2011:68). The question of quality 

control by those responsible for the implementation of the apprenticeship system was 

cited as a concern in a report by the OECD who recommended that all VET trainers, 

teachers and instructors should have had some pedagogical training (ReferNet, 

2013:31). A recent initiative to restore the reputation of apprenticeship in the United 

Kingdom was the formation of the National Apprenticeship Service in 2009 (Smith et 

al, 2013:12). Fuller and Unwin (2007) described the perception of apprenticeship in the 

United Kingdom as a ñthird-rate pathwayò with completion rates around fifty percent 

(Fuller & Unwin, 2007:22). Quality was at the heart of the loss in credibility in 

apprenticeship as Rauner (2012) outlined through international comparative research, 

how a direct link between a successful dual system, quality and standards were required 

to bring skilled employees to the intermediate qualification level (Rauner et al, 2012:5), 

the benefits to the employer also increased with the quality of apprenticeship training 

(Descy & Barabasch, 2014:16). McGuinness (2014) echoed this sentiment by stating 

that; 

 

ñThus, improved status was seen as following on naturally from enhancing the 

quality and coherence of the sector.ò (McGuinness et al, 2014:43). 

 

Apprenticeships have provided a viable career path for the benefit of the individual as 

well as to society but not if they were of poor quality or offered meagre remuneration 

(Dolphin & Lanning, 2011:128, Buntrock, 1998:74). Without comprehensive quality 

assurance a negative cycle was created as the standard of candidates became lower and 

firms were less likely to hire potential apprentices who did not meet their standards 

meaning more young people have chosen third level education over vocational 

education and the standards of apprenticeship declined further (Steedman, 2005:13).  

As the framework and aims of apprenticeship models became more clearly defined and 

openly understood, the experience of the applicant was often more difficult matched 

with an often opaque or confused pedagogical aim. 
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User experience 

The effect of vocational education on the individual generated an interesting perspective 

in Japanese culture according to Terada (2008) who outlined the negative theory of 

specialized training popularised by Langevin in 1974 compared to liberal education, 

believing that vocational education allowed a human to be classified thereby limit ing 

the potential of human expression. This example highlights the key misunderstanding of 

general Western pedagogical thinking transposed upon Japanese self-transcendence of 

the individual which originated from Zen teachings but was encapsulated in the concept 

of óbaô (Nonaka & Konno, 1998:40). Terada (2008) disputed the Western view by 

emphasizing the cultivation of human character; 

 

 ñWhat is necessary in Japanese vocational education (and its discussion) is to 

admit that there are both aims of economic means and character formation 

within vocational education, and it is also necessary to establish the standpoint 

that the human cultivation of human beings (adults) is implemented (education 

is completed) by nothing else but vocation.ò [sic.] (Terada, 2008:3) 

 

The success or failure to attune the more liberal aims of human personal development 

with the economic requirements of training a competent technical employee was easily 

judged by those who have engaged with tradespeople and craftspeople. An example of 

this was outlined by Crawford (2009) who explored the value (monetary and 

metaphysical) of practical work and the experience it had on the human character. 

Crawford (2009) gave an example of a customer who brought his motorcycle to a 

mechanic for repair and found the mechanic to be completely incompetent, as the 

customer watched this trained technician damage and break his beloved motorcycle, 

Crawford described the failure of the apprenticeship model as ñThe rise of the idiotò 

and posited that what was missing from modern apprenticeship was metacognition, 

thinking about your thinking (Crawford, 2009:99). This account demonstrated that the 

primary focus of apprenticeship was an acquisition of knowledge as outlined by Sfard 

(1998) who argued that vocational education needed to progress beyond the mere 

acquisition of information into the participation of a community (Sfard, 1998:5,6). This 

perception of a low emphasis in vocational education over training was also reported in 

Ireland in the Irish Times newspaper who interviewed an employer about apprenticeship 

and the perception it suffered, the employer commented that; 
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ñThere is a snobbery [relating to] apprentice technicians because they can still 

be looked upon as ógrease monkeysô and [a perception exists] that it is a 

difficult and dirty job. I believe schools could do a lot more to promote motor 

technician apprenticeships, but Iôm not too sure if they understand the process.ò 

(McGuire, 2016:3) 

To develop a training system that valued higher level analysis and critical thinking, it 

would be useful to reflect upon the motivation and experience of apprenticeship from 

the user centric perspective of those who actually óserved their timeô in an 

apprenticeship. Vickerstaff (2003), who interviewed thirty tradespeople about their 

experience as an apprentice in the years 1945-1980, revealed an experience parallel with 

the experiences of participants recorded in this research, in both Japan and Ireland, 

which demonstrated that apprenticeship was a popular option but a difficult experience. 

Buntrock (1998) highlighted the fact that a Japanese apprenticeship in the Edo period 

generally took ten years and the qualified artisans were not generally well compensated 

(Buntrock, 1998:72). The attraction to a trade occupation according to Vickerstaff 

(2003), was that a trade qualification would eventually lead to better prospects and that 

surprisingly more Grammar School boys in the United Kingdom (about 20% in the late 

1950ôs) undertook apprenticeships than might have been expected (Vickerstaff, 

2003:271-272). This perception has, according to Gopaul (2013) and McGuinness 

(2014) recently changed in a negative sense in a number of countries across the world 

including Ireland, where vocational education was perceived as a lower status option in 

comparison with higher education (McGuinness et al, 2014:38) and the attainment of an 

academic degree had taken greater prominence (Gopaul, 2013:7). The career outcome 

of an apprentice was important to new entrants and if qualification from an 

apprenticeship offered increased earnings, stable employment and good career 

prospects, then potential apprentices would accept lower training wages and the status 

of apprenticeship would rise (Steedman, 2010:22). The role of a craftsperson has also 

changed, the mastery of tasks and the performance of high quality skills are no longer 

sufficient as a skilled worker must also master the work context to achieve occupational 

profile stability (Steedman, 2012:8).  

Promotion of the craft industries has not prevented the decline in the status of 

the artisan in Japanese society as traditional crafts have been promoted since 1974 while 

the number of new applicants continued to decline (Kakiuchi & Takeuchi, 2014:14). 

However, when a clear career path has led to a recognised occupational profile, even in 
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the United Kingdom, the demand was significant. When British Telecom offered 80 

places on their apprenticeship programme, 15,000 applications were received 

(Steedman, 2008:1). The reasons for choosing the craft career path had changed, 

typically it was hereditary but recently media has played a role in the career choice of 

young people. In Asian countries generally, 27% of students cited television as an 

influence on their choice of vocational education as a career pathway, this rose to 36% 

in Republic of Korea (Terada, 2009:52). The increased number entering third level 

education brought with it unforeseen consequences of a skills mismatch, as students 

who could not find employment to match their education level had lower job 

satisfaction, lower motivation and productivity and it made it increasingly difficult for 

those with little or no education to find any employment, apprenticeship, was one 

potential solution to skills mismatch (Descy & Barabasch, 2014:6). 

Factors such as a clear structure built upon unambiguous pedagogical models, a 

positive and quality experience as well as a definite professional career pathway valued 

by a society could potentially change the perception of apprenticeship. This begs the 

question of what was the effect on character of apprenticeship education in other 

countries when some or all of these factors were absent. 

 

International perspectives 

Rauner et al (2012) stated that the inappropriate use of the word ñapprenticeshipò or 

ñdual VETò contributed to a false expectation and confusion amongst policy makers. 

This false expectation was reflected within society creating the perception that 

apprenticeship was an irrelevant veteran, an outmoded or historical educational system 

that had no place in a modern digital knowledge economy (Rauner et al, 2012:5-6). The 

core mandate of apprenticeship was and always has been buffeted by the vicissitudes of 

political and industrial demands meaning serious questions regarding the curriculum, 

pedagogy and assessment of VET were frequently raised (Fuller & Unwin, 1998:155). 

Although, according to McGuinness et al (2014) the Irish model of apprenticeship had 

been seen to offer lessons to the United Kingdom where apprenticeships were rebranded 

as óModern Apprenticeshipsô (McGuinness et al, 2014:xii). In the research conducted by 

the International Labour Organization (2013), it was found that there was confusion 

around the use of the word apprenticeship as it was interchangeable with terms such as; 

traineeship, artisan, learner-ship, journeyman and internship, which all related to work 

based learning (Gopaul, 2013:6). The multiplicity of policy aims and roles for 
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apprenticeship also diluted the meaning of apprenticeship in society (Mazenod, 2014:1). 

The confusion around the meaning of apprenticeship was an indication of the modern 

decline in the status of apprenticeship in many countries. This devaluation was 

especially evident when compared to the favourable status enjoyed by the 

apprenticeship model during the time of the trade Guilds in the thirteenth century, when 

a fee had to be paid to the Master in order to be accepted as an apprentice, meaning only 

affluent families could set up a son in a new trade (Thomas, 1929:2). A trend that 

continued up until the late twentieth century when there were more young men then 

there were apprenticeships available, with the confidence that an apprenticeship would 

lead to better prospects (Vickerstaff, 2003:272). Nyhan (2013) stated that European 

countries with strong apprenticeship programmes had the lowest youth unemployment 

rates, the exception being Ireland due to the concentration of trades in one industry, 

construction (Nyhan, 2013:5). Mazenod (2014) stated that in the United Kingdom, 

apprenticeship was chosen by less than ten percent of the 16-18 year old cohort 

compared to two thirds of a similar cohort who were engaged in apprenticeship training 

in Germany and half in Switzerland (Mazenod, 2014:2, Stedman, 2008:1), although 

Mazenod and Steedman admitted that direct comparison of apprenticeship had been 

difficult as official data on apprenticeships was collected using different parameters 

(Mazenod, 2014:7, Steedman, 2008:2, McGuinness et al, 2014:vii). Fuller and Unwin 

(2007) pointed out that the United Kingdom was a good example of an apprenticeship 

in trouble compared to its European counterparts and has been for the past twenty-five 

years (Fuller & Unwin, 2007:21). Steedman (2005) believed that the future of the 

expensive dual system in Europe was doubtful (Steedman, 2005:22).This pattern had 

been witnessed before, in North America, where apprenticeship began to decline from 

the middle of the nineteenth century and effectively disappeared, which may have 

resulted from the fact that throughout North America there were no guilds or formal 

certification process in any craft (Hamilton, 2000:1), with the recent apprentice 

population in the United States at 0.3% of the working population (Smith et al, 2013:5).  

The economic and social value of the apprenticeship paradigm varied with each country 

which has led to new variants which were designed to address the issues faced by the 

traditional apprenticeship model in changing times which offered evidence of potential 

solutions for future policy. 
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Opportunities and challenges facing apprenticeship 

The perception and experience of the modern apprenticeship system in the West has 

gone through difficult times due to the nature of supply led apprenticeship being tied 

directly to economic cycles (Steedman, 2012:19). Buntrock (1998) stated that there 

were several factors required for craft skills and tacit knowledge to thrive: a large lower 

labour class, discerning customers, political stability, limited access to outside 

technology or materials and a loose training system that required an individual to focus 

on technological development. These factors which have contributed to the craft trades 

in Japan having achieved unique levels of ability, have changed, as many of these 

factors no longer exist (Buntrock, 1998:71-73). Most industries categorized as creative 

have declined, despite the fact that creative industries were strong in value creation 

compared to all industries (Kakiuchi & Takeuchi, 2014:1-9). In Ireland, the collapse of 

the construction industry which employed an overwhelming number of apprentices, 

revealed the weakness of having such a narrow focus in the field of apprenticeship and 

it also exposed the cost of the dual system as being one of the most expensive in Europe 

(Nyhan, 2013:3). The large decline in the number of apprentices (4,514 in 2006 to 222 

in 2012, a 95% decline) (Bridgford, 2013:16), created a crisis that forced the 

introduction in 2008 of the Employer Based Redundant Apprenticeship Rotation 

Scheme to facilitate apprentices who had a short time remaining in their apprenticeship 

to finish their training in a training centre (OôHare, 2013:21).  

A counterpoint to the argument of expense against the dual system of apprenticeship 

was the real value delivered to an employer by minimising a potential skill mismatch as 

well as benefiting from a contribution to the business of new ideas with better quality of 

services and products (Descy & Barabasch, 2014:16). 

The traditional labour progression pathway of school-training-job has changed and 

many young people who entered the workforce changed employers and careers several 

times during their working lives. Apprenticeship was trying to be relevant while locked 

into the prescriptive framework of an apprentice engaged physically but not mentally in 

doing or making some artefact that was not actually required in the outside world 

(Bates, 2011:13). Buntrock (1998) offered this potential pathway for sustained growth 

in craft skills by; 

 

ñBy recognising those factors which supported the development of craft and 

concentrating on what should not be lost-specific technologies, proficiency with 

certain materials, broad versatility, an openness to innovation ï and developing 
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complementary and coordinated strategies between architects, artisans, and the 

construction industry as a whole, not only can craft be maintained, but it can 

perhaps even be reinvigorated.ò (Buntrock, 1998:75) 

 

So while people have needed a certain set of skills to begin employment, they have also 

needed the ability to change and adapt their knowledge and thinking to incorporate new 

technologies and innovations. This change was reflected in the changing nature of 

apprenticeship and innumerate reviews, with new apprenticeships in technology and a 

blurring of the lines between third level education and apprenticeship training 

programmes have been proposed in many developed countries which suggests that the 

future of the Irish and Japanese apprenticeship models can expect uncertain 

progressions from the traditional apprenticeship model. 

 

1.5 Research questions and themes 
From the preliminary research into the area of apprenticeship of both Ireland and Japan, 

five clear themes became apparent that merited further investigation, these were; 

¶ To determine the fundamental policies and partnerships that created the 

structures for an applicant to become a qualified craftsperson with a focus on 

the mechanics and quality assurance of the apprenticeship system. 

¶ To investigate the cultural influences and social changes that have affected 

the value of apprenticeship in society and how the different cultures may or 

may not have prejudiced the methodologies used in the transfer of tacit 

knowledge. 

¶ To examine the experience of those who had gone through, or were going 

through, the apprenticeship system, in order to discover whether it was of 

value, how much time was given to the transfer of skills and knowledge, and 

how the relationship between an employer and an apprentice functioned? 

¶ To explore the experience of other apprenticeship models around the world 

in order to identify common core elements of vocational education that have 

used both positive and negative practices. 

¶ To understand the prospects and progression pathways for a newly qualified 

apprentice in both countries and determine if they were equipped with the 
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skills necessary to become a successful independent craftsperson in a rapidly 

changing world. 

These themes formed the basis for the interview questionnaire which was piloted and 

adjusted to suit the different cultures. The additional challenge of conducting the exact 

same interview in a different language and culture manifested itself in unexpected ways. 

Finding Japanese people in Japan to engage with the research proved extremely difficult 

as the Japanese culture of avoiding embarrassment meant that they would prefer not to 

speak to someone who was not fluent in Japanese and even then, would give a vague or 

deflective answer rather than admit they had no experience of a certain aspect of the 

area being researched. The answers were recorded typically in the houses or workshops 

of the Japanese artisans and in the workplace of the Irish participants using a 

Dictaphone, with the recorded interviews transcribed into a word document, analysed 

and are presented in the Data Presentation chapter with a brief profile of each 

participant given in Appendix C.  

 

1.6 Summary of chapter 
This chapter introduced the nature and motivation of the research as well as how this led 

to the framing of the research conducted. The aims of the study were outlined including 

the methodology used to achieve these objectives. An outline of the paradigm of 

apprenticeship tracing the historical lineage which created the bedrock principles of 

apprenticeship that evolved and developed over time in reaction to social and industrial 

trends was explored. The outline of the research conducted was introduced including the 

five themes of the research which is more fully developed and investigated in 

succeeding chapters where a detailed look at the development of the apprenticeship 

model evolved in each country and how the current systems were valued in each 

society. What vocational education meant to those involved and the international 

perspective on apprenticeship offered is also explored along with the current challenges 

and opportunities facing apprenticeship in Ireland and Japan. 
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2.1 Introduction  
The first theme explored in this chapter is how the vocational educational model has 

evolved from historical beginnings into the modern format of apprenticeship identified 

by society. The research then proceeds to outline some recent documentary research on 

apprenticeship that describes the dendritic evolution of the apprenticeship models in 

Ireland and Japan tracing how similar systems diverged down very different paths 

through statutory developments. The second theme examines how culture has 

influenced the apprenticeship model and how Asian cultures, especially Japan, have 

been misrepresented in research and characterizations for generations leading to 

common misconceptions of Japanese practices. The third theme explores how vague 

definitions of the terms used in apprenticeship education has led to confused aims and 

pedagogical models as well as key educational concepts have influenced or could 

influence the content and focus of the training and education of apprentices in both 

countries. The fourth theme reviews the wider global perspective of practices in 

apprenticeship to determine if a pattern exists and how it may impact upon 

apprenticeship in Japan and in Ireland. The final theme explores what economic impact 

an apprenticeship has upon the individual and upon society generally, either positive or 

negative. 

Observed from a macro level, Japan and Ireland appear to share a number of 

characteristics, both were island nations on the fringe of respective continents, were 

deeply intertwined with the culture of their nearest neighbours and yet both had retained 

distinct identities, such as maintaining a unique language. Each nation had cultivated a 

strong craft tradition as demonstrated by the Book of Kells circa 800 AD in Ireland and 

by the sword making skills of Ko-Bizen Masatsune late 10th ïearly 11th century Japan 

(Takaiwa et al, 2006:162). Although there were similarities that existed between the 

two nations from a craft perspective, they had also shown themselves to be quite 

different in the fundamental philosophies that framed the ideologies of apprenticeship in 

both countries. 

For example, Japanese culture contains a word ókaizenô that translated roughly as 

ócontinuous incremental improvementô (Pringle, 2010:1), but it was more than a word, it 

was also a philosophy derived from Zen teachings that focused on the development of 

the individual by the efforts of the individual, a philosophy that had no direct equivalent 

in Irish culture. Toshio Odate (1984), who was a Tategu-Shokunin or Master sliding 

door maker, best described this Japanese attitude as follows; 
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óWhile returning home from a seminar in Atlanta, Georgia, recently, the word 

shokunin came to mind. This Japanese word is defined by both Japanese and 

Japanese-English dictionaries as ñcraftsmanò or ñartisanò, but such a literal 

description does not fully express the deeper meaning. The Japanese apprentice 

is taught that shokunin means not only having technical skill, but also implies 

an attitude and social consciousness. These qualities are encompassed in the 

word shokunin, but are seldom written downô. (Odate, 1984:viii)  

 

An artisan who creates their own design or is a first generation artist/artisan are 

designated a specific title such as ótogeikaô which means óartist potterô and is lower in 

status than a óshokuninô(Philip, 1989:47). The Western perspective of apprenticeship 

was merely the instruction of adequate technical proficiency. Unwin and Fuller (2004) 

wrote, the general understanding of apprenticeship was that of a journey of development 

in which a beginner grew and learned to become an expert in a particular field of 

knowledge. This tradition or process was reflexive centric with the primary aim of 

information transfer as opposed to the development of the individual seen in Eastern 

cultures and the knowledge and practices were passed on to the next generation of 

learner, which created a continuity within the community of practice (Fuller & Unwin, 

2004:95). This chapter explores the developmental journey of apprenticeship by 

factorising the paradigm of apprenticeship into the five areas; 

1. The evolution and structure of the statutory apprenticeship in Ireland and 

Japan through the centuries to understand how the characteristic deficits of 

each system became part of the DNA of each apprenticeship model. 

2. The cultural values that influenced craft skills as societies and economies 

changed and the role quality assurance in each apprenticeship system played 

in the devaluated currency of societal creditability. 

3. The definition of terms such as óvocational educationô versus óvocational 

trainingô to reveal how a lack of clarity can lead to vague outcomes in the 

pedagogical models used in apprenticeship as well as the experience of 

apprenticeship from the usersô perspective beginning with the medieval 

period up to recent times. 

4. The international experience and attitude on apprenticeship and vocational 

education in several countries with contrasting cultures to determine if 
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patterns can be identified that may predict the paths of both the Irish and 

Japanese apprenticeship models. 

5. The economic challenges that were faced by the modern apprenticeship 

model and how it adapted or not to changing demographics and 

technologies. 

Each element contributed to a more holistic and comprehensive understanding of an 

area of education which has weathered millennia and potentially offered society more 

than the sum of its parts. The chapter concludes with a summary of the research 

examined in this section. 

 

2.2 Apprenticeship structure   
Understanding the different paths taken by the social partners responsible for the 

implementation and governance of apprenticeship in Ireland and Japan was interesting, 

as direct comparisons and similar timelines of statutory evolution emerged. A contrast 

of the two systems to other and older apprenticeship systems such as those which 

operated in medieval Europe displayed a fractal pattern in the structure of vocational 

training in many cultures. An examination of each apprenticeship system separately 

revealed a clear distinction in the philosophical tenets of each model, offering a more 

complete understanding of the character in the paradigm known as apprenticeship 

within Japan and Ireland. The complete narrative of how apprenticeship has grown and 

decayed is explained by the changing demands of industry and Government in Europe 

and Japan from the early days of the Guilds to recent times. 

 

2.2.1 Historical background to apprenticeship 

Apprenticeship was recognised as the oldest form of vocational education (Rauner et al, 

2012:3), known to have existed before 3000 B.C.E. in Mesopotamia (Ryan, 2000:25) 

with a revival in recent years primarily as a solution to youth unemployment. But, 

apprenticeship deserved to be treated with more respect, being one of the most 

established forms of education and certainly the oldest form of industrial education 

recognised by society (Mays, 1952:14-15). Lave and Wenger (1991) stated that; 
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ñThe historical significance of apprenticeship as a form for producing 

knowledgably skilled persons has been overlooked, we believe, for it does not 

conform to either functionalist or Marxist views of educational ñprogressò. In 

both traditions apprenticeship has been treated as a historically significant 

object more than most educational phenomena ï but only to emphasize it 

anachronistic irrelevance.ò [sic.] (Lave & Wenger, 1991:62) 

 

Bates (2011) identified three broad phases of apprenticeship development over the past 

800 years in Great Britain and Ireland, beginning with (1) the guild system which 

introduced the formal contractual apprenticeship, this operated from the twelfth to the 

fifteenth century, followed by (2) a statutory apprenticeship governed by the 

Elizabethan Statute of Artificers of 1563. This Act mandated the entry into skilled 

trades through apprenticeship lasting seven years or longer, terminating at age twenty-

four or older (reduced to age twenty-one in 1778) (Elbaum & Singh, 1995:596). This 

statutory period lasted until the nineteenth century which was then replaced by (3) the 

voluntary industry regulated apprenticeship which began in 1814 with the repeal of the 

Statute of Artificers Act (Bates, 2011:3, Minns & Wallis, 2013:337). Though, 

apprenticeship did not just appear with the formation of Guilds, it existed informally for 

generations, with parents passing skills on to their children in many crafts. As a method 

of teaching and learning, apprenticeship stretched back to the Iron Age, as a social 

institution, it can be traced to the beginning of recorded history. Prehistoric industry was 

concerned with the making of tools, weapons, utensils, clothing and the provision of 

shelter. The learning by the young to make such articles was the earliest form of 

industrial education, artefacts of stone, clay, bone, copper, and bronze have been found 

in sufficient quantity to demonstrate evidence of successful transfer of skills and 

technical knowledge from one generation to the next. 

As societies evolved into a more rigid hereditary of social and economic stratification, 

the typical practice in craft areas became the hereditary path, with sons following in the 

footsteps of the father. 

  

óé throughout antiquity the tendency toward the inheritance of a trade from 

father to son is quite markedô (Waterman, 1974:610).  

 

This tradition of hereditary knowledge transfer, even to those who may have been 

adopted by a craftsman into an apprenticeship was said to be common long before it 
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was first recorded in 1230 A.D. as a normal custom in Western culture, according to a 

history of apprenticeship by Thomas (1929:31) and Washington State Department, 

(2015). Although Ben Zeev et al (2015) stated that in Britain, the incidence of young 

boys being apprenticed to their fathers was fairly low (Ben Zeev et al, 2015:4) while in 

Japan apprenticeship began at ages of nine and ten before compulsory secondary was 

introduced (Brown, 1989:23). This hereditary tradition was also referred to by Plato;  

 

ñAnd surely if a craftsman because of poverty cannot supply tools and other 

requisites for the trade, the work will be rather poor and his sons or others 

whom he may be teaching will be poorly taught workmen.ò (Westermann, 

1914:610).  

 

Direct inheritance of a trade was not always possible and a boy could be adopted into a 

family for the purpose of learning a trade as laid out in the Babylonian Code of 

Hammurabi (2285-2242 B.C.E.);  

 

ñIf an artisan has taken a son to bring up and has caused him to learn his 

handicraft, no one has any claim. If he has not caused him to learn his 

handicraft, that nursling shall return to his fatherôs house.ò (Johns, 1905:20) 

 

The issue of quality and status of apprenticeship was not a modern phenomenon 

and the word óbanausicô was used by Westermann (1914) when speaking about the craft 

area; 

 

ñé this was the idea that all forms of manual labour and retail trade were 

ñbanausicò.ò[sic.] (Westermann, 1914:601)  

 

Westermann (1914) wrote that this pejorative term was used by Socrates and Plato 

because it was believed that agriculture kept a man fit for battle where a retail trade did 

not (Westermann, 1914:601). Plato was not the first to criticise the craft area with 

reference to the issue of a credible quality assurance system often contributing toward a 

negative perception of the craft skills in society through the centuries. The statutes of 

guild regulation for the Weavers of Toulouse, France devoted almost two-thirds of the 

document to issues of quality control (Wolek, 1999:405). Even in 1271, the issue of 

quality assurance was a source of concern, regulated by the Mayor and Commune in 



The Irish and the Japanese apprenticeship systems: a comparative study.  
 

39  

 

London, where only Masters of ógood fameô could recruit an apprentice for a period of 

no less than ten years (Thomas, 1929:32). 

The discovery of papyri indentures, (óindentureô derived its name from the 

English practice of tearing indentations or notches in duplicate copies of apprenticeship 

forms (Washington State Department, 2015)), in the tombs and ancient rubbish dumps 

of Egypt, substantiates the existence of a form of contractual apprenticeship, also 

known as a covenant or ópactumô, the earliest dating from the year 18 B.C.E., almost 

identical with the contractual apprenticeships of Medieval Europe (Westermann, 

1914:604). A slate tablet discovered in Springmount, Co. Antrim, currently housed in 

the National Museum of Ireland was inscribed with an apprenticeship contract dating 

back to 628 A.D., it set out the terms of an apprenticeship to last two years and five 

months in the trade of exorcism and cleansing, for which a premium of two shekels of 

silver was paid to the Master (Ryan, 2000:28). The Springmount wax tablets from 

Ballyhutherland, Co. Antrim, were interpreted as being used in the training of 

apprentice scribes because two hands were frequently represented on the tablets, one 

much more competent than the other.  The writing surface was waxen in a recessed 

space on the tablet and could be reused repeatedly for purposes of teaching students 

who may have been serving some variant of apprenticeship, although the content of 

these wax tablets were ecclesiastical in the majority of cases (O' Meadhra, 1979:13). 

Records of apprenticeship were meagre in the early part of the Christian era and do not 

reappear until the growth of the city states during the closing years of the eleventh 

century when Guilds emerged as an organised political, economic and social force in 

industrial training as the traditional óKinô structure evaporated in the new industrial age 

(Ryan, 2000:29).  

Guilds were a group of local craftsmen who formed local monopolies partly to 

allow their crafts to survive in the face of competition with products coming in from 

other areas and countries and partly to ensure standards of workmanship (Epstein, 

2008:158). The word óGuildô was derived from the Dutch word for money ógeltô or 

ógildaô which was a reflection of its economic underpinnings (Brockmuller, 2008:68). 

Apprenticeship in Europe reached a peak in social status and recognition during the 

middle-ages from the 5th to the 15th century, as a method of achieving the vaunted 

position of a qualified skilled craftsman. Often a fee, known as a óPremiumô was paid 

by the potential apprentice or their family to become an apprentice (Minns & Wallis, 

2013:336) as it was seen a social step up in status, personal security and an assurance of 

a reasonable livelihood (Wolek, 1999:403). This knowledge possession acting as a 
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passport into certain social positions was a model that was observed in modern times by 

Sfard (Sfard, 1998:8). Premiums charged by Masters varied on the prestige of the guild, 

ranging from nothing for Plasters, Blacksmiths and Butchers, to a few months wages for 

a Stonemason or Weaver, to a yearôs wages for the highest prestige trades of Grocer or 

Bookbinder which equated to £12 for an unskilled building sector worker in provincial 

England (Minns & Wallis, 2013:343). This economic and social elevation was 

conferred upon the apprentice who successfully produced a ómasterpieceô of sufficient 

standard to become a member of the óenfranchised aristocracy of the Cityô (Thomas, 

1929:2). By the early 13th century in London, an apprentice had to be enrolled by his 

Master into the register of the City of London and the Master would have responsibility 

to house, clothe and feed the apprentice in sickness and in health, which was the same 

system that existed in Japan in the area of traditional crafts until recent times. This 

obligation was recorded in apprenticeship contracts in the United Kingdom until the 

1950ôs although it was by then essentially obsolete (Vickerstaff, 2003:276-280). 

Thomas (1929) stated that up to the years of 1299-1300 there existed multiple laws and 

regulations and it was understood by all the stakeholders involved that apprenticeship 

must not be degraded into some form of child labour and that an apprentice was being 

inducted not only into the mastery of his/her craft but also into civic participation 

(Thomas, 1929:37, Minns & Wallis, 2013:338). In the epoch of proto-industrialisation, 

apprenticeship was a social phenomenon of an exclusive town society like the City of 

London, regulated by the Guilds. The Guild structure regulated the standards of 

workmanship and its governing and teaching functions were stabilising factors at a time 

of weak, uncertain government and inefficient markets. Apprenticeship achieved 

considerable social and commercial importance under the organisation of the Craft 

Guilds who also legislated and regulated apprentice numbers (Epstein, 2008:162). There 

was debate as to whether or not they stifled or encouraged development and efficiencies 

in their respective areas but there was general consensus that Guilds ensured the quality 

of the products they produced (Brockmoller, 2008:68). Although Guilds in Britain were 

much weaker than the Guilds in Europe (Ben Zeev et al, 2015:3). The Guilds did 

protect their members from competition by regulating the numbers admitted to the Craft 

and by imposing high standards of workmanship; 

 

ñApprenticeship is listed as one of the guildôs greatest contributions and 

attained this status because it fosters both an understanding of how to work and 
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the arduous practice needed to develop novices into both competent workers and 

proud members of respected trade groups.ò (Brockmoller, 2008:69) 

 

Abuses began to appear in the Guild system in the seventeenth and early eighteenth 

century and increased with time; as did the number of apprentices who got their 

contracts cancelled by the city of Londonôs Lord Mayor Court, about one in ten 

according to Minns and Wallis  (Minns & Wallis, 2013:338). The enforcement of 

apprenticeship contracts was still an issue in 2012 as highlighted by the European Trade 

Union Confederation (Steedman, 2012:7). The attainment of master craftsman status 

became more difficult for journeymen not favoured by the senior Guild members. 

Another issue with the Guilds was that they did not show concern for the welfare of 

apprentices and did not prevent the physical abuse inflicted by Masters on apprentices 

and did not introduce any regulation when it came to Masters not explaining to 

apprentices how their practices worked, insisting only an acquisition model of training 

(Sfard, 1998:4) with an emphasis on imitation, forcing the apprentices to ósteal the 

knowledgeô deliberately preventing or encouraging apprentices to think independently 

or adapt new technologies (Wolek, 1999:410). While the guilds developed malpractices 

and rigidities, major economic changes were occurring, with the shift from local to 

national economy in the form of increased international trade which struck deep at the 

roots of the Guild system. Wolek (1999) highlighted the fact that most guild members 

were on the margin of subsistence and the focus of members was on the stability of a 

reasonable livelihood rather than the expression or perfection of an art (Wolek, 

1999:404). An interesting correlation between modern Japanese craftsmen and women 

of the twenty-first century and the members of the Medieval guilds was how the 

Japanese crafts people had to negotiate with wholesalers to achieve a sustainable price 

for their craft goods, with the example related by Epstein who stated that the Guilds 

objected to contractual changes in the mid sixteen hundreds imposed by the merchants 

citing the example of the Wildberg Guild which was very much under the thumb of the 

Calw merchants (Epstein, 2008:163-164). 

The traditions, structures and control of the Guilds in the United Kingdom and 

Ireland began to decline in the mid-to-late eighteenth century (Epstein, 2008:156) with 

the repealing of the Statute of Artificers in 1814 and the passage of the Municipal 

Corporation Act of 1835 which deregulated the controls of the Guilds (Elbaum & 

Singh, 1995:594). The governance of the Guilds officially ended in Ireland with an act 

of parliament in 1846 (Ryan, 2000:47) in their role of discouraging dishonesty, defining 
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standards of acceptability and training apprentices according to Wolek (Wolek, 

1999:411). This responsibility became the remit of Governments and newly emerging 

Craft Unions which in Ireland evolved into the Irish Trade Union Congress in 1894 

(Ryan, 2000:47), while specialisation in industry reduced the need for apprenticeships 

in the processing industries (Epstein, 2008:161). 

In Japan, the artisan stratum of society also declined albeit a century later with 

the modernization and industrialization of Japan as the Meiji Restoration of 1868 

enacted a reversal of the isolationist policies of the Tokugawa Shogunate from 1633 

until 1853 (Buntrock, 1998:72). The traditional length of apprenticeship in Japan was 

initially increased to ten years in an attempt to prevent skilled employees leaving 

employers during a skills shortage (Nagata, 2007:40) but was later reduced under the 

Meiji Restoration from ten years to five and a rise in educational structures meant that 

apprentices began at a later age than before (Buntrock, 1998:73). On the other side of 

the globe, the modern framework of apprenticeship in Ireland was hammered and 

shaped by political and economic forces. 

 

 2.2.2 The evolution of the Irish apprenticeship structure  

The rich archaeology of Ireland has shown that an apprenticeship of some kind operated 

in the Iron Age, which existed from 600 B.C.E. to 400 A.D. with apprentices or learners 

using antler bone (See Appendix J) or the long bones of cattle to practice designs before 

using these designs on expensive metals, these practice pieces were known as ótrial 

piecesô or ómotif piecesô (O' Meadhra, 1979:3). The earliest mention of a formal 

apprenticeship in Ireland, referred to as ófosterageô, was recorded in a document of 

ancient Irish Law, known as the Brehon Laws compiled around the 7th century A.D. 

(Ryan, 2000:32, 48). During this period, apprentices were required to perform all kinds 

of menial tasks for the Master, including; reaping his corn and feeding his pigs (Ryan, 

2000:42). Largely unchanged into modern times, the Irish apprenticeship system was 

based on the ótime servedô or  traditional Guild model which began officially in Dublin 

1192 under a charter granted by Prince, Lord John, which attempted to exclude native 

Irish applicants (Ryan, 2000:48), this became official policy following the Reformation 

with the introduction in 1692 of a law that specifically banned Catholics becoming 

Freemen of the city, which guild members were designated, meaning that Catholics 

could not hold office, bear arms or become Aldermen (Hill, 1997:28). There were few 

safeguards or quality assurance checks on the competency of the master or apprentice as 

he progressed through his training. The Common Council loosely regulated any 
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deviation of standard by opening the trade to all if proper standards were not met 

(Webb, 1917:507-508, Ryan, 2000:43). It was this framework that was established 

under the Guild system which remained in place for centuries.  

Ireland adopted this closed guild system while under Anglo-Norman rule (Ryan, 

2000:43) and despite several reviews, training bodies and statutory changes remained 

largely unchanged until a credibility crisis of vocational training culminated in 1987 

when the imperative to fundamentally change the focus and update vocational training 

and education in Ireland became obvious following a meeting of the Government, Trade 

Unions and Training Authorities, officially known as the óSocial Partnersô (Canning, 

2007:6).  It was felt that a more fair system that offered access to all and involved a 

greater interaction between employers and educational bodies was needed; the result 

was a state regulated Standards Based Apprenticeship (OôConnor & Mullins, 2004:8). 

This radical change of training ideology was intended to offer better quality assurance 

and an improved education for apprentices in a new apprenticeship model based on 

standards rather than time served.  

In Ireland, the old time served apprenticeship evolved from the pre-industrial 

practices of the Guilds who fixed the apprenticeship term at seven years long in 1573 

(Ryan, 2000:44). The apprentice lived with his employer throughout that time, being 

required to produce an óapprentice pieceô at the end of his/her apprenticeship which 

demonstrated his/her skill to be approved by the members of the local Guild. This 

allowed the apprentice to progress into the final phase of training which was to become 

a óJourneymanô for typically three additional years (Berry, 1905:324) marking the 

formal end of the training period. Apprentices of this time were also expected to defend 

the city, remnants of this could still be seen in recent times with the Apprentice Boys of 

Derry march (Ryan, 2000:45). 

 

1898 ï 1950 Proto-modern apprenticeship  

As the agricultural system became more mechanised, the need for labour in agriculture 

declined and a focus on industrial production resulted in the state intervening more and 

more in education and training. Ireland experienced a late introduction to regulated 

vocational education compared to the United Kingdom and Japan, largely because of 

the agricultural dependence, the low status of manual work and the Catholic Churchôs 

emphasis on academic education (McGuinness et al, 2014:9). A commission on 

Technical Training began a review of apprenticeship in 1926 which culminated in the 

passing of the first Apprenticeship Act of the Irish Free State in 1931. The 1931 
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Apprenticeship Act was designed to address some of the deficits created by the earlier 

1898 Act which was criticised for the academic focus of the curriculum at the expense 

of the needs of industry (McGuinness et al, 2014:9); 

 

ñUnder the Agriculture and Technical Instruction (Ireland) Act, 1898, the 

powers of the Department with reference to the provision of the technical 

instruction were limited to instruction in the principles of science and art 

applicable to industries, and did not include teaching the practice of any trade 

or industry or employment. The act must have visualised the existence of 

complete workshop facilities being available to the apprentice in his 

employment when it failed to include the teaching of the actual process of the 

trades. If such facilities formally existed, there is little doubt that as the range 

and variety of work in each trade demanded a certain degree of specialization, 

workshop training proved to be entirely inadequate for any form of 

apprenticeship.ò (McElligott, 1966:113) 

 

The earlier 1930 Vocational Education Act did allow training facilities to be developed 

over the following twenty years, laying the path of the modern ódual systemô 

apprenticeship, combining time spent in a training college as well as on the job. The 

priority of using apprenticeship to service the needs of industry put apprenticeship 

under the control of the Minister for Industry and Commerce and not Education. It was 

however, an important step toward complete Government oversight and regulation of 

the apprenticeship model in Ireland. 

The most important features of the 1931 Apprenticeship Act that changed the character 

and structure of apprenticeship were: 

1. The establishment of Apprenticeship Districts and Committees by the Minster 

for Industry and Commerce. 

2. The establishment of rules by Apprenticeship Committees relating to: 

a. Designation of trades. 

b. Duration of apprenticeship. 

c. Wage rates for apprentices. 

d. Maximum working hours of apprentices. 

3. Individual Apprenticeship Committees were empowered to make rules relating 

to: 
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a. Entry qualifications 

b. Age limits of those wishing to enter an apprenticeship. 

c. The training of apprentices within the District. 

d. The number of apprentices employed by an employer based on the ratio 

of skilled men to apprentices. 

e. Apprenticeship fees/premiums. 

f. Attendance of apprentices without loss of pay at courses of technical 

instruction. 

 

The 1931 Apprenticeship Act became more of a voluntary code, than any law enforced 

and as a result it achieved very little; 

 

ñUnfortunately, the intention of the Act was nullified by leaving optional to the 

Committee the making of a rule requiring employers to train and instruct 

apprentices employed by them in a specific manner.ò (McElligott, 1966:114) 

 

It was becoming apparent that the model of apprenticeship needed reform and so the 

second Apprenticeship Act of 1951 passed into law, outlining the aims in the 

introduction; 

 

ñAn Act to make better provision for the regulation of apprenticeship in certain 

trades and for that purpose to establish a body to be known as An Cheard 

Chomhairle and to define its powers and duties, to repeal the apprenticeship Act 

of 1931, and to provide for other matters connected with the matters aforesaid.ò 

(Irish Statute Book, 1959, 5/1967, ss. 7 (1) (3), 49) 

In Section 39, Subsection 2, paragraph (a) of the Act the word órequiredô was used 

without any qualifying conditions such as those set out in the 1931 Apprenticeship Act 

in relation to an apprentice attending a college course appropriate to his trade. The 1959 

Apprenticeship Act marked an important step in the quality of the structure of 

apprenticeship as it made the attendance of off-the-job training mandatory, notice of 

which was sent in writing to the employer and the apprentice and the Act also stated 

that the apprentice must be paid by the employer while attending off-the-job education 

(Irish Statute Book, 1959). 

 

http://www.irishstatutebook.ie/1967/en/act/pub/0005/index.html
http://www.irishstatutebook.ie/1967/en/act/pub/0005/sec0007.html
http://www.irishstatutebook.ie/1967/en/act/pub/0005/sec0049.html
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1958-1993 The modernization of apprenticeship 

The 1969 Apprenticeship Act was much more comprehensive in the educational 

governance of apprenticeship, building upon the 1959 Act by creating a dedicated body 

charged with the management and development of the apprenticeship area. The 1969 

Apprenticeship Act created An Chomhairle Oiliúna (AnCO, A national training 

authority) and its duties included: 

1. Provide for the training of persons for the purposes of any activity of industry. 

2. Promote, facilitate, encourage, assist, co-ordinate and develop the provision of 

such training. 

3. Provide or secure the provision of such courses or other facilities for the training 

of persons. 

4. Approve such courses or facilities provided by other persons. 

5. Make recommendations with regard to the nature and length of the training. 

6. Make arrangements for the application of tests or other methods for ascertaining 

the attainment by persons employed in an activity of industry or intending to be 

so employed of any standards recommended by An Chomhairle and award 

certificates of the attainment of those standards. 

7. Assist persons in finding facilities for being trained for employment in an 

activity of industry. 

8. Carry on or assist persons in carrying on research into any matter relating to 

training. 

9. Pay maintenance and travelling allowances to persons attending courses 

provided or approved by An Chomhairle. 

10. Pay fees to persons providing further education. 

11. Grant scholarships to such persons as An Chomhairle selects in such manner as 

it considers appropriate. 

12. Award prizes to such persons employed in an industrial activity. 

13. Pay allowances to persons employed in an industrial activity or intending to be 

so employed who are going outside the State for the purpose of undergoing 

training or taking part in competitions and are selected in such manner as An 

Chomhairle considers appropriate. (Irish Statute Book, 1967) 

This was the professionalization of apprenticeship in the pedagogical sense by making 

education, research and promotion a core part of AnCOs purpose. It was a return in part 

to the 1898 Act which had an academic focus, but the 1967 Act was more balanced in 
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its aims. This was recognized from the start by the administration of AnCO which stated 

in its first annual report that; 

 

ñThe kind of training given to the apprentice at his place of work determines to 

a large extent the degree of skill and craftsmanship which he will develop in his 

trade. The training provided off-the-job in technical schools adds to his skill and 

broadens the entire scope of his training. The technical school courses include 

subjects of general education and therefore, adds significantly to the individual 

during his apprenticeshipò. (An Chomhairle Oiliuna, 1968:12) 

 

The focus was now shifting back to the development of an individual as much as 

developing a productive tool for industry. In 1970 the Council of AnCO appointed a 

special committee to review the existing apprenticeship system. This special committee 

received reports through the conduit of the Industrial Training Committees which were 

an early form of social partnership in charge of monitoring and developing the 

apprenticeship model. Members of the Industrial Training Committee were comprised 

of employers, trade unions and educational groups. A sub-committee was set up to 

make recommendations they considered necessary to improve the apprenticeship model, 

at the same time, AnCO carried out an independent survey on apprenticeship. An issue 

that was to become a reoccurring issue for apprenticeship in Ireland was demonstrated 

when AnCO itself came under criticism in this period for the lack of formal pedagogical 

qualifications of itsô teaching staff that raised questions about the pedagogical 

competence of AnCO instructors who were highly skilled craftsmen with industrial 

experience but lacked third level qualifications (OôHare, 2013:10). The combined effort 

of these initiatives should have led to greater improvements in the apprenticeship with a 

strong emphasis on vocational education as well as vocational training but resulted in a 

divergence of opinion between the two groups of industry and educationalists (Murphy, 

1974:10).  

In 1986 a Government White Paper was published on Manpower Policy, analysing the 

role of the various stakeholders in training and employment. It stated that the 

apprenticeship system needed to be revised and modernised with a view to developing a 

Standards Based Apprenticeship (SBA) to ensure a balance between cost and quality. It 

also proposed that employers should have primary responsibility for the training of 

employees with government assistance in the form of grants. It also called for a single 
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authority that would be made up of the various state bodies including AnCO, National 

Manpower Service, Youth Employment Agency and CERT (which translates as Hotel 

Catering and Tourism), this single authority, it was suggested, should be called the 

National Manpower Authority but became FÁS (Foras Áiseanna Saothair, which 

translates as the Training and Employment Authority), under the Labour Services Act 

1987 (Garavan et al, 1995:76). 

This marked a key change in policy for apprenticeship in Ireland with the aim of ending 

the last vestiges of the old ótimed served apprenticeshipô which began officially in 1192, 

being completely replaced by the Standard Based Apprenticeship, meaning that 

apprentices were required to pass state exams in addition to serving a minimum training 

duration to become a qualified crafts person, in the expectation of better qualified and 

more skilled tradesmen.  

The Labour Services Act (1987) established FÁS which would subsume AnCO, the 

National Manpower Service and the Youth Employment Agency but not CERT who, 

argued through the Tourism Board that they should remain separate. The key duties of 

FÁS as set out in the Act included: 

¶ Provide training and retraining for employment. 

¶ Managing employment schemes 

¶ Preform an advisory role. 

¶ Facilitate local groups in the provision of employment. 

¶ Collect research and publish information relating to training and employment. 

The Board of FÁS was made up of various social partners headed up by a chairperson 

appointed by the Minister for Labour. The Chairperson of FÁS managed a board 

comprised of four representatives of ICTU (Irish Congress of Trade Unions), four 

representatives of employers and two worker directors from the staff of FÁS. The new 

body introduced many new initiatives including a review of apprenticeship in 1988 

called óApprenticeship ï A New Approachô (Garavan et al, 1995:79).  

In 1992 the Culliton report entitled óA Time for Change: Industrial Policy for the 1990sô 

by the Industrial Policy Review Group outlined a number of reforms needed in Irish 

industry including a recommendation that new structures were needed to address the 

inadequate training by employers and that a greater proportion of FÁS resources should 

be directed toward those looking for employment as well as those in employment 

(Culliton, 1992:89). In 1999, the Qualifications (Education and Training) Act was 

passed into law and created a single national qualifications framework for all 
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educational levels in all areas and levels of education including vocational education, 

further education and higher education (Buck & McGinn, 2005:10). 

 

1993 ï 2013 The Standards Based Apprenticeship 

The statute change from the old time-served based apprenticeship model with 

intermittent off-the-job training undertaken by the majority of apprentices occurred in 

1993, although it was difficult to state exactly how many apprentices did not or could 

not attend Technical Colleges but it was estimated that between 12.5 ï 20% of 

apprentices did not attend day/block release (OôConnor, 2003:33). The imbalances in 

the system meant that some apprentices received the full syllabus while others did not, 

some employers paid their apprentices and some did not. Employers were supposed to 

pay into a special training fund but again this was not tightly regulated and led to an ad 

hoc situation within apprenticeship (OôConnor, 2003:33). This lack of enforced 

regulation and poor quality control were the impetus for the introduction of the 

Standards Based Apprenticeship in 1993. Although it proved not to be the robust and 

complete solution expected, the Standards Based Apprenticeship became in effect a mix 

of the old ótime-servedô system and the new óstandards basedô system (Dún Laoghaire 

Further Education Institute, 2013:14) with a completion rate of 67% (Steedman, 

2010:28). Apprentices still had to serve a certain term length as apprentices, four years, 

but in addition had to meet certain competence metrics. The new apprenticeship model 

was based on Germanysô dual system (See Appendix E and I) and in many respects 

matched the best European provision (Steedman, 2010:28) including the German model 

(Nyhan, 2013:2). It had seven phases divided between on-the-job training and off-the-

job training. Phases 1, 3, 5 and 7 were spent with the employer and the apprentice was 

expected to perform certain specific tasks on-the-job as laid out in the curriculum, with 

the even number phases 2, 4 and 6 delivered in a training centre or Institute of 

Technology. The Standards Based Apprenticeship divided a four year apprenticeship 

into seven phases on a ratio of 19% off-the-job and 81% on-the-job for twenty five of 

the twenty seven recognised trades. The two exceptions were Print Media and 

Floor/Wall Tiling which had five phases. Entry requirements were low, a pass mark in 

five subjects in the Junior Certificate typically taken by fifteen year old students, if a 

student did not achieve even this low academic level, alternate entry pathways were 

available through interviews or preparatory training (Buck & McGinn, 2005:30). This 

basic entry standard contributed to the perception that apprenticeships were the only 
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option for low academic achievers (Dún Laoghaire Further Education Institute, 

2013:16).  

Each phase had a distinct uniform, pre-specified, industry agreed syllabus with a 

specific set of key learning outcomes written by subject matter experts approved by the 

Social Partners (Buck & McGinn, 2005:33). Each phase was also designated as either 

óon-the-jobô where time was spent exclusively with an employer and it was a typical 

working week or óoff-the-jobô with Phase two delivered in a FÁS Training Centre while 

Phases four and six were based in a College of Further Education (CFE) or an Institute 

of Technology (IoT). It was during these college based phases of four and six that 

apprentices received a more academic curriculum in theory and practical subjects in a 

habitus that was entirely educational, covering topics that ranged from mathematics, 

geometry, building legislation, conservation and Information Technology in an 

environment centred on learning and developing skills (OôConnor and Harvey, 2001). 

The mechanics of the new Standards Based Apprenticeship were a detailed structured 

format in each phase as demonstrated in the example of Carpentry and Joinery, where 

Phase one began with a signed four year employment contract between an employer and 

a prospective apprentice and this phase lasted for three months before progressing into 

Phase two which was twenty weeks in duration and focused on basic carpentry skills 

and machine knowledge. Upon successful completion of the Phase two exams, an 

apprentice would re-join the employer for a six month period that constituted Phase 

three on-the-job training, where an apprentice was required to successfully complete 

certain practical tasks in roofing, internal second fixing and the fabrication of a 

carpenters stool before progressing into Phase four off-the-job training which was ten 

weeks in duration. Each of the ten weeks were thirty five hours long with an even mix 

between practical kinetic workshop classes and academic theory classes. There were 

two sets of exams in Phase four, the first set of exams being taken at five weeks into the 

Phase, which examined both practical and theoretical knowledge learned by the 

apprentice and the second set of exams occurred in week ten, again examining 

theoretical and practical knowledge and skills. A pass mark of seventy percent was 

required to pass this Phase before an apprentice could progress into Phase five. Phase 

five was six months long on-the-job training and again similar to Phase three, the 

apprentice was required to perform certain óreal worldô tasks to a pre-set standard, 

invigilated and corrected by the employer before the apprentice could be accepted into 

Phase six off-the-job training. Phase six was similar in time and structure to Phase four 

with the main difference being there was only one set of final exams in Theory, 
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Drawing and Practical subjects. A pass mark of seventy percent or above would allow 

an apprentice to spend the final Phase seven with the employer which was three months 

in duration. Phase seven on-the-job training had a construction focus with few joinery 

tasks on the syllabus. In addition to the óminimumô time periods per phase, an apprentice 

was to satisfy a ótime servedô requirement of 208 weeks (4 years x 52 weeks) registered 

employment. On that basis, the split between óonô and óoffô the job periods was 168 

weeks óonô and 40 weeks óoffô. Upon successful completion of the required 208 weeks 

registered employment in addition to successfully passing the mandatory examinations 

of Phases 2, 4, and 6, an apprentice was deemed eligible for the award of the National 

Craft Certificate. This award was an Advanced Certificate and was therefore placed at 

Level 6 on the National Framework of Qualifications (NFQ) (Ó Murchadha, 2013:23). 

Level 7 on the NFQ was an Ordinary Degree, Level 8 was an Honours Degree, Level 9 

was a Masters and Level 10, the highest level of academic qualification was a PhD, 

there was no separation or distinction between vocational and higher education on the 

National Framework of Qualifications as there was in the United Kingdom. Equally 

there was no direct path from a Level 6 apprenticeship National Craft Certificate to a 

Level 7 Ordinary Bachelorôs Degree available to apprentices (Buck & McGinn, 

2005:36). 

Phase 4 and Phase 6 created an interesting dynamic from a pedagogical perspective 

offering a precise example of the acquisition metaphor in each phase except for phase 

four and six which were more but not entirely participatory as described by Sfard 

(1998:5,6) as the curriculum was to be delivered by people who were educationalists 

but the management of apprenticeship was the remit of a training authority. There was a 

constant tension between the two ideologies as to what the focus should have been i.e. 

practical training of manual skills or the development of higher cognitive ability 

(OôConnor, 2003:35). Some concerns about the quality of education received by 

apprentices was published by the OECD in a report entitled óLearning for Jobs OECD 

Reviews Vocational Education and Training Irelandô which highlighted the need for all 

those involved in the education and training of apprentices to have credible pedagogical 

training; 

 

ñAs a means of enhancing the competences of the VET workforce ensure that all 

teachers, trainers and instructors have some pedagogical training, and as a 

longer term goal offer pedagogical training to supervisors of VET students (e.g. 
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apprentices, trainees) in companies. Encourage convergence in the qualification 

requirements for teaching in different sectors of the VET system.ò (Kis, 2010:7) 

 

An earlier OECD report in 1995 had already highlighted how Ireland fared poorly in 

terms of the low emphasis on vocational education and the lack of pedagogical training 

among instructors when compared to other European Countries (McGuinness et al, 

2014:17). This reoccurring weakness of pedagogy reflected the fragmented ethos of a 

training system operated by a Training Authority which involved key academic phases 

of full time education.  

In June 2008, the leader of the Opposition Party in Dáil Éireann (Government 

House) announced an investigation into the spending practices of FÁS. This 

investigation revealed that ú643,000 had been spent on travel expenses over a four year 

period, the Director General resigned and in 2011 it was announced by the Minister for 

Education that FÁS was to be dismantled and that the training element would become 

the responsibility of the VEC (Vocational Educational Committees) (Quinn, 2011). The 

Qualifications and Quality Assurance (Education and Training) Bill, 2011 also 

amalgamated the national authorities responsible for further education and higher 

education. 

 

2013 Irish apprenticeship review  

The establishment of SOLAS (An tSeirbhis Oideachais Leanunaigh agus Scileanna, 

which translated as: Further Education and Training Authority) in 2011 by the Minister 

of Education and Skills marked the next significant reform of vocational education 

governance in Ireland. The remit of SOLAS was to oversee the funding, planning and 

coordination of a wide range of training programmes with responsibility for high-

quality further education and training into the next century (McGuinness et al, 

2014:20). In Ireland, the collapse of the construction industry which employed the 

majority of apprentices, revealed the weakness of having such a narrow focus in the 

field of apprenticeship where two sectors ï construction and electrical- made up over 

80% of all apprentices (Steedman, 2010:28). It also exposed the cost of the dual system 

as being one of the most expensive in Europe (Nyhan, 2013:3). The crisis in vocational 

training triggered a review of the Standards Based Apprenticeship in 2013 by the 

Minister of Education and Skills, Ruairi Quinn, to determine if the SBA model should 

be retained, adapted or replaced by an alternative model of vocational education and 
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training. An independent review group of the social partners, chaired by Kevin Duffy 

(Chair of the Labour Court) was set up in May 2013 and reported in December 2013 

that apprenticeships should be employer led, be a minimum duration of two years, have 

a minimum of 50% on-the-job training and should be governed by a contract of 

apprenticeship rather than the previous contract of employment. The Review Group 

envisaged a more flexible mode of apprenticeship, grouping trades into óFamiliesô that 

could potentially lead to any qualification from level 5 upwards on the National 

Framework of Qualifications (Department of Education & Skills, 2015). Each óFamily 

of Tradesô was to be reviewed every five years and the curriculum would be publically 

available to allow all the stakeholders involved to understand the part each constituent 

phase played in the overall apprenticeship programme (Review Group, 2013:13). The 

Review Group found that from the 128 organisations who contributed to the review of 

apprenticeship in Ireland, common issues were identified; 

1. Over reliance on a narrow group of trades. 

2. Few female participants. 

3. High cost. 

4. A demand led system creating boom and bust employment cycles. 

5. Rigid four year structure with a single award. 

6. Difficult to develop new apprenticeships. (Review Group, 2013:74) 

From this review, the Apprenticeship Implementation Plan was set out by the Irish 

Government and it included an implementation timetable of actions divided into three 

phases which are given in detail in Appendix K. 

The syllabus review of the first five trades was completed in 2015 with minor changes 

to the structure or content, the most significant changes were; 

1. The reduction of the pass mark from 70% to 50% 

2. The reduction in the length of Phase 2 from 26 weeks to 21 weeks 

3. The increase in the length of Phase 4 from 10 weeks to 11 weeks 

4. The inclusion of self-directed study of Common Modules in: 

¶ Health and Safety Awareness 
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¶ Introduction to Learning to Learn 

¶ Introduction to Information and Communication Technology (ICT) 

¶ Employment Legislation Awareness 

¶ Environmental Awareness 

¶ Communication 

¶ Team Leadership 

5. The introduction of new requirements for those delivering apprenticeship 

training: 

(a). Staff who delivered off-the-job Phase 2 training were required to: 

¶ Have qualified as a craftsperson. 

¶ Have five years post-apprenticeship experience. 

¶ Hold a recognised assessor qualification. 

¶ Each instructor undergoes further development in 

training techniques. 

 (b). Staff who delivered Phases 4 and 6 training were required to: 

¶ Hold a degree or its equivalent in the subject area or have 

qualified as a craftsperson. 

¶ Have three years relevant post-graduate experience. 

¶ Hold a recognised assessor qualification Support Services. 

The newly formed Apprenticeship Council was comprised of the social partners with 

representation from Business and Trade Unions, SOLAS, Higher Education Authority, 

Department of Education & Skills, Quality and Qualifications Ireland, the Further 

Education Sector and the Higher Education Sector. The review stated that 

apprenticeships should be industry led and a detailed review of the standards of the 

curriculum was required by the Quality and Qualifications Ireland regulatory body. 

Initial analysis of submissions recommended that 64% of those surveyed in the 

Category 1 ï Advanced Development Stage (trades who were furthest along the 

development path) were in favour of an apprenticeship being a minimum of two years, 

the largest cohort of the trades family was in Category 2 ï Early Development Stage, of 

which 33% of those involved believed that apprenticeship should be at Level 6 

Advanced Certificate on the National Framework of Qualifications, 61% of respondents 
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in favour of apprenticeship being at Level 6 or below (Apprenticeship Council, 

2015:12-13). The review represented one of the most fundamental changes to 

apprenticeships in Irelands history, with a vast range of apprenticeships in various 

sectors, a new apprenticeship contract and employers required to pay the wages of the 

apprentice while attending off-the-job training (OôMahony, 2015:10), a system that was 

described as ad hoc (OôConnor, 2003:33) before the introduction of the Standards 

Based Apprenticeship in 1993. Greater diversity of workplace experience was required 

as highlighted by McGuire (2016) who reported that Ireland had the highest level of 

students progression into Third Level education within the OECD area and yet 40% 

were in occupations that did not match their qualifications (McGuire, 2016:3). The 

success of the review of the Standards Based Apprenticeship model will require further 

time and research but the diversity of apprenticeships are outlined in Appendix F which 

shows the old and new apprenticeship to be delivered in Ireland. 

 

Summary of the development of the Irish Apprenticeship model 

Using the key legislative signposts in the development of the Irish apprenticeship model 

beginning with the official establishment of the Guilds in 1192 which gave a formal 

structure to the apprenticeship model with little concern shown for the curriculum 

which was to be the focus of the next reform in 1898. The 1898 Agriculture and 

Technical Instruction Act marked the first comprehensive stewardship of Government 

in the education of science and art applicable to industry but failed in serious reform of 

the apprenticeship syllabus, a failure to be addressed by the more comprehensive 

Apprenticeship Act of 1931 which although more of a voluntary code it did mark an 

important step toward complete Government regulation and administration of 

apprenticeship in Ireland. The following two Acts of legislation, the 1959 Act and the 

1969 Acts increased the quality assurance standards and structure of the apprenticeship 

model with the setting up a dedicated body charged with the management and 

development of the Irish apprenticeship model. Government policy began moving 

toward a complete Standards Based Apprenticeship model in 1987 with the Labour 

Services Act and in consultation with the social partners the adoption of the ódual 

systemô Standards Based Apprenticeship was implemented. This dual system of on and 

off-the-job training was adopted from the German model and it was intended to address 

the shortfalls of the old ótime-servedô model by increasing the quality assurance 

protocols and setting out a complete standardised syllabus for each of the twenty seven 

trades. While the Standards Based Apprenticeship was a positive development in 
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vocational training standards it had its critics who highlighted the failure of on-site 

quality assurance, narrow focus of crafts and the high cost which triggered a review in 

2013 which broadened the number and sectors that could operate an apprenticeship as 

well as including topics such as Teamwork and Communication into the syllabus. These 

key developments have taken an industry regulated training system of the Medieval 

period into a modern Government administered structured educational model with a 

standardized syllabus and quality assurance protocols without losing its core purpose of 

skills transfer. 

The Irish apprenticeship model adopted the German dual system of a structured 

training that included a clear framework to include a delineated curriculum in both the 

on-the-job phases and the off-the-job phases minimizing the risk outlined by Sfard 

(1998) where a process of learning without clearly defined content undermined the 

entire direction and form of the teaching and learning experience (Sfard, 1998:10). The 

character of the Irish Standards Based Apprenticeship was very Western in its 

philosophies where the focus was on a measurable system, a system that prescribed a 

clear role and identity for the apprentice, the employer and educator and reducing 

Eastern philosophy on the individualôs journey of knowledge transcendence (Nonaka & 

Konno, 1998:42). The focus of the Irish apprenticeship model was also too narrow in 

the range of trades recognised as well as in the syllabus, issues which were addressed in 

the review of 2013, the net results of which were difficult to judge at the time of this 

research. 

 

2.2.3 The evolution of the Japanese apprenticeship stru cture 

The Japanese apprenticeship system in the traditional crafts area had many parallels to 

the early European guild apprenticeship system in Ireland and in Europe (Wolek, 

1999:410). This was due to the fact that Guilds had operated successfully in Japan until 

the Meiji Restoration in 1868 (Sasaki, 2008:65). Traditionally in Japan, the apprentice 

lived with his employer performing basic household duties in the house and workshop 

while the wife of the Master craftsman educated the apprentice in basic reading, writing 

and arithmetic. The apprentice would watch in silence, often at a discreet distance as his 

Master worked, in the hope of Nusumi-geniko (stealing the knowledge/skill) over a 

period of seven to ten years (Buntrock, 1998:72). With the completion of the training 

period, the apprentice would be elevated into a higher strata of society which allowed 

him to change his name and become a journeyman or start his own business (Nagata, 

2007:37-43). Ben Zeev et al (2015) wrote of an apprenticesô experience within the 



The Irish and the Japanese apprenticeship systems: a comparative study.  
 

57  

 

British Guild system where learning took place through observation, internalisation and 

repetition rather than through structured learning or direct instruction, meaning the 

apprentice had to ósteal with their eyesô which mirrored the Japanese methods exactly 

(Ben Zeev et al, 2015:6, Wolek, 1999:410). Another parallel between Eastern and 

Western apprenticeships was the requirement of an apprentice in Japan to continue 

working with the employer for up to two years after qualification to repay the employer 

for the training, this service period was known as óhokoô. This too was seen in Britain, 

where an apprentice who had completed his/her time was expected to remain with the 

employer as a Journeyman or servant to cover the cost of the training (Ben Zeev et al, 

2015:6). Although, Singleton (1989) stated that the demands on an apprentice in Japan 

were intrinsically related to traditional Japanese concepts of obligation, learning and 

discipline (Singleton, 1989:13).  

The Meiji Restoration in 1868 changed Japan politically and institutionally, the 

length of apprenticeship was extended to ten years in an effort to stop skilled employees 

leaving during a time of skills shortages and growing industrial needs (Nagata, 

2007:40). The apprentice was now educated by the state school system and then joined 

his employer, still effectively an indentured servant spending the first three years doing 

household chores, with the end of the first three years, the apprentice would then be 

shown all aspects of the business, a system that loosely continues in corporate Japan 

today (Nagata, 2007:43). As Japan became more industrialized, a separation between 

crafts and manufacturing grew in methods and structure. Buntrock (1998) outlined the 

divergent path of separation between traditional crafts and industry as the craft area 

declined with the increase in manufacturing of everyday items; 

 

ñLacking pervasive industrialization, most materials of daily life are handmade. 

Manufacturing thus usurps a portion of the original craft market, because basic 

commodities can be produced more cheaply without significant qualitative 

differences. Since industrial production is most efficient in the manufacture of 

simpler articles, apprentices are also less able to rely on mundane work to 

develop basic skills. Furthermore, the natural education of consumers, 

developed through interactions with crafters, is weakened.ò (Buntrock, 1998:73) 

 

As the separation between traditional crafts and industrial processes grew, vocational 

training evolved into two very distinct areas, with the traditional craftspeople continuing 

their long traditions in highly specialized individual processes of piece work and 
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industry taking the remaining share of vocational education and training with little input 

from the national Government, leaving no concrete statistics available on industrial 

vocational education in Japan (Yan, 2007:18). 

 

Pre 1603 Japan: First  contact with Western cultures 

Japan as a country had always remained distinct and independent without any real need 

to integrate with surrounding nations, despite Japan being influenced by neighbouring 

cultures like the pottery skills of the Republic of Korea and the writing system of the 

Peopleôs Republic of China (Walsh, 2009:7). Although the writing system used in Japan 

originally came from China, it evolved to become distinct from the modern Chinese 

writing system (Kobayashi, 1976:5). This was also the case for the Japanese language 

which derived from Chinese but as different from current Chinese as it is from English, 

meaning that Japan probably faces a greater language barrier than any other major 

national group (Reischauer, 1981:8). These cultural examples demonstrated how the 

Japanese culture was influenced by outside relationships but remained totally 

independent from the cultures they were influenced by, creating the perfect nation state 

that had not seen major immigration since the eight century (Reischauer, 1981:8, 10). In 

the second half of the sixteenth century, the Japanese began to carefully study the more 

advanced Chinese civilization, which was more powerful, wealthy and technically 

developed than the Roman Empire ever was (Reischauer, 1981:18). By the first half of 

the sixteenth century, Japan was still a collection of separate states known as ódaimyoô 

domains when the first Europeans arrived on Tanegashima, an island of the coast of 

Kyushu, Japan in 1543 (Varley, 1984:127, Reischauer, 1981:74). It was the matchlock 

musket guns that drew the attention of the native population, who reproduced and 

improved the weapons to great effect in a battle in 1575 by which time there were more 

matchlock muskets in Japan then in Europe leading to the rapid reunification of Japan in 

the late sixteenth century (Reischauer, 1981:75). The Japanese began trading with the 

Portuguese, who became known as ónambanô or óSouthern Barbariansô, and during this 

time the newly formed Jesuit order were active in Japan with the orderôs founder St. 

Francis Xavier working in Japan from 1549 to 1551 and contributed to the Japanese 

culture in a limited way with Western forms of technology, culture and general 

knowledge remaining confined mainly to Nagasaki (Varley, 1984:127, 128, Morton, 

1973:114). The Kyushu daimyo, which included the port of Nagasaki observed how the 

Portuguese followed in the footsteps of the Jesuits, ordered the population to join the 
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new religion and for a while everything Portuguese was fashionable (Morton, 1973:114) 

albeit at a cost for Buddhist sects who were seen as a threat to the national power. It was 

estimated that in 1580 the Christian population was approximately 150,000, larger than 

the population of Christians in modern Japan (Reischauer, 1981:87). A counter 

movement against the Christian religion began with the Buddhists who saw it as 

undermining the development of unified rule culminating in a ban on Christianity by 

Hideyoshi in 1587 where the Christians were given twenty days to leave the country and 

a more final edict in 1597 resulted in the crucifying nine missionaries and seventeen 

converts hung on upside down crosses (Varley, 1984:128, Mason & Caiger, 1972:168, 

Morton, 1973:114),. The arrival of the Franciscan friars with the Spanish from the 

Philippines in 1592, the Protestant Dutch in 1609 and the English in 1613 demonstrated 

that religion was not a requirement for international trade (Reischauer, 1981:88, Mason 

& Caiger, 1972:169, Morton, 1973:118). What started as a suppression of Christianity, 

including the death of over three thousand people, with less than seventy of them being 

European, developed into a self-enforced isolation policy in Japan under the control of 

the Tokugawa Shogunate known as óSakokuô meaning ólocked countryô from 1633 until 

1853. This began with European traders being restricted to Nagasaki and Hirado in 

1616, with the English withdrawing in 1623 due to a lack of profitable trading with the 

Spanish expelled in 1624, followed by the Portuguese in 1639 leaving only the Dutch 

who were confined to the small island of Deshima in the harbour of Nagasaki (Morton, 

1973:126). Western culture was so thoroughly expunged from Japanese culture by mid-

seventeenth century that little evidence of namban culture could be found (Varley, 

1984:135, Mason & Caiger, 1972:154). Even the Japanese people were prohibited from 

travelling abroad or if already abroad were banned from re-entering Japan in 1636 

(Reischauer, 1981:88, 89). Although, isolated, Japan continued to develop internal 

stability and governance structures (Morton, 1973:127), with little contact from Western 

influences until 1853 when the black ships of Commodore Perry arrived to force 

international trade upon the Japanese nation. From this point, Japan evolved from a 

feudal administration system free of external influence, centred on the warlord, to a 

system of central Imperial governance. 

 

1603 ï 1868 Pre-industrial Japan ï from the Edo Period to the Meiji Restoration 

Japanese society had been structured according to class, with the Emperor at the top, 

followed by Warlords, Farmers, Craftsmen, Merchants and peasants at the bottom (Dore 
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& Sako, 1998:44). The freedom to choose your profession was not available until the 

Meiji Restoration when the traditional system of engaging apprentices approved only by 

the guild, completely collapsed (Sasaki, 2008:65). The class structure was based on the 

perceived value of each class to the Empire and the structure was diluted with the 

opening of Japan to the West. Commodore Perry, who incidentally had developed an 

apprenticeship system in the United States Navy, forced Japan to open its borders under 

the threat of cannon and the Japanese who had no naval experience or comparable 

weaponry relented and pivoted the country toward Western trade and influence and 

marked a key point in Japanese culture and history in becoming Westernized through 

deliberate government policy. In the Meiji period, the concept of ópractical businessô 

was developed from the idea of ópractical studiesô meaning the business of production 

and distribution in the real world. The Enlightenment thinker Yuichi Fukuzawa (1835-

1901) gave great importance to the idea of practical business and called the study of 

practical subjects óVocational Educationô and contributed to the development of 

vocational education in Japan. The government factories and mines were the first to 

invite outside expertise. Early vocational education lacked any credible pedagogical 

framework or principles and was simply a transposition of the traditional apprenticeship 

system of watching the master and then imitating him in an industrial setting (Sasaki, 

2008:63-65). 

The experience with Commodore Perry highlighted to the Japanese the 

immediate need to develop a navy of their own and strengthen the national defences 

resulting in the subsequent side effect of initiating regulated statutory vocational 

training in Japan. The plan for developing a naval arsenal in Edo Bay (known today as 

Tokyo Bay) was outsourced to the French under the direction of French naval engineer 

Leonce Verny who was on assignment in the Empire of China (Horiuchi, 2008:275). 

Verny established the system of the in-company óschoolô for teaching and learning in 

the Yokosa Kousya Dockyard in January 1865 (Horiuchi, 2008:275). This was believed 

to be one of the earliest examples of the Western model of vocational education in 

Japan. This new method of training became known as óKousyaô education. The proposal 

was to adopt the curriculum and regulations of the French naval forces, drawing 

potential new engineers from the samurai class of Japanese society. The school would 

offer a three year course to students who passed a basic French exam and entry level 

sciences. The students would be trained using the dual system of spending the mornings 

in the factory and the afternoons learning technical drawing, mechanics, geometry and 

science. From the beginning the aim was to train óMaster Mechanicsô and not merely 
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óTechniciansô. Some subjects that would not be taught included metallurgy, 

fortification, gunnery and textile science. Verny did not consider this a simple 

transposition of paradigms but a redesigned school model suited to the growing 

industrial needs of Japan (Horiuchi, 2008:276). 

In the 1870ôs, another school to train engineers was set up in Kogakuryo by 

Scottish educators, Henry Dryer, a mechanic from Glasgow and Dr. W.J.M. Rankine, an 

engineer from the University of Glasgow, Scotland, under the Ministry of Public 

Works. Dryer drew up the 1874 Kogakuryo Curriculum and Statutes which stated that 

for the first two years of the four year course, students were required to spend the first 

six months at school and the remaining six months of the year were to be spent on site, 

the last two years were to be spent entirely on site (Horiuchi, 2008:276). This variation 

of the dual system demonstrated the difference in apprenticeship models evolving in 

nineteenth century Japan, the French model where pedagogy and industry were part of 

the daily learning experience and the British model where pedagogy and industry were 

considered two distinct areas of learning. The other key difference was the 

specialization of skills in areas such as civil engineering, mechanical engineering, 

communications, architecture, field chemistry, mining engineering and steel casting 

from the beginning of the curriculum, making the Kogakuryo school much more of a 

Technical College modelled on the University from where most of the staff came from, 

rather than an industrial training centre (Horiuchi, 2008:277). 

 

1872 ï 1958 Proto-modern apprenticeship 

The establishment of the modern school system came with the óEducation Codeô in 

1872, but this was not to cover vocational training as that area of education lay outside 

the remit of the Ministry of Education during the Meiji period of 1868-1912. To address 

this, the óEducation Orderô of 1880 was introduced, bringing full scale vocational 

education within the jurisdiction of the Ministry of Education. It was under the 

Education Order that the Tokyo School of Mechanics was created with the following 

aims; 

1. To remedy the existing apprenticeship system. 

2. To train teachers. 

3. To create a model for other schools. 

4. To teach the principles of industrial management. 

5. To counter poverty in the general public. 

6. To restore industry. 
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The Tokyo school was set up by senior Japanese civil servants who studied similar 

schools in the United Kingdom, Germany and France (Horiuchi, 2008:277). The 

curriculum consisted of one yearôs preparatory course and three years regular course 

and comprised of both workshop and off-campus field practice. In 1890, the school 

became the Tokyo School of Technology with the express aim of training those who 

would in due course become master mechanics or industrial teachers. An additional year 

of field practice after graduation was added to the regular three year course to better 

develop links between education and industry (Horiuchi, 2008:277). 

In 1894, the Minister for Education introduced the Law for Subsidizing 

Vocational Education Expenses from the National Treasury in order to expand the role 

of vocational education which was significantly more expensive than general education 

(Sasaki, 2008:63). Although the term óVocational educationô was more commonly 

referred to as ópractical business educationô the Vocational School Order was enacted 

in 1899 stating that all schools which offered vocational education such as technical 

schools, apprentice schools, commerce schools, agriculture schools, fisheries schools, 

and mercantile marine schools were to be officially designated vocational schools. As 

Japan adopted more and more modern Western technology and industry, the need to 

introduce new skills in areas such as electricity became necessary and the vocational 

schools fulfilled this need with 70% of graduates from vocational schools getting 

employment in their respective areas (Sasaki, 2008:63). The curriculum was not written 

for vocational schools specifically, rather they used general subjects such as history, 

mathematics and physics, bolting on whatever relevant practical skills were required by 

a particular industry, similar to a common entry apprenticeship model. The Ministry of 

Education did not set a standard curriculum or have standard textbooks for vocational 

education, which resulted in an extremely diverse curriculum with each vocational 

school having distinct methods and topics (Sasaki, 2008:64). The development of in-

company training began to develop in the 1920s as labour turnover decreased and 

permanent employment became the established way in large companies. In-company 

vocational training was an effective way of holding on to skilled employees who could 

be moved within the company (Sasaki, 2008:66). In the 1930s, as Japan began to build 

its military capabilities, a shortage of master mechanics arose and courses were 

provided in public vocational training institutions although these were few in number. 

This generated a public discussion on how a master mechanic should be trained to meet 

demand, should a mechanic be multi-skilled or single-skilled? 
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In 1938 the National Mobilization Law was enacted, under which the 

government established the Skilled Technicians Training Order for Factory 

Establishments which made it compulsory for privately owned factories and mines to 

train a specific number of technicians. This marked the three year apprenticeship for a 

wide range of disciplines, this system collapsed at the end of the war (Sasaki, 2008:66). 

 

Post World War II  

Sasaki (2008) stated that after World War II standard textbooks were published for the 

major subjects of vocational education which contributed greatly to the improvement 

and unification of standards in industrial education (Sasaki, 2008:64). The vocational 

schools were amalgamated into the Junior High Schools and compulsory education was 

extended to the age of 15 as vocational subjects became an option for those interested. 

In 1960, the number of students attending a vocational course was approximately 40%, 

by the 1990ôs this figure had dropped to less than 25% (Sasaki, 2008:64). Labour 

relations were democratized at the command of the occupation forces introducing many 

new trade unions who demonstrated little or no interest in vocational training. 

The curriculum of the vocational schools was standardized as well as the textbooks 

used, the ratio of general subjects to specialist skills education was 50-50 thereby 

ensuring common ground with the High Schools. In 1949, Jun Hasegawa published new 

curriculum guidelines called óShokugyo Bunsekiô based on a translation of American 

professor, Verne C. Fryklundôs 1896 work óTrade and Job Analysisô Second edition 

printed in 1947, which introduced new and unfamiliar educational methods to Japan, 

such as teaching for understanding (Fryklund, 1947:121) and fractionalizing the 

education of an apprentice into scheduled list of tasks, each one building on the last, 

making it a more prescribed acquisition mode of information transfer. Fryklund (1947) 

also proposed that trades should be divided into óBlocksô and óServiceô trades, block 

trades were tasks that were largely repetitive and blocks can be built up to form an 

overall complex trade while óserviceô trades were repair and servicing type trades that 

involve constant problem solving and as such needed a different type of educational 

focus (Fryklund, 1947:89). The Official Curriculum Guidelines of 1951 defined the 

term óTradeô as an area of education and training around which a course could be 

created (Tereda, 2008:332). The occupation forces virtually prohibited any organisation 

other than the Ministry of Education to have responsibility for vocational training 

causing many existing public vocational training institutions such as those under the 

Ministry of Communications to disintegrate. The Allied forces also introduced the 
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concept of TWI (Training within Industry) through the work of Fryklund and others 

where the idea of a foreman or front line supervisor was introduced into Japanese 

industry (Sasaki, 2008:66). 

The 1951 Industrial Education Promotion Law, later followed by the Vocational 

Training Law of 1958 was enacted marking the epoch of vocational training but it also 

expanded the facilities and equipment available to High School Vocational courses 

where the percentage of students attending was between 50-60%, this increased to over 

90% by 1973 (Sasaki, 2008:64). 

 

The 1958 Vocational Training Law 

The 1958 Vocational Training Law, was the first independent law concerning 

vocational training in Japan and it combined two existing laws; the Employment 

Security Law and the Labour Standard Law (Yan, 2007:23) which had the following 

effect; 

¶ It shifted the focus of vocational training from being a solution to 

unemployment to being a method of education. 

¶ It actively promoted in-company training. 

¶ It established a national state standard of examining skills. 

The standards for the training courses were set by the Ministry of Labour and a system 

of national testing of technical skills (See appendix G) was established in accordance 

with the Vocational Training Law (Sasaki, 2008:67). The National Trade Skill Test 

which started in 1960 with 5 trades (Yan, 2007:35), was created by the Government 

under the 1958 Vocational Training Law and implemented by private-sector bodies 

(Nara, 2010:160). The National Trade Skill Test examined applicantsô abilities at 

differing levels or grades based on time served, although a number of exemptions from 

these exams were available. Passing or not passing practical exams did not directly 

restrict business or employment prospects. Wage rates were not linked to technical 

skills exams due to objections from Unions and companies and the skill test was not 

mandatory in order to be accepted or operate as a craftsman. There were two types of 

public vocational training schools, one which was run by local governments and the 

second was funded by unemployment insurance, but both had standards set by the 

Ministry of Labour (Sasaki, 2008:67). 

In 1961 the óCo-ordination Systemô was introduced in which learning achievements at 

specific accredited vocational training institutions were credited as part-time or 
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correspondence courses in High Schools. Large companies in particular, with in-

company training schemes especially benefited from this coordinated system.  

In 1976 a new wave of Specialised Training Schools developed, separate from the 

typical classification of vocational schools which were referred to in Japan as 

ómiscellaneousô, which meant that vocational training was carried out in a more 

systematic and organised manner. Within this group of specialised training schools, 

another subsection existed called Professional Training Schools, these schools were 

distinctive by the fact that they accepted High School Graduates. However all these 

training schools, specialised and professional, were private and demonstrated a return to 

government policy of letting industry regulate the vocational sector in Japan (Sasaki, 

2008:67). 

In 1985 the Vocational Training Law was reorganised into the Human Resources 

Development Promotion Law (Yan, 2007:35) with an emphasis on career change 

training, adopting the slogan óLife-long Learningô with public vocational training 

institutions being renamed human resource development institutions. Sasaki (2008) 

reflected this shift in policy; 

  

ñThe transitions of the courses offered in public vocational training in the 1970s 

and 2000s show that the training for new graduates has been reduced, and the 

training for career change more than doubled, and the training for those 

currently employed rapidly grew to six times as much as beforeò. (Sasaki, 

2008:68) 

 

Japanese vocational training began at the age of 15 when pupils of varying abilities 

were streamed into appropriate areas of education in a system called óhensachiô. In 1998 

for example, the top tier of students with marks of 55% or above were encouraged by 

teachers and parents to aim for a university education, where competition was fierce and 

the prestige was great, this cohort of students represented 71.6% of the total, this level 

was called óGeneral Courses, High School (Upper Secondary School)ô. Pupils in the 

lower half of the spectrum were encouraged to enter an alternative stream known as 

óVocational Courses, High School (Upper Secondary School)ô depending on their 

respective ability, 24.9% of students entered this stream with the remaining 3.5% going 

to special colleges, training schools or directly into the labour force. The Commercial 

Technical Schools were attended predominately by girls and Industrial Technical 

Schools were entered into mainly by boys. The bottom rung of academic achievement 
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was the Agricultural and Fisheries Vocational Schools. After graduating from these 

three year vocational schools, 4.2% of students attended specialists training schools 

which were private, 4.5% entered university through special access programmes, or as 

16.4% of vocational students did, enter employment directly where further training in a 

specialist area was provided at the expense of the employer. This investment was seen 

as worthwhile by employers as lifetime employment was part of Japanese culture (Dore 

& Sako, 1998:28-30). 

The subjects covered in the vocational schools included; machinery, electricity, 

electronics, architecture, civil engineering, automobile repair, metalwork, textiles, 

interior furnishings, design, printing, precision machinery, radio communication, and 

welding. Just as society in the Tokugawa period was structured samurai, farmer, 

craftsman, and merchant, the academic order was general courses, commercial courses, 

industrial, and agricultural (Dore & Sako, 1998:44). The format of the vocational 

courses were divided into half general studies of maths, Japanese, English, etc. and half 

spent on practical topics, some of this practical education was done óon-the-jobô where 

possible, for example, in catering and nursing, but it varied from course to course how 

much practical experience was gained. Two subjects were compulsory to all Technical 

High Schools; (1) Foundations of Industry and (2) Industrial Mathematics to help all 

students understand problems faced by industry. The students preformed practical tasks 

and were assessed on: a short report, attendance, behaviour and the results of a practical 

exercise. At the end of the year the student was given a rating on a scale of 1 to 5 or 1 to 

10 depending on the school and the mark determined whether or not the student could 

progress to the next year. 

After graduating from vocational school a person entered full time employment 

in their respective area of training where, depending on the requirements of the 

occupation, a further two years of training was undertaken, this varied from employer to 

employer. An example of a good employer was the NEC Corporation which had its own 

training school recognised by the Ministry of Education. The NEC school annually 

selected seventy five craftsmen/technicians from carefully chosen high school graduates 

for their intensive training scheme. The two year intensive course was divided into 

óClassroomô learning and óPracticalô learning: 

 

 

Table 2.1: Distribution of Training Hours in NEC 
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Distribution of Hours  

Year First Year Second Year 

Classroom 

Academic 240 140 

Vocational 575 590 

Practical 

Basic Mechanical 645 305 

Basic Electrical 270 265 

Health & Safety 80 50 

Applied 150 442 

Total 1,960 1,792 

Equivalent time in weeks 49 44.8 

 

This did not necessarily mark the end of a craftsmanôs training as Japanese culture 

expected a person to constantly improve themselves (Kaizen) for their own benefit but 

also for the companyôs benefit where the number of qualified employees may be a 

regulatory requirement (Dore & Sako, 1998:102-103). NEC also had mid-career 

training which was formal off-the-job training for craft and technical workers used 

partly for upgrading basic training and partly for re-training in preparation for a change 

in the organisation. This mid-career training took 848 hours or 21.2 weeks, but in reality 

training periods never formally ended (Dore & Sako, 1998:109). 

Vocational training, post second level education, was categorized into two types 

according to Yan (2007); 

1. Long Term Vocational Training Courses 

2. Short Term Vocational Training Courses 

Long Term Vocational Training Courses did not have fixed training standards or 

curriculums but participants were required to do a minimum of 1,400 training hours per 

year, of those 800-1,000 were required with the remaining 600-400 hours arranged on a 

flexible basis. Short Term Vocational Training Courses which included the trade skill 

test could include examinations but these were appraised on experience and ability as 

much as a final exam. The short term courses in general did not have standard 

curriculums or standards as these were decided locally (Yan, 2007:22). One exception 

to this was the Trade Skill Test System which had four grades from Special Grade at the 
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top to Grade 3 for novice workers. Trades covered by the Trade Skill Test System were 

administered by the Ministry of Health, Labour and Welfare, Prefectural Governments, 

Japan Vocational Ability Development Association and Prefectural Vocational Ability 

Development Associations, all of whom worked together to conduct trade skill testing 

and certification (Yang & Yorozu, 2015:29, Yan, 2007:37). In the steel industry, a 

survey had been conducted which found that all steel manufacturers had in-company 

training but off-the-job training that was longer than a year in duration was only offered 

to those in key positions or with specific maintenance responsibilities and each training 

programme was set up to meet that companiesô particular needs (Sasaki, 2008:67). 

Japanese vocational training has drifted almost completely under the control of industry 

and statistics were scarce due to any lack of applicable official regulation and the 

complex nature of Japanese vocational education made it difficult to understand from an 

external viewpoint (Yan, 2007:43). 

 

Establishment of the Den-San Act 1974 

As Japan shifted to a more Western industrialized modern nation in the early twentieth 

century, manufacturing was focused on the traditional crafts area where machine made 

art and crafts objects were churned out for export to increase revenue. A reactionary 

movement, which began with the creation of the word ómingeiô by Yanagi Sooetsy in 

1918 and formalised on a retreat in Koya into the óMingei Movementô (Folk Cultural 

Movement) in 1926 (Singleton, 1989:15), and it was comparable to the Arts and Crafts 

movement seen at the same time in Western European cultures. Mingei objected to the 

mass production of art objects, supported by Bernard Leach and pottery artists such as 

Muneyoshi Yanagi and Shooji Hamada. They established the idea of Yo-no-Bi 

(Functional Aesthetics) to demonstrate the beauty and figurative simplicity of objects 

that exemplified a handmade character created by skilled artisans (Sarashima, 

2013:149). This resulted in an awareness that traditional crafts should be treated 

differently than industrial re-productions as the traditional crafts were seen as having 

cultural value and as a result, two separate laws emerged from a policy of safeguarding 

traditions since 1950 (Sarashima, 2013:138); 

1. The Law for the Protection of Important Intangible Cultural Property (PIICP) 

regulated by the Agency for Cultural Affairs 
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2. The Law for the Promotion of Traditional Craft Industries (Dento-teki-kogei-hin 

Sangyo-no Shinko, known as the Den-San Law) enforced by the Ministry of 

Economy, Trade and Industry (METI). 

The Law for the Protection of Important Intangible Cultural Property, created in 1950 

was a government level designation system that awarded craftspeople and preforming 

artists the title of óHolders of Important Intangible Cultural Propertyô and when this 

was launched to the press, a reporter asked if these exceptional people could be referred 

to as Ningen-Kokuho (Living National Treasures) and the phrase quickly entered 

common usage (Sarashima, 2013:149). The Law for the Promotion of Traditional Craft 

Industries and Traditional Craft Products was created by the Minister of Economy, 

Trade and Industry in 1979, following the introduction of the Mingei-Sangyo (Folk 

Craft Industry) policy of 1972 which aimed at stemming the depopulation of rural Japan 

to urban centres and to help popularise traditional products. The two key aims of the 

1979 Den-San Act was to formally promote traditional crafts and protect traditional 

production methods at a national level. Japan had a variety of inherited items for daily 

life that were shaped by the countryôs particular history and environment. However, 

crafts manufactured through traditional methods and materials have faced challenging 

economic times due to various factors such as changing lifestyle and the development of 

new raw materials. For a craft item to be designated a Traditional Craft Product under 

the Law for the Promotion of Traditional Craft Industries, it was required to satisfy 

criteria including; regular use, handmade, established provenance of one hundred years 

or more and must have been above a certain scale of human capital. Items which were 

not craft products themselves, but which were indispensable for the production of a 

Traditional Craft Product, and satisfied all the criteria apart from (a) Regular Use, were 

categorized as Traditional Craft Tools and Craft Materials designated by the Minister of 

Economy, Trade and Industry, and were promoted in the same way as Traditional Craft 

Products. Crafts persons who were approved under the Den-San law were allowed to 

use the official logo (See Appendix H) on correspondence and packaging. The logo 

designated Traditional Crafts officially recognized by the Ministry of Economy, Trade 

and Industry as Traditional Craft Products, and guaranteed that a piece had passed the 

rigorous quality control testing of the local producersô union. 

While the traditional craft area persisted in tradition and methods including the 

format of the traditional Japanese apprenticeship model albeit with a more Western 

participation influence in the transfer of tacit knowledge, the many factors, especially 
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economic ones, required to support a robust artisan class no longer existed in Japan 

(Buntrock, 1998:73). The long traditional methods of training crafts people has been 

almost completely dismantled in favour of universal standardized education designed to 

produce office workers (Brown, 1989:30). Trade organizations have attempted to 

educate the middle-class and foreign tourists but the decline continued. The next 

generation chose work that in comparison to traditional crafts were more profitable, 

very few of those interviewed in this research had children that followed them into their 

trade. 

 

2.2.4 Contrasting the philosophies of vocational education in Ireland 

and Japan 

Reflection on how the different philosophies have evolved within the same relative 

industrial training framework and with the same ultimate goal of producing master 

crafts-people provided useful insights. A central dichotomy expressed in the Western 

cultural philosophy of vocational education was defined in the 19th Century writings of 

John Ruskin who succinctly framed the two fundamental paths available to vocational 

educators and industry as; 

 

ñYou must either make a tool of the creature, or a man of him. You cannot do 

bothò (Ruskin, 1853:161) 

 

The emphasis of an outside body contained in the word óYouô is the key difference as in 

Japanese culture, only the individual can transform themselves, typically through 

dedicated repetitive tasks to internalize the information into knowledge. This divergence 

of ultimate aims in the West, which has been described as órestrictiveô or óexpansiveô 

and óacquisition metaphorô and óparticipatory metaphorô (Safrd, 1998:4) were best 

demonstrated in Western cultures by the British tradition of individual development, 

leading to individual wealth, with little interest in general education compared to the 

more European goal of making students part of society, preparing them for social 

prosperity and general education for citizenship (Kelly, 2001:25). The core Japanese 

philosophy was based on Zen learning principles, where long years of apprenticeship 

allowed an apprentice to understand the ways of thinking and feeling of others in the 

first step of self-transcendence that could lead the dedicated apprentice to knowledge 

creation within the óbaô framework (Nonaka & Konno, 1998:45). 



The Irish and the Japanese apprenticeship systems: a comparative study.  
 

71  

 

This distinction offered a clear lens to assess the two apprenticeship models of 

Japan and Ireland using a set of metrics that equated to a final outcome which would 

impact on the individual and society as a whole. The Japanese traditional apprenticeship 

model was a more extreme version of company training in terms of conditions, 

obligations and the length of time served, but the ultimate aim of self-transcendence 

could still be traced in industrial company in-house training (Nonaka & Konno, 

1998:45) of which empirical research by the public sector into on-the-job training in 

Japan was low in volume (Kito, 2014:65). From a Western perspective, the Japanese 

traditional apprenticeship model was designed to condition potential craftspeople to 

produce a certain specialised product, a product with unique design elements but 

essentially a single product type e.g. a piece of pottery. Okamoto (2011) set out the aims 

of the traditional apprenticeship in Japan under the tutelage of a Master using pottery as 

the example. Okamoto (2011) pointed out that, to become an expert potter was to learn 

the entire process of creating a piece of pottery, where the student had to watch and 

learn from the master, not asking questions but watching and learning in silence 

(Okamoto, 2011:161). It was up to the student to improve his or her skills, even after the 

student has left the Master, the student could never again go back to the Master for help 

or advice, they must learn on their own (Okamoto, 2011:161). 

This concept of constant improvement was seen in many cultures where 

progression into the next or higher level of learning was validated by successful exam 

results, but the Japanese training seemed more fundamental than that. Intelligence tests 

have never taken off in Japan, as the Japanese saw ability as transitory, the important 

thing was to focus on the task at hand (Lauglo, 1993:53). It was a cultural influence that 

had derived from Buddhism, Confucianism and Shinto which placed great importance 

in ógamburuô, which means, the over-coming of adversity through diligence and 

perseverance by an individual which potentially led ultimately to transcendence, which 

was respected in Japanese society (Lauglo, 1993:53, Nonaka & Konno, 1998:40 Yang 

& Yorozu, 2015:12).  

The respect shown by Japanese artisans for the materials used and the tools used 

to shape those materials also had no parallel in the Irish system. The Japanese 

apprentice learned from the beginning that he had a debt to repay to the earth from 

where his material and thereby his income derived. The apprentice and craftsman were 

expected to do the work quickly, skilfully and without waste, known in Japan as óthe 

three Muôsô (Brown, 1989:23, Pringle, 2010:1). The contract of understanding between 

an apprentice and his trade were carefully spelled out, not in monetary terms alone but 
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just as importantly, in respect for the environment and in the materials used, all of 

which combined to form an artisanôs skill set (Brown, 1989:23). Compared to the more 

broad social European aims of community responsibility and integration and the 

development of character, it reflected clearly the difference in social responsibility 

between the East and West as seen in the German ideal quoted by Lauglo (1993); 

 

 ñé by learning an occupation the individual becomes socially integrated and is 

in a position to develop a stable self-confidence é we think that an occupation 

is more than a technical qualification.ò (Lauglo, 1993:40) 

 

The idea of displaying mistakes was alien to Western ideals of good workmanship, 

whereas Japanese artisans believed that to hide your mistakes or worse, to destroy 

timber and start again, demonstrated a lack of respect to the tree that was sacrificed to 

produce that timber (Odate, 1984:viii). This reverence of materials may have developed 

through restrictive laws preventing importation of goods enforced from 1590-1868 

which in turn may have caused subsequent deforestation and a general ecological 

collapse in Japan (Buntrock, 1998:72). Okamoto (2011) quoted a Japanese student who 

said; 

 

ñGod is felt close in Okinawa. Half-hearted work is out of the question.ò 

(Okamoto, 2011:170). 

 

Okamoto spoke about the óbeauty of useô being a fundamental strength of what 

craftsmen created (Okamoto, 2011:169-170). Even the treatment of a craftsmanôs tools 

demonstrated a divide between both cultures. For instance, traditionally, in Japan it was 

considered disrespectful to step over your saw, or to touch anotherôs tools would have 

caused offence (Landis, 1987:152). In Ireland, tool shops sold what were known as 

disposable or óThrow-Away-Sawsô that could not be re-sharpened as each tooth was 

hardened. Equally the display of an actual tree in finished work in Japan was celebrated 

by having a natural tree trunk, often stripped carefully of bark installed in a teahouse for 

example, usually about eight to ten inches in diameter as part of the living room décor. 

The function of which was to connect with nature in an interior setting as a mark of 

respect to the earth from where the materials came from (Henrichsen, 2004:65). This 

idea would be an aesthetic curiosity in Western culture and was more typically 
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associated with rustic living. Pringle (2010) outlined the unique respect that the 

Japanese gave to elements of the manufacturing process by stating that; 

 

ñJapanese Shinto religion celebrates an appreciation and reverence for things 

animate and inanimate. Japanese businesses show this appreciation as well. For 

example, Japanese multinational pharmaceutical companies perform 

ceremonies every year to thank their experimental animals for sacrificing their 

lives to make medicines safe for humans. Japanese electronics companies have 

annual ceremonies thanking prototyping materials for their service in the 

development of products. Recognition of prototyping materialsô sacrifice is 

particularly interesting because they never got to fulfil their destiny of being 

made into products sold on the market and enjoyed by customers.ò (Pringle, 

2010:1) 

 

The clear divergence of philosophies between the Western systematic 

measurable Irish apprenticeship model and focus on self-transcendence through 

hardship for the apprentice of the Japanese apprenticeship model highlighted the 

ideological differences of two systems with similar final objectives. By mapping out the 

key developments of statutory apprenticeship in both Japan and Ireland, it was revealed 

as the two apprenticeship models matured over centuries they were almost perfectly 

aligned in terms of structure while remaining distinct philosophically until the late 

twentieth century where the two models of apprenticeship diverged radically. In Ireland 

the time span between governmental reviews of apprenticeship became shorter while in 

Japan, regulation was increasingly left to private industry which can be explained when 

the philosophical origins and influences of both systems were reviewed. However, 

apprenticeship and vocational education did not operate in perfect isolation as a review 

of the cultural influence demonstrates, cultural values and credibility derived from a 

credible quality assurance system were also a strong factor in the success of vocational 

training within a society. 

 

2.3 Cultur al values that influenced apprenticeship 
Before looking at the cultural values that have influenced apprenticeship and how that 

phenomenology was reflected in the context of society, it was important to review and 

understand what was meant by the term óCultureô and how varying research theories 
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view the concept of culture, contributing to a better understanding of how 

apprenticeship and itsô values related to the wider influences of a particular national 

character. 

 

2.3.1 Definition of culture 

The notion of culture can be a very fluid concept, offering differing aspects within a 

single study of elements or actions and interactions of groups and societies. Brown et al 

(1989) asserted that the activities of communities were unknowable unless they were 

viewed from within the culture (Brown, Collins & Duguid, 1989:36). Citing the 

example of how carpenters and cabinet makers used wood chisels differently, Brownôs 

et al (1989) statement demonstrated how a deficit of understand of a particular culture 

can be misread, as carpenters and cabinet makers actually use chisels in the same way, 

however they do use different chisels. Colley et al (2003) highlighted how culture has 

influenced the choice of profession taken by individuals, where a sense of ósuitabilityô 

for various careers were constructed from social and cultural cues (Colley et al, 

2003:477). Alfred Kroeber and Clyde Kluckhohnôs (1952) book titled óCulture: A 

Critical Review of Concepts and Definitionsô managed to list 164 definitions of the term 

culture. Cultures are of course comprised of individuals but Hofstede stated that there 

was no single concept of óselfô that could be applied across all cultures (Hofstede, 

1998:69). Geertz (1993) wrote that if an accurate understanding of culture was required 

then the researcher must look into the hearts and minds of men (Geertz, 1993:11). 

Hofstede (2010) reinforced this idea of examining the mind of a people to truly see 

unfiltered culture within a society, offering this definition of culture;  

 

ñIt is the collective programming of the mind that distinguishes the members of 

one group or category of people from others.ò (Hofstede et al, 2010:6) 

 

This may suggest that framing any meaningful or fixed definition of culture would have 

been a pointless or impossible exercise and yet, different cultures have been recognised 

by characteristics and social constructs that were contained within political borders but 

only in vague terms (Heine et al, 2002:907).  

Oyserman (2006) reminded us of the potential ethnographic hazards of assuming 

that the psychological models developed in the West were universal and cross-cultural 

psychologists have drawn our attention to the limits of models grounded in the Western 

experience as well as the sampling of populations from a narrow demographic such as 
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college students or employees of a large corporation which could distort the opinions of 

a particular strata of society (Oyserman, 2006:352). Geertz (1993) conceded that culture 

was a human paradigm that did not offer any fixed regulation, but could allow discovery 

in meaning through the understanding and study of practices by those directly engaged 

in the task, navigating the webs of significance that he himself has created, these webs 

which were significant to the individual was culture (Geertz, 1993:5). 

To study cultural relativism in detail, was to study how individuals act in daily 

activity and how they have learned from previous generations, this was to be a lot more 

productive than to study collective groups at a macro level. As people grew and 

developed they learned social habits, protocols and values, these ówebs of significanceô 

were not automatic or innate and as such can change, but still, were distinct from the 

biological developments such as physical characteristics and genetic make-up (Hofstede 

et al, 2010:6). Cox (1993) identified factors such as visible characteristics, gender and 

race to create cultural diversity (Cox, 1993:10). Other examples of cultural identity 

differences have included traditions, religion, mannerisms and language, all of which 

have been used as diversity labels to help with anthropological classification.  

Bennett (1998) differentiated between these two perceptions of culture 

explaining that Culture spelt with a capital óCô referred to the physical institutions of 

culture which he termed as óobjective cultureô. Culture spelt with a lower case ócô 

however, was described as ósubjective cultureô and referred to psychological aspects of 

different groups of people. Bennett (1998) continued to define this subjective culture as 

the learned and shared patterns of beliefs, behaviours and values of groups of interacting 

people (Bennett, 1998:2). Banks and McGee-Banks (1989) reinforced this definition, 

describing culture as the various values, symbols, perspectives and personal 

interpretations that could be webs of significance or character that identified one person 

from another (Banks & McGee-Banks, 1989:12). 

Reflection upon these definitions of culture may lead one to the supposition that 

two cultures cannot be compared with useful validity. Heine et al (2002) outlined the 

inherent challenges that were part of a cross-cultural comparison system like the Likert 

Scale. Heine et al (2002) outlined two explanations for divergences in the responses 

from participants of cultures from opposite sides of the globe; 

 

ñFirst, they suggested that a deprivation model might be operating. That is, 

people come to value what they do not have. Just as those who are hungry are 
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especially likely to value food (Maslow, 1943), people from cultures that feel 

deprived of certain needs come to value them more. 

Second, Peng et al (1997) noted that people from different cultural groups use 

different referents in their self-reported values. For example, Chinese evaluate 

themselves in comparison with other Chinese, whereas Americans evaluate 

themselves with reference to other Americans. We term this the reference-group 

effect, and the present article examines this confound in cross-cultural 

comparisons.ò (Heine et al, 2002:904) 

 

While cross-cultural comparisons may have additional hazards for the 

ethnographer, the óHabitusô according to Colley et al, (2003) went beyond the notion of 

identity to include additional factors such as class, race and gender which were useful in 

a comparison of the ófieldô which was a term to include the sets of influences within 

particular learning sites and social relational characteristics (Colley et al, 2003:477). 

The concept of óhabitusô was developed by Bourdieu in his essay óIntellectual Field and 

Creative Projectô in 1966, which built upon the ideas of Levi Strausôs structuralism and 

Piagetôs concept of practical action and knowledge acquisition (Lizardo, 2004:377). 

Bourdieu (1990) defined habitus as; 

ñé systems of durable, transposable dispositions, structured structures 

predisposed to function as structuring structures, that is, as principles which 

generate and organize practices and representations that can be objectively 

adapted to their outcomes without presupposing a conscious aiming at ends or 

an express mastery of the operations necessary in order to attain them. 

Objectively óregulated and óregularô without being in any way the product of 

obedience to rules, they can be collectively orchestrated without being the 

product of the organizing action of a conductor.ò (Bourdieu, 1990:53) 

These elements, both habitus and field created a holistic approach in the study of 

apprenticeship that Colley et al, (2003) concluded, needed to be studied as social, 

cultural and emotional influences which produced the unwritten and hidden curricula 

that contributed to the success or failure of vocational education and training systems 

(Colley et al, 2003:493). Brown et al (1989) criticized didactic education which 

assumed a definitive separation between knowledge and the context in which that 

learning took place (Brown, Collins & Duguid, 1989:32).  
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The fractal pattern of structured structures could be used to describe the structure 

of the Standards Based Apprenticeship model within which were contained further 

structures of seven phases which could be further classified into separate learning 

outcomes within two distinct habitus contexts of learning; off-the-job school based 

environment and the on-the-job work based environment which combine to anchor the 

knowledge within a valid context. Compared to the very singular Japanese traditional 

apprenticeship system with a single habitus of work based learning and no structured 

learning curriculum. Lizardo (2004) outlined the three steps of knowledge acquisition as 

set out by Piaget in 1970, with the first step being gathering raw information, then 

transforming this information into more abstract representations and finally responding 

to a new situation with an action sequence that transforms or responds to the 

environmental situation (Lizardo, 2004:383) which was in line with the tasks as set out 

in the curriculum in the Standard Based Apprenticeship model for the apprentice to 

exercise and demonstrate their acquired knowledge to solve problems during the on-the-

job phases as they arose. This structured structure of learning deliberately incorporated 

in the apprenticeship model was not demonstrated as clearly in the Japanese 

apprenticeship model of ówatch, learn, try, and repeatô. Lizardo (2004) stated that; 

ñThe primary purpose of knowledge accumulation and development is 

consequently change and transformation as well as the conservation of 

previously acquired cognitive structuresò (Lizardo, 2004:384) 

The variance in cultures of both training systems were revealed in both the habitus of 

the learning context and the cognitive emphasis of each apprenticeship model 

respectively, where the Irish apprentice was expected to work independently during the 

on-the-job phases within a structured habitus, itself within a structured field of the 

workshop or site, the Japanese cognitive objectives were less clearly defined, which 

created a more challenging habitus for the learner within an austere field. 

 

2.3.2 Individualism versus Collectivism ï a comparison of two cultures 

Comparisons due to the óreference-group effectô Heine (2002) admitted, shifted the 

standards of comparisons especially with subjective Likert scales which were not 

context free or reliable, especially with diverse cultural groups such as East Asians and 

North Americans. According to Takahashi et al (2002:454) to date, the largest and most 

popular study on cross-cultural comparison frameworks between Eastern and Western 
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cultures was the Individualism-Collective comparisons developed by Hofstede (1980), 

although Triandis (1995) informed us that while attempts to define Individualism-

Collectivism became popular with English political philosophers in the eighteenth 

century, the study of individualism was started in America with the writings of Alex de 

Tocqueville in 1835 (Triandis, 1995:20). Hofstedeôs more recent and comprehensive 

work mapped fifty-three countries on a continuum of four dimensions (power-distance, 

masculinity-femininity, individualism-collectivism and uncertainty avoidance) from a 

survey of one-hundred and seventeen thousand employees of the IBM corporation 

between 1968 to 1972. The impact and success of the study which Beilmann (2012:208) 

called a multifaceted and ambiguous construct, prompted misconceptions and inaccurate 

stereotyping of national characteristics especially of the United States and Japan as 

examples of an individualistic nation and a typical collective nation respectively. It was 

interesting to note that Individualism ï Collectivism was just one of four areas that 

Hofstede studied but became the most discussed. Research demonstrated that 

Individualism and Collectivism were orthogonal to each other and needed to be 

observed separately (Oyserman, 2006:354). Takano and Osaka (1999) stated that 

questions in the Hofstede questionnaire which used a high loading factor had a remote 

relation to the ordinary definition of Individualism/Collectivism (Takano & Osaka, 

1999:319). Hofstede himself had tried to clarify the findings by pointing out that Japan 

came in at a shared twenty-second and twenty-third position on the individualist side 

putting Japan on the lower end of the scale of collective nations. Takahashi (2002) 

cautioned that direct comparisons between cultures sometimes misled researchers to 

simplified conclusions regarding cultural differences between nations, especially when 

Western developed assessments were bluntly applied to African or Asian cultures 

(Takahashi et al, 2002:455). Hofstede (2001) acknowledged this concern, stating clearly 

that the research was Western, as it was created by Western minds, and doing research 

without cultural bias was impossible; there will always be a researcher effect (Hofstede, 

2001:352). As an example of this general misled acceptance of cultural characteristics, 

research into the character of individuals by Yamagishi (1998) showed how Japanese 

people acted more individualistic then their American counterparts when separated from 

the group and with reduced sanctions incurred. Oysterman, Coon and Kemmelmeier 

(2002) reminded us that Hofstede carefully pointed out that, his country wide analysis 

of individualism could not explain individual behaviour and that Hofstede regarded this 

as a theoretically distinct problem, as individual attitudes changed over time depending 

on economic circumstances (Oysterman et al, 2002:6). Voronov and Singer (2002) 
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pointed out in the opening paragraph of their critical review of Individualism-

Collectivism that; 

 

ñWhen a whole culture or society is pigeonholed in dichotomous categories 

(e.g., masculine-feminine, active-passive, or loose-tight), subtle differences and 

qualitative nuances that are more characteristic of that social entity may be 

glossed over. Such descriptive labels evoke unduly fixed and caricature-like 

mental impressions of cultures or societies rather than representative pictures of 

their complexities.ò (Voronov & Singer, 2002:461) 

 

Takano and Osaka (1999) supported this view having conducted a review of fifteen 

studies finding that fourteen of those studies found Japanese people more Individualist 

then American people. Research by Schwartz (1994) confirmed that the United States 

was not a highly individualistic nation but Western European nations were (Schwartz, 

1994:36). Voronov (2002) stated that a critical review of the Individualism-Collectivism 

research provided little empirical evidence but it was a useful mechanism of explanation 

(Voronov & Singer, 2002:462). Helpfully, Voronov (2002) did offer an alternative 

interpretation referencing Bond (1994) on Individualism-Collectivism which was to 

view it in terms of Individualism as just another name for modernity. This suggested 

that Collectivism was a historical concept that allowed a society to evolve beyond 

Collectivism and into Individualism. This evolution of a society from Collectivism into 

Individualism was outlined in the concept of óThe Theory of Trustô (Yamagishi, 1986) 

in which Voronov (2002) described how people became more individualistic in respect 

of their own long term goals and only contributed to the óin-groupô if it was in-line with 

these long term goals (Voronov & Singer, 2002:471). óIn-groupsô were closely bound 

individuals that distrusted óoutsidersô and remained closed to people outside the óin-

groupô which was common community characteristic in East Asian societies compared 

to communities in the United States that were open to people not from the immediate 

community, a practice categorized by Voronov (2002) as a universalistic society, where 

bonds were formed across family, ethnic or business lines but were as a result, less 

stable (Voronov & Singer, 2002:473). Voronov (2002) gave the example of a rice 

merchant versus a rice grower to demonstrate how a person changed from Collective to 

Individualistic depending on the changing environment, but a comparable example of 

the economic conditions can change the social perspective of a craftsperson from an óin-
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groupô to a óuniversalistic societyô group occurred in the craft area in European cultures 

with the transition from Guild system to the modern construction company structure.  

The medieval Guilds were enclosed and tightly bound, this naturally meant that 

it was not in the long term interest of the craftsperson to defraud any of their peers and 

resulted in a very stable system of apprenticeship and skills development to very high 

standards. Compare this with the modern equivalent of sub-contractors in the 

construction industry in Ireland, a group who benefited only in the short term as they 

got work on the basis of price primarily, with reputation coming a distant second. This 

contributed to the decline of standards and skills training as there were no effective 

quality assurance protocols employed which in turn added to a decline in public 

perception of the craft area in society.  

Beilmann (2012) recognised that the Individualism-Collectivism paradigm were 

at polar opposites at a cultural level, at an individual level the two constructs have been 

found to be orthogonal to each other (Beilmann, 2012:208). Voronov et al (2002) 

concluded his critical review of Individualism-Collectivism theory by saying that 

Individualism-Collectivism was too reductionist to capture the complexities of human 

behaviour, a single dimensional view of any complex social structure was not enough 

(Voronov & Singer, 2002:476). Takahashi et al (2002) did not dismiss the 

Individualism-Collectivism theory completely concluding that the Individualism-

Collectivism offered a useful but experimental framework when comparing cultural 

comparison of close relationships between Japanese and Americans, but it was too 

monolithic and inadequate to describe deeper complexities of cultures (Takahashi et al, 

2002:462). Beilmann (2012) used the subgenres that include; family members 

(Familism), peers (Companionship), and society (Patriotism). Shavitt et al (2006) 

endorsed the value of cross-cultural studies in the field of consumer psychology at least, 

in that it generated parallel effects on prominent goals, information processing and 

persuasion (Shavitt et al, 2006:326). Shavitt et al (2006) did qualify this endorsement 

by saying that there were limitations of the results generated by any broad focus and 

new insights may be generated by a more precise or detailed approach to research into 

the interactions between culture and consumers (Shavitt, Lalwani, Zhang, Torelli, 

2006:326). A useful example of this refinement of the broad definition of 

Individualism-Collectivism was the Horizontal/Vertical dimension offered by Shavitt et 

al (2006), when comparing two societies labelled óIndividualisticô like Britain or the 

United States of America (Vertical- Individualist) with cultures of the Scandinavian 

(Horizontal-Individualist) countries; where in Britain people tended to be concerned 
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about improving their individual status, people in the Scandinavian countries aimed to 

be equal to others. Further refinement of these categories suggested it had the potential 

to enhance greater understanding and accuracy of cultural descriptions (Shavitt et al, 

2006:303-304). Takano and Osaka (1999) dismissed Individual ïCollective studies 

almost entirely listing three major issues with broad cross-cultural studies by stating 

that; 

 

ñFirst, the specifics of those constructs are not consistent across studies. 

Second, I/C as multidimensional constructs lose their efficacy as analytic tools 

in scientific investigation. Finally, I/C as multidimensional constructs make 

cross-cultural comparisons arbitrary.ò(Takano & Osaka, 1999:315) 

 

Oyserman (2006) inter alia suggested that a narrow definition of Individualism-

Collectivism in terms of the core elements were required to act as a benchmark or 

datum to measure Individualism-Collectivism research which would have been most 

beneficial to this area of study (Oyserman, 2006:356, Schwartz, 1994:40). 

When comparing two cultures in broad terms, one must be aware of the 

limitations as highlighted by Markus and Kitayama (1991) that exist within any culture 

as individuals vary in the extent to which they could be described as good or accurate 

cultural representatives (Markus & Kitayama, 1991:226). Markus and Kitayama (1991) 

offered an insight into the typical cultural characteristics usually portrayed at opposite 

ends of the cultural scale through vernacular phraseology; 

 

ñIn America, ñthe squeaky wheel gets the grease.ò In Japan, ñthe nail that 

stands out gets pounded down.ò American parents who are trying to induce 

their children to eat their suppers are fond of saying ñthink of the starving kids 

in Ethiopia, and appreciate how lucky you are to be different from them.ò 

Japanese parents are likely to say ñThink about the farmer who worked so hard 

to produce this rice for you; if you donôt eat it, he will feel bad, for his efforts 

will have been in vainò. (Markus & Kitayama, 1991:224) 

 

The use of popular phrases were also used by Takano and Osaka (1999) to demonstrate 

the Individualist nature of the Japanese people in their paper which strongly argued 

against the stereotype of a complicit and uniform, collective people, quoting; 
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ñIf you make the first move, then you will dominate others (Sakinzureba hito o 

seisu), compared to a Western proverb, ñWhen in Rome, do as the Romans do.ò 

(Takano & Osaka, 1999:313) 

 

While these sayings could not be comprehensive evidence of cultural dichotomies and 

may in fact, highlight how cultural translations and language can create problems of 

ethnocentricity, especially using the Japanese example given above which could be 

interpreted as either a submissive stance or as an aggressive statement of intent, these 

problems are created because language ófixesô concepts according to Philips et al (2014) 

and can lead to misrepresentations of meaning. Language has often given an insight into 

the mental construalôs commonly found in each country and the values that they have 

engendered to the next generation (Philips & Schweisfurth, 2014:114). Oyserman et al 

(2002) began their paper on the evaluation of Individualism and Collectivism research 

by stating that to Americans, being an individualist was a good and a very American 

trait, tracing the individual characteristic of Americans to the French Revolution 

(Oyserman et al, 2002:3), but their research conclusion admitted that they were not 

aware of any scientific process that demonstrated how European Americans were 

anymore individualistic than any other culture (Oyserman, Coon & Kemmelmeier, 

2002:4). Oyserman et al (2002) suggested that individualism and collectivism should be 

conceptualized as worldviews that differed in the issues they made noticeable. This did 

not make the Hofstede 1980 study irrelevant; it merely suggested that we should note 

that the Hofstede questionnaire was focused on work satisfaction only. Triandis (1995) 

outlined the difficult birth of clarification between Individualism and Collectivism when 

the promotion of the individual was placed above the collective by John Loke, an 

argument countered by Jean-Jacques Rousseau who argued that the individual was free 

only by submitting to the general will, which could also be a description of Western 

democracy at all levels (Triandis, 1995:19). 

With a comparative study between a Western apprenticeship model and an 

Eastern apprenticeship model, it would be tempting to follow cultural preconceptions 

and assign all attributes to these existing beliefs. However the review of one of the most 

widely regarded and comprehensive cross-cultural studies demonstrates how cultural 

bias can mislead research if taken at face value meaning that Western bias requires 

further exploration. 
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2.3.3 Western misconceptions of Japanese culture 

Esyun et al (1985) carefully explained the origin of Western misconceptions of 

Japanese culture through a dissection of three of the most popular theorems; (1) 

Benedictôs shame theory, (2) Nakaneôs vertical society theory and (3) Doiôs óamaeô 

theory which were inherently flawed in the opinion of Esyun et al (1985) because 

Western scholars did not fully explain a number of phenomena that existed in Japanese 

culture and this lack of nuanced understanding was overcome by blunt theories deemed 

to be unique to Japan (Esyun et al, 1985:291). Reischauer (1977) made it clear that 

despite the common view of a complicit, uniform society; the fact was that all of 

Japanese history contradicts this stereotype (Reischauer, 1977:159). Although 

Miyamoto (1994) wrote an entire book giving innumerate examples of how Japanese 

bureaucracy was collective in the extreme. Western researchers were studying a culture 

from an óeticô or outsidersô viewpoint rather than an óemicô or insiders perspective 

(Reischauer, 1977:162), this limitation had always played a part in cross-cultural 

research and it was important to recognise this reality as many of the influential early 

researchers such as Ruth Benedict who wrote The Chrysanthemum and the Sword 

(1946) or Lowell, The soul of the Far East (1888) (Benedict did not spend any time in 

Japan and Lowell was there for just over a year) set the template of cultural 

misunderstandings for decades (Takano & Osaka, 1999:312). Esyun et al (1985) gave 

the example of óshame cultureô as set out in Benedictôs book and propagated by many 

Western researchers. Esyun et al (1985) explained that in China where it originated, 

shame was not simply a public regulator but an internal autonomous motivator;  

 

ñAccording to Sakuta, Benedict overlooked the possibility that in a shame 

culture, despite the supposed externality of the criteria of action, the 

simultaneous existence of autonomous actions is also possible. Mori Mikisaburo 

points out that in China, where shame consciousness originated, shame as the 

inverse of name (honour) is thought to be ñthe internal motivation that drives 

people from evil to good.ò Hence, says Mori, ñthe notion of guilt is produced by 

a strong external force, punishment, while the notion of shame is an internal 

ethical consciousness which is fostered by morality and courtesy.ò Clearly, 

Mori and Benedict perceive inversely the internality and externality criteria 

associated with shame and guilt.ò (Esyun et al, 1985:292) 
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With this clarification, it was interesting to review the sayings of parents given to 

children at meal times given earlier in this chapter, viewed through the lens that shame 

and guilt were not mutually exclusive in Japanese culture. It was the Japanese ability 

and practice of moderating desire (a Confucian principle) according to Yayoi (1976) 

that was so fundamentally opposite to the Western attitude of óhaving it allô which 

separated the two cultures most (Yayoi, 1976:172). The East Asian preoccupation with 

the importance of interdependence as the foundation of any stable society stems from 

Confucianism which had its strongest influence in the Republic of Korea (500 years), 

the Peopleôs Republic of China and in Japan (250 years) as opposed to the emphasis on 

individualism in the Western cultures (Yum, 1988:375; Yang & Yorozu, 2015:12). 

Yum (1988) captured the kernel of interpersonal communication ideologies and their 

divergence in the abstract of her paper on communication patterns in East Asia;  

 

ñIt is argued that East Asian communication patterns differ from those of North 

America because of the Eastern emphasis on social relationships as opposed to 

the North American emphasis on individualism. This East Asian preoccupation 

with social relationships stems from the doctrines of Confucianism, which 

considers proper human relationships to be the basis of society. The cardinal 

principle of Confucianism is humanism, which is understood as a warm human 

feeling between people and strongly emphasizes reciprocity. Confucianism has 

also contributed to East Asian communication patterns of process orientation, 

differentiated linguistic codes, indirect communication emphasis, and receiver-

centred communication. In contrast, North American patterns of communication 

represent outcome orientation, less-differentiated linguistic codes, direct 

communication emphasis, and sender-centred communication.ò (Yum, 

1988:374) 

 

Markus and Kitayama (1991) stated that the Japanese were most fully human only in 

the context of others (Markus & Kitayama, 1991:227), this concept was termed 

óUbuntuô by the Zulu in Africa. Additionally, Markus and Kitayama (1991) reinforced 

this distinction of cultural contextualized mind sets with the Chinese example of 

synthesizing any problem into its constituent parts and treating each individual part as 

an essential part of the whole (which can be traced back to the Confucian emphasis of 

interrelatedness and kindness) and each separate piece can only be understood as an 

interconnected part of the whole. This holistic view was in direct opposition to the 
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Western thinking in which the self was separate from the natural world (Markus & 

Kitayama, 1991:227). These Asian principles and the importance upon empathy with 

others were seen in Japan, (where it was crucial not to disturb the ówaô, or harmonious 

ebb and flow of interpersonal relationships) because if people thought of themselves as 

part of a larger entity then it was important for them to be sensitive and knowledgeable 

about others who make up the constituent parts of the entire whole (Markus & 

Kitayama, 1991:231). The induction of the importance of harmony, reciprocity and 

hierarchy began in early childhood where much of the interactions with children were to 

reinforce these ideals (Hendry, 1987:43). This outward priority of concern for the group 

above the individual itself, did not automatically make Japanese society collectivist. A 

careful study of the Japanese language by Hasegawa and Hirose (2005) revealed that far 

from being collectivist, Japanese people were separate from each other, each with an 

inner self-consciousness (Hasegawa & Hirose, 2005:248). This difference of perception 

of oneself in relation to the rest of society translated itself into different work habits 

which was demonstrated by the experiences of research ethnographer Dorinne K. 

Kondo (1990). As a Japanese-American in Japan, Kondo (1990) related how the 

reciprocal culture became suffocating and complained about this to her friend who 

replied; 

 

 ñNihonjin wa ne, jibun o taisetsu ni shinai no, ne.ò (The Japanese do not treat 

themselves as important, do they? That is, they spend time doing things for the 

sake of maintaining good relationships, regardless of their óinnerô feelings. ) 

(Kondo, 1990:22).  

 

Interestingly Kondo knew it was time to leave Japan when she heard herself say the 

phrase;  

 

ñLet me escape before Iôm completely transformed!ò (Kondo, 1990:24)  

 

This statement revealed a very individualist fear. Markus and Kitayama (1991) pointed 

out that self-enhancement or self-promotion were perceived quite negatively in Japanese 

culture while the American attitude was to confidently display and express oneôs 

strengths which was viewed positively in American society.  

There was a philosophy in Japanese bureaucracy known as ómesshi hokoô or 

self-sacrifice for the sake of the group; where saying no to something like voluntary 
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overtime would mean at the very least looking for another job (Miyamoto, 1994:20). 

The word óhokoô was again reflected in this research through the responses of Japanese 

Masters, who recounted their apprenticeship experience, at the end of which, were 

expected to work for their Master for an additional year without salary to repay the 

obligation of the apprentice to the Master for housing and feeding him, this year of 

service was known as óhokoô. This transcended into labour unions which were based on 

membership of an organization first and by industry type second (Hendry, 1987:142). 

This culture of reciprocal service was seen in the management styles of the Japanese 

who preferred a ófather-likeô figure who was interested in workers personal matters and 

as a result the workers felt more motivated to work harder for that benevolent employer. 

This was the very format of the Japanese apprenticeship system where an apprentice 

was taken into the family of the Master who looked after all of the needs of the 

apprentice and the Master also decided when the apprentice had achieved the standard 

necessary to become a qualified craftsman. The American culture were more focused on 

the clear achievement of a task, or goal oriented leadership (Markus & Kitayama, 

1991:242), which was comparable to the Irish Standards Based Apprenticeship system 

which was task oriented, broken into seven phases, each phase was further broken down 

into separate tasks which the apprentice needed to achieve to a predetermined standard 

for an employer, educator and examiner in order to become a qualified craftsperson. 

Blunt or thick descriptions of national character and cultures were a well-

travelled road, fraught with potential errors and misunderstandings. It could be argued 

that the two cultures of Japan and Ireland were different but only in very specific ways 

which could change depending on the parameters, terms and references of the research 

conducted. To deliver a more multi-dimensional understanding of both apprenticeship 

systems, an examination was required of the values in both cultures of apprenticeship 

and how the role of quality assurance has contributed to the status of the apprenticeship 

model in society, free from any one particular cultural stereotype. 

 

2.3.4 The value of a skilled craftsperson in society 

Despite the heterogeneity of skills, both apprenticeship systems in Ireland and Japan 

faced uncertain futures. Okamoto (2011) informed us that the practices of skill and 

knowledge transfer were in crisis and that many practical arts which required high skill 

levels have ceased to exist in modern Japan due to the lack of successors (Okamoto, 
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2011:158, Manpower, 2015:4). Brown (1989) related the view of a Master Temple 

Carpenter on the decline of the value of his craft by saying that; 

 

ñAcademics can be very foolish,ò he says, ñThey take simple things and make 

them difficultéJapanese society today measures people by their educational 

credentials, with the lamentable result that other equally valid ways of learning 

are being forgotten, even though theyôre backed by 1,300 years of experimental 

observation in Japan alone. And this has happened so quickly: in a mere 100 

years, thirteen centuries of accumulated knowledge has been allowed to leak out 

of our culture, not just in architecture, but everywhere.ò (Brown, 1989:29-30) 

 

It is not uncommon to value something only when it is lost and apprenticeship 

was no exception, many countries have called for the return of an apprenticeship based 

on qualitative standards, only when their systems were revealed to have been degraded 

beyond usefulness (OôConnor, 2004:37). Payne (2001) inter alia concluded that after 

studying the various revisions and training initiatives in the United Kingdom throughout 

the eighties and early nineteen nighties, the one common goal was the need to tackle 

youth unemployment rather than focus on the growing skills gap (Payne et al, 2001:61, 

Fitzenberger et al, 2015:140) resulting in low academic performers choosing vocational 

education which devalued the traditional apprenticeship in the eyes of the public (Descy 

& Barabasch, 2014:22) with evidence in the OECD area that it did not achieve the aim 

of solving youth unemployment (Brunello, 2009:23).  

While it may be argued that high prices for quality work, whether it was in 

ceramics or timber, had always ensured the hereditary of a craft, this economic 

imperative may not sustain an entire apprenticeship indefinitely, especially if customers 

have not fully appreciated the skill required to produce quality products. The Japanese 

realised this and have actively recognised and promoted crafts people, both in 

manufacturing and in traditional crafts. There was a word in Japan óMonozuriô which 

meant ómaking thingsô in blunt terms, however it had a more subtle meaning of óthe art, 

science and craft of making things in the Japanese wayô and it reflected an initiative of 

the Japanese government to promote the high standards of Japanese manufacturing and 

skills which had been hollowed out after the financial collapse of the 1990ôs (Pringle, 

2010:1).  

Another way of reflecting the cultural value of traditional crafts and skills, was 

the recognition of the highly skilled artisans as Living National Treasures as designated 
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by the Agency for Cultural Affairs as outlined by Philip (1989) with factors such as 

linage and skill used to judge the worthiness of an individual to receive the designation. 

It was not given to anyone who was self-taught regardless of skill, a subtle way of 

emphasizing the need for apprenticeship (Philip, 1989:162). There was no equivalent 

honour in Ireland for qualified craftspeople but there was significant respect for the 

apprenticeship model both in Ireland and internationally. For instance, we may note that 

there was a biennial global competition entitled óThe World Skills Competitionô, 

sometimes referred to as óThe Olympics of Craft Skillsô, where apprentices from all over 

the world, who have won national titles, compete for the prize of óWorld Skillsô medals 

at the levels of gold, silver or bronze (Worldskills, 2009). In Sao Paulo in August 2015 

there were fifty countries who competed in forty-five skill areas over four days, with the 

aim of inspiring future generations of high quality skilled professionals as well as 

promoting crafts and apprenticeships globally. The competition had a significant 

history, having begun in Spain in 1950 and has been hosted twice by Ireland and three 

times by Japan (Worldskills, 2009). Nonetheless, one may ask whether such events are 

enough to maintain structured apprenticeships into the future. For instance, the trade of 

printing had only two apprentices and the trade of book binding had only one apprentice 

(FÁS, 2010) in the same country that produced books of the highest standards of their 

time in Europe including the Book of Kells (c.750 AD), the Book of Durrow (c.600 

AD) and the Book of Kildare (Ryan, 2000:36).  

The promotion of value in high quality work and the economic benefits created 

by having skilled artisans within a region produced by a qualitative apprenticeship 

system was essential for an apprenticeship model to retain value within a culture. 

Companies who valued and promoted premium quality relied more on skilled labour 

and as a result, valued apprenticeship as a means to acquire that skilled labour (Descy & 

Barabasch, 2014:21). A study on the economic value of cultural heritage by Bowitz and 

Ibenholt (2008) found that economic studies on cultural heritage were grossly 

exaggerated and that many studies were unreliable or of poor quality (Bowitz & 

Ibenholt, 2008:2, 5). Bowitz and Ibenholt (2008) did reveal in their research details of 

the historic town of Røros, Norway where the cultural heritage of the town contributed 

7% to the overall employment of the region (Bowitz & Ibenholt, 2008:7). A study by 

Ecorys (2010) reported that creative and cultural sectors including the heritage sector 

was estimated to be worth 2.6% of EU GDP as of 2003 (Ecorys, 2010:7). 

The common perception of vocational training was that it offered óthe perfectô 

solution to improve the opportunities for youths who lacked resources, skills or 
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motivation to continue into higher education (Eichhorst et al, 2012:1). In the economic 

crisis, more young people in Europe were made redundant than any other age cohort 

between 2007 and 2009 (Tamesberger, 2015:29). Lee (2009) argued that vocational 

education and training was; 

 

ñé also inclusive of a social issue, alleviation of poverty, through increases in 

employability.ò (Lee, 2009:54) 

 

While Tamesberger (2015) showed that young people benefited from strong vocational 

training structures by having a lower likelihood of becoming unemployed 

(Tamesberger, 2015:29). Berlia (2012) argued that vocational education could be used 

effectively to combat dropout rates in education and believed it was the answer to 

reducing unemployment and the migration to urban centres (Berlia, 2012:1, Meer, 

2007:572). This was not the original aim of apprenticeship but it became the sole 

purpose of vocational education and training emphasised by the economic crisis which 

led to a devaluing of all technical education globally and damaged the quality of the 

apprenticeship as countries moved from the óDual systemô to a full State Controlled 

system which was poorly received by industry partly due to a decline in quality and 

partly because industry lost their influence into vocational educational curriculum 

(Koudahl, 2010:1903). Castro (1992) put it in stark terms;  

 

ñThe widespread failure of diversified schools has much to do with the presence 

of an academic ethos which devalues the vocational subjects to the point where 

they are not taken seriously, even by working class students. Prejudice drives 

behaviour.ò (Castro, 1992:147) 

 

Lee (1998) highlighted the key issues that vocational education had to overcome in 

Mexico including high costs, lack of clear objectives, shortage of suitably qualified 

teachers and the low status of vocational subjects as viewed by students and the 

community. Lee (1998) outlined the trends in 1978, which showed that a steady 

decrease in the enrolment of vocational training programmes was due to the perception 

by parents and students that technical and manual jobs, hence technical and vocational 

education were óinferiorô to professional jobs and academic education. As a result of 

this, a key part of the redevelopment strategy was to enhance the public image of 

vocational education (Lee, 1998:2-6). Connell (2004) highlighted the results of research 
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that showed workers in countries with general education such as Ireland and the United 

Kingdom were more likely to engage in work related training than those from countries 

such as Germany which had a highly stratified school systems, as the employees of 

general education had to compensate for a lack of specialisation in initial education 

(Connell, 2004:6).  

Culture and traditions have also exerted a strong influence on the perception of 

apprenticeship in society (Knight, 2012:9). Knight (2012) and Meer (2007) stated that 

vocational education and training was predominantly associated with sub-professional 

occupations even though fifty years ago, an apprenticeship in pharmacy was available in 

Australia (Knight, 2012:9, Meer, 2007:59). Vocational training cannot be judged 

without context as many who have entered vocational education may have become a 

low earner even if they chose the general education path (Meer, 2007:560). One 

possible reason for a devalued perception of vocational training was that it offered little 

significant societal benefits such as having more enlightened parents and citizens 

compared to general education but that attaining a recognized certificate in a skill can 

signal a generalized value of that skill and it was the duty of the state to inform the 

employer about the benefits that a recognized qualification in vocational training could 

offer (Gorman et al, 2008:393). Elbaum and Singh (1995) demonstrated how the 

completion of an apprenticeship in the late nineteenth and early twentieth century 

preformed the same role as a degree does in modern times, i.e. acting a basic filter for 

job applicants (Elbaum & Singh, 1995:610). Although that connection may not have 

been broken completely, as in 2015 the University Vocational Awards Council in the 

United Kingdom released a guide on the newly approved Higher Apprenticeships and 

Degree Apprenticeships which were available in areas such as; Chartered Surveying, 

Construction, Aerospace Engineering among others (University Vocational Awards 

Council, 2015:13). While Kahyarara and Teal (2008) stated that the evidence of higher 

education offering better returns than vocational education was inconclusive (Kahyarara 

& Teal, 2008:2224). The Mexican experience demonstrated that promotion of an 

apprenticeship had little value unless it was built upon a credible and accountable model 

with rigorous quality assurance protocols. 

 

2.3.5 Quality Assurance ï the currency of societal value 

In the seventeenth and eighteenth century, quality assurance in vocational 

apprenticeships were regulated by market forces with Masters who had a good 
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reputation of demonstrable training methods being able to charge a greater premium 

from apprentices who wished to learn from the Master (Minns & Wallis, 2013:348). 

Modern day apprentices in Ireland were designated as being óemployeesô and not 

considered to be óin educationô as they were in other countries that operated the Dual 

System of apprenticeship (Steedman, 2010:27), often causing a lack of quality 

assurance controls in enterprises (Tamesberger, 2015:31). This created an inbuilt 

conflict of ideologies in Ireland between industrial training and further education versus 

the development of an individual as being the primary purpose of an apprenticeship, 

between the stakeholders within the National Training Advisory Committee who 

advised the Minister of Education on issues relating to vocational education. The reality 

for apprentices in Ireland was that the vocational apprenticeship higher certificate did 

not become a ógatewayô award to Higher Education (English & Collins, 2010:4). Many 

providers within the vocational educational system found that the implementation of 

quality assurance was a challenge (Tierney & Clarke, 2007:136) not just in Ireland but 

across Europe (EU Commission, 2012:11). Bates (2011) stated that there were no 

effective quality controls within the Standards Based Apprenticeship system (Bates, 

2011:68). OôConnor (2004) found that a high proportion of employers did not actually 

carry out any assessments of apprentices but returned a result merely on the 

presumption of ability (OôConnor, 2004:48), this issue of reliability across Competence 

Assessment Programmes was not uncommon as it was unclear if the programmes were 

designed to test for information or were a test of knowledge (Baartman, 2007:119). 

Further education and training in Ireland suffered from a lack of accountability and 

transparency (Steedman, 2010:27) with little national focus and an inconsistent quality 

of provision (McGuinness, 2014:viii). This question of quality control by those 

responsible for the implementation was cited as a concern in a 2010 report by the 

OECD who recommended that all VET trainers, teachers and instructors should have 

had some pedagogical training (EU Commission, 2014:3, EU Commission, 2012:11, 

ReferNet, 2013:31, Unwin, 2014:17, Tierney & Clarke, 2007:138). The lack of 

empirical evidence regarding vocational training in Japan suggests that similar issues 

may exist (Kito, 2014:64). The issue of teachers who lacked pedagogical training but 

were responsible for delivering the theory based elements of apprenticeship off-the-job 

education was not a new problem as highlighted in Ireland by the Ingram Commission 

in 1926 (Ryan, 2000:281). A contributing factor was highlighted by the OECD (2010) 

in a report which stated that some employers reported that apprentices were unable to 

complete their training due to the low level of literacy and numeracy, which was only 
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highlighted in the final and more sophisticated academic phases of the Standards Based 

Apprenticeship (OôHare, 2013:14).  

The concerns over quality in apprenticeships was not just confined to Ireland as 

the European Union established a European Alliance for Apprenticeships in July, 2013, 

with the aim of improving the quality and supply of apprenticeships as well as changing 

the perceptions of work-based learning in Europe (ETUC, 2012:9, Brunello, 2009:21). 

The European Parliament also set up the European Quality Assurance Reference 

Framework for Vocational Education and Training (EQAVET) in June, 2009 which set 

out a systematic approach to quality through internal and external evaluation and 

reviews of vocational education in all EU member states (EU Commission, 2014:3). In 

the Canadian province of British Columbia, a survey of 2,750 apprentices was 

conducted in 2010 in which 16% complained about the quality of instruction 

experienced in their apprenticeship (Industry Training Authority, 2010:22). Dolphin and 

Lanning (2011) described the move by the United Kingdom Government to move away 

from provider based apprenticeships which was understood by both employers and 

young people to have been of poor quality and generated a low status of vocational 

education in England (Dolphin & Lanning, 2011:127-128). This negative experience, 

warned Dolphin and Lanning (2011), should be taken into account in other countries 

against increasing quantity to the detriment of quality as poor quality training had not 

benefited anyone (Dolphin & Lanning, 2011:128). The International Network on 

Innovative Apprenticeship stated that cost-benefit analysis of training showed how 

higher quality training increased the return on investment in training (Rauner et al, 

2012:12). Although Tabbron and Yang (1997) averred that a review of the empirical 

literature over decades would show that the benefits offered by vocational education did 

not outweigh the costs (Tabbron & Yang, 1997:323). A survey conducted in 2011 by 

the European Commission into the attitudes towards vocational education and training 

showed a correlation between peopleôs overall impression of vocational education and 

whether they think it offers high-quality learning (Eurobarometer, 2011:33).  

This raises the question of competence of those responsible for the training 

apprentices; educators, instructors and employers and of the qualified apprentices at the 

end of their training period. Ashworth and Saxton (1990) stated that competence is a 

quality possessed by an individual as a direct result of learning and that performance is 

an expression of that learned competence (Ashworth & Saxton, 1990:10). Mitchell 

(1990) argued that competence was the ability to perform to predefined standards 

expected in industry and was best examined through the use of ongoing assessment to 
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offer highest validity (Mitchell, 1990:61). Sfard (1998) stated that competence meant 

being able to repeat what was required to repeat while changing what needed to be 

changed (Sfard, 1998:9). OôConnor (2003) argued that competency was something that 

the óownerô brought to his/her profession enabling that person to deliver higher order 

performance in their respective duties (O óConnor, 2003:57). Baartman et al (2007) 

stated that education has become more increasingly learner centred and competence-

based and offered a description of competence in action as; 

 

ñé consisting of connected pieces of knowledge, attitudes and skills that can be 

used to adequately solve a problem.ò (Baartman et al, 2007:115) 

 

Winter (1995) outlined research into competence based learning that reflected differing 

standards applied to academic and work based learning and roundly condemned the lack 

of intellectual rigour in vocational education in the United Kingdom (Winter, 1995:2). 

However Baartman and de Bruijn (2011) recognised that vocational learning was 

thought to be different from learning in academic settings, stating the difference as; 

 

ñIn vocational education, learning addresses concrete professional tasks, taking 

place in the workplace or inside vocational schools. As vocational education 

aims at simulating students to gradually develop a vocation, competence 

development and identity formation are more specific and oriented to social 

practice. Academic education has a more general focus and is not oriented 

towards performance in social practice.ò (Baartman & de Bruijn, 2011:126) 

 

With the move of countries in almost every part of the world moving toward a 

competency based vocational education (Gonczi & Hager, 2010:403) it raises the 

critical importance of each constituent participant responsible for the delivery of 

apprenticeship model. The questions raised surround the quality of the those responsible 

for the delivery of apprenticeship training in Ireland and in Japan (Dolphin & Lanning, 

2011:128, Kito, 2014:64, EU Commission, 2014:3, EU Commission, 2012:11, 

ReferNet, 2013:31, Unwin, 2014:17, Tierney & Clarke, 2007:138) suggested that for an 

apprenticeship to be a competence based apprenticeship model, required higher 

qualifications of those delivering the syllabus and better quality assurance protocols of 

on-the-job training. 
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A clarification in the language used to describe apprenticeship as well as a 

commonly accepted definition of apprenticeship would usefully inform the first 

principles and purpose of vocational education through those who have chosen work-

based learning as a route to professional development to establish a sustainable and 

credible apprenticeship model as well as developing the human factor in vocational 

education. 

2.4 User experience 
A user-centric phenomenology of apprenticeship and the systems employed by different 

countries revealed key insights and experiences both positive and negative in the ófieldô 

within the habitus context of the usersô perspective which indicated elements that can 

contribute to a successful apprenticeship. Brown et al (1989) emphasised the 

importance of activity and context within the learning model of what they termed 

cognitive apprenticeships (Brown, Collins & Duguid, 1989:33). As an educational 

model, apprenticeship has provided a number of learning precepts that allow an 

examination of the learning methodologies employed both successfully and 

unsuccessfully in both the Irish and Japanese apprenticeship models. Through first-hand 

accounts, the efficacy of the existing training systems were described, but before 

exploring the personal developmental journey of apprentices through their training, it 

may be informative to examine the origin of the language surrounding the delivery of 

apprenticeship including the key difference between vocational education and 

vocational training. 

 

2.4.1 The Concept of an Apprenticeship Model 

As outlined in the historical development of apprenticeship the words that surrounded a 

training model dating back centuries reveal its scope, structure and purpose. Words like 

ógildaô meaning money in Dutch, ópremiumsô which had to be paid to a master reflect 

the economic forces acting on apprenticeship, óindenturedô or ópactumô show that a 

formalized structure has existed for centuries and even the word apprentice itself 

originated from the Latin root of óapprehendereô which means to seize, or lay a hold of 

as the apprentice seizes information and skills throughout the term of apprenticeship 

(OôConnor, 2003:36) reflect the pedagogical intent of the an industrial training model. 

The word apprentice is derived from the Old French word óapprentisô meaning someone 

learning, but the word for apprentice used in contracts by the Guilds that were written in 
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Latin was ódiscipulusô, a student (Brockmuller, 2008:69, Ó Murchadha, 2013:10, Bates, 

2011:2) suggests a social aspect to the role of an employer toward the apprentice as the 

apprentice was guided through the knowledge acquisition process although the actual 

word óapprenticeô did not appear in English documents until 1660, although the word 

óprenticeô was used from about 1330 (Ryan, 2000:39). 

 

2.4.2 Defining apprenticeship 

There was no single fixed definition of apprenticeship as apprenticeship was subjected 

to varying policies from country to country (Ó Murchadha, 2013:10, Mazenod, 2014:1, 

Gopaul, 2013:6). Steedman (2005) explained apprenticeship as a formalised system;  

 

ñé in which the apprentice acquires the skills and knowledge required of the 

skilled worker, technician or professional practitioner.ò (Steedman, 2005:1) 

  

The use of key words such as ñlearnsò and ñacquiresò in the definition of 

apprenticeship revealed the lower academic expectations of technical education when 

compared to liberal education as outlined by Unwin (2014:12), it also reflected the 

historical roots of apprenticeship as an instructional model based on acquisition 

metaphors (Sfard, 1998:5). A definition that covered the key aspects of the 

apprenticeship system was set out by Descy and Barabasch (2014) as; 

 

ñIn this article, the term apprenticeship is used to designate forms of vocational 

education and training (VET) in which learning at the workplace alternates with 

learning in a school or training centre. Apprenticeship is fully part of formal 

education and training and upon successful completion, learners receive an 

officially recognised certificate. Apprentices usually have a distinct legal status. 

They have signed a contract or formal agreement with the employer and receive 

remuneration. The apprenticesô wage is typically lower than that of a normal 

employee, thus accounting for their lower productivity.ò [sic.] (Descy & 

Barabasch, 2014:8) 

 

This definition underlined, literally, the core principles that formed the prerequisites to a 

credible and formalised apprenticeship framework. The use of the word óformalô 

highlights the importance of a recognised structure of an apprenticeship model that 
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facilitated an identity and character to this model of training which separated 

apprenticeship from other types of vocational training or further education. OôConnor 

(2007) argued that; 

ñé legitimate professional identity or habitus derives primarily from an inner 

dedication to scholarly and professional activity and the accumulation of a 

distinctive body of knowledge which is practically engaged with the needs of 

others.ò (OôConnor, 2007:749) 

What was not obvious was a distinction between scholarly vocational education and 

vocational training activities within the structure of an apprenticeship model. A clear 

distinction between vocational training and vocational education would inform the 

separate aims of each phase of learning within the paradigm of apprenticeship. 

 

2.4.3 Separating vocational education and vocational training 

The literature from a number of countries suggested that vocational educational training 

was used as a catch all phrase to cover everything from non-academic subjects in 

schools to any type of industrial training including apprenticeships and up skilling 

traineeships of company employees. Lauglo (1993) highlighted the key difference 

between vocational education and vocational training as; 

 

ñVocational training refers to deliberately organized measures to bring about 

learning as a preparation for work tasks in designated occupations or clusters 

of kindred occupations. As such, it implicitly aims to improve the productivity of 

labour. Traditionally, the term applies to preparation of crafts and skilled 

industrial work, below ótechnicianô levelé..Conceptually óvocational educationô 

differs slightly from óvocational trainingô. In addition to mastery of vocational 

skills, it aims to provide general education.ò (Lauglo, 1993:1).   

 

The separation of óvocational educationô from óvocational trainingô may have been 

missed by many but it had major implications in the fundamental aims of 

apprenticeships under review in a changing industrial environment. This key variance 

was again emphasised by Hawley (2006) who quoted UNESCO and ILO (2003) for a 

more technical definition; 
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ñTechnical and vocational education is ñused as a comprehensive term 

referring to those aspects of the educational process involving, in addition to 

general education, the study of technologies and related sciences, and the 

acquisition of practical skills, attitudes, understanding and knowledge relating 

to occupations in various sectors of economic and social life.ò This general view 

in practice leads to a differentiation between 1) vocational education focused on 

practical skills and 2) technical education which is focused more on 

technologies and related sciences. Additionally, in general technical education 

is provided at a higher level then vocational education, although this is not a 

simple division.ò (Hawley, 2006:10) 

 

Adams et al (1992) set out the core purpose, in board terms, of technical vocational 

education and vocational training as a system that by design was intended to engender 

or develop skills that were applicable in a specific occupation (Adams et al, 1992:128). 

Astumbe et al (2014) gave a more succinct definition of technical vocational education 

as education that led to the acquisition of practical skills underpinned by a basic 

scientific knowledge (Astumbe et al, 2014:56). In his paper on partnerships with 

industry, Lee (2009) óclarified the essenceô of TVET by stating that; 

 

ñTVET encompasses programs providing participants with skills, knowledge 

and aptitudes that enable them to engage in productive work, to adapt to rapidly 

changing labour markets and economies, and to participate as responsible 

citizens in their society.ò (Lee, 2009:39) 

 

The use of the words óresponsible citizenô by Lee (2009) was a sentiment echoed by the 

Guilds who saw apprenticeship as an important step in the development of a young 

person not only into mastery of his/her craft but also into civic participation (Thomas, 

1929:37, Minns & Wallis, 2013:338). Knight (2012) highlighted the fact that even the 

term óapprenticeshipô had a generic meaning consisting of both on and off-the-job 

training and should have been regulated and recognised by government and industry 

(Knight, 2012:9). While Gorman et al (2004) noted that much of what was labelled as 

on-the-job training was not effective training practice and did not lead to significant 

gains for the individual (Gorman et al, 2004:387, OôConnor, 2004:48). This confusion 

was reinforced by authors with a different lens on vocational education and training as 

demonstrated by Foster (1992) in a paper for the World Bank; 
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ñMisunderstandings about this issue still dogs contemporary debate: when 

educators speak of vocational training they think in terms of a curriculum with 

an industrial, agricultural, or possible commercial content, but for the 

economist a óvocationalô curriculum is defined with respect to outcomes 

[sic],whether measured with respect to increased income or possibly enhanced 

opportunities for social mobilityò (Foster, 1992:150). 

 

The lack of definitive clarity surrounding apprenticeship, vocational education and 

vocational training has added to the confusion of the core purpose of industrial based 

training systems. A clear line of demarcation should be made within the paradigm of 

apprenticeship to highlight the phases that are focused on vocational training, within the 

Irish standards based apprenticeship model were Phase 1,2,3,5 and 7 while the focus of 

vocational education were in the Phases 4 and 6 where more general education topics 

such as Leadership, and Communication were delivered but a clear progression is not 

visible through the progressive phases. Both vocational training and vocational 

education are required within the educational landscape, but vocational training has a 

very separate intent to vocational education and should be reflected in the title and 

structure of the training model. An examination of how the learner responds to the 

challenges of acquiring technical and social skills within a paradigm of learning that 

combines both vocational education and vocational training is explored next through the 

experience of the apprentice. 

 

2.4.4 Apprenticeship as a Paradigm of Learning 

Sfard (1998) opined that modern educational theories were divided into two metaphors, 

which she termed óAcquisition Metaphorô and óParticipation Metaphorô with the more 

historical former concept which treated knowledge as a possession to be acquired while 

the latter more modern concept suggested that knowledge could only be fully developed 

within the participation of a community (Sfard, 1998:5,6). The apprenticeship model 

included elements of both knowledge acquisition in respect of certain technical 

processes and practices but also included learning that included several elements as set 

out by Wenger (2008) such as meaning, practice, community and identity, all of which 

combined and interacted to form a ócommunity of practiceô (Wenger, 2008:5). Lave and 

Wenger (1991) defined a community of practice as; 
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ñé a system of relationships between people, activities, and the world; 

developing with time, and in relation to other tangential and overlapping 

communities of practice.ò (Lave & Wenger, 1991:98) 

 

The key characteristics of an effective community of practice as reviewed by Amin and 

Roberts (2007:354) outlined fourteen elements that could be categorized into the four 

basic elements set out above that revealed how the Irish model of structured 

apprenticeship which required a number of participants and environments allowed for a 

much more active community of practice to exist compared to the Japanese model of 

just a Master and an apprentice. Communication between the members of a community 

was an important factor in the effectiveness of an organization, a factor not explicitly 

practiced in the traditional Japanese apprenticeship model. However, Akhavan et al 

(2015) concluded that six factors were required for communities of practice to succeed, 

including; organization, interactions, infrastructure, support, strategy and overall 

organizational support (Akhavan et al, 2015:202, 210). A mix of learning modes within 

a single model to include elements of knowledge acquisition and participation (Tynjala, 

2008:131) which was offered to the individual apprentice within the Irish apprenticeship 

system, offered the apprentice the context to participate within a community of practice 

with a strong identity during the on-the-job phases while the off-the-job phases focused 

on the acquisition of key skills and concepts, in an environment that was authentic and 

conducive to learning, regulated the potential negative effects of either metaphor (Sfard, 

1998:11). This authentic learning environment, when reinforced with strong leadership 

and support through social partnership, ensured the training was varied and of a 

standard, that would develop the experience of the learner in the skill of contextualised 

reasoning, leading to knowledge creation (Faizal Amin Nur et al, 2015:158, Tynjala, 

2008:133). The traditional Japanese practice of spending the entire apprenticeship with 

a single Master from whom the knowledge had to be stolen, did not offer the same 

balance of encouraged participation with the open delivery of technical concepts or 

knowledge, creating a very literal concept of training that was likely to have adverse 

effects on both the practice and theory of learning and teaching (Sfard, 1998:7). Brown 

et al (1989) believed that when educators act as practitioners to tease out key concepts 

to solve real world problems, the process may seem informal but is an authentic process 

that can be deeply informative for the learner (Brown, Collins & Duguid, 1989:37), 

these óauthentic activitiesô were exercised in the off-the-job phases of the Irish 
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apprenticeship system, where apprentices were tasked with making a model piece of a 

real world item or installing some piece of equipment or infrastructure that required 

numerous opportunities of problem solving with the support of educators and peers 

while in a training centre or college. Thus the problem, the solution and the cognition 

were combined and embedded within the mind of the learner with the successful 

completion of each task (Brown, Collins & Duguid, 1989:42). The challenges that 

emerged despite the presence of these prerequisites were expressed in the experiences of 

apprentices surveyed in Ireland. Research by OôConnor (2004) of 165 apprentices 

showed that they found the off-the-job phases became more difficult as they progressed 

through the phases but 94% stated that the Standard Based Apprenticeship was either 

óokô, ógoodô or óvery goodô (OôConnor, 2004:43). Wenger (2008) stated that human 

engagement in the world generally was first and foremost a constant process of 

negotiating meanings of our surroundings (Wenger, 2008:53), the apprentices in the 

Irish system may have found the negotiation of meaning difficult but rewarding when 

they engaged fully within their community of practice.  

The Japanese apprentice was presented with a much more difficult negotiation, 

with little participation or time given to reification within the traditional Japanese 

apprenticeship experience which lacked the scaffolding of a nationally agreed structure 

such as the dual system but was perfect example of what Lave and Wenger (1991) 

described as a fundamental contradiction where the newcomer was being trained to 

replace the old-timer, setting up an inherent conflict within a narrow community of 

practice (Lave & Wenger, 1991:57). Okamoto (2011) outlined the difficult 

methodologies of the traditional apprenticeship for an apprentice in Japan under the 

tutelage of a Master using pottery as an example, he pointed out that, to become an 

expert potter was to learn the entire process of creating a piece of pottery, where the 

student had to watch and learn from the master, not asking questions but watching and 

learning in silence (Okamoto, 2011:161). Pringle (2010) described a particularly 

Japanese concept in the key principles of the ó3 Musô which was an attitude to work 

practices and methods that the apprentice was expected to learn peripherally from the 

Master, these three principals were outlined as; 

 

ñTraditional Japanese craftsmanship creates excellence by trimming away the 

ñ3 Musò. Muri is activity that is not reasonable or overly burdensome in 

relation to the task. Learning to apply just the right amount of force with a 

wrench is an example of weeding out muri. Muda is an activity that is wasteful 
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and doesnôt add value. The masterôs movements show an economy of motion 

that preserve his stamina so that he can be more productive than his young 

apprentices, who still show muda, wasted effort. Mura is inconsistency of 

process leading to uneven resultsò (Pringle, 2010:1) 

 

According to Tynjala (2008) this method of covert learning was criticised by Billett 

(2004), as hidden concepts or knowledge that were not self-evident required close 

interaction between the novice and the more experienced artisans who could make these 

hidden concepts more assessable (Tynjala, 2008:135). Lave and Wenger (1991) stated 

that conditions for newcomers that were adversarial or essentially involuntary servitude 

partially or completely distorted the conditions for learning in practice (Lave & Wenger, 

1991:64). This invisible wall created between the Master and the apprentice meant that 

the primary characteristic of a community of practice could not be created as Wenger 

(2008) argued that the coherence of a community was the mutual engagement of all the 

participants (Wenger, 2008:73). The tradition of óstealing the knowledgeô was in direct 

conflict with the Japanese concept of óbaô according to Tynjala (2008) who outlined this 

concept which was an intensely Japanese variant of Vygotskyôs (1978) idea of the ózone 

of proximal developmentô (Tynjala, 2008:142). Vygotsky (1978) defined the zone of 

proximal development as; 

 

ñIt is the distance between the actual developmental level as determined by 

independent problem solving and the level of potential development as 

determined through problem solving under adult guidance or in collaboration 

with more capable peers.ò (Vygotsky, 1978:38) 

 

The key difference between the concept of óbaô and Vygotskyôs ózone of proximal 

developmentô was the guidance of the teacher or instructor that created the conditions 

for the student to develop their knowledge from what they can achieve and what they 

may potentially achieve with the correct scaffolding of support. Vygotsky (1978) also 

highlighted a study of primates by Köhler in 1925 which Vygotsky cited to argue how a 

primate can learn through training by using its mental and mechanical skills but the 

primate cannot be made more intelligent, that is, it cannot solve advanced problems 

independently, it could not turn useful information into new knowledge (Vygotsky, 

1978:39). Wass and Golding (2014) clarified that the scaffolding created by educators 

within the zone of proximal development assisted the learner in completing tasks but at 
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the same time enabled the student to learn from the experience, that is, to make a 

conscious distinction between óstructuring a taskô and óstructuring and critically 

analysing a taskô (Wass & Golding, 2014:677). Amin and Roberts (2007) recognized 

that craft/task based activity occurred within a community that was characterised by 

hierarchy but that these hierarchical communities were open to new entrants as long as 

the newcomers are willing to engage (Amin & Roberts; 2007:359).  

The use of words such as óscaffoldingô óstructuringô and ódefined zoneô revealed 

the Western philosophical belief in external systems within educational theory that were 

not transposed easily onto Eastern ideas of self-transcendence, an internal 

transformation that was begun using the platform of óbaô. Nonaka and Konno (1998) 

begin the explanation of óbaô by stating that it was originally developed by the Japanese 

philosopher Kitaro Nishida and further developed by Shimizu and explained it as; 

 

ñé ba can be thought of as a shared space for emerging relationships. This 

space can be physical, virtual, mental or any combination of them. What 

differentiates ba from ordinary human interaction is the concept of knowledge 

creation. Ba provides a platform for advancing individual and/or collective 

knowledge. It is from such a platform that a transcendental perspective 

integrates all information needed. Ba may also be thought of as the recognition 

of the self in all.ò (Nonaka & Konno, 1998:40) 

 

Nonaka and Konno (1998) further explained that when knowledge was separated from 

the óbaô it became external óinformationô or óexplicitô, it became tangible, transferable, 

however when the information was internalised by an individual it was transformed into 

óknowledgeô or became ótacitô and could be used to generate knowledge creation. óBaô 

can be amplified within a ócommunity of practiceô when it becomes óbashoô and allows 

an individual to transcend oneôs limited perspective or knowledge (Nonaka & Konno, 

1998:41). The development of the individual from one level of knowledge to a higher 

level of knowledge through positive influence of others shares a parallel with 

Vygotskyôs (1978) idea of the ózone of proximal developmentô, the key difference 

within the paradigm of apprenticeship between the two concepts was expectation on the 

apprentice. Through óbaô the apprentice alone was expected to take explicit information 

and internalize it into tacit knowledge through the ópure experienceô of a shared 

environment rather than through written or verbal instruction from an expert, this is 

kernel of the Japanese concept of óstealing the knowledgeô and the óthe three Muôsô 
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(Brown, 1989:23, Pringle, 2010:1,Okamoto, 2011:161) where exercises of repeated 

patterns and reflection were the focus rather than analysis or explanation, the aim of 

which was designed to develop external technical skills as well as internal higher 

cognitive skills such as ideals, values, mental models, beliefs and schemata (Nonaka & 

Konno, 1998:42) that was encapsulated by the title óShokuninô referred to by Odate 

(Odate, 1984:viii) and described in detail by Brown (1989) as; 

 

 ñIn order to maintain continuity with the past, one of the master carpenterôs 

most vital functions is that of education: training those who work under him. In 

real terms, this means providing them with the best possible example and 

allowing them to learn through observation and experience. Rarely is anything 

explained fully to the apprentice; he must draw his own conclusions and develop 

his own instincts. The reasons behind given instructions become evident in time, 

and no amount of prior speculation or analysis is as effective a learning tool as 

witnessing an actual process in an alert frame of mind. Some factors, such as 

the natural settling and movement of wooden structural members over time, can 

be grasped only after several years of observation, and then only if the 

carpenter has his original actions continually in mind.ò [sic.] (Brown, 1989:31-

32) 

 

A hybrid of the two concepts discussed above was proposed by Kaiser and Fordinal 

(2010), termed a óvocation baô where the opportunity of self-transcendence would be 

available with structured support (Kaiser & Fordinal, 2010:934). 

In both apprenticeship models, the engagement with education and learning, a 

display of willingness in personal growth and metacognition were critical preconditions 

to the self-transcendence of a good craftsperson, who understood and valued the 

principle that the most valuable form of learning was focused on thinking rather than 

actions (Tynjala, 2008:131, Vygotsky, 1978:36, Kaiser & Fordinal, 2010:933). For a 

craftsperson who did not identify themselves with their craft was a mere spectator, this 

ethical and cognitive failure of the craftsperson made them, in the view of Crawford 

(2009), an óidiotô, a person who was not involved, the problem at hand was not his/her 

concern (Crawford, 2009:97-98, Tynjala, 2008:141). The attitude of the apprentice was 

a key constituent of competence as defined by many researchers that included 

knowledge, skills and attitude (Baartman, 2011:127). Vygotsky (1978) stated that 

learning was not development, but if properly organized, learning resulted in mental 
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development (Vygotsky, 1978:40). Wenger (2008) believed that participation meant 

that the individual was required to engage and contribute to the practices of their 

communities (Wenger, 2008:7). Mullins (2005) believed that no-one could teach a 

person who did not want to learn regardless of the model of teaching, that education of 

every kind began with an implicit contract between the student and the teacher, with 

each accepting that what they were engaged in was a meaningful activity (Mullins, 

2005:157-158) which made the role of the employer as educator as important to an 

apprentice as the teacher was. This inclusion of the employer in critical aspects of the 

educational process of apprentices became more pronounced as the role of the 

ótechnicianô changed and new and additional skills that included communication, 

analytical thinking and teamwork were required by the employment market (Garavan, 

2011:8, Baartman, 2011:130). These new demands of the apprenticeship model offered 

a chance to realign the syllabus to include opportunities for engagement by the learner 

that would help strengthen the identity of learner with the knowledge and skills learned 

(Wenger, 2008:271) 

In research conducted by Bates (2011), three apprentice painters and decorators 

outlined the resistance that existed in the work based environment to the asking of 

questions and the practicing of new or key skills, while the opposite was found in the 

off-the-job phases (Bates, 2011:38), a positive habitus of inquiry was believed by 

Unwin and Fuller (2008) to add an expansive element to apprenticeships (Fuller & 

Unwin, 2008:8). Asking questions and being given the space to practice skills were 

encouraged in the college, where there was óa freedom to learnô (Bates, 2011:38-51). 

Surveys in Canada (Industry Training Authority, 2010:34). In Ireland, research had 

shown that in the opinion of the apprentice, the time spent in a college was too short and 

should have been increased (č Murchadha, 2013:56, OôHare, 2013:51). The need for 

transferal skills was a concern outlined by the EU Commission (2012) as abilities such 

as critical thinking, initiative, collaboration and problem solving were required in the 

new norm of unpredictable career paths (EU Commission, 2012:3). This focus on 

transferal skills was reflected in the curriculum review of the apprenticeship syllabus in 

Ireland in 2015 where two common modules were introduced, these new modules were 

focused on communication and team leadership. The Japanese tradition of apprentice 

education automatically included a physical, social and philosophical engagement of the 

craftsperson, this philosophy was reflected in the word for master craftsmen defined by 

Odate (1984) as;  
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ñThe Japanese apprentice is taught that shokunin means not only having 

technical skill, but also implies an attitude and social consciousness. These 

qualities are encompassed in the word shokunin, but are seldom written downò 

(Odate, 1984:viii) 

 

The transfer of the spirit of the curriculum as well as the letter of the curriculum was 

also a concern highlighted in the shift in emphasis from on-the-job training to third level 

training of nurses where an underline anxiety was growing that the soul of the nursing 

profession was being lost with the break in the connection between the practical task 

and the theoretical emphasis (OôConnor, 2007:752). The importance of cognitive 

engagement was equal to kinetic ability in skill acquisition characterized by Nokes 

(2010) into three equal parts: the cognitive (reflecting on mistakes made), associative 

(repeated practice of a skill) and automatic (the skill has become internalised and 

required little cognitive resources) stages, all three were required to master a skill 

(Nokes & Schunn, 2010:270). The engaged learner apprentice not only learned from 

more experienced craftspeople but also learned by teaching other apprentices in the 

situated learning context, an element that was often overlooked by educational 

ethnographers (Fuller & Unwin, 2002:5).  

Bruijn and Leeman (2011) outlined how practice based learning can only occur 

if there was ample opportunity to access and experience that practice (Bruijn & Leeman, 

2011:694). Yet, the apprenticeship model was still a series of pre-set tasks to be 

completed to a certain standard, these task oriented training systems which omitted the 

higher level competencies, Gonczi and Hager (2010) argued, were flawed (Gonczi & 

Hager, 2010:405). The effect was a reduction in status of the apprenticeship from a 

century earlier in 1925, where qualified crafts people were among the high paid elite of 

British workers and were expected to work autonomously with minimal supervision 

(Elbaum & Singh, 1995:598,611). This decay also emerged in the implicit educational 

contract between the apprentice and the employer, revealed through the criticism of the 

on-the-job training by those interviewed. The interviewees regarded the lack of on-the-

job regulation and quality assurance as the main weakness of the Standards Based 

System (OôConnor, 2004:47). A survey by Tynjala (2008) and Virtanen (2005) revealed 

that respondents learned independence and vocational skills most of all, but they also 

learned negative things as well, including bad practices and how to shirk their duties 

(Tynjala, 2008:134).  
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 An examination of the various theories of education and methodologies of 

learning show that the Irish apprenticeship model had moved in part to the more modern 

participation metaphor while still retaining sets of tasks that were to be acquired by the 

learner with no clearly defined pedagogical pathway of cognitive development from a 

reflexive to a reflective learning model even though the experience of the apprentice 

showed that it became more difficult as the phases progressed, the final phase, Phase 7 

returned to a series of basic tasks to be completed on-the-job. A clear identity in the aim 

and structure of the Irish apprenticeship model should demonstrate the various stages of 

learner development from vocational training to a mix of vocational training and 

education ending with an emphasis on vocational education or bringing the learner who 

is typically in their late teens and a low academic achiever from an acquisition metaphor 

along the continuum into a participation metaphor with full participation in a 

community of practice. The Japanese apprenticeship model was intended to allow a 

learner travel along a personal journey of self-transcendence, typically through a 

difficult experience of óstealing the knowledgeô, there was no structure or time limit on 

this journey but with the development of new educational methodologies and cultural 

changes it has become outmoded. While the difficult practice of óbaô may no longer be 

tolerated by modern apprentices in Japan, it was not without its merit, as information 

that was internalised into knowledge was not easily forgotten and the need to frame the 

Japanese apprenticeship model within a structure of an accepted learning methodology 

that encompasses both óbaô and a zone of proximal development is required to sustain 

the traditional skills into the future. 

 

2.4.5 The benefits of the apprenticeship model to the apprentice 

There were many primary and secondary benefits to a person who undertook an 

apprenticeship (Descy & Barabash, 2014:15), benefits which were as a consequence 

rather than a prime objective in the curriculum as set out by Unwin (2014) including; 

 

¶ ñHuman Capital: Knowledge, skills and competences. 

¶ Social Capital: Networks and connections. 

¶ Cultural Capital: Wider knowledge beyond the immediate occupational field. 

¶ Identity Capital: Character attributes including self-confidence and self-

efficacy.ò (Unwin, 2014:9) 
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Apprenticeship also contributed in the development of entrepreneurship in the younger 

generations and ensured the continuity of craft, trades and small to medium size 

enterprises (Berneri, 2000:5). A survey referenced by City and Guilds (2009) showed 

that there were real financial benefits to completing an apprenticeship as those who 

completed a Level 3 (United Kingdom) apprenticeship received an 18% increase in 

wages while those who completed a Level 2 (United Kingdom) apprenticeship received 

a 16% increase in wages compared to other vocational qualifications (Shoesmith, 

2009:2). However, the actual experiences of apprentices were varied but not without 

patterns emerging across time and geography. Research by Vickerstaff (2003) of former 

apprentices from 1945-1980 showed that apprenticeship was a popular option for young 

men throughout this period (Vickerstaff, 2003:271). Lewis (2013) showed that there 

was still an oversubscription of apprenticeship schemes run by employers with a good 

reputation (Lewis, 2013:4, Aring, 2014:2) with the prospective career earnings of 

apprentices being far superior to those in working-class jobs, 37% higher than semi-

skilled occupations and 61% higher than unskilled work (Elbaum & Singh, 1995:599). 

In 2005 a common misconception of apprenticeship was printed in the New York Times 

newspaper, in an editorial that supported the cut in federal funding to vocational 

programmes in the United States of America, believing that vocational training prepared 

young people for low skilled jobs that no longer existed. In fact, the Bureau of Labour 

showed that wages for apprentices in a number of trades increased by an average of 

16.3% between 1997 and 2002 while real wages for white collar workers increased by a 

mere 1.5% (Meer, 2006:559). In Ireland, the choice of apprenticeship was still a popular 

one among school leavers but the lack of employers meant many could not enter into a 

formal apprenticeship (Ó Murchadha, 2013:15). Steedman (2005) informed us that the 

dual-system apprenticeship in Austria, Germany and Switzerland provided training to 

more than half of all their young people, even in these countries there were not enough 

employers offering apprenticeship places in certain sectors (Steedman, 2005:21). 

 

2.4.6 The negative experience of an apprenticeship 

Apprentices in the mid sixteenth century recounted difficult experiences which had 

some parallels to the modern apprenticeship regarding their vocational training. 

Apprentices of guilds were tightly regulated in appearance and conduct, with 

punishment for crimes such as long hair or pilfering from the Master resulting in a 

flogging at the local Guildhall in the presence of other apprentices (Ryan, 2000:44). The 

industrial setting was often a difficult one for the vulnerable apprentice, who were 
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typically just out of school but had to adjust to the culture shock of now being in an 

adult world where systemic physical bullying of juniors occurred and verbal abuse was 

the norm (Vickerstaff, 2003:277-279, Fuller & Unwin, 2008:12). This behaviour was 

both experienced and witnessed by this researcher on a number of occasions during his 

time as an apprentice and as a craftsman in the late 1990ôs and early twenty-first 

century. The general belief of policy makers that the school to work transition was 

linear and smooth was misguided as it was actually quite fractured and chaotic in the 

actual experience of young people (Smith, 2004:263). The social conditions in a work 

environment can contribute to structured cognition (Billet, 2013:134) and the negative 

experiences of apprentices may have informed their view of education and training in 

the long term. Even relatively modern apprentices complained of being asked to 

conduct repetitive work or tasks that were not related to their craft (OôConnor, 

2004:49). 

The apprenticeship experience remained largely unchanged until recent times, 

the focus was on formal instruction using a prescriptive model of information transfer 

with little concern for quality assurance standards or the raw experience of young 

people in apprenticeship. Recent trends showed that the needs of employers have 

progressed beyond the traditional model of acquiring a specific skill which could be 

employed throughout the entire career of the craftsperson. The new symbolic-analytic 

service multi-role of the graduate and the apprenticeship was now required by industry 

as demonstrated by the example outlined in a cross border international case study of 

three German companies in the United States of America (Aring, 2014:54). The study 

focused on quality instruction and an adaptive curriculum that generated a successful 

model for the apprentice, employer and educational institutes involved. More and more 

studies into workplace learning have grown since the 1990ôs according to Tynjala 

(2008) that have shown how most graduates learn the required skills óon-the-jobô and 

not in third level education where the skills they learned in college did not transfer to 

the work environment (Tynjala, 2008:131), this level of skills mismatch was reported to 

be at 40% in Ireland (McGuire, 2016:3).   

A review of the various vocational educational approaches adopted by countries 

around the world demonstrated how apprenticeship has faced and endured challenges 

that revealed the importance of cultural context and correlations of vocational education 

and training systems from Asia to the Americas to demonstrated a an overall trend in 

vocational education and vocational training globally. 
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2.5 International perspectives on apprenticeship and 

vocational training systems 
The Japanese and Irish apprenticeship systems may have shared similar origins, but they 

have evolved into very different paradigms which reflected the different cultural 

influences that have permeated down through the centuries old process of tacit 

knowledge delivery between the Master and apprentice. However, they were not the 

only versions extant and the experiences of other countries in apprenticeship has 

demonstrated important lessons in both the success and failure of various types 

apprenticeship models (Lave & Wenger, 1991:63) that were useful in the study of 

vocational education and training to determine the potential outcomes and futures for a 

competence based system of skills transfer in Ireland and Japan. 

 

2.5.1 International overview of apprenticeship models 

With the advance of technology and the increase of globalization over the past twenty 

years, the ability to openly compare vocational educational training systems has 

increased. The coordination and establishment of organisations like the Asian Academic 

Society for Vocational Education and Training, the European Network of VET 

researchers and the International Network on Innovative Apprenticeship (INAP) have 

demonstrated the move to an international level of quality vocational training 

development generally that would include apprenticeships (Rauner et al, 2010:19). In 

the global skills deficit noted by the Manpower Group (2015), the most chronically 

problematic sectors were recorded in the trade areas, followed by sales second and 

engineering third, with the greatest shortage faced by Japan at 81% - 83% from 2012 ï 

2015, with Ireland at the opposite end of the skills deficit spectrum at 2% -11% in the 

same period. For these reasons the need for coordination and development of the next 

generation of apprentices was already a pressing issue for many countries (Manpower 

Group, 2012:5, 2015:4). A study by the International Labour Organization on the 

apprenticeships of eleven countries stated that apprenticeship could offer solutions to 

youth unemployment and poverty if the apprenticeship model was a more attractive and 

efficient pathway to a productive career (Smith, 2013:v). This view was contradicted by 

Brunello (2009) with evidence in the OECD area that it did not achieve the aim of 

solving youth unemployment (Brunello, 2009:23). Steedman (2011) highlighted 

Switzerland as being the only ódual-systemô that trained apprentices on a cost-neutral 
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basis (Steedman, 2011:103). Lee (2009) summarised the most common criticisms 

levelled against vocational education as follows:  

 

ñé poor quality, very high cost, training not suited to actual socio-economic 

conditions, disregard of the informal sectorôs needs, and disregard of the labour 

market and of the high unemployment rate among graduatesò (Lee, 2009:40) 

 

Poor quality vocational training highlighted another concern globally which was a lack 

of quality assurance leading to a discredited system in society, the concerns increased 

when vocational training was divorced from government regulation (Adams et al, 

1992:134). Young people voted with their feet as Gopaul (2013) stated that in most 

countries including Germany, young people were choosing the academic route over the 

apprenticeship route (Gopaul, 2013:7).  

The informal or non-structured apprenticeship was widespread in a number of 

countries including the G20 countries, where the apprentice or apprenticeship was not 

governed or protected by legal statutes (Steedman, 2012:4). There existed essentially 

three basic methods of learning new skills for industrial purposes which Eichhorst et al 

(2012) classified into three distinct vocational education and training systems; (i) school 

based, (ii) a dual apprenticeship system combining school training with an industry 

based approach, and (iii) informal based (Eichhorst et al, 2012:1). This overly 

generalised definition may have been too broad and a more refined and useful 

description was offered by Koudahl (2010) as:  

(a) The Market Model: Found in the United Kingdom, North America and in 

Asia, including Japan, where training was determined by market forces and 

had little State involvement. The main advantage was that labour was trained 

to a specific need and ensured employment. The main disadvantages were 

the concertina cycles of training which led to an uneven supply of skilled 

people and the quality was inconsistent with a narrow focus in the 

curriculum. 

(b) The State Controlled Model: This model was used in France, Sweden and 

Finland where the training and regulation was conducted within state 

schools. An advantage of this model was the uninterrupted pathway into 

higher education if the student changed career direction. The main 

disadvantage was the skills learned by the student were not the ones required 

by industry and created a potential skills mismatch.  
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(c) The Cooperative Model: This was best demonstrated by the óDual Systemô 

which operated in Germany, Switzerland, Austria, Denmark and Ireland. 

This social partnership model, where industry, Trade Unions, educators and 

government work together to a nationally agreed standard in both on-the-job 

and off-the-job training, this method was more expensive to the tax payer 

than the Market model but cheaper than the State Controlled model. 

(Koudahl, 2010:1901-1902) 

According to Hawley (2006), the cooperative model was operated most successfully in 

Germany, known as óFormal-Based VETô but was it an expensive method and difficult 

to replicate in other countries including East Germany (Hawley, 2006:3). Despite the 

success of the German model, Steedman (2005) highlighted the decline in German 

apprenticeship numbers of 8% over twelve years (Steedman, 2005:15-16) and Smith 

(2013) showed that only the manufacturing industries attracted increasing number of 

apprentices while other areas struggled to attract any new apprentices (Smith, 2013:8). 

The State controlled model was regulated completely by a government body as in 

Mexico as well as in the Nordic countries where school based training suffered the 

perception of a low status among students and in the labour market due to the poor 

quality of educational standards (Koudahl, 2010:1903). The market model was popular 

with industry in Asia, many countries in Sub-Saharan Africa, Middle East, and North 

Afri ca and was largely exercised in the United States of America, as it gave industry full 

responsibility for vocational training but it had mixed results in quality. This type of 

training belonged to the category of óInformal-Based VETô and it was difficult to frame 

in a unified sense (Eichhorst et al, 2012:28). Berlia (2012) outlined six different 

approaches to vocational education from a second level studentôs perspective using the 

following cases from around the world; 

1. Japan ï simplest design with no streaming; relied on industry for vocational 

education. 

2. French system ï students were streamed into either vocational courses or 

humanistic scientific streams. 

3. German and Irish system ï based on a long tradition of apprenticeship using the 

ódual systemô. 

4. Latin American system ï a hybrid of the French and German system. 
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5. Australian system ï allowed transition between vocational and tertiary education 

systems. 

6. North American system ï used no streaming and relied on short term courses for 

vocational education (Berlia, 2012:20-21). 

Berlia (2012) inter alia highlighted a problem faced by many countries in that adopting 

any one paradigm for any country would be unwise and unworkable as all the systems 

mentioned have evolved over decades and have been influenced by cultural, political 

and economic demands but Berlia (2012) did recommend the social partnership 

structure as the best course forward for vocational education in any country setting up or 

adopting a vocational educational programme (Berlia, 2012:21, Aring, 2014:1, Smith, 

2013:1). 

 

2.5.2 North Western Europe 

A vocational system of education and training does not need to operate as a separate 

entity; it can work in a community of partnership as was the case in Western Europe 

and was also implemented in Nigeria where Public Private Partnership was seen as the 

best way forward to solve the skills deficit with industry contributing toward the costs 

of providing equipment and technologies (Atsumbe et al, 2014:56). The reason behind 

the partnership model was more than just a transfer of tacit knowledge, it was also to 

create a technological culture in Europe (Castro, 1992:145) if  the curriculum of 

vocational education was to remain relevant (EU Commission, 2012:13). Ireland too, 

had a system of social partnership where industry provided training that functioned in 

partnership with colleges, a system that emerged from the traditional time served 

apprenticeship into the Standards Based Apprenticeship. This was developed under 

reforms in 1993, formally moving from the óTime servedô system to the German ódual 

systemô of apprenticeship training, but for that training to have value outside of a  

company it needed to be regulated and accredited by an approved government body as 

part of a National Qualification Framework. Lee (2009) argued that a two part objective 

was required in partnership delivery of vocational education. It should generate a 

tangible shared understanding of the varying skills required by society and provide 

proper training to the benefit of all the stakeholders (Lee, 2009:41). Public-private 

partnerships were important to the credibility of high quality vocational education 

because of the ability of the different parties involved to regularly discuss issues and 

develop policies that made a stronger and more relevant vocational educational system 
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(Hawley, 2006:2). Hawley (2006) pointed out that the most important lesson learned 

was that companies must believe that active participation in vocational education was in 

their best interests before they would hire graduates of vocational education 

programmes (Hawley, 2006:2). In countries where there was no tradition of partnership 

and the commitment to apprenticeship training was low, a decline was shown in the 

number of talented young people who chose the apprenticeship route (Steedman, 

2005:7). This was one of the key aspects in the success of the ódual systemô that 

Germany had exported to countries such as; Austria, Ireland, Switzerland, Egypt, Benin 

and Mali. Interestingly, in Germany, the apprentice had a special trainee status defined 

in 1969 and was not an employee as occurred in Ireland (Steedman, 2011:96).  

Apprenticeship enjoyed credibility in society only when the entire programme 

had the following elements as outlined by Eichhorst et al (2012); 

 

¶ ñThe acceptance of apprenticeship contracts paid below regular contracts by 

trade unions; 

¶ The willingness of many employers to provide training, not primarily in an 

informal manner but according to occupational curricula, to send apprentices to 

vocational school leading to certified occupational qualification, and to provide 

them with a credible prospect of sustainable employment; 

¶ The support from the government in not only providing vocational schools and 

teachers but also preparatory training for young people failing to enter 

apprenticeships; 

¶ The acceptance of VET by young people and their parents as a solid alternative 

to academic education.ò [sic.] (Eichhorst et al, 2012:24) 

 

Even the much vaunted German system has faced challenges in the recruitment of new 

entrants to the apprenticeship system as the registration rate fell from 70% in 1990 to 

62% in 2002 in the 16-20 year old cohort. A similar decline in apprentices also occurred 

in Switzerland but had levelled off in Austria (Steedman, 2005:15-16). Smith et al 

(2013) described how differing areas of German industry generated different results 

between industry, crafts and trades with large companies receiving huge interest from 

prospective apprentices, while employers in less attractive trades like butchers and 

bakers struggled to recruit any apprentices (Smith et al, 2013:8). The German system 

suffered a further issue where demand outstripped supply of training places in certain 
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sectors and since the early 1990ôs delivered full apprenticeships entirely within a 

vocational school system, although this was not supported by industry due to the poor 

quality of the syllabus and lack of input into the vocational training content from 

industry (Koudahl, 2010:1903). The shift in studentsô preference towards higher 

education, after the introduction of shorter university degree courses in leading nations 

such as Germany, had resulted in a lowering of the average ability levels of applicants 

into apprenticeships as demonstrated by successive international tests of educational 

standards, adding to the difficulty of recruitment of suitable applicants for employers 

(Steedman, 2005:13). The variance of duration and types of apprenticeships in Germany 

may also have been a factor in decline in support from industry support and students of 

vocational training who can choose to be apprenticed in 320 areas ranging from Ice 

cream maker (24 Months), Banker (36 Months), Housekeeper (36 Months) or Bicycle 

Mechanic (42 Months) (Fitzmaurice, 2015:40-47). In contrast, the Swiss experience of 

higher entry requirements, raised the quality of the apprenticeships generally and 

reduced the training costs (Steedman, 2011:99). The ódual systemô which has operated 

in Ireland, Germany, Austria and Switzerland was also considered expensive with the 

employer incurring all the on-site training costs and the government paying for the off-

site training costs (Hawley, 2006:3, Eichhorst et al, 2012:20, Nyhan, 2013:3, Steedman, 

2011:95).  

However, a more expensive version of vocational education has existed in 

Finland where the cost of apprenticeship was entirely incurred by the government, 

offering compensation to employers who engaged in work based training (Mazenod, 

2014:6). Finland was notable in one key respect, it achieved full equality of male/female 

apprentices in 1998 (Viinislao, 2000:22). In France, the Netherlands and in Denmark, 

apprenticeship was not part of the core DNA of industrial training and this has created 

better vertical integration, which allowed students to progress easily from vocational 

education into higher education, reducing the need for a rigid apprenticeship system 

(Steedman, 2005:20). In Denmark, a key feature that echoed the traditional Japanese 

apprenticeship, was the length of time served by an apprentice was determined, not by 

any national standard but in college between the apprentice and the teacher and could 

last anywhere from half the academic year to eighteen months, the employer was paid 

compensation while the apprentices studied in college (Shoesmith, 2009:3). France 

offered a complex range of varying types of qualifications at all levels achieved through 

day release off-the-job training, all of these qualifications could be achieved through 

full time study in school based or higher education institutes as a direct alternative 
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(Mazenod, 2014:7, Steedman, 2010:19). Sweden had a strong vocational route that was 

entirely based within the school system, it had no apprenticeship provision except for 

chimney sweeps or óSkorstensfejarnaô (Torneklint, 2000:50) up until 2011 where 

limited reforms were discussed (Steedman, 2010:30).  

In 2012, the EU Commission produced a report for member states on how 

Europe should develop a unified approach to skills development and asked Member 

States to step up efforts in; 

 

¶ ñDeveloping world-class vocational education and training to raise the 

quality of vocational skills. 

¶ Promoting work based learning including quality traineeships, 

apprenticeships and dual learning models to help the transition from 

learning to work. 

¶ Promoting partnerships between public and private institutions (to 

ensure appropriate curricula and skills provision). 

¶ Promoting mobility through the proposed Erasmus for All programmes.ò 

(EU Commission, 2012:3) 

 

The key aspects of the EU Commission report could be applied to all new forms of 

apprenticeships which should include; high quality training, promotion, social 

partnership and skills transferability. 

 

2.5.3 United Kingdom 

The United Kingdom demonstrated how a country with a strong tradition of quality 

apprenticeships regulated by the Guilds could be diluted to what Payne (2001) 

described as; 

 

 ñé a somewhat fragmented system that has led to an inadequate supply of 

labour with intermediate level vocational skillsò (Payne et al, 2001:5) 

 

The primary aim of apprenticeship became a vehicle to tackle youth unemployment 

rather than to close the skills gap (Payne et al, 2001:6). Regular reviews of 

apprenticeship occurred at Government level, and the first modern discussion began 
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with the Crowther Report of 1959, to move to a more participatory model with the 

introduction of generic core ósoft skillsô of problem-solving, communication, numeracy 

etc. at the expense of manual dexterity using the vehicle of the Tawney paradigm 

(1922), where the benefits of apprenticeships were delivered not just to the individual 

but to society as a whole, in the belief that this would align the British vocational 

education closer to the European tradition where vocational education enjoyed a parity 

of esteem with academic education (Kelly, 2001:25). Winter (1995) outlined research 

into competence based learning that reflected differing standards which applied to 

academic learning and work based learning, roundly condemning the lack of intellectual 

rigour in vocational education in the United Kingdom (Winter, 1995:2). Fuller and 

Unwin (2007:21) described the perception of apprenticeship as a óthird-rate pathwayô 

and pointed out that the United Kingdom was a good example of an apprenticeship in 

trouble when compared to its European counterparts since apprenticeship was chosen by 

less than ten percent of the 16-18 year old cohort in the United Kingdom compared to 

sixty-six percent of a similar cohort of whom were engaged in apprenticeship training in 

Germany and fifty percent in Switzerland (Stedman, 2008:1). A more recent effort to 

restore the reputation of apprenticeship in the United Kingdom was the formation of the 

National Apprenticeship Service in 2009 (Smith et al, 2013:12). A new version of 

apprenticeship called the óCognitive Apprenticeship Instructional Methodô as outlined 

by Maigida and Ogwo (2013) for automobile mechanic apprentices in Nigeria may be 

what the British system was aiming for. The authors outline the model as based on the 

traditional apprenticeship structure combined with modern pedagogical practice of 

engaging students with contextual problems based on real world experiences, it was 

aimed at facilitating the acquisition of multi-level thinking skills where the principles 

underpinning each action at every level were explained by an expert (Maigida, 2013:30-

31). Although, according to McGuinness et al (2014), the Irish Standards Based 

Apprenticeship was seen potentially to offer lessons to the United Kingdom in a recent 

reform called the óModern Apprenticeshipô in the United Kingdom (McGuinness 

2014:xii). Recognising the need to adapt and develop the much criticised traditional 

apprenticeship in the United Kingdom, the government through the University 

Vocational Awards Council developed Higher Apprenticeships and Degree 

Apprenticeships with the difference between these new apprenticeships and the 

traditional apprenticeship reflected in the language used in each definition;  

(a) The United Kingdomsô Government definition of apprenticeship (Level 2-3) 

was: 
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ñAn apprenticeship is a job, in a skilled occupation, that requires substantial 

and sustained training, leading to the achievement of an apprenticeship 

standard and the development of transferable skills to progress careers.ò 

(b) The United Kingdomsô Government definition of Higher apprenticeship (Level 

4 -7) was: 

ñHigher apprenticeships are national work-based programmes based on 

employer need that enable individuals in employment to develop the technical 

knowledge and competence to perform a defined job role. As such, a higher 

apprenticeship is not just a learning programme, but an approach to workforce 

development and enhancing business performance.ò (University Vocational 

Awards Council, 2015:2-3) 

The emphasis was clearly on vocational training with the aim of giving workers the 

required information to perform in a competent manner despite the intention of the 

Higher Apprenticeships to introduce vertical integration that would allow an apprentice 

to attend college or university via day release or block release which was to be decided 

by the employers and universities. The key development was the ability of the 

apprentice to progress along a predefined educational pathway through the levels up to 

Masterôs Degree (University Vocational Awards Council, 2015:12). An additional 

avenue of development in England was the establishment of Creative Apprenticeships at 

Level 2 and Level 3 (United Kingdom), launched in September 2008. They were 

designed exclusively for the creative and cultural industries in England, including craft, 

cultural heritage, design, literature, music, preforming arts and visual arts delivered by 

the National Skills Academy (Clifford et al, 2011:9). In 2013 the Department for 

Business, Skills and Innovation in England produced a number of reforms as a result of 

the óRichard Review of Apprenticeshipsô in 2012 with a move toward industry regulated 

and funded apprenticeships known as óTrailblazersô, these were exemplar employers 

who delivered quality apprenticeships with the expectation that from 2017/2018 all new 

Apprenticeship starts will have adopted this new system using óTrailblazersô marking 

the end of Government funded apprenticeship in England (Dept. of Business, Skills and 

Innovation, 2013:5) bringing apprenticeship in the United Kingdom full circle to a 

modern version of the Guild system of self-regulation, which reduced the cost to the 

Government but potentially at the cost of the quality of the apprenticeships delivered. 
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 The United Kingdom showed how a country and culture with a strong tradition 

in craft skills and apprenticeship was not enough to offer security of tenure in society, 

despite having used a formal apprenticeship model for centuries. 

 

2.5.4 The Americas 

An independent vocational educational competence based system with the aim of high 

standards that would be valued by industry delivered entirely by a government body 

was attempted by Mexico in Central America. In December 1978, the Mexican 

government set up a new vocational and technical education system called the Colegio 

National de Educacion Profesional Technica (CONALEP) to address the shortfalls and 

inefficiencies of the old vocational education system which suffered from insufficient 

educational output, poor quality and management issues (Lee, 1998:3). The new 

training programme was three years long; it was a pre-service course for adolescents 

aged between 16-20 years of age who had to pay annual fees to participate. Training 

was delivered by experts from industry who could only teach part time up to twenty 

hours maximum and has proven itself in terms of increased numbers of applicants and 

the success in their graduates getting work at higher than average salaries (Lee, 1998:3).  

These reforms were Government led and not at the behest of industry which was 

interesting as the vocational developments in Mexico have been influential in many 

Latin American countries (Gonczi & Hager, 2010:407). Although it was reported that 

even at the height of the global economic crisis in 2009, more than 40% of employers in 

Mexico reported having difficulties in finding workers with the appropriate skills 

(OECD, Schleicher, 2011:1). 

In Brazil the National Industrial Apprenticeship Service (SENAI or SENAC in 

Brazil and SENA in Colombia) was funded by the Brazilian Confederation of Industries 

with the aim of establishing standards and/or sharing costs (Adams et al, 1992:134). 

The rest of Latin America including Chile, Argentina, Uruguay, Paraguay, Peru, 

Colombia, the Dominican Republic and Venezuela began with a system similar to the 

Brazilian SENAI. In the early 1990ôs the Brazilian system moved to a second phase of 

vocational education that targeted the under privileged sectors of society, this was called 

the óJovenesô or Youth Programmes, which were run by industry who also set the 

curriculum but it was regulated by government. This new demand led version of 

vocational education had a ódual systemô element with classroom training followed by 

an internship and has proven to be quite successful, especially for women in terms of 
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higher employment and wages for those in the lower socio-economic strata of society 

(Eichhorst et al, 2012:21).  

A similar system was set up in the state of California in the United States of 

America, with the enactment of legislation which created the California Employment 

Training Panel in 1982 since apprenticeship was not a standardised, uniform institution 

in the United States of America (Wonacott, 1992:3). This state sponsored panel was 

charged with providing funding for training in companies but not supplying actual 

training. The Employment Training Panel was a complex system with an independent 

panel, central administration, regional offices, a wide range of contractors and 

subcontractors. Its focus was to provide industry with structured quality on-the-job 

training in vocational training (Gorman et al, 2004:390). It was interesting to note that a 

number of attempts to introduce the ódual systemô across the United States of America 

failed due to the inability of employer organisations to coordinate long-term training 

plans and a failure of the federalist government to adopt a national framework of 

qualifications (Eichhorst et al, 2012:24). In fact, structured apprenticeship in North 

America began to decline after the 1812 War between the United States of America and 

Great Britain, when Master Craftsmen declined to sign apprenticeship contracts due to 

the difficulty of enforcing these contracts, along with the rise of factories, which divided 

a craft such as weaving into separate repetitious production tasks requiring little training 

(Hamilton, 2000:2). Lave and Wenger (1991) stated that in the 1920s and the 1930s in 

Western Europe and the United States of America, apprenticeship was renewed as a 

form of worker exploitation to control the most valuable and least powerful workers 

(Lave & Wenger, 1991:64). Another factor in the decline of formal apprenticeships may 

have resulted from the fact that throughout North America there were no guilds or 

formal certification process in any craft (Hamilton, 2000:1), with the recent apprentice 

population in the United States at 0.3% of the working population (Smith et al, 2013:5, 

Elbaum & Singh, 1995:593). The first legislation in the United States of America to 

promote an organized system of apprenticeship was enacted at state level in Wisconsin 

in 1911, which placed apprenticeship under the jurisdiction of an industrial commission. 

This followed the enactment of state legislation requiring all apprentices to attend 

classroom instruction five hours a week. The most recent significant legislation in the 

United States of America was the Fitzgerald Act of 1937 which set the pattern for a 

system of Federal Government assistance in apprenticeship programs. The Federal 

Committee on Apprenticeship was reorganized and enlarged to include equal 

representation of employers and labour, plus a representative of the United States Office 
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of Education (Washington State Department, 2015). A judgement of the American 

apprenticeship system was delivered by industry when three German companies, VW, 

BMW and Siemens transplanted the óDual-systemô from Germany to the United States 

of America in 2011 (Aring, 2014:5) to address the lack of skilled technical staff 

required as the companies expanded their manufacturing facilities in North and South 

Carolina and Tennessee. 

The American experiences demonstrate the challenge in reforming an existing 

system without the support of all the social partners to offer a sustainable and credible 

apprenticeship system. 

 

2.5.5 Asia 

Asia had a mix of countries at varying states of economic development and this was 

reflected in their respective vocational educational systems, with the most developed 

countries such as Japan, focused on higher skills and specialist areas, with Cambodia at 

the other end of the spectrum having no secondary vocational schools (Na, 2010:3). An 

example of a country in transition was the Republic of Korea where vocational schools 

were in decline compared to general schools since the 1980ôs (Na et al, 2009:16). As 

the Republic of Korea developed, specialised vocational training schools were branded 

ósecond-class educationô and were considered suitable only for academically inferior 

students (Rho & Lee, 2008:12). In general, Asian countries followed the Nordic model 

of streaming young people into specialist vocational schools and then industry chose 

applicants from these schools. In Malaysia, legislation was enacted to create the Human 

Resource Development Council in 1992 with the primary aim of collecting a levy from 

industry to pay for training in the workplace, this was a successful initiative primarily 

for smaller size enterprises (Eichhorst et al, 2012:20). This system allowed vocational 

schools to move up the value chain to become technical schools, leaving industry to 

train óblue collarô professions that used to be the remit of the vocational schools. In 

Japan, a distinct evolution occurred between the traditional apprenticeship and industrial 

training with the rise of mass production which organized into a division of labour 

system requiring only workers with few skills but a high level of industrial discipline 

(Adams et al, 1992:128). This occurred in other Asian countries such as; Taiwan, the 

Republic of Korea, Hong Kong and Singapore, where the investment in general 

education allowed them to transform from low-income to high-income countries as 

specific skills were left to industry to provide and regulate (Foster, 1992:152). This 

industry led training policy produced a hybrid system of vocational education which 
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became known as Human Resource Development (HRD) or what Hawley (2006) 

referred to as óthe third wayô, which was the combination of education and training of 

individuals for the improvement and growth of both the individual and the organization 

(Lee, 2009:50-51). In Eastern Asia, the influence of Confucianism typically meant that 

citizens valued harmony, within family, community and society, however changes and 

globalization or ócultural climate changeô caused a shift in attitudes towards the 

individual especially as companies could not afford to train employees as before, self-

directed learning became the norm (Yang & Yorozu, 2015:12). With the rapid adoption 

of social modernisation policies in the Peopleôs Republic of China, a focus on 

vocational education revealed a skills shortage and the first of a number of reviews 

began in 1988 when the Ministry of Labour revised the national skill grade standards, 

followed by the first Catalogue on Job Classification published in 1992, a second and 

more detailed catalogue of occupations was published in 1999, it identified 1,838 job 

species, the Vocational Education Law of the Peopleôs Republic of China was adopted 

on May 19th, 1996 (Yan, 2007:61). Vocational training in the Peopleôs Republic of 

China was divided into low, medium or senior levels, with the majority of vocational 

training delivered in technical schools similar to the Scandinavian model, since the 

establishment of national occupational qualification certification system in 1994, the 

Peopleôs Republic of China has given occupational qualifications a statutory status. In 

1995 the Peopleôs Republic of China also began the annual óChina National Skill Grand 

Awardô for 10 skills and óNational Skill Crackerjacksô [sic.] for 100 participant places 

(Yan, 2007:62). 

 The documentary research on apprenticeship and vocational training in Asia 

revealed how countries can outgrow the apprenticeship model as the economy develops 

and the country moves towards a service based economy, leaving apprenticeship to be 

left behind general education in the minds of students looking toward future career 

paths. 

 

2.5.6 Russia 

The role of Guilds in the past to regulate the quality and number of entrants was 

reintroduced in a modern format, that of the Enterprise or Company Associations in 

Russia. The Russian Union of Entrepreneurs and Industrialists had over 328,000 

members from across various enterprises in Russia which had committees focused on 

standards and quality of vocational education and training (Hawley, 2006:8). The 

Russian review of vocational training involved the introduction in early 2000ôs of 
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óFunctional Analysisô to review what core skills existed and what core skills were 

required and would be required by industry (Oleynikova, 2007:78). This system was a 

basic part of the educational review that fed into the key learning objectives in the 

partnership model. It was also a reaction of economic fortunes which saw the use of the 

ódual systemô before the transition to free market capitalism which marked the abrupt 

end to the expensive ódual systemô in favour of the current industry demand led model 

(Eichhorst et al, 2012:20).  

The Russian example highlighted how quickly the fortunes of apprenticeship 

can change, without warning, showing the fragility of the apprenticeship model even in 

a large socialist country. 

 

2.5.7 Australia 

In Australia, a bilateral system evolved from the early British system of indentured 

apprenticeship at the time of colonisation in 1788 to a shift in focus towards 

ótraineeshipsô in 1985 with a further change of the vocational progression pathway to 

the front loaded 2+2 model in vocational schools in 1996. In this model the first two 

years of apprenticeship were delivered while an apprentice was still at school, with the 

remaining two years spent with the employer that included on and off-the-job training 

(Knight & Karmel, 2011:106). Known as school-based apprenticeships, they were 

introduced to industry in 1998 marking the end of the time-served model to a 

competence based model which allowed the removal of the rigid structures that 

regulated the intake of applicants to accommodate the changing needs of society and 

industry (Knight, 2012:10). A distinction evolved in the nomenclature of vocational 

training in Australia, where ótraineeshipô covered Levels 2-3 on the National 

Qualification Framework belonged to non-trade occupations and óapprenticeshipô 

which were at Levels 3-4, referred exclusively to trade occupations. Both levels were 

regulated by a ócontract of trainingô which specified the rights and responsibilities of 

the major parties, although there were no penalties for braking the contract and 

completions rates were 52% for Traineeships and 45% for Apprenticeships (Knight & 

Karmel, 2011:106). Unlike Europe, apprenticeships did not represent a major part of 

vocational education with just over one-fifth of applicants engaged in vocational 

education that led to a recognised qualification and less than 10% of 15-19 year olds 

were taking part in an apprenticeship, although demand increased temporarily as the 

number of apprenticeships increased (Steedman, 2010:5-7). While apprenticeships 

enjoyed a higher status and more recognition than traineeships due mainly to the 
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established career paths that apprenticeships led to, the total number of apprenticeships 

declined as a result of technological change or because the products produced no longer 

needed the same amount of repair or maintenance (Knight & Karmel, 2011:108). The 

management and regulation of the Australian apprenticeship system was delivered 

through a fragmented infrastructure of state, semi-state and private bodies including; 

Australian Apprenticeship Centres, Skills and Training Information Centres, Registered 

Training Organisations, Further Education Colleges and Group Training Companies, 

with funding available from State and Federal sources (Steedman, 2010:7-8). While the 

Australian apprenticeship system was highly regarded, the need for change received 

little support from the stakeholders who were satisfied with the status quo (Knight & 

Karmel, 2011:108). 

 Australia made a deliberate effort to distinguish between traineeships and 

apprenticeships to maintain the credibility of the apprenticeship model in society 

however, despite this and having a formal structure to scaffold the apprenticeship 

model, economic forces resulted in a decline in some areas of craft skills. 

 

A condensed review of apprenticeship models delivered in a number of countries across 

the globe including developed nations in Western Europe, developing nations in Asia 

and South America revealed some key patterns in the delivery of vocational education 

and training. Culture was an integral element in the choice and method of 

apprenticeship delivery, the exemplar apprenticeship paradigms occurred in countries 

such as German, Austria, Switzerland and Australia with a high regard for technical 

knowledge and skill, maintaining a robust vocational training tradition offering clear 

pathways through a countryôs educational qualification framework but even this was not 

enough to prevent the decline in potential vocational applicants who selected general 

academic education over the apprenticeship route. The move toward general academic 

education and away from vocational education by prospective students increased with 

each countryôs economic development and this was seen in Korea as well as in countries 

with highly regarded apprenticeship models such as Germany. It was also shown in 

North America and Russia how the absence of social partnership between governments, 

educators, employers and trade unions was essential, combined with a tightly regulated 

quality assurance process, to make up two of the key pillars in any successful 

apprenticeship system valued by society and supported by industry to help prevent 

sudden shocks to the system. The move globally toward industry led training systems 

and away from expensive traditional apprenticeship models, with the only cost neutral 
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example available being Switzerland, suggests difficult circumstances for both the 

Japanese and Irish apprenticeship models into the future. Without industry support, 

apprenticeship cannot exist in any meaningful way, but industry is synchronized to 

economic fortunes, nationally and internationally which can produce opportunities and 

challenges in equal measure, determining the viability of any apprenticeship system. 

 

2.6 Opportunities and challenges for apprentices and 

apprenticeship 
Traditionally, completion of an apprenticeship did not mark the end of a crafts-persons 

training, it was the opposite, but what was the potential reward for the years dedicated 

to perfecting a skill and how were newly qualified apprentices affected by economic 

events outside the realm of craft training? The craft area was not independent or 

protected from economics, it was generally industry led and tightly bound with the 

economic cycles which triggered reviews of the apprenticeship model in various 

countries, with preferences swinging in emphasis from vocational to general education 

and back again. But despite the numerous crises faced by the apprenticeship model, it 

continued to persist, largely unchanged into modern times in Ireland and Japan, the 

reasons for this may be that it offered benefits to both the employer and apprentice that 

outweighed the costs (Elbaum & Singh, 1995:620). 

 

2.6.1 The economics of apprenticeship 

Apprenticeship was once a protectionist device employed by Guilds to regulate 

competition, but it was also a contributing factor that facilitated the industrial revolution 

in Britain (Ben Zeev et al, 2015:3). The supply of skilled mechanical apprentices 

facilitated the technological conditions for industrial advancement, which fuelled the 

industrial revolution, a cycle that may be repeated as the world emerges from a global 

economic decline and the demand for skilled workers in the traditional craft area as well 

as new areas such as services and Information Technology increase (Manpower Group, 

2015:4). The conditions for a renewed importance of the role the apprenticeship model 

within an economy were potentially available with the development of new and adapted 

forms of vocational learning structures such as Degree Apprenticeships, available in the 

United Kingdom that offered clear progression pathways into higher education. This 

pathway of educational development was important as it potentially added value to 
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human capital investment as the economic investment in apprenticeships offered a loss 

in areas such as manufacturing or at best were cost neutral in craft or service areas to 

employers (Mohrenweiser, 2008:19). The single exception being Switzerland where a 

return on apprenticeship was shown in the first year for three year apprenticeships and 

in year two in four year apprenticeships (Wolter & Ryan, 2011:522). As countries 

around the world developed at various rates of economic growth, the need to employ 

differing types of apprenticeships was demonstrated. The cost and quality of these 

programmes of knowledge transfer were a key factor in their long term success or 

failure. In well-established dual apprenticeships, companies had achieved long-term 

returns even when the training costs of apprenticeship in the first two years exceeded 

the investment costs to the company (EU Commission, 2012:12). A good economic 

example of apprenticeship was demonstrated by the Swiss experience of having higher 

entry requirements which raised the quality of the apprenticeships and reduced the 

training costs (Steedman, 2011:99). Steedman (2011) pointed out that Switzerland was 

the only ódual-systemô that trained apprentices on a cost-neutral basis (Steedman, 

2011:103, Wolter & Ryan, 2011:522). One contributing reason for the economic 

success of the Swiss model may have been due to the practice of companies ósharingô 

apprentices as required (Koudahl, 2010:1904). Countries without a strong vocational 

structure have suffered higher unemployment rates especially among the 15-24 year old 

age group compared to countries such as Austria and Finland which enjoyed relatively 

low youth unemployment during the economic recession. Data collected in twelve 

European countries from 1988-1997 showed that a 1% increase in aggregated 

unemployment led to a youth unemployment rate increase of 1.3% (Tamesberger, 

2015:27-28). Benefits to the employer were examined by Clifford et al (2011) through 

the newly established Creative Apprenticeships in the United Kingdom, where positive 

financial returns were shown through reduced induction costs, recruitment costs, and 

greater productivity of employees (Clifford et al, 2011:36-39). 

 

2.6.2 Market conditions; supply and demand 

The fortunes of all supply led apprenticeships, including the Irish apprenticeship, was 

directly linked to the economy, as the first condition of an Irish apprenticeship was to 

sign a four year employment contract with an employer. This principle functioned well 

when the new Standards Based Apprenticeship was implemented in 1993 as the Irish 

economy was at the beginning of a long rise in economic fortunes meaning the need for 

apprentices was amplified due to the economy becoming almost entirely dependent on 
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construction (Kis, 2010:21). The total number of apprentices in twenty-seven 

recognised trades registered in Ireland (See Apendix F) during 2006 was 8,461 by 2010 

this number was reduced to 1,204 (FÁS, 2010:9), by 2011 only 2% of school leavers 

entered an apprenticeship (ETBI, 2013:5). More and more apprentices became 

redundant to the economy, literally, resulting in 7,409, apprentices in 2010 being 

officially recorded as having no employer and unable to finish their apprenticeship 

(FÁS, 2010:9). This created a ripple effect throughout vocational education and training 

in Ireland. In the researchersô own college for instance, there were ten classes of 

Carpentry and Joinery apprentices in 2008, in the academic year of 2012-2013, that 

number was reduced to zero. This abrupt decline resulted in new discussions on the 

development and progression of apprentices into different areas of expertise through the 

acquisition of transversal skills education such as Rainwater Harvesting, Farm Forestry, 

Rural Tourism etc. (FÁS, 2010:17) something many apprentices may not have 

considered previously. 

At the same time in Japan, the economy was progressing quietly with the GDP 

per Capita in US$ in 1998 growing from 23,966 to 34,132 in 2008 a forty two per cent 

increase, by comparison in Ireland in 1998 the equivalent figure was 23,996 and rose to 

41,493, a seventy three percent increase in the same time period (OECD, 2010:3). 

However, whilst the Japanese may not have enjoyed or suffered the consequences of a 

construction óbubbleô, the interest in the craft area as a whole in Japan had slowly 

declined with many trades and crafts facing extinction (Henrichsen, 2004:6, Philip, 

1989:48) as the conditions required for a sustainable craft culture no longer existed 

(Buntrock, 1998:71-73). Brown (1989) stated that carpentry as an occupation was not 

finically rewarding as the Japanese value system had come to distain manual labour and 

young people do not want to do manual labour anymore (Brown, 1989:30). Statistics 

from the Association for the Promotion of Traditional Crafts (2016) in Japan recorded a 

decline in the in the craft area as follows: 

Description 2012 1979 % Difference 

No. of People employed in the Craft area 69,635 288,000 -75% 

No. of Companies in the Craft area 13,567 34,043 -60% 

Annual Turnover of the Craft Sector in 

Billions of Yen in 1983*  

¥104 ¥540*  -80% 

Table 2.1: Decline in Craft Area Employment in Japan 
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The Japanese Government responded to the long term decline by enacting the Den-San 

Act in 1979 to promote traditional crafts and protect production methods at a national 

level. This included the establishment of the Association for the Promotion of 

Traditional Crafts which set up a retail website (www.kougeihin.jp) in 2009 which 

allowed crafts people to sell their goods directly to customers domestically and 

internationally. 

 

2.6.3 Emerging trends in apprenticeship 

The challenges faced by vocational education generally was summarised by McCrone 

(2014) for the National Foundation for Educational Research as; 

 

(a) ñestablishing sustainable structures and funding systems 

(b) providing high-quality vocational qualifications 

(c) addressing entrenched views that academic routes are betterò (McCrone, 

2014:2). 

 

McCrone (2014) revealed the public perception of apprenticeship stating that, in 

England; 

 

ñ65% of Teachers would rarely or never advise a student to take an 

apprenticeship if they had the grades required for University entry. 

Only one-quarter of parentôs judge vocational education to be worthwhile.  

Approximately one-third of 14 to 15 year-olds said they were quite happy to do 

an apprenticeship, but by 19 to 20 years old, only one-tenth had actually done 

an apprenticeship.ò (McCrone, 2014:3) 

 

This negative perception toward apprenticeship was also evident in Ireland, where 

apprenticeship has a serious image problem (McGuire, 2016:1) as well as in Europe, 

with the European Commission (2012) reporting that education and training systems 

were falling short in providing the right skills for the reality of the working 

environment, which created a skills mismatch (EU Commission, 2012:2) with 40% of 

employees reporting in 2015 that they were not working in the area they had been 

educated in (McGuire, 2016:3).  

http://www.kougeihin.jp/
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Mouzakitis (2010) highlighted the key role of vocational education and training, 

regarding it as key to the economic development of a nation with the main benefits 

being; 

¶ Providing instruction in specific fields that required technical skills over a 

general academic education. 

¶ It allowed students to develop an expertise in a specific career. 

¶ It provided flexible programmes that were available from a variety of sources 

(Mouzakitis, 2010:3916). 

A review of the recent research into possible trends and/or warning signals in the 

ecology of Japanese skills also revealed negative indicators as identified by Okamoto 

(2011) who warned that crafts were at a key turning point in the history of Japanese 

traditional skills (Okamoto, 2011:158). Okamoto (2011) came to this conclusion after 

studying closely the master craftsmen of pottery in Okinawa where the lack of 

successors meant that many arts which required a high degree of skill were not being 

passed on to the next generation and three key aspects were identified that have brought 

Japan to this critical point in the Japanese culture of craftsmanship; 

 

1) ñThe astounding development of an information-distribution system that allows 

information through research on the internet, making it unnecessary to ask 

masters and mentors for guidance; 

2) The master-student relationship has a lower value since it is a strong 

hierarchical relationship, and this paternalism is not so much respected today. 

3) An adverse effect of mass democracy where the wise and ignorant are all 

equal.ò (Okamoto, 2011:158) 

 

The second and third points are interconnected with individual cultures becoming 

homogenised, a system built on a particular cultural tradition was always going to have 

an uncertain future. One of the factors that may have contributed to the perceived 

demise of apprenticeship in traditional craft areas in Japan may have been as a result of 

the actual training methods themselves, where a student was expected to ósteal the 

knowledgeô from the Master rather than a Master instructing an apprentice on the best 

practices of a particular skill, perhaps in this new óinformation-distribution systemô the 

traditional method of ówatch and learnô instruction had moved to the Internet as 
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suggested by Okamoto (2011). Tahara-Stubbs (2014) reported that in Japan the 

dwindling population and severe labour shortage due to large projects such as the 

reconstruction of the North-East region of Japan following the earthquake of 2011 and 

the 2020 Tokyo Olympics meant that Japanôs construction industry faced a shortfall of 

230,000 workers in 2015 and the Japanese Government began to seek workers from 

other countries even though only 12% of the Japanese population found this option 

acceptable (Tahara-Stubbs, 2014:1). Another factor was highlighted by Lyau and Liu 

(2010) in a study conducted in Taiwan comparing the income levels of vocational 

school graduates with the income levels of general education school graduates which 

showed that during the period from 1977 to 2006 general education school graduates 

earned higher incomes, this research related to general education students who did not 

enter into any further schooling. Two reasons were offered, the first was that the 

vocational school curriculum was too narrow meaning newly graduated students could 

not adapt to newer technologies used by industry and the second was that education was 

used as a filter by employers, who saw students with ability in school having the 

potential to be valued employees (Lyau & Liu, 2010:78-80). This weakness in 

vocational education was recognised by Na (2010) who highlighted the change in 

developed Asian countries to reform their respective vocational education and training 

systems to meet industriesô demand for creative and intelligent workers with abilities in 

science and technology (Na, 2010:2). Chuang and Tsai (2010) outlined the change in 

the curriculum in vocational education in Taiwan to include two concepts; Science 

Technology Society and Project Based Learning to develop knowledge and skills in 

science, technology, communication and problem solving (Chuang & Tsai, 2010:74). 

The general shift from knowledge domain-based to criteria-based qualifications that 

Allais et al (2009) stated was an emerging trend, created an inherent conflict between 

vocational education and higher education; 

 

ñé it is important to raise questions about how far the quality of learning can 

be guaranteed without the stipulating content that is specific to different 

occupational sectors and without recognizing that the learning opportunities in 

college are different from and cannot be equated with those offered by 

workplaces and vice-versa.ò (Allais, Raffe & Young, 2009:15) 

 

The Irish system of apprenticeship had also gone through major structural changes 

to remain relevant to all the stakeholders involved, while maintaining a credible 
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standard. Hawley (2006) outlined the major stages in Irish vocational education policy 

with a fundamental change to a more formal vocational structure to include 

accountability of standards. A major change occurred after a severe economic crisis in 

the 1970s-1980s which marked the birth of Social Partnership programmes that would 

involve government, industry, trade unions and NGOôs in forming agreements and 

policies including educational policies to promote economic prosperity (Hawley, 

2006:13). It was from this system of partnership in 1993 that the new apprenticeship 

model was created, which took the traditional apprenticeship from a time served model 

to a standards based model that included distinct phases divided between the employers 

and vocational education providers. The view of the Education and Training Boards 

Ireland (2013) was that changes were needed to sustain apprenticeship in Ireland into 

the future, the ETBI proposed; 

¶ Expanding the range of career areas covered by apprenticeship 

¶ Changing the curriculum to include key areas such as creativity, technology, 

communication, innovation and science where appropriate. 

¶ Raising the basic entry requirements into apprenticeship. 

¶ Offering exit qualifications for each stage of the apprenticeship completed. 

¶ Expanding the levels of qualification on the National Framework of 

Qualifications up to Level 7. 

¶ Having varying lengths of apprenticeship terms. 

¶ Greater interconnectivity between apprenticeship and higher education. 

¶ More and better use of modern information technology to deliver off-the-job 

training. 

¶ Develop a more balanced apprentice recruitment policy to minimise skills 

shortages. (ETBI, 2013:6-16) 

In Ireland the establishment of Skillnets in 1999 as an independent body made up of the 

social partners was charged with the responsibility of responding to the critical need for 

up-skilling the workforce in small and medium size enterprises, which would lead to 

enhanced skills, employability and competitiveness, funded by ú24.24m in government 

grants (Berlia, 2012:19). Foster (1992) outlined how general education was preferred by 

the World Bank over vocational education in the economic development of third world 

countries;  
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ñNow, we are informed that the Bank proposes to reduce massively its 

assistance to vocational and technical education and increase its support for 

improvement in the quality of general education at the primary and secondary 

levelò (Foster, 1992:152). 

 

Although the European Commission (2012) stated that; 

 

ñInvestment in education and training for skills development is essential to 

boost growth and competitiveness; skills determine Europeôs capacity to 

increase productivity. In the long-term, skills can trigger innovation and growth, 

move production up the value chain, stimulate the concentration of higher level 

skills in the EU and shape the future labour market.ò (European Commission, 

2012:2) 

 

One possible explanation for the shift away from vocational education by the World 

Bank was based on the evidence that general education offered the population of a 

developing nation more opportunity than vocational education would, especially when 

government resources were not available to set up high quality training centres with 

recognised standards, so that parents were acting completely rationally by choosing 

general education over vocational education (Foster, 1992:150).  

McIntosh (2007) showed that the costs of training incurred by employers using 

the Modern Apprenticeship in the United Kingdom in five different areas including; 

Construction, Engineering, Business Administration, Retail and Hospitality were out 

weighted by the value returned to the employer once the regular wages were subtracted 

(McIntosh, 2007:31). In Ireland, a comparison of costs was done comparing the unit 

cost of delivery for laboratory based courses in Institutes of Technologies for 

Engineering students which were ú10,233 while the Average Net Cost to the State per 

apprentice was ú4,705 in 2011 (Fitzmaurice, 2015:18). The issue of cost in vocational 

education was a recurring one, it was a factor behind the rise of public private 

partnership models in vocational education that were ódemand drivenô and ómarket-

orientedô, returning vocational education and training to its roots (Oleynikova, 

2007:75).  

But the original industrial landscape where the indentured apprentice would pay 

the master for his training and the master would be responsible for the vocational and 



The Irish and the Japanese apprenticeship systems: a comparative study.  
 

132  

 

general education of the apprentice throughout the seven years of the apprenticeship 

(Knight, 2012:9) had itself become obsolete. Modern economies required individuals 

with transferable skills who were flexible, adaptable and mobile within the labour 

market to be effective (Kelly, 2001:21). A study by Fitzenberger et al (2015) showed 

that apprentices who moved to a new employer suffered a wage loss of 3.3-4.0% for a 

period of up to 7 years, however a change of occupation within a firm resulted in a wage 

increase of 12% (Fitzenberger et al, 2015:149), which showed that transversal skills can 

have a financial benefit to a qualified apprentice but only if they remained with the 

same employer. With the requirement of the individual to be mobile and transferable, it 

made it unlikely that firms would invest in long and expensive forms of traditional 

apprenticeship training such as the ódual systemô and the willingness of firms to invest 

in apprenticeship training was an essential element in the success of skills training 

(Eichhorst et al, 2012:15).  

In the long term however, the evidence showed how the benefits of such a rigid 

structured system of training dissipate over time (Eichhorst et al, 2012:23). In 

developing economies the trend was toward entrepreneurship or to work unrelated to the 

occupations learned as shown by the Gambian experience which ran the National Youth 

Service Scheme in the 1990s (Eichhorst et al, 2012:26). Payne et al (2011) defined the 

key metrics in assessing the overall value of modern apprentices within a United 

Kingdom context but it could be applied to all modern apprenticeships; 

 

ñFirst, the effect of MAôs [Modern Apprenticeships] on individuals. If individual 

productivity is not affected by participation in MA compared to a counterfactual 

involving non-participation, then the wider economy effects of the policy will 

generally be absent. Second, the scale of the programme. Even if MA is very 

successful in raising earnings and the job chances of participants, it is unlikely 

to have significant implications for the rest of the economy if the number of 

participants is very small in relation to the aggregate labour force.ò (Payne et 

al, 2011:60) 

 

A review of the benefits to the individual who successfully completed a Modern 

Apprenticeship demonstrated that a graduate of a Level 3 apprenticeship earned 29% 

higher income than an individual with the higher qualification of Level 2 (McIntosh, 

2007:17). The same research showed the Net Present Value of a Level 3 apprenticeship 

per pound sterling of state funding in the United Kingdom was £17 and the Internal 
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Rate of Return was 35% (McIntosh, 2007:35). So if the economics of a traditional 

standardôs based apprenticeship produced positive financial returns but the content was 

outmoded, a change in the learner outcomes was required, referred to as transversal 

skills or a transience curriculum as outlined by Mouzaakitis (2010) which would 

produce learners who would be able to; (1) use technology, (2) think critically, 

independently and creatively, (3) communicate concepts and ideas, (4) develop and 

enterprising mind-set and (5) work effectively in teams (Mouzaakitis, 2010:3916) which 

was very different to the principles of traditional vocational education, especially in 

Ireland where the 1931 Apprentice Act was designed to address some of the deficits 

created by the earlier 1898 Act which was criticised for the academic nature of the 

curriculum (McGuinness et al, 2014:9). 

 

2.6.4 Potential sectors for apprenticeship development 

The economic crisis in Ireland eroded the monolithic cornerstone of the economy that 

was the construction industry to reveal the value of the Repair, Maintenance and 

Improvement works of buildings to construction firms. Irelandôs stock of protected 

structures and built heritage, a default legacy gift from colonial times, created the 

statuary obligation not to endanger these valuable architectural structures, contributing 

in real terms to the tourism and richness of the Irish Landscape (Ecorys, 2010:6-8). A 

study by the National Trust in the United Kingdom demonstrated the value of the built 

heritage to be 2.6% of Scotlandôs overall Gross Added Value, 1.9% of Welsh GAV and 

in Europe the value of the Heritage, Creative and Cultural sectors generated 2.6% of EU 

Gross Domestic Product in 2003 (Ecorys, 2010:7,8). In 2010, the Office of Public 

Works in Ireland was responsible for twenty-eight historic properties but there were 

124,066 National Monuments and 38,475 protected structures recorded, with 175,000 

surviving buildings, approximately 11% of the total building stock within the Republic 

of Ireland which were built before 1919 (Ecorys, 2010:11). Potentially the repair of this 

heritage stock could create 17,921 jobs in the support of the built heritage construction 

sector, worth ú775 million or 4.2% of the total national construction output (Ecorys, 

2010:20). In 2013, The Heritage Council of Ireland called for the creation of new 

apprenticeships tailored to the specific needs of the National heritage including the 

crafts of; 

¶ Retrofit insulation installation 

¶ Lead sheet working 
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¶ Thatching 

¶ Slating 

¶ Lime mortar and plastering (Starrett, 2013:3). 

Other areas such as the Service Industry and Information technology began to lobby to 

have these areas included in the range of apprenticeships on offer in Ireland. In 2015 a 

survey of twenty-five hotels across Ireland reported that 82% faced long delays of more 

than six weeks to source suitable staff with the Restaurant Association of Ireland stating 

that 3,000 vacancies went unfilled in 2014 and that apprenticeship programmes were 

needed for over 1,000 participants (Fitzmaurice, 2015:29-30). The Education and 

Training Boards of Ireland called for apprenticeship programmes to expand into areas 

such as retail, financial services, health care, child care, office administration, ICT, 

personal services, technical and operative services similar to the Northern European 

models (ETBI, 2013:6). The majority of the new twenty five apprenticeships developed 

in 2016 covered these areas (See appendix F). Analysis of job vacancies in 2011 found 

that the highest number of vacancies were in healthcare services, sales and clerical 

workers, with these three areas of employment alone accounting for over one half of the 

96,000 vacancies advertised that year (Sweeney, 2013:51). The view was that medium 

to low skills would play an important role in global skills. Cedefop predicted in a 2010 

report that in Europe in 2020 the number of those employed in medium to low skills 

employment will be 65% of the total working population, broken down into 50% with 

medium skills and 15% with low skills (ETBI, 2013:17, Fitzmaurice, 2015:3). 

 

2.6.5 Apprenticeship comes full circle 

The apprenticeship model has faced many crises, both economic and existential, Ryan 

(2000) outlined the format of apprenticeship in Ireland in 1926 which was reviewed by 

the Ingram Commission on Technical Education in partnership with the trade unions 

who stated that the apprenticeship model was not fit for purpose. The Commission 

examined the Day Apprenticeship School, the only existing one was in Bolton Street in 

Dublin Institute of Technology which delivered eight trades for girls and boys full time 

for two years after which, when placed with an employer, they entered the trade as a 

third year apprentice (Ryan, 2000:278). The same system was proposed in the England 

in 2001, called a Programme Led Apprenticeship (PLA) and already existed in 

Denmark and the Netherlands (Fuller & Unwin, 2008:16). Fuller and Unwin averred 

that the Programme Led Apprenticeship initiative reduced the paradigm of 
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apprenticeship to a form of work experience and the best apprenticeship model was the 

ódual systemô apprenticeship as operated in Germany, Austria, Switzerland and Ireland 

(Fuller & Unwin, 2008:19). Despite the high regard for the ódual systemô it was not 

immune to economic cycles and Koudahl (2010) outlined how it was under pressure 

with young people not being able to finalise their training as the number of training 

places available declined with the continued economic crisis and as a result, the ódual 

systemô needed revision to avoid a skills crisis (Koudahl, 2010:1901). With the increase 

in globalization which has been marked by technological innovation, demographic 

shifts as well as increased competition across borders, new and adaptable skills were 

required, with the growing belief that a reduction in the gap between vocational and 

academic education was required to produce multi-skilled, adaptable and creative labour 

(Mouzakitis, 2010:3915) just as a supply of skilled mechanical apprentices contributed 

the conditions for a technological advance that allowed for the Industrial Revolution in 

Britain (Ben Zeev et al, 2015:3). 

 The economics of an apprenticeship model are only sustainable when that model 

is of a high quality, with high entry requirements and serves an industrial need or has a 

value to the heritage of a country in order to reduce the training costs and increase the 

flexibility of the apprentices as they adapt and learn new technologies and better 

communication skills, this failure to professionalize and recognize the economic case 

for apprenticeship can condemn it to history. 

 

2.7 Summary of chapter 
This chapter has explored some of the recent research in vocational education and 

apprenticeship under the five headings that emerged. From the origins of the Guilds 

through to the current examples of apprenticeship in several countries that revealed 

concentric patterns of reviews which witnessed the pendulum of opinion to swing from 

core kinetic skills and processes to general education, from specific narrow technical 

training to general transversal skills.  

 

Apprenticeship Structure 

The review of the apprenticeship structure showed how two systems can have similar 

origins and strong parallels but can be moulded and changed by the winds of culture and 

economics over time, meaning that apprenticeship was not a fixed or rigid form but has 

been cut and re-sewn to meet the needs of Government and economic demands which 
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can change dramatically as demonstrated by global events impacting on the Japanese 

experience twice.  

Cultural values that influenced apprenticeship 

The cultural value of apprenticeship was explored by first examining the concept of 

culture itself and how difficult it was to define in concrete terms any aspect of a culture 

that was not untainted by prejudiced mental constructs, especially a Western bias on 

Eastern culture typified by the interpretation of research by Hofstede (1967-1973) 

which cautioned against using caricatures in cross-cultural studies. It was useful to 

examine the key elements that were required to establish a credible training system, 

with the most significant element being quality assurance at every level of an 

apprenticeship which determined the status and credibility of an apprenticeship system 

within society.  

 

User Experience 

The terms applied to apprenticeship showed a confusion in the principle aims between 

vocational training and vocational education without a clear overarching primary 

objective. The various modes of learning also showed how educational theory in 

vocational subjects had evolved from merely acquisition to a more participatory based 

community of practice in the West while the Japanese focus in vocational education was 

the aim of taking external information and internalize it into tacit knowledge which 

could lead to new knowledge creation. Apprentices have had comparable experiences 

through the centuries, these standards have varied depending on the cultural context in 

general terms. However, the experience of apprentices in each country has been shown 

to be a difficult one unchanged since the time of the guilds. The importance of having 

an apprentice engaged with the contract of learning can predict the quality of the 

craftsperson who will be responsible for transferring the skills and professional 

standards onto the next generation. 

 

International perspectives on apprenticeship and vocational training 

The format of apprenticeship in other countries around the world demonstrated that not 

all apprenticeships were created equal and many were seen as a solution to a particular 

problem of a certain skills shortage or youth unemployment, this created a negative 

spiral of new entrant ability and the active avoidance of potential students away from 

vocational education and toward general education. The rise or decline in the status of 
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the trade area was also examined with the importance of involving all the stakeholders 

in a partnership environment being critical to the success of vocational training, but 

education of the public was also a key element that can determine the long term success 

of apprenticeship and craft skills. One aspect of vocational training that became 

apparent was that once an apprenticeship system was lost, it required a huge effort to re-

establish it and restore its credibility in society. 

 

Opportunities and challenges for apprenticeship 

As apprenticeship was directly linked with industry and the economy generally, the 

employment prospects of apprentices were directly impacted by the economics of that 

country. The research revealed how the training of young people was negatively 

affected by the significant cost of operating a ódual systemô and how that triggered a 

review with uncertain outcomes and a general acceptance that as countries develop, they 

outgrow vocational education in general, unless that vocational system was of the 

highest quality as in Switzerland, as economies move toward a service society in the 

eyes of institutions such as the World Bank. Technology has also played its part in 

changing the nature and dynamic of the traditional Master/apprentice relationship with 

some positives and negatives generated. 

 

In the next chapter the methodologies used in this thesis will be reviewed and outlined 

with reference to current thinking in anthropological research. The interview methods 

and the challenges involved in conducting this research in two countries with very 

different cultures at opposite ends of the globe will also be outlined as well as the 

ethical considerations adopted in this thesis.  
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3.1 Introduction  
This chapter describes the tools and protocols used to conduct the research for this 

study. The process of disaggregating the paradigm of apprenticeship in objective terms 

and subjective terms is outlined using both qualitative and documentary research data to 

give a more comprehensive view of apprenticeship in Ireland and Japan. The actual 

mechanics of attaining the interviews in both countries and the cultural differences 

experienced will also be outlined with reference to attaining data that can be presented 

and analysed in a direct comparison of both systems of apprenticeship in a clear 

narrative framework. Ethical considerations are fundamental to the validity of 

ethnographic research and the policies employed by the researcher in the collection and 

management of the data is also outlined with the chapter ending with a summary of the 

methodologies employed. 

 

3.2 Conceptual framework  
The basis for this ethnographic research at a fundamental level was a comparison of two 

training systems that have evolved utterly isolated from one another in the petri dish of 

their respective cultures. Deanscombe (2005) defined ethnography as a description of 

peoples or cultures (Deanscombe, 2005:84). However, culture is the combination of 

many separate parts contained within the term itself, according to Punch (2005), it was 

important to understand the context of behaviour within a culture regardless of the 

specific focus of the research conducted (Punch, 2005:152). The researcher offered a 

context of the apprenticeship model through the themes of historical evolution, the 

cultural values that influenced apprenticeship, the user experience, by examining 

differing models in various countries and investigating the economic factors that 

directly impacted apprenticeship in the Literature Review, these themes formed the 

areas of investigation in the semi-structured interviews conducted in Ireland and Japan. 

The broad definition of Culture offered by Punch (2005) suggested that any 

examination or study involving humans would fall within the domain of ethnography. 

Brewer (2000) offered a more focused definition of ethnography as; 

 

ñThe study of people in naturally occurring settings or ófieldsô by methods of data 

collection which capture their social meanings and ordinary activities, involving 

the researcher participating directly in the setting, if not also the activities, in 
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order to collect data in a systematic manner but without meaning being imposed 

on them externally.ò (Brewer, 2000:6) 

 

The conceptual paradigm of this research increased the probability that a comparison of 

two independent systems would be conducted using metrics as similar as possible to 

collect data objectively in order to highlight any differences or parallels leading to 

conclusions with the aim of contributing to the epistemology of apprenticeship. To 

produce a valid grounded theory, careful triangulation of data was paramount, including 

documentary research and qualitative methodologies, which revealed central 

phenomena common to both paradigms of training. These parameters were a guide to 

whom should be identified for semi-structured interviews and revealed the themes that 

deserved to be investigated in detail though the narrative inquiry of participants engaged 

in apprenticeship at differing levels and aspects. 

 

3.2.1 Research approach used in this study 

The research techniques explored in this chapter emphasised interpretation and 

flexibility  (Liamputtong, 2010:18) to dissect the parts of the apprenticeship paradigm in 

order to be viewed individually before being reconstituted to give meaning to the whole 

system, avoiding the risk of missing the interaction of the parts within a system (Cohen 

et al, 2011:29). The researcher argues that this was the strength of the ethnographic 

approach in that it allowed flexibility in the study of the parts of the system (objective) 

but also had the rigour to reveal the relationship of the parts to the whole (subjective) in 

cultural terms which allowed comparisons to be made by those not directly involved in 

that particular system. 

Adopting the Narrative Inquiry approach allowed for a thematic analysis 

(Creswell, 2013:192) which emerged from the initial Literature Review and informed 

the themes to be explored in the questionnaire that facilitated the analysis to focus on 

the ówhatô spoken during data collection. 

To achieve a holistic understanding of a subject, Robson (2002) suggested that 

multidimensional methods of research gave valuable scope for triangulation (Robson, 

2002:190), to this end the researcher employed qualitative semi-structured interviews in 

concert with documentary research to reflect the long traditions and historical practices 

exercised in several countries to develop a multidimensional understanding of the 

influences which have shaped apprenticeship in both Ireland and Japan. 
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3.2.2 Qualitative and documentary research in an ethnographic study 

Matsumoto and Jones (2009) cautioned of the greatest danger inherent in qualitative 

research which was the operationalization of a culture that could support a particular 

bias, rather than offer a valid contribution to ethnography (Matsumoto & Jones, 

2009:324). Cohen et al (2011) also highlighted that virtual documents, that is primary 

documents stored electronically, are valuable to the researcher but they can lose their 

immediacy of the original document that they represent (Cohen et al, 2011:250). 

Silverman (2009) quoted Denzin and Lincoln (2000) who stated that the benefit of 

qualitative research was that qualitative researchers believed that they could get closer 

to the óactorsô perspective through interview, this closeness to óthe truthô was not 

available to researchers who relied on remote, inferential data from which to draw 

conclusions (Silverman, 2009:342-3). The researcher found that the qualitative data 

gained in Japan in particular, from the semi-structured interviews revealed rich personal 

detailed accounts not achieved using documentary research methods alone, especially as 

documentary research on apprenticeship experiences were difficult to source. 

Quali tative methods were especially useful when comparing two reflexivity based 

systems that evolved in very different cultures. Documentary analysis collected by 

international bodies also offered greater triangulation of information, minimizing the 

potential axiological constructs that may have been held by the researcher. Elementary 

positivism elements of analysis would have provided limited new knowledge on their 

own, but triangulated with the interpretivist method of semi-structured interviews 

produced a multidimensional analysis of the two apprenticeship systems. 

Documentary research can be comprised of primary documents and secondary 

documents with many comprising of both. Primary documents are produced as direct 

record of a process or event by a subject involved in that event, while secondary 

documents are the result of analysis of primary documents to outline or examine an 

event or process (Cohen et al, 2011:249). The documentary research conducted utilized 

both primary documents to reveal insights and processes by those who were directly 

involved as well as using secondary documents to develop a broader understanding of 

the educational, economic and political aims of apprenticeship systems in a number of 

countries at differing levels of development and cultural diversity. Silverman (2011) 

argued that that less focus should be placed on the mode of research and more on 

rigorous and critical standards regardless of the methods employed (Silverman, 

2011:24-25). 
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Qualitative research has been employed by researchers in the study of the human group 

since its introduction by the Chicago school in the 1920s and 1930s (Denzin et al, 

2003:1). Qualitative research methods also had its critics within epistemology as well as 

those who saw the value and uniqueness which qualitative research can bring to a 

unique research project that is human interaction. Denscombe (2003) stated that 

qualitative data that produced words or images were the product of a process of 

interpretation (Denscombe, 2003:268).  

 

3.2.3 The researcher as inside researcher 

It was the acceptance or acknowledgement of the role of the self as a factor in 

interactionist research that can deliver context and a valid grounded theory to 

information that is found principally from a subjectôs natural setting, especially when 

the researcher has experience in that area of study (Denscombe, 2003:268). By using 

ethnographic qualitative methodologies a óthick descriptionô or detailed narrative that 

progressively explores each stage of the apprenticeship experience can help the 

understanding and comparison of epistemology and methods of tacit knowledge 

transference used in training and education that may not be clear to those not directly 

involved. This may raise concerns of reliability in the research conducted, to this end, 

three principles as described by Denscombe (2003) were employed by the researcher 

when making initial requests for interviews that outlined to the potential participants; 

 

¶ ñThe aims of the research and itsô basic premises; 

¶ How the research was undertaken 

¶ The reasoning behind key decisions made (e.g. in relation to sampling)ò 

(Denscombe, 2003:274). 

 

Bogdan and Taylor (1975) argued that the methods by which we study people affected 

how we viewed them. They added that, when people are reduced to statistical 

aggregates we lose sight of the subjective nature of human behaviour. Qualitative 

methods, allowed us to know people personally and to see them as they develop their 

own definitions of the world. We experience what they experience in their daily 

struggles with their society (Bogdan et al, 1975:37). There were concerns about the 

interpretation of qualitative data as Miles and Huberman (1994) asked; 
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ñBut the analyst faced with a bank of qualitative data has very few guidelines 

for protection against self-delusion, let alone the presentation of unreliable or 

invalid conclusions to scientific or policy-making audiences. How can we be 

sure that an ñearthy,ò ñundeniable,ò ñserendipitousò finding is not, in fact, 

wrong?ò (Miles & Hubermann, 1994:2). 

 

Bickman and Rog (1998) outlined Maxwellôs position that there was no typology into 

which qualitative research could be put into, but that all models were óone-directional 

sequences of stepsô which formed the logical order for conducting the different parts of 

a study (Bickman & Rog, 1998:69). The subjective nature of qualitative research was an 

issue that required careful cognisance as Bryman (2008) outlined, on how researcherôs 

findings relied too much on the researcherôs unsystematic views about what was 

important as well as being difficult to replicate because of the unstructured nature of 

interviews and the fact that interviews can be reliant on the ingenuity of the researcher 

(Bryman, 2008:391). To minimise any particular unconscious leaning of the researcher, 

a broad and comprehensive documentary analysis of the apprenticeship model as 

operated in many countries over centuries was conducted, revealing both positive and 

negative experiences. Kvale and Brinkmann (2009) highlighted the importance of the 

moral integrity of the interviewer, which they stated was the decisive factor in the 

quality of the research conducted (Kvale & Brinkmann, 2009:74). Hitchcock and 

Hughes (1999) explained how the reliability of structured interviews can be distorted, as 

the actual process of coding the raw material of qualitative data distorted what that 

phenomenology actually meant to the person who experienced it (Hitchcock & Hughes, 

1999:159). 

Hitchcock and Hughes (1999) expanded the point by saying that surveys and 

structured interviews were not commensurate with the nature of the social world, these 

research instruments were not sensitive or flexible enough for the problems of recording 

experiences (Hitchcock & Hughes, 1999:159). It was this interpretivist flexibili ty May 

(2001) posited, that gave qualitative research its primary advantage enabling the 

researcher to consider how meaning was developed and employed (May, 2001:193) 

which can add colour to the monochrome numerical or documentary data. Bryman 

(2008) argued that there was no necessary reason why research using qualitative 

precepts could not be recruited to investigate a specific problem in research (Bryman, 

2008:393). One rebuttal to the charge that the creditability of qualitative research 

suffered from a lack of replicability came from Schofield (1993) who opined that the 
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goal of qualitative research was not to produce a set of results that could be replicated, it 

was to contribute a coherent and illuminating perspective of a context that was 

consistent with a detailed study of the situation (Schofield, 1993:202). 

 

3.2.4 Cross-cultural studies and comparative research 

Cross-cultural studies have considerable appeal but Bryman (2008) warned that they 

increased the cultural, ethical considerations and barriers upon the researcher (Bryman, 

2008:58, 299). Kvale (2007) cautioned on the difficulty in cross-cultural studies of 

being aware of the multitude of cultural factors that affect the relationship between the 

interviewer and the interviewee (Kvale, 2007:68, Bryman, 2008:59). Kvale and 

Brinkmann (2009) recommended that a native translator be used, to offer guidance of 

cultural norms to the interviewer who may not be aware of tiny but significant gestures 

or language meanings (Kvale & Brinkmann, 2009:144). This was the approach adopted 

by the researcher who employed a translator who was a Japanese native and a full time 

translator for the interviews conducted in Japan. Beauford et al (2009) stated that while 

cross-cultural research was needed to meet the growing thirst for global exchange, many 

research methods were designed in English speaking countries but cultural sensitivity, 

deeper understanding and respect were required if valid translations of cross-cultural 

research was to be achieved (Beauford et al, 2009:77). Being cross-culturally literate 

increased the chances of ethically appropriate methods (Marshall & Batten, 2003:140). 

As advised by Kvale (2007) a researcher should minimise any potential offence through 

cultural misunderstandings (Kvale, 2007:68) and so the researcher studied Japanese 

culture and learned that in Japanese culture, it was considered aggressive to maintain 

eye contact, in the Western culture this can interpreted as sincere or showing a genuine 

interest in the person who is speaking. Other cultural differences discovered by the 

researcher were that in Japan, shoes must be removed in the hallway of private houses, 

so footwear with laces were an inconvenience, additionally, if  a Japanese person leaves 

their front door open by 50-75 mm it was a sign that you were expected and to enter 

without the need to wait for your host. There was also a rigorous ceremony around the 

exchange of business cards which must be exchanged at the beginning of the meeting, 

using both hands to offer your business card and to receive the other persons card, as 

giving a Japanese person your business card or gift with one hand suggested a lack of 

care or appeared too casual. Punctuality was very important to the Japanese, which can 

add a level of stress when one is in a strange city, using taxis or public transport to 

travel between interviews in differing locations during the day.  The Japanese tradition 














































































































































































































































































































